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INTRODUCTION:

PROFESSIONAL DEVELOPMENT
FOR TEACHERS IN AUSTRALIA
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PROFESSIONAL DEVELOPMENT
FOR TEACHERS IN AUSTRALIA

Phillip Hughes

The Australian College of Education has undertaken as one of its major
research and development initiatives this Professional Development Project
entitled Better Teachers for Better Schools. This choice was made in the clear
acknowledgement of the central importance of this topic. For this reason the
College has made the topic its major research and development project for
three consecutive years, 1984, 1985 and 1986. This publication in 1987 is not,
however, intended as the end of the project but rather as a contribution
towards its continued discussion and development. In doing this the College
places an important emphasis on the process of the initiative as well as on
this product, which is in itself a significant publication. The involvement of
many educators throughout the project is itself a valuable professional
development exercise. The use of the publication by policy makers and by
teachers will be a further contribution.

The title we have chosen reflects our concern for the implications of
research on practice. This practice will include the creation of policies for
professional development and the nature of professional development in
schools. This has been a continuing though: in the minds of all the
contributing authors throughout their work.

The project has selected three themes for emphasis, the individual teacher.
the school and the system. Yet while these themes are distinct they are also
necessarily interrelated and interdependent. On this basis they have
proceeded in parallel rather than being developed sequentially as was
considered at one stage. Also, while the project looks at the past and the
present it is essentially a future orientation future skills and future teacSing

roles. Each of the three themes has this emphasis in mind
The project has been fortunate in attracting the support of very able and

experienced people, both as co-ordinators of the themes and as contributing
authors. The Theme 1 Co-ordinator was initially Professor Cliff Turney of
Sydney University. Cliff Turney's contribution both to research and practice
in teacher education is well known. When he had to withdraw owing to
pressure of time I took over this task personally. The Theme 2 Co-ordinator
was Dr Christine Deer, Associate Professor of Education at Macquarie
University. Chris Deer has had very substantial experience in teacher
education and her own writings on the curriculum are also very relevant to
this project The Co-ordinator for Theme 3 was Dr Walter Neal of Western
Australia. Wal Neal is undoubtedly one of Australia's most respected
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educators and despite his recent retirement is still very active. The Co-
ordinator for each theme had the responsibility of initiating the theme,
keeping track of the activities and playing a synthesising role. Our efforts
as co-ordinators have not been to initiate research but rather with identifying
issues, locating relevant research and practice, and co- ordina'ing activities
at all levels to reach some soundly-based corclusions on desirable aims and
policies. The whole project has been considered from the background of the
current social context and of possible future changes.

As indicated, the three themes relate to the teacher, the school, the system.
It should not need to be emphasised, of course, that implicit and crucial in
all three is the concern for students. The thrust of the title Better Teachers for
Better Schools needs to be seen in that context.

Australian education as a formal process involving separate institutions
has a short history, still rather less than 200 years. Teacher education in terms
of the definition of institutions for the formal preparation of teachers has a
history of less than half that time. For most of the period the preparation of
teachers was largely a matter of 'apprenticeship' in the form of the monitorial
system imported from England. It was not until late in the nineteenth
century, firstly with the development of the universities and very soon
thereafter with the earlier teachers' colleges that the process took an
institutional form. Teacher education as a continuing career-long concern
has a still shorter history, really becoming a major emphasis only in the past
fifteen years. It is now seen as a major concern by education systems, the
Commonwealth Schools Commission, by teacher unions and professional
associations, and not least by teachers themselves. It may be worthwhile to
analyse briefly some of the reasons for this change, a change which is, of
course, still in process.

The Australian interest in professional development is part of a wider
interest which can be seen in countries such as Britain and the United States
(cf, Bolam, 1979 and 1982). Part of the rea.;on for the change is pointed out
in the paper by Skilbeck, Evans and Harvey (1976). Following their survey
they emphasised that as teaching programs became less prescriptive andas
the emphasis on public examinations is reduced teachers recognise the tweed
to become better equipped in curriculum design and development. This in
itself is a major factor in the pressure for more continuous programs in in-
service education. A further impetus has occurred because of the much
greater stability in teaching staff With the stabilisation or decrease of school
populations and the substantial reduction in resignation rates of teachers,
particularly women teachers, teachers now expect to have a longer teaching
career. This has been iccommpanied by a reduction in the opportunities for
promotion which means that many more people will spend longer in the
classroom. Thus, if changes are to occur and this, in today's society, is
inevitable, then they can only occur through changes in the approach of
teachers.

4



There are also substantial institutional reasons for the growing emphasis
on professional de. clopment. A major factor in this regard has been the
establishment and operation of the Commonwealth Schools Commission
which at its inception in 1973 defined professional development as 'all the
planned experiences which a qualified teacher may undergo for the purpose
of extending his professional competence' (Karmel, 1973). The Schools
Commission has emphasised two complementary approaches to professional
development. One of these was through the direct injection of Common-
wealth funds on the basis of particular educational policy defined by the
Commission. This was a quite unique event in that no Federal body had
previously been able to influence directly decisions about teaching. However,
critical to this approach was the stated belief of the Commission that
professional development should be available t(' all teachers, irrespective of
school system, and that teachers should take a leading role in forming the
directions of professional development (Commcnwealth Schools Commission
Report for 1979-81). The Commissioi operated through state development
committees but also involved regional advisory groups and individual
schools. As a natural consequence of its devolution policy the Commission
commented that professional development should have a strong emphasis
on teacher-initiated and school-based in-service education (Commonwealth
Schools Commission Report for 1976-78). A further aspect of the Schools
Commission policy which had hoped to involve teachers more in the process
of their own professional development was in their initiation and support of
teachers' centres and education centres. The success of such centres in Britain
and Scotland was one of the background reasons for their introduction into
Australia. The Schools Commission itself funded education centres which
became centres for teachers' professional development. Teachers' centres had
already begun to exist through the support of state departments and were
now further encouraged, as many departments used their own funds and also
channelled Schools Commission funds in this direction. Both these initiatives
gave teachers a greater role in defining the direction and nature of their own
professional expertise.

A still further institutional initiative in the area of professional development
is the growing interest and involvement of the tertiary institutions. With terse
reduced emphasis on initial preparation, new resources and energies were
available for professional development. A clear indication of this is the major
growth in postgraduate courses in education in both universities and colleges
of advanced education Fr( .-1 a small beginning in the early 1970s these are
now a major aspect of the programs of most tertiary institutions. A key item
for the future In ill be the extent to which there can be productive liaison
between the various interest groups in professional development. A very
useful model is that pertaining in Tasmania, the Centre for the Continuing
Education of Teachers (CCET). The CC ET is a linking body involving the
Education Department, non-government schools, the University of
Tasmania, and the Tasmanian State institute of Technology in planning and
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implementing courses for teachers in schools. Crucial to that planning is the
involvement of teachers and schools in deciding on the focus, the location
and tne nature of such courses.

Three national reports have made substantial contributions to the recent
thinking on professional development. Moe are the Auchmuty Report
(1980), the Quality or Education Review (Karmel, 1985) and the Review of
the Commonwealth Professional Development Program (Coulter and
Ingvarson, 1985). The latter, of course, are direct contributors to this project.
The National Inquiry Into Teacher Education or Auchmuty Report' gave
most of its attention to pre-service teacher education. It did, however, also
recognise the need for long-term policies to support and strengthen teacher
initiatives in their own professional development. The thinking of the
Committee was very similar in its approach to that described by Bolam
(1982).

The Quality of Education Review Committee was appointed by the
Commonwealth Government to report on the effectiveness of present
Commonwealth involvement in Australian education, particularly at the
primary and secondary levels. The Review took note of the activity occurring
in the area of professional development, both through tl ! Education Centres
Program and the Professional Development Program. They noted the
purpose of the latter program 'to improve the knowledge and skills of
teachers, principals and educational support staff; and to enhance the
capacity of parents and other members of the community to contribute to
the education of their children' (Karmel, 1985). The Review noted the
following difficulties:

the dislocatory effects of abrupt changes in Commonwealth policy and the
confusion created by superimposing new priorities and by poor timing of
advice about changes,
the perceptions held by some authorities that the Commonwealth was
responsible for funding In-service education;
the susceptibility of funding to fluctuations because of budgetary
circumstances;
the reluctance of school systems to develop administrative structures for the
co-ordination of in-service education policies while the Commonwealth's
specific purpose programs are administered by broadly representative
committees external to these systems,
the conflict between the Immediate pnonnes of the Commonwealth and those
of authorities administering schools, and
the lack of opportunity for effective consultation ara negotiation in the setting
of Commonwealth priorities.

The Review Committee stressed that the attainment of the desirable
outcomes of schooling was heavily dependent on impinving the quality of
teachers:

Teachers must be well educated, adaptive and Innovative, changes in
objectives, credentialling and assessment arrangements, the curriculum or
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school organisation depend on teachers to carry them out. Since new entrants
to teaching represent only a small fraction of the total teaching force, in the
short and medium term, emphasis on improving teacher quality must be on
in-service development

Ways must be found to encourage more teachers to
direct their efforts to raising their students' attainments in the general
competencies;
adopt rigorous approaches to the treatment of curriculum content;
plan consistent and co-ordinated approaches to the curnculum; and
identify, and feel confident and competent in their teaching of, students
suffering educational disadvantage.

One strategy commended by the Review Committee to achieve these
outcomes was through the Education Centres Program providing courses,
facilities and resources for teachers. The other strategy was through the
expansion of consultant and advisory services.

Expansion ofconsultant and advisory services is a fruitful strategy for raising
the quality of the work of teachers. Consultants are an important source of
new ideas and knowledge for classroom teachers. Given a choice between
making a marginal reduction in average class size or increasing the size and
quality of consultant and advisory services, the latter is to be preferred.

The Karmel Committee strongly recommended that professional
development should be a high priority for future Commonwealth programs.
In fact, this has not been the case over recent years where the Commonwealth
contribution to professional development has been substantially reduced
since 1976. The response to the Karmel recommendation is still unclear.

The third report dealt directly and exclusively with professional
development. It focuses particularly on those aspects of professional
development which carry no formal credit. As with the Karmel Report it link2
possible improvements in school performance with the quality of the teaching
force, pointing out that teachers' knowledge and professional competence
are an upper limit to what can be presented effectively in the classroom. The
authors stress that any proposals for curriculum change automatically place
new demands on teachers and thus that curriculum change must therefore
be supported by parallel and relevant professional developmert. Coulter and
Ingvarson identify eight major recurring themes in recent Australian
writings:

1 Teacher education is a continuum of professional development
2. Pre-service training is Incomplete and is necessarily only a beginning of a

career of self-motivated professional development
3. Four years of pre-service training is desirable for all levels of teaching
4. Greater attention should be given to the induction and in-service phases of

professional development
5. Pre-service and in-service teacher education programs must be more

responsive to the social and technological changes which impinge on school
curricula, school organisation and the ro' of the teacher.

12.
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6 Professional development should be closely related to the development,
implementation and evaluation of the school curriculum. Consequently, an
essential step towards effective in-service education is the formulation of a
school staff development policy.

7. Much wider involvement of the community is desirable in educational
planning, decision-making aLd curriculum development. Professional
development at all levels should be designed to assist teachers to work
effective; yvith parents and the wider community.

i Cowinuing research and development is central tc, the enhancement of
teacher education ,.-ograms

(Coulter and Ingvarson, 1985)

It is clear from _etous factors considered here that professional
development for teacners is not i'Lst of current importance but will continue
to be central to the continuing need to help schools deal more effectively with
the problems of change. The attitude of teachers to the topic, the policies and
approaches of schools and systems and the policies and programs of the
Commonwealth Schools Commission are all therefore vital to the
improvement of education. This publication is intended to inform the public
debate on the issue, a debate which is so critical to the adoption of long-term
policies on professional development. Stop-and-start programs are not a basis
on which to develop an area of such importance.
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SELECTING TEACHERS
CAN WE DO IT BETTER?

Ken J. Eltis

In this paper the author highlights the difficulties associated with selecting those
who might undertake training to become teachers and with choosinr teachers for
appointment to schools Factors which impinge upon the selection process are
considered and concern ts expressed at the poor quality control measures taken with

would-be teachers A plea is made for the use of multiple measures to assist selecting

apphcants for training, the suggestion is made that teacher education i r ;Muttons
should look at ways of making selection an on-going education process rather than

one-off administrative task Similarly, the selection of teachers for employment
and certification should be a mulct - .caged process, with collaboration being sought

amongst the professionals working in teacher education, educational and employing
authorities, teacher groups and teachers working in schools
Thu article u a slightly revised version of an earlier !ext by the same author,
Selection For Teaching The Search for Quality' in Husen, T and Postlethwaite,
TN (Eds. ) International Encyclopedia of Educational Research and
Studies (in press) Oxford, Pergarnor Press

Selection or Non-Selection?
While considerable effort has been expended in the last two decades on how
to design more effective professional programs for teachers, the dilemma of
how to select the best applicants to benefit from our improved pre-service
programs has proved very difficult to resolve. Of the criteria forming part
of the selection process for initial teacher ti dining, it has 6een said that the
standards are `meagre, . . established at wretchedly low levels (and are)
administered in such a careless fashion to be literally useless'
(Watts, 1980, 120). Similar comments have been made about the recruitment
and selection of teachers for appointment to schools: `when recruitment does
occur, it may often be capricious or haphazard' (Hopfengardner, Lasley and
Joseph, 1983, 10).

Not only are we not seeing the best applicants cor, ig forward for teaching
positions (Weaver, 1981a), discouraged as many are by the disincentives
created by the perception of the work teachers do and their career prospects
(Wimpelberg and King, 1983), the procedures adopted as part of the selection
may themselves often be subject to bias on the basis of sex and race (Young,
1983). There is doubt, too, about the measures used to choose teachers who
will be successful members of the profession (Pugach and Raths, 1982). In
short, we appear to have made very little progress on this difficult question
of teacher selection, either for pre-service programs or for appointment to
a school.

11
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It might have been expected that in the last decade or so when many
countries have been experiencing an 'oversupply' of teachers (MED, 1979a)
there would have been some improvement in the selection process for the
limited number of positions falling vacant in schools. It appears that this has
not been the case. With the exception of a brief period during the depression
years, until the mid-1970s there had always been a shortfall in the number
of teachers available for appointment to schools. As a re tilt tertiary
institutions were encouraged to accept high numbers of students into teacher
education programs to sustain the flow of available graduates. This, of course,
did not enhance the prosper'.; of improved quality control. But despite the
change in the employment mz -ket in more recent years there has been no
concerted effort to improve selection procedures. Howsam and his colleagues
have noted that in the USA, for example,

the decline in teaching positions has not provoked a profession-wide discussion
regarding he qualities candidates need in this constricted market' (Howsam,
Corngan, Denemark and Nash, 1976, 114)

Coupled with this lack of attempt to try to improve selection procedures is
the fact that the academic quality and potential of those seeking admission
to training programs in the USA have not improved (Weaver, 1981b), so that
attempts at quality control through more stringent selection both at entry
to training and an appointment to a teaching position cannot be as successful
as one would have hoped during a period of excess numbers of teachers over
the positions available (Mertens and Yarger, 1982). It is highly doubtful
whether the position is any better in Australia though in recent years we have
seen a gradual upward movement in some States (e g New South Wales) in
the aggregate score at the matriculation level required for entry to some
institutions, particularly the metropolitan universities.

Influences on the Selection Process
Institutions do not decide in isolation how many students might be admitted
to a program of teacher preparation. The needs of employing authorities
exert a considerable influence. During periods of teacher shortage it is not
unusual for incentives to be offered to student teachers in the form of
scholarships to enable them to complete their training program. Usually such
scholarships are offered on condition that the students commit themselves
to teaching at the end of their training (OECD, 1979a). Where such
`bonding' schemes have operated the screening of applicants was carried out
by both the funding authority and the tertiary institution. These bonding
schemes have now virtually ceased in Australia with the result that even the
minimal amount of screening of candidates previously undertaken has now
disappeared. A further problem has been suggested by Anderson (1974) who
argues that the disappearance of the 'bonding' schemes will have the
conseauence that students from lower socio-economic levels will no longer
take up teacher education in larger proportions than in other professions.

12
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In recent years government bodies have been keen to exert greater control
over the number of institutions involved in teacher training and over the
number of students in these institutions. This has been done to cut
expenditure on teacher education at the pre-service level and also to avoid
creating a large pool of unemployed teachers. In New South Wales, for
example, figures were produced in May 1984 giving projections of teacher
supply and demand for the period 1985-1991. Using such information institu-
tions can be advised of likely demand for teachers and adjustments can be
made to intakes to ensure, as far as possible, that teacher supply and demand
can be kept in healthy balance. The compilation of data of this kind on an
annual basis is particularly helpful in helping institutions attract students
to programs where a likely shortfall has been projected (e.g for secondary
mathematics and science teachers).

When assessing their likely needs, employing authorities also need to
consider the desired 'mix' in their profession. They need to take into account,
for example, the proportion of female and male teachers, the number of
mature age entrants they would like t.) see coming into the profession, and
whether certain groups should receive positive discrimination given the needs
of schools and the diverse range of pupil backgrounds in the schools. In the
United States, for example, the point has been made that, as that society is
significantly multicultural/multiracial, there is a need for representation in
all of the professions, including teaching, from all the racial and cultural
groups (Mercer, 1984). For this reason alternative admission criteria have
been suggested to help students from various groups who might otherwise
be disadvantaged by rigid selection procedures relying heavily on scholastic
achievement test scores. It may well be time that we in Australia gave special
consideration to how we select student teachers from particular cultural
backgrounds and how, in particular, we might admit more students of
aboriginal background to teacher training. If employing authorities decide
to initiate action designed to meet a need for teachers in a particular subject
teaching area or to attract student teachers from a particular background,
it is essential that there be constant liaison with the training institutions who
have to decide how responsive they can or should be to employer demands.

Brief reference has already been made to a major factor which affects the
ultimate selection process the resource pool from whom applicants may
be chosen. Though training programs with a strong reputation may attract
more applicants than those less favorably viewed, the Institutions have little
control over the numbers and quality of those seeking admission. What is
disturbing is that in recent years the pool of applicants in a number of
countries, including Australia, has shown, overall, a decline in academic
quality (Auchmuty, 1980; Weaver, 1981; Taylor, 1978) Speaking of the USA,
Wimpelberg and King (1983) suggest that 'past research and reasonable
projections anticipate a decline in the number o' able teachers who will enter
the profession in the coming decade.' (p5)

13



They base their view on the incredible demands prospective teachers see
pupils might place on them, on the poor image teaching has, and on the poor
career prospects facing teachers, particularly 'those who want to perfect their
abilities and execute their craft in the classroom.' (p6)

This continuing poor image of the teaching profession has not been
enhanced by the relative ease of entry to the profession (Howsam dal, 1976).

It is unfortunate that, at a time when we might hope to be able to apply
more rigorous and effective criteria in the selection of student teachers, not
only is the pool from which selection might be made on the whole weaker,
but institutions still appear to be exercising minimal selectivity, with few
applicants being denied admission (Brubaker, 1976; Laman and Reeves,
1983). In offering this comment, the motivation of those enrolling in
programs is not being called into question. Indeed, whereas in earlier years
assured job security along with encouragement from their own teachers
attracted students to teaching as a career, current evidence suggests students
might be attracted to teaching for altruistic and personal reasons and,
pleasingly, from a strong desire to work with children (Wooci, 1978).

While it might be true that, until credible quality control practices are
developed, teaching will not become an established profession (Howsam
et at, 1976), such practices will be effective in enhancing the quality and
standing of the profession only if we can attract capable students into the
available pool of applicants both for teacher training and for subsequent
appointment to schools.

Selection for Training
There appears to be general agreement that tertiary Institutions should
improve t'leir selection devices and ensure that they can justify the admission
of all students. Current admission standards appear to be both lax and
inappropriate (Laman and Reeves, 1983). There is a very firm view that
screening devices need to be replaced by professional selection criteria
(Haberman, 1974), with greater involvement of a range of personnel in the
selection process (DES, 1983).

A wide variety of instruments designed to gather both objective and
subjective data is used for selecting students for teacher training: self-report
questionnaires; biographical forms; tests of knowledge; school grades;
structured interviews; measures of values, aptitudes, personality
characteristics; letters of reference (Shank, 1978; Laman and Reeves, 1983).
It appears that the elements used in the selection process in the 1970s have
not varied much from those used over the last 30 years (Crocker, 1974; Laman
and Reeves, 1973), lending weight to the view that there is a limit to the range
of possibilities at our disposal. The task is to refine practices rather than invent
a whole new set of possibilities.

Academic attainment continues to be the most Important criterion
(Carpenter, 1973; Gress, 1977; Rawlinson and Burnard, 1980), and though
its relevance as a predictor of performance in teacher education courses or

14
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in the classroom has been queried, its importance for the credibility of the
profession has been recognised. A public which might be concerned by
publicity about declining enrolments and the lowering of aggregates for entry
to teacher education programs needs to be reassured of the academic quality
of those coming into training (Weaver, 1981b; Pugach and Raths, 1982).
It is also important to note that despite misgivings about the importance
usually ascribed to academic performance, evidence has been produced to
show the effectiveness of students' grade point average as a predictor of
elementary school teaching performance both during training and after
graduation (Eash and Rasher, 1977).

From the data presently available it would seem fair to conclude that a
broad formula needs to be arrived at when selecting students for training
and this formula should include information derived from a number of
sources. It sho:id go beyond data from secondary school performance, to
include high school ranking, personality ratings, verbal and quantitative
scores and interviews (Reed, 1976). Personality variables often cited and
which could form part of the data profile relate to patience, initiative,
enthusiasm, ability to work with people (Bryant, Lawlis, Nicholson and
Maher, 1978) and flexibility, tolerance, sensitivity and communication skills
(Auchmuty, 1980). In this process the importance of the interview is not to
be ignored. Interviews are considered by teacher, parents and community
groups to be an important element in selection, though there is a great deal
of uncertainty concerning how to go about carrying out interviews reliably
(Rawlinson and Burnard, 1980).

But the application of a comprehensive formula as part of initial selection
may be valuable only in eliminating those who are obviously unsuited
(de Landsheere, 1980) or who show no potential to function as continuous
learners (Haberman, 1974). Indeed, the view has been expressed that the
prime purpose of initial selection should be to apply disqualifying criteria
to ensure that grossly unsuitable people are screened out and that this
negatively-oriented selection should continue during the pre-service program
(OECD, 1979c). For those who are accepted, the data used as part of the
selection process (examination results, information gathered during
interview, etc) should come to form the basis for planning subsequent
programs suited to individual needs.

One-off selection prior to the point of entry is not sufficient. While it may
be possible to assess whether a student has the intellectual capacity to succeed,
along with a positive attitude towards children and teaching, it is only when
students have the experience of working with teachers and children that they
come to understand the complex role of the teacher and reveal their abilities
and potential as a developing professional. Thus, one theme running through
the literature is the need to look at selection as an on-going educational
process rather than as a one-off administrative task (Haberman and
Stinnett, 1973). In this process, students must demonstrate at a number of
specific points in their program that they possess desired skills, knowledge
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and attitudes which will allow them ultimately to function effectively as full-
time professionals (Bingham and Hardy, 1981). What the process implies is
that an efficient counselling service will be available at key points in the
students' training program (as suggested in the NCATE Standards, 1981).
The provision of an efficient counselling service for students should assist
the fostering of the notion of 'self-selection' whereby students are encouraged
to play an active role in deciding whether they should continue witn their
programs or shift out of teacher training.

The advantage to be gained from having students practise self-selection
prior to admission has also been stressed. More and more authorities are
advocating the value of a break between school and tertiary study for
prospective teacher education students (DES, 1983; Howsam et al , 1975).
During this initial period of work experience students should be encouraged
to explore for themselves whether they really are suited for teaching and make
a more balanced decision on the basis of their experience. Self-selection,
however, should not lead automatically to admission to a program as appears
tc be the case in many instances, given that very few applicants are rejected
(Howey, Yarger and Joyce, 1978).

It should be understood that throughout the whole selection and
counselling process there is a need to be mindful of the interests of students
and the credibility of the teaching profession. Students must be given every
opportunity to develop their awareness of the teacher's role and of their own
ability to perform it effectively. Self-selection without advice from
professionals will not be sufficient for students to determine whether they
are fitted to embark on a teaching career. It is important that, in addition,
students should receive support and comment from teachers with whom they
work as part of the on-going counselling process. The argument has been
well summarised by Laman and Reeves (1983) who wrote:

Perhaps the best way of addressing this problem (of selection) is one often
suggested but rarely implemented, that is to make evaluation an on-going
process. The teacher training program should provide field-based activities
throughout the student's training period. By this means, prospective teachers
can early determine their own suitability for the profession, and administrators
will have opportunities to guide candidates in eliminating weaknesses and
enhancing strengths rather than merely granting or denying admission to the
program (p4)

Reference has already been made to the desirability of students having some
work experience prior to beginning their training. It should be noted that
in recent years there has been an increase in the number of applicants not
coming directly from school to training institutions, in particular mature-
age students. This has been seen as a welcome trend, and one to be
encouraged (DES, 1983, Auchmuty, 1980; Howsam et al., 1976). It has been
suggested that mature-age entrants tend to show greater motivation and, :is
a result, are likely to succeed in tertiary studies (Eaton, 1979). This raises
another important issue in relation to Initial selection
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Authorities may decide that positive discrimination is needed in favour
of particular groups such as mature-age entrants, teachers of ethnic languages
or in areas where there are special needs such as secondary mathematics and
science. It has been suggested above that for such groups entry requirements
may be varied and provisional admission may be desirable, taking account
of their particular background. However, in granting admission, academic
background will still remain a consideration. Once they have been accepted
into the program, for these students on-going selection procedures will
assume particular imiortance and they should be aware of the need for
regular counselling throughout the program.

Selection for Employment and Certification
In recent years practices have been changing in relation to the employment
of students graduating from teacher education programs. Employer selection
is still in its infancy in many countries, particularly those where in the past
students have been trained with financial support from an Authority and
there was guaranteed employment after training.

Two main avenues exist for becoming employed as a teacher. A graduate
student can apply to an Authority for a position and, after presenting relevant
credentials and usually after a brief interview (the emphasis being
predominantly on administrative matters, and especially on whether the
student has graduated from an approved/accredited program), the graduate
can be deemed eligible for appointment to a school. The precise school is
left to the Authority to decide after reviewing its vacancies. In this approach
it is not always possible to match the talents of the applicant with the position
available. On the other hand, the new graduate may apply directly to a
school, especially in the case of non-government schools, provide credentials,
seek an interview, after which the school can determine the suitability of the
applicants. Should a position be offered, the applicant is free to choose
whether or not to accept; this may not be so easy with state employing
authorities who may offer only a restricted choice to the graduate who has
been deemed eligible for appointment to any of their schools.

No matter how graduates are appointed to schools, what is ultimately of
extren:c importance for the standing of the profession is how they receive
final certification as teachers. Completion of initial training simply means
that students have been successful in meeting the requirements of the tertiary
institution; they still have to perform successfully in the sciiool and its
classrooms to achieve certification. The purpose of such rectification is to
safeguard the profession and improve the quality of instruction received by
students (Bolton, 1973).

It has been forcefully argued that there is a need for the profession to
develop a multi-staged certification plan (Howsam et al , 1976). When
students successfully complete their program of training, institutions should
recommend initial certification which will allow graduates to take up an
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appointment. Institutions should be required to provide employers with
details of the students' program of training, including recommendations for
future growth. Subsequent certification should be granted after a period of
about one year's teaching. During this period relevant data can be gathered
and the need to rely heavily on data provided during training can be
overcome. As in the initial training phase, teachers should be invited to
conduct evaluations of their own performance.

There are two further elements in this multi-staged certification plan. Once
certification has been granted it should not be permanent; that is, a teacher's
work should be reviewed at regular intervals to allow for confirmation of
continued certification. A second major suggestion is that after a given period
of teaching, application could be made for registration as a professional
scholar. For such registration teachers would be required to meet standards
set by representatives of training institutions, the organised profession, state
education authorities and employing school systems. While we are still a long
way from this goal, the idea behind it is admirable. Not only would such a
collaborative approach to recognising the professional teacher make a
significant contribution to protecting the safety of the dients (i.e. the pupils),
it would greatly enhance the standing of the teaching profession.

The possibility of achieving the goal of professional certification may not
be quite as remote as appears at first glance. There has been considerable
concern about the quality of graduates seeking employment and the quality
of their performance in schools. To try to upgrade the quality of training
programs accreditation standards have been established in various countries
to be met by institutions offering teacher education programs (e.g in the UK
the Council for National Academic Awards, CNAA). Presently in the USA,
for example, after 25 years work the National Council for the Accreditation
of Teacher Education (NCATE) has set 25 standards to be met by institutions
seeking accreditation (Wisniewski, 1981). However,

although NCATE exists to monitor standards in teacher training programs,
NCATE's importance is not seriously regarded except by the institutions that
have NCATE accreditation. (Mertens and Yarger, 1982, pp9-10)

Sadly, well under half of the institutions involved in teacher preparation are
accredited by NCATE (Watts, 1982) and, as Watts points out,

unlike some of the other professions, which will not accept graduates from non-
accredited institutions, products from . . . programs without NCATE
accreditation are eligible to enter the teaching profession. (p35)

Even where institutions have sought NCATE accreditation there has been
criticism. It has been suggested that the standards represent a 'laundry list
of procedural concerns' which have not led to improved quality in teacher
education programs because the standards fail to emphasise issues of
program quality (Tom, 1981). A research project has been conducted to look
at the evaluation process of NCATE and criticism has been levelled at the
lack of in-depth examination of how well the NCATE standards are
implemented in programs (Wheeler, 1980).

18



It is clear from the UF experience that much still needs to be done to ensure
a guarantee of minimum quality in pre-service training programs. A start
has been made, particularly through the stringent accreditation procedures
followed with courses proposed in Australia by Colleges of Advanced
Education, but we still need to investigate how to apply minimum standards
to all institutions offering teacher education programs including
Universities so that we can be certain that those seeking to enter the
profession have undergone approved programs offering high quality teacher
preparation.

To approve programs is but one step. What else can be done to ensure
minimum standards are applied when teachers seek t..n.-tification after their
training? Usually employing authorities have their own means of teacher
assessment; for example, inspection systems as in Australia, or simply formal
requirements of a specified number of courses and credit hours without any
evidence being required of teaching ability (Watts, 1982). In an effort to
ensure quality in the profession serious attempts are being made in the
United States to foster National Teacher Examinations.

While in 1982, 18 states required teacher testing for certification
(Vlaanderen, 1952), the tests continue to come in for criticism, as they have
done since their beginning in 1940 (Quirk, Witten and Weinberg, 1973).
There are those who argle that a national testing program will enhance the
integrity of tEe teaching profession and attract better quality students
(Gallegos and Gibson, 1982). It has been claimed that the knowledge that
teachers ultimately will have to pass examinations to be registered could
encourage training institutions to be more rigorous in the preparation and
evaluation of their students, showing thereby more desire to exercise their
`gatekeeping function' (Pug9r1 and Raths, 1982). Others are less hopeful,
claiming that the questions teachers are asked in the National Teacher
Examinations 'trivialise the profession' and 'provide no real way to separate
the competent from the incompetent novice' (Palladino, 1980). What is
argued for, instead, is a well-organised internship period during which all
aspects of a teacher's work can be assessed fairly by a variety of professionals
able to offer advice as well as carry out an evaluation for teacher certification.

The debate on teacher certification is far from ended. It is hard to see how
teacher testing at a national level, for example, will produce a substantial
change in the quality of teaching in schools. The problem still lies with those
wanting to enter the profession and how to assess their abilities before they
are offered a quality program of training. It is also hard to accept the idea
that national teacher testing would enhance the image of the teaching
profession if it is applied only to teachers seeking certification at the start of
their career. What is to happen to those teachers who have already been
granted 2. lifelong licence to teach and who might not fare so well if subjected
to rigorous evaluation or to a National Examination? While the idea of
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teacher testing sounds appealing 'most of the rhetoric advancing the cause
is far ahead of the technology needed in the fields of measurement and
assessment to deliver it' (Pugach and Raths, 1982, p19).

Conclusion
How to improve the quality of the teaching profession by selecting suitable
applicants for training and by making sound appointments to schools
continues to present difficulties. A particularly significant problem at the
present time is how to attract able and suited students wanting to train as
teachers.

We are more likely to find answers to many of the present difficulties if
we can achieve closer collaboration amongst the professionals working in
teacher education, educational authorities, employing authorities,
educational researchers, teacher groups and teachers working in schools.
Such collaboration may not be easy to achieve (Howsam, 1982) but itwould
be a major step forward if, in setting up collaborative wc.icing groups, matters
such as the following could be high on the agenda: recruitment for training;
criteria for selection; the provision of adequate counselling for students in
training; the appointment of teachers to schools; the initial certification of
teachers and the subsequent approval of teachers as professional scholars.
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AUSTRALIAN RESEARCH ON THE PRACTICUM
DURING THE LAST DECADE

Richard P. Tisher

Introduction
The practicum has an acknowledged centra' place in teacher education
programs. Train( -ts consider it tne most important, satisfying, relevant,
practical, worthwhir, feature of their pre-service education. They believe they
gain from it; they say it is the most realistic feature in their course; and they
want its quantity and quality increased. Teacher educators state that, ideally,
the practicum allows trainees to apply, refine and reconstruct the 'theoretical'
learn ings developed in method and foundation studies. It is also generally
accepted that the practicum has the potential to affect trainees' management
and other teaching skills and, for some supervising teachers, it may well be
an important, effective form of in-service education.

However, despite these features, the practicum continues to present
problems for teacher educators, supervising teachers and trainees. For
instance, there are difficulties with respect to scheduling practice periods,
obtaining supervisory teachers, allocating time to the supervisory process,
and providing a range of professional experiences for trainees. Also, for a
proportion of trainees the practicum remains a confusing, threatening and
disappointing experience. The practicum is a c -viplex enterprise since, on
the one hand, it is affected by the expectations and demands of the schools,
the tertiary institutions, the supervising teachers and method lecturers, and
on the other, by the nature of the pupils and classroom dyhamics. That is,
its complexity lies in the variety of people involved in it, the range of social,
political and educational ideas associated with it, and the processes used to
help ti ainees operate effectively in the classroom and reflect on their own
teaching.

Teacher educators' knowledge about the practicum seems to be shaped
primarily from their personal experiences and perceptions shared with other
colleagues and supervising teachers. It seems to be rare for educational
theories, in part;cular theories about professional socialisation, professional
development and acquisition of teaching skills to be used as a source of
knowledge about the practicum and its effects. Likewise, it appears that
teacher educators rarely prefer to, use or act upon knowledge about the
practicum that has been obtained through research, yet, in Australia, for
example, there is a local research literature on the topic Why is this source
of knowledge so rarely used? Is the research base Inadequate for an
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understanding of the nature of the practicum? Are the findings trite and
hence do not compel teacher educators 'o act? In order to address these
questions it is necessary first to review the Australian research on the
practicum, and this brief paper reports on a review of the research during
the last decade.

As there are no previous reports of Australian reviews the first aim of this
exercise was to gain as much information as possible about the products
(fmdings) of the Australian research. In order to assess the strengths,
limitations and future directions of the research it was also necessary, however,
to pay some attention to the ways in which the projects were conducted. For
this review empirical investigations, that is surveys, action research, case
studies, evaluations, reflection on anecdotal data, as well as pre-, post-test
designs (with or without interventions) were deemed to belong to research
on the topic. Philosophical treatises, descriptions of course arrangements,
procedures and principles, and position papers on the practicum, were
excluded. Details about the research were obtained from a variety of sources,
for example, from journals (Australian Journal of Education, The South Pacific
Journal of Teacher Education, Australian Journal of Teaching Practice), published
reports, 'in-house' documents from state education departments and colleges
of advanced education, and conference papers (including those from the
national conferences on the practicum in 1975, 1980 and 1985). About ninety
documents were consulted. The majority were summarised and catalogued,
and forty appear in the reference list to illustrate the variety in the research.
The following sections summarise the research findings and address the three
questions posed above. The first section deals with the studies on the
characteristics of trainees during practice teaching, trainees' teaching skills
in the practicum, and their self-assessments of their teaching competence
during the practicum. The second section reports on the investigations about
supervision, supervisors and the training of supervisory teachers. The final
section reflects on the nature of the research, addresses the questions posed
above and suggests some future directions for research on the practicum.

About half (51 per cent) of the investigatory projects were cross-sectional
surveys using questionnaire or interview techniques to collect data. About
14 per cent can be described as case studies and a comparable proportion
as action research projects. Only 10 per cent involved pre- and post-testing
where data were collected at the beginning aid end of a short period of time,
for example, a three-week practice teaching period. Two projects were
concerned with the design and validation of instruments to evaluate teaching
competence. Generally the projects were of a short duration. One case study
for instance dealt with a two-and-a-half hour seminar while one of the longer
action resePrch projects spanned six weeks. In a majority of cases the
investigatory subjects were persons enrolled in courses taught by the principal
investigators and the majority of the studies involved students from colleges
of advanced education.
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Research on Characteristics, Skills and Self-Assessment
With respect to the characteristics of trainees before, during and after practice
teaching, research workers have examined such things as changes in attitudes
towards 'hands on' experiences for pupils (Appleton, 1981), levels of anxiety
(Sinclair and Nicholl, 1981), self-perceived needs (Gunstone and Mackay,
1975), and alterations in professional self-image (Coulter, 1974). One project
dealt with the impact of the practicum on trainees' socialisation into teaching
(Matthews, 1980), several have examined their perceptions about the quality
of the practicum (Hewitson, 1981; Love and Swain, 1980; Thursby, 1980),
one, their beliefs as to whether they had learnt a great deal during school
experience (Poole and Gaudry, 1974), and another, on changes in their self-
assessment of their knowledge of curriculum content, teaching competence
and attitude to teaching (Young, 1979).

A few projects have dealt with aspects of teaching skills. In one (Fawns,
1977), the questioning strategies employed by six Diploma in Education
students who were using the ASEP unit on 'Forces' were mapped. The Smith
and Meux classificatory system was employed to categorise the intellectual
demands made by the trainees and the findings were compared with those
of an earlier study involving Queensland teachers following a conventional
combined science program (Tisher, 1970). It was noted that the proportion
of lower cognitive questions (26 per cent) in the trainees' lessons was much
less than what had occurred in the experienced teachers' lessons (75 per cent).
Another study (Grundy, 1986), ascertained the ways in which student
teachers are implicitly guided in their thinking about and analysis of teaching
by their supervising teachers. The researcher wanted to discover whether the
trainees were guided to be more technical or craft oriented or more
professionally oriented. It was noted that trainees were being guided to be
both professionally and technically oriented. One investigation, involving
path analysis, studied trainees' self-reported patterns of teaching behaviours
and their associations with personal and setting specific presses (Taylor, 1980),
while another (Skamp and Power, 1981) gathered information about trainees'
perceptions of inquiry teaching and the extent to which they implemented
lessons with inouiry characteristics. The findings from these last mentioned
projects and the ones referred to in the preceding paragraph are summarised
in Tables 1 and 2 using phrases derived from the respective research reports.

As the preceding discussion indicates objective observational studies
detailing change in trainees' teaching skills are rare. One reason may be that
the task is too complex and arduous. Another may be that teacher educators
are not interested in assessing whether there have been developments in
teaching skills. Be that as it may, some investigators have attempted to develop
schedules for assessing trainees' teaching competencies. For example, one
of these (Hodgson 1980) dealt with instructional procedures, communication
skills, the trainees"presence', pupil behaviour and lesson content. Another
project (Garnett and Taggart, 1983) trialled the Georgia Teacher Performance
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Table 1. Characteristics and Skills: 1
1. Tramees' levels of anxiety decline over a practice penod but their custodial

attitudes increase.

2. School experience is associated with positive changes in primary trainees'
self-assessments of their knowledge of curriculum content, teaching
competence and attitude to teaching.

3. School experience does little to enhance the professional self-image of some
Dip.Ed. students: there can be declines in the dimensions of orderliness,
happiness and warmth.

4. Trainees who believe they gained a great deal from teaching practice tend
to be those who were closely supervised, received a good response from
children and had good school facilities.

5. By and large primary trainees believe they experience desirable things in
the practicum. However, they perceive inadequacies with respect to
regular communication and interaction with school principals and with
opportunities to observe effective teachers in different classrooms

6 Highly ranked self-perceived needs of Dip Ed students before and after
a practice teaching period are the abilities to cope in the classroom, gain
practical teaching skills, develop relevant understandings and explore one's
own capabilities.

7. Primary trainees' attitudes towards hand-on experiences for pupils
d zlines during a practice teaching period. Males become more positive
in their feelings about their own teaching of science, whereas females
become more negative.

8. Only tv.o out of five pre-service primary teachers alter their broad
perceptions of inquiry teaching with more specific detail after instruction
in curriculum and practice teaching. By and large trainees lack clear
perceptions to adequately implement incpiry teaching

Assessment Instruments (TPAI) with Western Australian secondary trainees
to explore whether they might be applicable in Australian conditions. The
TPAI consists of four instruments dealing with Teaching Plans and
Materials, Classroom Procedures, Interpersonal Skills and Professional
Standards. These instruments focus on a total of 16 teaching skills which have
51 associated descriptors. Fourteen third-year trainees who each taught eight
40 minute lessons were scored on the 16 teaching skills. The investigators
state they obtained reasonable correlations between these scores and
measures (class means) of pupil engagement, pupil achievement and pupil
perceptions of their learning environment in the practice classes.

In three ,ather projects, a working model for reflective teaching practice
(Evans, 1980), the utilisation of a clinical observation system (Preston and
Baker, 1985), and a collaborative planning and review exercise (Fawns, 1984),
trainees were required to reflect on their own and their supervising teachers'
classroom behaviour. The first involved ten primary school personnel, twelve
trainees and several lecturers who collaborated together to plan teaching
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sessions, gather data abort this teaching and reflect on that teaching. The
investigator (Evans, 1980) maintained that the project was successful, due
in large measure to the effective interpersonal relations that were established
and to the fact that all collaborators were committed to the program. In the
second project trainees were required to use a clinical observation system to
examine the teaching skills employed by their supervising teachers.

Table 2. Characteristics and Skills: 2
1. The image of the teacher promoted by supervisors is that of an active

decision maker. That is, trainees are guided to be both professionally and
technically, or craft, oriented.

2 A proportion of trainees believe college studies should be of more help
to them in the practicum than they are. They could do more to develop
classroom and evaluation skills, and professional attitudes.

3. Student teachers ask more questions of their pupils in demonstration-
discussion phases. About 22 percent tithe demands on pupils are higher-
cognitive and 50 per cent management onf

4. Low ability primary trainees (i.e those receiving low teaching marks)
appear (a) to receive inconsistent assistance with lesson planning and (b)
to be given less freedom to use teaching methods and approaches which
differ from those of the supervising teachers.

5. About 75 per cent of supervisory teachers and their trainees say there is
a need for a clinical observation system during practice teaching, about
50 per cent express an interest in it but very few (of the order of 1 in 5)
make any use of it

6. A ,ieliberate six-week program aimed to help trainees reflect on their own
teaching and be self-critical and which uses diary records, videotapes and
discussions, is successful in developing trainees' perspectives about pupils,
fluctuating experiences in teaching and difficulties associated with collegial
collaboration.

7. Two factors associated with the successful implementation of a model for
reflective teaching practice are commitment to the model (or program)
and effective interpersonal relations among the collaborating teachers,
trainees and lecturers.

They were briefed about the compilation of objectives, data records and the
phases in the system (i.e. observation of a teaching skill being demonstrated
by their supervising teacher, data collection, and post-observation conference
with the teacher about the data record). A follow-up revealed that although
trainees and teachers saw value in the system very few actually used it
(Preston and Baker 1985). In the final project pairs of Dip.Ed. students were
given the responsibility of teaching a science topic to small groups of
secondary school pupils during a six-week period. About 40 Dip.Eds. would
meet together regularly an hour before they began teaching to discuss plans
and to review previous activities. Each one kept a diary record and was video-
taped on a set number of occasions. Post-lesson discussions also occurred
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during which videotapes could be reviewed. The objectives were to encourage
Dip.Eds. to collaborate, to reflect self-critically on their own teaching and,
together, to formulate alternate teaching strategies. Whereas the
collaboration wasn't all smooth sailing, they valued the experience and
developed positive perspectives about the pupils (Fawns, 1984). The findings
from these three studies are summarised in Table 2. These three action
research projects differ from the other investigations listed in this section: the
researchers had to consider a number, rather than a few, of the complex
factors affecting the nature and outcomes of teacher education.

A variety of factors have .so been considered in several projects that have
examined the value of various forms of school-based or internship r actice
teaching. For example, in one case, the degree to which units days provided
opportunities for trainees to observe and practice teaching skills was assessed
(Preston, 1980). In another instance, investigators (Lloyd, Smith and
Thompson, 1986) assessed the impact that a highly focused, two hours per
week, school-Lased process writing skills program had on 30 second-year
trainees. Trainees maintained that their confidence in process writing and
their insi :tits into the school's program were enhanced. In another evaluation
of a three days per week internship practice in schools (Asquith and Ferguson,
1986), the investigators state that most trainees believed their experiences were
valuable and important and that the aims rf the internship were achieved.

Research on Supervision and Supervisors
During the last decade a number of investigators have directed their attention
to the nature of the supervisory process and how its quality might be
enhanced, for example through simulation activities (Green and Boyd, 1986).
Consequently, several projects have been conducted to map the nature of
practice teaching supervision and the characteristics of good supervisors.
These projects include surveys on the responsibilities (Briggs, 1984; Danaher,
Elliott and Marland, 1982), effectiveness (Eltis and Cairns, 1982) and general
characteristics (Yarrow et aL 1984) of supervising teachers. Two detailed
studies on the characteristics of excellent supervisors (Price and Sellars, 1985;
1986) and on the adequacy and quality of supervision (Duck and
Cunningham, 1985) have been reported recently. In the first one, 57 primary
teachers who had been rated as excellent supervisors were interviewed to
obtain their perceptions on a range of supervisory issues such as planning
and post-observation conferences, expectations and elements of successful
supervision. The trainees who had been assigned to them were also consulted
and from the total interview data an excellent supervisor profile was
constructed on 16 dimensions, including the arrangement and conduct of
effective pre- and post-lesson discussions, deliberate collection of data about
teaching and being a good teaching model. The report contained no
information, however, about how the trainees performed during practice
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teaching or about the effectiveness of the supervisors in enhancing trainees'
skills or capacity to reflect self-critically on their own teaching.

In the second project (Duck and Cunningham, 1985), 1389 people were
sampled from 1% teacher training programs in Queensland to determine what
discrepancies existed between their ideals for practice supervision and what
actually occurred. The sample included final year trainees, supervising
teachers and lecturers. The rating data indicated that the trainees and the
supervising teachers believed that the greatest discrepancies between the ideal
and actuality occurred with respect to providing feedback on curriculum
plans, discussing and assisting in the development of these plans and in
discussing one's own lessons.

In a case study of five Torres Strait Islanders undertaking a special teacher
education program (Osborne and Henderson, 1985; 1986) the investigators
noted that for one trainee poor communication between trainee and
supervising teacher was a major contributing factor to the problems
experienced by that student teacher. Management, responding to pupils'
answers, pausing and the use of facial expression were skills that were
underdeveloped in all of these trainees and consequently were matters of
concern.

Research workers have also directed their efforts to programs for enhancing
teachers' supervisory skills (Edmonds, 1980; Eltis and Turney, 1984; Meggit,
1980; Preston, 1986; Sellars, 1981; Swinburne, 1983). In one of these, teachers
were able to attend a two-and-a-half hour seminar on clinical supervision
during a practice teaching period while the student teachers took the 'time-
released' teachers' classes (Preston, 1986). The investigators believed that the
use of student teachers to release teachers was a workable arrangement, and
that the seminar was successful even though many of the teachers did not
use many aspects of the clinical observation model in subsequent dealings
with their trainees.

Other developers report that slightly longer workshops on supervisory
skills, for example for six to ten hours (Eltis and Turner, 1984; Edmonds,
1980) or, fur one day (Sella 1981), tend to be beneficial in increasing
supervisors' understanding of the role of feedback and generally assisting
them in the supervisory process When these workshops are combined with
on-site personalised help for members of the training institutions (Swinburne,
1983) teachers express a great deal of satisfaction. Unfortunately, there is no
information about the extent to which supervisory skills have been enhanced
as a consequence of the various programs. Furthermore, the reports present
scant details about the nature of the short courses or workshops so that it is
difficult to replicate training programs, although it does appear that
providing models of supervision, opportunities for role-play and
opportunities to practice supervisory skills are important features of training
programs (Edmonds, 1980).
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Table 3. Supervision and the Supervisory Process
1. Trainees and supervising teachers believe that there are discrepancies

between ideal and actual supervision especially with respect to feedback
on curriculum plans, discussion and development of curriculum plans
and discussion of one's own lessons.

2 Teachers and trainees believe that effective supervisors are well
organised, are good teaching models, assist traineesto gain rapport with
classes, collect data about trainees' teaching and arrange and conduct
effective pre- and post-lesson discussions.

3. Fourth year B.Ed. students believe professional dialogue and concern
for improved teaching are essential features of good supervision.

4 Supervisory personnel from colleges should possess a number of qualities
according to teachers, school administrators, college staff and trainees.
The highly desirable ones are fairness, approachability and consistency
while other desirable ones are the abilities to be considerate, friendly
and tactful.

5 Comparisons between university and school supervisors indicate that
in some Instances master teachers are perceived to be more effective with
respect to their instructor, observer and counsellor roles than the tertiary
supervisors In other Instances the reverse is true

6 Problems with respect to practice supervision are generally related to
failures in communication

7 Supervisory teachers express concerns about insufficient time to talk with
trainees, anxiety about writing reports, and lack of support from college
staff.

8 Lecturers believe that they are not welcome in schools, teachers rarely
read practicum handouts, and teachers do not know how best to help
trainees

9 Supervisory teachers react positively to supervisor training workshops,
and to assistance with the supervisory process

10 Short (3 by 2 hour) workshops can develop teachers' awareness and
understanding of the role played by supervisory feedback to trainees
Modelling, role playing and practice of skills ale important components
in workshop programs

11 On-site supervisory training programs which include personalised help
______are favoured by teachers

The findings related to the investigations on supervision and the supervisory
process are summarised in Table 3 using phrases comparable to those in the
various research reports
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Reflections and Future Directions
The preceding sections present a state of the art of Australian research on
the practicum and outline the issues addressed, some of the methodologies
that have been used and a number of the bindings. The discussion was
preceded, at the beginning of the paper, with a statement that it appeared
to be rare for teacher educators to act upon the findings or the implications
of the research. Now if it is assumed that the extent to which action (as a
consequence of research) occurs is an index of the credibility and usefulness
of that mtarch, then one conclusion is that both its credibility and usefulness
appear to have very low ratings. The assessment that teacher educators rarely
act upon the research findings was based on the fact that there are few readily
available published statements indicating that the opposite is true. Now that
does not necessarily mean the research has had no impact whatsoever. It is
very difficult to discover, for example, the extent to which projects have
affected the institutions in which they occurred or the programs with which
they were associated. It could be the case that research findings have greater
relevance and impact on 'the contexts' in which the research was conducted.
Consequently, teacher educators in other situations might only regard the
findings as interesting, but not compelling. If that is the case, there is a
challenge to researchers to replicate projects in a variety of contexts so that,
in in iterative manner, our understandings about the nature of the practicum
can be extended, and be made more compelling for teacher educators in
various contexts. The successes that have been achieved, for instance, in such
projects as the working model for reflective teaching practice, and the
reflective, collaborative, school-based mode for Dip.Ed. programs are a
challenge to others to emulate the work and to ascertain what successes can
be obtained in other training programs. Likewise, the disappointments with
respect to the results of several endeavours with clinical observation and
clinical supervision constitute a challenge to others to ascertain whether these
models will be implemented in other contexts when different modes of
presenting the models have been used. For example, it would be useful to
check whether training programs of a longer duration than the ones reported
here are more effective. Also, it is important to ascertain whether the
effectiveness of clinical supervision workshops is enhanced when investigators
first take account of, and work from, the perspectives and needs of supervising
teachers before introducing them to the clinical model, e g. the partnership
style advocated by Ruddock and Sigsworth (1985). Of course, any attempts
to replicate the various action research projects on clinical observation and
supervision must heed Elliott's (1980) advice to maintain a high critical
perspective on all that is done and not stop short at classroom, school-bound,
or college-bound interpretive or phenomenological descriptions.

Whereas the replication of previous projects is deemed to be important
so that our understanding of the practicum will be enhanced in an iterative
manner, a caveat is in order. Our understanding of the practicum cannot
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grow primarily through the massive accumulation of findings. Theoretical
underpinnings are also required. Unfortunately, a considerable proportion
of the research on the practicum, in Australia and elsewhere, takes place in
a theoretical vacuum and at the same time neglects the influences and
interactions from other components of the teacher education program. The
research is not associated with any second order theory about how to educate
people to be effective teachers, and it does seem necessary to link it with some
theoretical framework in c,rder to build an inter-related effective knowledge
network.

The various projects address important issues in the practicum but often
the circumstances surrounding the investigations, e.g small number of
research personnel, time constraints, scheduling of the practicum, the labour-
intensive nature of projects, administrative or regulatory constraints and lack
of adequate financial support, mean that the focus of a study has to be
relatively narrow, the interactions from other program components cannot
be considered, and no consideration is given to motives, intentions and beliefs
of the persons involved in the practicum. This last mentioned omission can
invoke a criticism that the research appears to assume that human behaviour
(teaching skills) has characteristics which exist independent of and external
to the intentions and motives of the people involved and, as a consequence,
distort the issues being studied. To avoid this criticism it is essential that future
projects take more account of the intentions and motives of those involved
in the practicum. This implies that teacher educators, as well as trainees and
supervising teachers, should be among the foci for study *4cIntyre (1980)
also advocates this. He stresses the important role that id ...ogies, and how
persons construe teaching, and teacher education, when they are thinking
about it for themselves, can play in all facets of teacher education, and how
these can filter the effect of a program. He suggests that research on teacher
educators could contribute to quality in teacher education by making them
more aware of their concerns, assumptions and ideologies, and of how these
relate to their positions within distinctive types of organisations.

In addition to the suggestions that researchers consider replication of
projects in a variety of contexts, extending the length of supervisor training
programs, linking research with second order theories, broadening the
research focus, and adding teacher educators to the research foci, there are
others that may be derived from Katz's (1981) matrix for research on teacher
education. For example, one of the cells in her matrix is reserved for
information about the interactions between the characteristics of trainees and
others with whom they are associated. Presumably one relevant research
question would be, `what interactions occur between trainees and supervisors
when there are mismatches between their respective perceptions of effective
teaching?' Other questions could be added. At this stage it is deemed
appropriate to add only one other matter for consideration. Australian
teacher educators need to consider the proposals for a practicum curriculum
as enunciated by Turney et ed. (1985). These proposals should be evaluated
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and developed by persons, other than Turney a at, in order to evaluate the
costs, constraints, and benefits to be derived from the practicum curriculum
proposals.

The preceding suggestions are not an exhaustive list of new directions for
research but they do contain challenging tasks which will require
commitment, effort, tact and ingenuity to complete. When that occurs our
understandings about the practicum will be extended and our confidence
in that knowledge strengthened.
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THE PLACE OF INDUCTION IN
PROFESSIONAL DEVELOPMENT

Richard P. Tisher

This paper deals bney with the place of induction in professional development,
the characteristics and effects of induction provisions, assumptions about induction,

and some innovations that could, with profit, be adopted to induct new and
fxperunced teachers into their roles The point is made that inductr.1 should not
be reserved for beginning teachers but expanded to include part-time teachers, late
appointees and expenenced teachers taking on new roles

Induction and its Clientele
This paper is concerned with the place of induction in professional
development and it will deal with the characteristics and effects of induction
provisions. Generally, teacher induction is considered to be the initiation,
or the introduction of persons into teaching and it is deemed to begin when
trainee teachers commence their pre-service ,,iucation, or when they first
go out on practice teaching or, alternatively, when newly trained teachers
accept their first teaching appointment. A majority of employing authorities
pinpoint the beginning of induction to this time of acceptance and make
formal provisions to initiatt. the newly appointed teachers into their job.
Teacher induction may also be considered, however, to refer to other
initiations in the life of experienced teachers, for example to initiations into
new roles such as subject co-ordinator, school principal or regional education
officer. These entries into new roles appear to be as significant, if not more
so, than the entry of the neophyte into the profession, but employing
authorities seem to make few formal provisions to initiate experienced
teachers into them. In this paper it is assumed that the induction of
individuals into teaching or into new roles within the profession is part of
the process of professional socialisation. Consequently, what's done or what
may be done during induction contributes to an individual's professional
development.

Now induction has informal as well as formal components. Informal help
and guidance, including advice kern colleagues on how to proceed, can be
of great assistance to new and experienced teachers. Unfortunately it is
extremely difficult to document what types of informal support are most
effective and it is extremely difficult to guarantee that a majority of teachers
will receive informal support when it is requiredor sought (Newbury, 1978).
Some teachers prefer to remain as uninvolved in induction as possible,
a reluctance to help colleagues and believe others should cope on their own.
For these and other reasons it is necessary that formal steps be taken to induct
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newly trained and experienced teachers into their new professional roles. In
the ensuing discussion teacher induction will refer to the formal initiation of
new trained and experienced teachers into their new roles and by which they
come to be, at a basic level, professionally competent and personally at ease
in that role. Since individuals approach their new roles with different
repertoires of skills and experiences, the appropriate length of induction will
vary from one individual to another. For newly trained teachers there appears
to be a general consensus that from one to three years may be involved. Most
informal provisions however are offered during the first year of service and
most frequently (or so it appears) to those new teachers who take up their
appointments at the beginning of the school year. Those who take up
appointments during the second or third term, or who are hired on a casual
or 'relief-system' basis appear to receive fewer formal induction provisions
yet their induction needs will be as great, if not greater than their neophyte
colleagues appointed at the beginning of the year. For experienced teachers
there appears to be no general consensus on the length of their induction into
new roles. It might be argued that from one to three years st.ould also be
involved but more data are required on the issue. There is no doubt that a
period of induction is required.

The Need for Induction
That teacher induction is required can be substantiated from research and
from the opinions expressed by experienced teachers, educational
administrators and those being inducted. A number of investigators t-om
European countries (Note 1), North America (Note 2), Australia (Note 3)
and New Zealand (Note 4) have, for example, compiled information about
beginning teachers' concerns, problems, job satisfaction and control ideology
and their findings imply that although new teachers perceive they have
problems with teaching, they want to improve and they require help. All
teachers in fact perceive problems with teaching: those in their first years
perceive more than their experienced colleagues. It is significant that, across
nations, for primary and secondary teachers, the lists of beginning teachers'
most salient problems are remarkably similar. Recent international reviews
(Veenman, 1982; Veer.man, Berkelaar and Berkelaar-Tomeson, 1983)
conclude that the six most highly ranked problems are:

classroom discipline
motivating students
dealing with individual differences
relations with parents
dealing with the problems of individual students
assessing students' work.

This list is comparable to one obtained in a representative national sample
of Australian primary and seconriafy teachers (Tisher, Fyfield and Taylor,
1979).
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Table 1.
Percentages of beginning teachers managing and worrying about
teaching tams toward the end of their first year of teaching (based on
Tisher, Fyfield and Taylor, 1979. 49)

II T III IV'
Those Those

Teaching worrying man aging managing &
task adequately worrying

Teaching groups with
wide ability range 63 55 26

Teaching slow learners 62 48 22

Evaluating own teaching 55 64 25

Motivating pupils 54 67 26

Discovering level at
which to teach 47 73 25

Teaching specific skills
(e g reading) 41 64 23

Controlbng classes 39 78 22

Assessing students' work 37 80 20

Devising schemes of work 35 86 25

Teaching immigrants 30 36 11

Column IV indicates the overlap between columns II and III

Table 1, which contains the relevant findings, also distinguishes between the
proportion of new teachers who, though worried about an issue, also believe
they are coping adequately with It This feature is rarely highlighted in
studies of beginning teachers' concerns.

Provisions for inducting teachers are not only predicated on the grounds
that new teachers need help in their first years of teaching Some individuals
believe there are weaknesses in pre-service teacher education which must be
redressed and some employing authorities and professional associations
desire to maintain some control over teacher education.

The needs or concerns of experienced teachers as they enter new roles is
not as well documented as those of new teachers but general information on
anxiety, stress and job satisfaction and anecdotal data from teachers suggests
that these experienced teachers could also profit from guidance given through
formal induction provisions.
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The Nature of Induction for Beginning Teachers
Although there were a few experimental Induction programs in the USA
during the seventies the commitment to formal provisions in that country
has, by and large, not been as great or as consistent as in Britain, Australia
and New Zealand (Zeichner, 1979a). The provisions however in Britain,
Australia and New Zealand and in the USA experimental programs are
similar (Note 5). New teachers may receive and benefit from some or all of
the following:

Prior to or on appointment

school orientation visits to the school of appointment or others in the
nearby region.
printed materials containing information about conditions of
employment, facilities available to teachers, school policies, rules and
administrative procedures.

Upon and after appointment

reductions in teaching load This is achieved by either a reduction in
actual allocated time for teaching in each week, or a reduction in the
size of the classes taught, or (In secondary schools), a reduction in the
range of classes taught (eg to ninth grade only) with a corresponding
reduction in the amount of lesson preparation
released time to attend regular one day or half-day in-service
workshops or to visit other schools.
regular (eg weekly or monthly) counselling meetings within the school.
The meetings are generally organised and conducted by an
experienced colleague or a visiting corsultant, either being specially
appointed for the purpose.
lengthy (4 to 8 days) conferences or workshops conducted by
experienced colleagues and other resource personnel in locations away
from the school.

Conferences, workshops, and counselling meetings involve discussions,
seminars, group work, simulated exercises, lectures, critical incidents and
role-playing. By and large the issues that figure prominently Include those
that appear in a normal pre-service education program namely, lesson
phaming and preparation, classroom discipline and management, question-
ing and review strategies, procedures for evaluating pupil progress and
motivation in the classroom Furthermore, where counselling meetings are
involved, experienced colleagues also visit classrooms and observe lessons
given by new teachers To a lesser degree new teachers are permitted to visit
and observe lessons given by their experienced colleagues.
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The consultants or colleagues who are appointed to conduct conferences,
workshops or counselling meetings are sometimes, but not always, specially
trained for their role in induction. Training provisions exist in Britain and
Australia (Thurstans, 1979; Young, 1979) where it is also assumed that a
professional tutor will be based in the school, be released from some normal
teaching duties and maintain contacts with resource units (e.g regional
teachers' centres) that can provide specialist assistance (Young, 1979). In one
Australian state the training of induction tutors is conceived as part of in-
service education for experienced teachers. The strategy is to train three
experienced teachers as induction tutors whose responsibilities for the
professional development of new teachers in their school lasts for a specific
number of years after which time another three experienced colleagues are
trained to assume the responsibilities. Each tutor receives a substantial
resource folder (Queensland :n-Service Education Com Lime, 1981)
containing ideas for school-based induction programs and for professional
development.

The Effects of Induction for Beginning Teachers
It is appropriate to note that even though formal orovisions occur to induct
new teachers a proportion do not receive them. Those that do are satisfied
with them, and would like other new teachers to receive them (in particular,
the opportunity to visit experienced teachers' classes). Only about half of the
recipients however, see much value in the provisions (Tisher, Fyfield and
Taylor, 1979; Zeichner, 1979a). There is actually no compelling evidence for
the superiority of one induction provision over another (Zeichner, 1979a)
although different forms of released time are better than no provision at all
and supervised released time during which new teachers consult with
experienced colleagues, engage in professional activities, visit research centres
and plan teaching activities are superior to unsupervised release (Bradley
and Eggleston, 1978): the supervised teacher: ..ppea to become more
confident and less frustrated with teaching than unsupervised ones.

The quantitative research literature has little to say about the effect of
induction on teaching strategies and skills: the findings from several
experimental studies are equivocal (Zeichner, 1979a). This research literature
is also devoid of i "'nation on the effects of the provisions on pupil
achievement. TI t mean that %lave been no effects. In fact It
is extremely diffi a short ix d of time, to tease out the effects of
induction pnvisio, g quantita, .t procedures. Qualitative data such
as new teachers' expressions of satisfaction about induction and their
opinions that others should also benefit from induction provisions can be
interpreted to indicate at formal provisions should not be abandoned and
that they have an important place
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Assumptions About Induction
Induction is assumed to be part of the socialisation of teachers into the
profession but very little has been written about the processes underlying it.
There appear to be only a few attempts at explanatory theories (Lacy, 1977;
Zeichner, 1979b) and none to provide empirical information. At this stage
it seems that educationalisrs will have to rely on the few preliminary
explanatory theories and the literature about the socialisation of persons into
other cultures or groups (c.f. Biddle, 1979) if they are to gain some insights
into the underlying processes.

Very little has also been written about the objectives of induction. It is rare,
for example, for education authorities to declare objectives for the various
formal provisions for the induction of new teachers although they may declare
the roles of principal, beginning teacher counsellors and regional education
officers in induction. The purposes of beginning teacher induction may be
inferred from the nature of the formal provisions. These have been assumed
to be:

1 to extend the teachers' knowledge about the school and the educational system
and how both function;

2 to increase the teachers' awareness and comprehension of the complexities
of teaching situations and to suggest alternative v dys f coping with these
complexities;

3. to acquaint the teachers with support services and resources within the school
and the region,

4 to help teachers (generally through counselling activities) to apply knowledge
they already possess, or could obtain for themselves, to the daily tasks or
problems which confront them. (Tisher, 1980, p81)

These objectives, and especially number 4, could apply equally as well to the
induction of experienced teachers into new roles. If these are accepted,
however, as the purposes of induction, it seems there is another underlying
assumption about induction. Note, that either by intention, or oversight, the
inductees are, by and large, cast into the role of receivers and induction tutors
or counsellors or other experienced colleagues are c2st in the role ofproviders.
Only with respect to the fourth objective does there se: n to be an acknow-
ledgement that inductees and induction counsellor.; may interact as
collaborative problem-solvers. It seems that the creative potential of teachers,
and that they may be resources with new ideas, are ignored. Induction
appears to he based on a deficit dependency model (Dean, 1977; Stammers,
1979): it is assumed that teachers, new teachers in particular, are deficient
in their knovi ledge of the educative process and instructional strategies, and
hence must depend upon, and receive advice from other more Lxperienced
colleagues. When a deficit-dependency model is accepted, overtly or covertly,
a greater emphasis is placed on the constraining rather than the creative
features in the socialisation process associated with Induction. If induction
is to be of high quality then more allowances need to be made for the creative
potential of teachers. Some ways in which this may be done are discussed
in the subsequent section on other induction initiatives
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Other Induction Initiatives
In recent years there have been a number of initiatives such as clinical
supervision (Smyth, 1983; Smyth and Strachan, 1981), reflective teaching
(Note 6) and personal initiatives in professional development (Ttsher, 1983)
aimed at fostering professional development, enhancing teachers' awareness
about the effects of their classroom behaviours and improving teachers'
instructional skills. Aspects of these initiatives could, with some profit, be
adopted to the induction of new and experienced teachers into their new roles.
The init:atives have a number of things in common and are based on three
important assumptions (or beliefs) that have implications for the role of
induction supervisors (or counsellors) and the manner in which induction
is conducted. The first belief is that teachers are creative, knowledgeable
people who can on their own Initiatives, contribute to their professional
competence and development. The second is that teaching is a collaborative
profession and although teachers are competent persons, the complex and
arduous nature of the job means people cannot 'go it alone'. Collaboration
involves sharing ideas, giving and receiving assistance, and co-operation with
others to salve problems These two beliefs imply that persons responsible
for induction, or other forms of professional development, must behave and
regard themselves as collaborative counsellors rather than authoritarian
supervisors Admittedly those responsible for induction should be
knowledgeable, experienced, resourceful and trained for their role, but as
induction counsellors they should foster collaborative problem-solving about
instructional strategies, interaction with peers and administrative procedures,
and not provide 'standard solutions'.

The third belief is that one effective way to learn a great deal about one's
job of teaching, including instructional or administrative strategics is to
gather data (with the help of a colleague) about what occurs in one's own
classes or with one's own administrative strategies, and compare that with
what was expected, what others have experienced, what research says would
occur and what occurs when some of the antecedent conditions (e g an
instructional or administrative strategy) are altered These types of
comparisons or reflec t ions about one's job are rarely fostered in pre -servo e
education programs, in induction or at other stages during a teacher's career.
The references cited above maintain that encouraging teachers to reflect on
their own job in the manner outlined has a significant effect on teachers'
behaviour, self- concepts, satisfa( non with teaching, and sense of worthwhile
accomplishment Of cours, teachers must gather data and think about those
things that are generally regarded as ducationalk significant features and
they must be gw. en techniques for gathering data about these signifu ant
features.

It is suggested that induction could involve a number of personal
insestiganons ab(nd one's own job as te :c1,er with ( ollaborame data
gathering and retie( tion on that (Lila as Indic ated abme Additional details
about what might be done are to be found in the foul referent .s mentioned
at the beginning of this se( lion
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Concluding Comments
Whereas there is no unequivocal evidence to the superiority of one induction
provision over another, experience indicates that each practice that has been
adopted by education authorities in different countries has a place It does
seem, however, that some of the features and perspectives about induction
could be Improved. First, Induction should not be reserved for beginning
teachers but extended to include relieving and part-time teachers, late
appointees and experienced teachers taking on new roles. Second, all
induction counsellors/tutors should take more account of the creative
potential within teachers. Fourth, induction counsellors and induction
provisions should foster collaborative problem-solving and fifth, new
initiatives in induction should include collaborative data gathering and
reflection on significant educational featums of one's own teaching job. There
is a challenge for the profession to take these new initiatives

Notes
Note 1. The European reports include those by Broeders (1980), Gabriel (1957),
:duller-Fohrbrodt, Clocha and Dann (1978), Phillips (1932), Taylor and Dale (1971),
Veenman (1982), and Wenman. Berkelaar and Berkelaarlinnesen (1983)
Note 2. The North Amen( an reports nulude those by C run kshank and Broadbent
(1968), Con °rail (1981), Dreeben (1970), Hunter (1981), Zeichner and Grant (1981),
and Zen hncr and Tabae hnn Is (1981)
Note 3. The Australian reports include those by Hogben and Petty (1979),
MacArthur (1981), Otto, Gasson and Jordan (1979), Power (1981), Telfer (1981),
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Note 4. The New Zealand reports include those by Battersby (1981) and Mu rthn h
(1978)
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THE PROFESSIONAL SOCIALISATION
OF SCHOOL TEACHERS

Don Anderson

The socialisation of teachers, and of other professionals, begins before training starts
In the case of teaching, experiences at school are specially important since many

future teachers ident6 with their own school teachers and learn habits and attitudes
which will later characterise their own practice Socialisation during training
appears to be less influentral than in other professions, evidence indicates that trainees
are closer to practising teachers in attitudes to discipline, etc at the beginning of
the courses than they are at the end After a fewyears of practise there appears to
be a return to something like the attitudes and beliefs held before training commenced
Students in concurrent courses are more likely to acquire traditional orientations
than students in a secondary end-on course organis,ltion

Generally school teachers represent a broader cross-section of thecommunity than
other professionals, and they are better educated, nevertheless, there are calls for
even better educated teachers The paper concludes with a discussion of a central

dilemma for all professional education It is this the more trainees are confined
to a total institution (to we Coffman's term) the greater will be their commitment
to the profession and to its traditional practices, the more theyare trained in a multi-
purpose educational environment, the more catholic and cntical will be their views
The paper concludes with some questions about the career structure of teaching

Introduction
Associated with most ocrupat'ons are personality stereotypes of practitioners:

the solicitor who is formal in demeanour and suspicious by tempei a-
ment, it is his/her task to ask not what is right or good about a proposal
but what is wrong with it, where the catch is. And work habits spill
over into every Jay customs so that it is said that lawyers are the only
people invariably found to be carrying umbrellas on a sunny day;
the somewhat pompous, superficially friendly and dogmatic doctor,
made that way by a succession of patients, each of them anxious for
an unequivocal diagnosis which will label their malady. An expression
of genuine uncertainty by the doctor might be honest but it is not
wanted by the patients who, until recently at least, accorded
considerable deference to these modern medicine-men, whose wisdom
en( ompasses knowledge of life and death,
the public-spirited but conservative civil engineer who relates to things
more readily than to people, and who would like society to 'stay still'
so that the engineer can get on with improving the physical
environment- bridging it, damming it or draining it,
the avuncular and didactive teacher who daily has to maintain order
amongst a tumble of frac tious a hildren.
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By their nature stereotypes distort, reducing complex and varied reality to
simple and sometimes prejudiced images. Nevertheless there are links
between occupation and character and they are used, for example, by authors
like Conrad as a means of delineating personality. And in everyday inter-
personal commerce we use occupation as a short-cut to a certain familiarity.
When two strangers are thrown together in a railway carriage they will almost
invariably start the getting-to-know-you process with observations about the
weather; this will be followed quickly by 'what do you do?' or, if the idea is
to deflate pomposity, 'what do you do for a crust ?' What do you do' could
be answered a dozen ways 'I live in Bankstown', 'I enjoy tennis', 'I watch
television every night', 'I seek indulgence', 'I spend all the time I can with
my family' but in our culture the question is universally interpreted as
referring to work, vocation, job or occupation. And the answer conveys a
great deal, providing hints about the respondent's social class, likely Income,
education, political preference, values, residential region and social beliefs.
Such information facilitates conversation.

In Industrialised society it is work, perhaps more than any other single
institution, which provides tiersonal satisfaction, determines social position,
is a source of friendships, and defines personal identity. There is some factual
basis for unflattering stereotypes but they are, of course, neither fully accurate
nor complete. For example, the public also accords to doctors and teachers
a high degree of trust; they are also associated with a certain amount of
idealism and are accorded respect. Perhaps Goldsmith's tribute to the village
teacher 'And still they gaz'd, and still the wonder grew, That one small head
could carry all he knew' is less opposite in an era of mass education just as
the Dr. Finlay (of casebook fame) image has faded with mass medical
services.

The career choice which is made by young people is shaped by the position
of their family in the social structure, as well as by temperament Doctors
and lawyers come predominantly from the top fifth of the social order (based
on the sociologists' holy trinity of education, wealth and occupational
prestige) and are likely to have entered university via the more prestigious
private schools. Apprentices, on the other hand, are mainly from the middle
and lower social groups, are 90 per cent male, and have attended public
schools. Recruits to engineering are also mainly men but from the upper
reaches of the social scale and, in recent years, increasingly from private
schools. Teachers originate from a more representative and wider span of
the social spectrum but they are still on average well above the median. The
democratisation of higher education which occurred during the 1960s and
early 1970s was due, more than anything else, to the massive recruitment
of teachers by state education departments which, desperate to find staff for
the burg. ...... 'roots, used studentships which paid fees and a handsome
allowance in order to recruit trainees. By these means thousands of young
people were attracted into higher education from groups formerly under-
represented country dwellers, lower SES (sok io-economie status) and
fem ales
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In more recent times, with the decline in demand for teachers, and the
diminution of the value of fmancial aid for students, there has been something
of a social regression in the make-up of higher education. Furthermore, with
increased retention through secondary school, and limited places in
universities and colleges, entry standards have risen as the demand for places
has become very competitive, especially for medicine and law. This has
however, not extended to education where teacher trainees remain of average
scholastic attainment and of average social background. A decade or more
ago women who entered teaching were of above average attainment and
social class; now many of their contemporary counterparts seek careers
previously dominated by men.

How do certain temperaments become associated with occupations? Is it,
as we have implied, that the task moulds the person, like a Procrustean bed
which, as Willard Waller (1932) said in relation to teachers, fits the person
to the task of lopping off superfluous members and stretching others. Or is
it a matter of self-selection and a matching process whereby young people,
in the business of making a career decision, match their self-image with the
image they have of occupations, choosing unconsciously perhaps, those in
which they will feel most comfortable.

These two explanations of career choice have been explored a good deal
in social psychology. The first with the aid of role theory which sees
individuals being socialised by experiences during training or at work for
their occupational roles. A role is a set of behavicjrs, beliefs and dispositions
which are characteristics of individuals in particular context; and socialisation
is the process whereby changes are induced in persons by agencies in the
environment facilitating participation in a sub-culture or a social system
(Biddle, 1979). Generally occupational socialisation is thought to occur
mainly in the first years of work; we shall see however that there is a good
deal of recent evidence Indicating that socialisation also takes place during
training, or even before.

The second approach to explaining career choice is trait theory. It explores
the extent to which young people unconsciously match their personality with
perceptions of occupations. Individuals either self-select or are guided to
careers where the tasks are felt to be congruent with their personality needs.
Trait, as distinct from role, is behaviour presumed to be characteristic of a
person regardless of context. Traits are thus deeply embedded in the
personality and have their origin either in biological inheritance, or in early
childhood experiences which are subsequently repressed and are beyond
recall by ordinary memory.

These two theoretical viewpoints, like most theories, have profound
practical implications. The vocational guidance movement, for example,
which emerged as advanced industrial society spawned complex occupational
roles, is predicated on the assumptions: (1) that there are abiding differences
of personality and cf ability between individuals; (2) that these differences
can be measured; (3) that individuals and jobs can be matched to the mutual
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benefit of the worker and employer. The operation of the school psychology
and guidance systems in Victoria and New South Wales in the 1950s and
1960s (and possibly more recently), illustrate these contrasting approaches.
In New South Wales, where practice was influenced by the biologically
determinist University of Sydney Psychology Department, children were
tested, assessed and allocated to roles deemed to be appropriate - in school
or the labour force. In Victoria, the University of Melbourne Psychology
Department was strongly environmentally determinist and this perspective
influenced the Psychology and Guidance Branch of the Education
Department which treated the situation rather than the child.

In this paper we will be focusing on socialisation as a process in the
development of teachers. This does not mean that there are not more funda-
mental dispositions which influence what teachers do; nor does it rule out
the ethnomethodological perspective that individuals make choices and deter-
mine their own situation rather than the reverse. It is illustrative of the extent
to which theories can blinker intelligence and common sense that it is
necessary to remind ourselves that all individuals are capable of making
choices, that these choices are predictable only in a statistical sense, and that
tc, an extent it is people who mould situations. The chief disease of doctrinaire
social science is 'nothing buttery'; that human behaviour is 'nothing but' the
expression of biology, etc.

Of the three stages when socialisation can occur before training
commences, during training, and on-the-job-pretraming - socialisation is
almost always anticipatory. Mental role-playing occurs as a young person
who has made a career decisior imagines himself or herself in the role, and
assumes some of the habits of the job. Socialisation during training is much
closer to the real thing, recruits to engineering, medicine, law or teaching,
etc. have committed themselves, with varying degrees of intensity, to a career
and are thus highly receptive to socialising influences or agencies which, as
we shall see, are plentiful in professional schools and faculties. Socialisation
on the job completes the process of turning the recruit into a good working
member of the occupational culture. The occupational task shapes
personality, and this adaptation is reinforced by other persons in the same
role. Colleagues can be supportive, they also exert considerable pressure on
newcomers to conform to the traditional role. In the case of teachers, on-the-
job socialisation can be particularly potent.

In exploring these three stages we will refer to some of the considerable
Australian literature on the subject of teacher socialisation. Especial use will
be made of the national Professions in Australia project, a longitudinal study
which commenced in the mid-1960s with students who were then
commencing university courses with the intention of qualifying for practice
as engineers, lawyers, medical doctors or secondary teachers (Anderson
et al , 1983). These recruits were followed through their courses to graduation
or until they dropped out. Further follow-up occurred in 1978, 1982, 1983
and 1984. An told six universities were represented in the studies. Apart from
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one special Instance the teachers in the sample were in 'end-on' courses where
a 3-year degree (usually arts or science) preceded a diploma of education.
The exception was a special 4-year concurrent course of education and
science studies for students who would become science teachers. Later
reference will be made of the effect of the different experiences of students
in this concurrent course compared with those in end-on courses.

Pre Training and Anticipatory Socialisation
The age at which young people make a career decision seems to influence
their subsequent occupational commitment; the earlier the stronger
(Carpenter and Foster, 1979). Not unnaturally, those who have decided earlier
are going to be more receptive to agencies which influence the development
of traditional role characteristics.

In the Professions in Australia project half of those who entered medical
or teacher training had decided on their career by the age of 16; in
engineering and law only one-third had decided so early. Among the medical
students it was a family influence which had set this early career direction;
among the teachers it was their own school tca,hers, especially in the case
of girls. Furthermore, it has been shown in numerous studies that school
teachers are particularly influential role models for their own pupils. This
is perhaps not unexpected, teaching being the only occupation (apart from
home duties) which is so closely observed by children for several hours of
every day. The influence of teachers as agents of pre-training socialisation
is conservative in that existing classroom practices are endorsed and values,
perhaps no longe: appropriate, are interna-sed. So strong is this early
influence that Petty and Hogben (1980), who studied six groups of teacher
and non-teacher students in Australia, concluded that teacher socialisation
is largely completed by the time training begins. Lortie (1975) reached a
similar conclusion after studies in USA, observing that:

teachers retain a definition of schooling and teaching from their own school days
(which is) essentially practical and task-oriented . [and] that education
students having been socialised for teaching by their experiences as pupils believe
they knov teaching and are more concerned with learning practical skills than
theory which may bear upon those skills.

Similar conclusions were reached by Shipman (1967) and Hargreaves (1975)
following their studies in the United Kingdom.

In contrast to the significant number of teachers who decided early on their
career, and whose commitment is strong, is another group who decided for
teaching quite late and whose commitment to the profession is weak. Entry
to teaching for many of the latter group of young people was almost by
default: having done well enough at school, and having reached the point
of leaving fo,. work or for further training, and since, in the words of one
representative, 'nothing else appealed at the time, I chose teaching'.
Sometimes the availability of a grant (in the 1960s and 1970s education
department studentships were as valuable as any available) was the most
50
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Important consideration; and in a few cases there was an intention to leave
teaching at the earliest possible opportunity. Entering the profession of
teaching by default was more common among secondary than primary
trainees, men than women, urban than rural, and among trainees who had
been to Catholic schools than others (McArthur, L181, Walker, 1967,
Carpenter and Foster, 1978). The proportion who were committed to
classroom teaching in the Professions in Australia study was similar at the
outset to that in a contemporary English sample just under 50 per cent
but this had declined by 4th year (see Table 1).

Table 1. Expected Tife's Work' of Student Teachers

Englandngland
L

E- nd of 1st Fourth Second
year year year

n = 974 n = 537 n = 3237

Start of
1

1st year
= 1089

Classroom tcaching 49

Teacher education
Research 7

Administration 7

Planning 1

Not decided 26
Will not be teachmi; 100

46
3

19
5

41

6
8

5

49
6
6

4

1 2

26 24 26
100 100 100

Source Professions in Australia project and London In,. tute of Education
See Anderson (1974)

Choke by default was also frequent among the law students in the Professions
in Australia study (It was even more frequcut among the English student-
teachers) There were, however, other different es of a more positive natty.
Compared with engineering, law and mediculc entrd ;() secondary
teaching in the 1960s were Icss moved by considefation. extrinsic to practice
such as social prestige, financial rewards or r-..isonal security Expectations
of future income by teacher trainees were inodest compared with the other
professions, a fact not unrelated to the s,,x and social class origins of teachers.
Notable among the images which d attracted the teacher trainees were
community service and an interest in working with people (Anderson, 1974)

It bears repeating, however, that among the highly committed recruits to
education, evidence from three countries show, that their own teachers had
been potent role models This fact is crucial to understanding the process
of becoming a teacher If the beliefs and dispositiol,., of teat hers are formed
so early, does subsequent training in any way modify these, pert aps replacing
those traditional images which were learnt when the) were pupils with
alternative perspectives') It is to these questions that we now turn
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The Effect of Teacher Training
The effects of anticipatory socialisation and teacher influence are not
`washed-out' during training or in the first years of teaching according to
Carper, : et a! (1982). These authors, however, do not go as far as Petty and
Hogben or Lortie who have concluded that any socialising effects of training
are quite superficial. Indeed, according to Lortie student teachers resist re-
socialisation during training, it is the conservative attitudes to teaching which
endure, attitudes which were learned from their own teachers who were
powerful role models. He believes that during training recruits to teaching
are disposed to those aspects of the courses which are congruent with the
models and attitudes they have brought with them from their own schooling.
Contrary beliefs and disne ,itions from professional training become less
firmly rooted. Subsequently attitudes internalised earlier and perhaps
suppressed during training, are triggered when recruits themselves start
teaching.

The Professions in Australia project produced clear support for
professional socialisation during training in the case of engineering, law and
medicine; but in the case of teachers the evidence is more equivocal. The
study hypothesised that no socialising agencies influence student development
during the years of their courses. One is the official or approved university
culture which, in addition to imparting knowledge al d skills, sets out to
inculcate certain attitudes to knowledge, particularly approaches to inquiry
and, according to some authorities, liberal values on a variety of social issues
(Anderson and Western, 1967). The second socialising agent is the culture
of the profession for which students are preparing and which exercises its
influence through curriculum, associations with staff, journals, meetings and
family connections. As undergraduate training proceeds, there is an
increasing specialisation of curriculum; there is also a concentration of social
life so that before long students mix almost exclusively with other individuals
having similar career destinies. Thus the peer group reinforce the acquisition
of traditional beliefs and dispositions.

The study reached the interesting conclusion that dual socialisation occurs
in most faculty groups All students acquired values which are traditionally
associated Arith the university experience, they became more liberal on
political, social and economic issues; less dogmatic in their attitudes to
knowledge; less pragmatic in problem-solving, less cynical and more
interested in intellectual pursuits and high culture. There were differences
between faculties and, while all changed in the same direction, the relative
differences remained Thus, for example, the engineering students stayed
the most dogmatic, teachers the most disposed to intellectual interest., while
the law and medical students remained the most politicallyconservative. (The
latter is, of course, consistent with the social background of the students in
those faculties)
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At the same time as the students were acquiring these general values, those
in engineering, law and medicine experienced professional socialisation,
developing beliefs and dispositions characteristic of the culture of the
profession for which they were preparing. Thus in medicine students' initial
idealism declined and was replaced by a view that the interests of the
practitioner and of the profession had to be given greater weight in any
conflict of client or public interest. This found expression in quite strongly-
held views by senior students in favour of fee for service, minimum
government regulation and professional solidarity against criticism. Law and
engineering students similarly came to accept their respective professional
perspectives on community issues, believing for instance that, in disputes with
clients, and in defining the public interest, the final arbiter should be the
profession itself.

Dual socialisation by university and by profession appears to have taken
these students in contradictory directions: the university experience towards
a more critical and less self-centred perspective on society, the professional
influence to a strongly self-interested position. Although there is no way of
testing the relative strengths of two such disparate influences it was very clear
that the students' primary reference group became their profession, and
indeed, by the end of their training, the majority had come to believe that
professional education would be better were it conducted in a specialised
professional institute rather than a multi-purpwe university. The strength
of both the university and the profession-centred attitudes which students
developed, as they progressed through their training, appears not to have
been connected with social origins. There was no evidence, for example, that
students from working class backgrounds intended, any more than other
students, to use their skills to help more disadvantaged sections of society.
This does not mean that such a motive does not exist, but simply that this
study found no evidence for it. Group identification is likely to be stronger
where the group is more socially coherent as is the case of Aboriginals, or
other ethnic sub-cultures.

Teachers were different. Whereas university socialisation occurs in a
similar fashion to that for engineering, law and medicine, there was little
evidence of professional socialisation in the case of student teacher..., all of
whom were destined for secondary schools. This may be accounted for tiy
the lesser amount of specifically professional training which they received
in their first wit, or three years of teacher education, compared with the
professional content in other faculties. Furthermore, the professional culture
of teaching is less well defined than in other professions indeed. there are
conflicting views i bout the nature and purposes of teaching which are not
paralleled in engineering, law or medicine. There was some evidence that
the socialisation of the teacher trainees was actually counter-productive from
the perspective of practices which are common in schools Whereas, tor
example, practising teachers approve a somewhat authoritarian demeanour,
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student teachers, who came into training with initial attitudes not dissimilar
from those of practising icachers, had moved by final year to more liberal
and child-centred positions.

A direct comparison of practising teachers with student teachers is possible
by using the Australian data from the international study by Adams et aL
(1970), some questions from which were included in the Professions in
Australia survey. The following is a list of practices which both practising
teachers and beginning student teachers endorsed rnore or less equally, but
which the student teachers came to reje- by the end of their training

use of formal or respectful titles by pupils
corporal punishment for boys
insistence on respect from pupils
regular and ample homework
ability grouping
preparation of pupils for jobs
emphasising pupils' obligations to society
religious education.

These were students of the late 1960s, many of whom had completed their
degrees before the peak of student unrest which was associated with
conscription, Vietnam and anti-establishment ideologies. Later we silo!' see
something of the same group, or at least of the survivors who are teachers
in the late 1980s. In the meantime the interpretations of the findings of that
study made in the 1960s is of interest

It was concluded that on the face of it, there does seem to be a real generation
gap represented to these different es To suggest that these student-teachers hold
the values of the counter-( ulturc would be to exaggerate beyond c-edulity There
is virtually nothing in their behaviour which indicates an interest in the
psychology of alienation, oriental mysticism, psychedelic drugs, community
living Such a culture embraces only a small minority of the young Nevertheless,
there arc influences which extend to even the most socially conservative of
students, a category which includes student-teachers We have already seen
evidence that they tend to reject materialism and social prestige as 'values On
the other hand, there is an emphasis on in reasing self-awareness andan interest
in better undelatanding of others In the exact comparison with practising
teacher', the student-teachers reject ideas which have been central to traditional
s( hooting for them, s( hoofing is not mainly a preparation for jobs, it is not to
produce people who will conform to society, it is not to stress obligations to the
existing order and It is not to tea( h religion These differences (between 4th year
students and prac using teachers) are so large, and reflect the position of so many
students, that it makes sense to speak of a generation gap We are speaking of
students who are among the most so( ially conservative in the university They
are not flamboyant adolescent rebels whose i onocla' u displays will later be
repla( ed by solid middle-( lass «inservatism As with nu rnbers of the counter-
( ultu re, it is easier to discover what these students me( t than it is to discern what
their objet Ines are At this stage their aims appear, somewhat hazily, as a respe( t
for the individual student and his right to 1w different When they enter
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traditional schooling, where the maintenance of order is a dominating concern,
those of the group who remain in teaching will probably become more traditional
in their schoolroom practices as has been predicted by our school-teacher
Informants (Anderson, 1974)

The same study compared the socialisation of two groups of students training
to be science teachers: one in a 4-year end-on course, the other in a 4-year
concurrent course In both of these courses the curriculum was sirailar but
in the concurrent course, professional education studies comm-need early
whereas the end-on course was structured on the traditional 3-year BSc.
followed by a one-year Dip.Ed. model. The chief socialising agents operating
on the students in these courses were the curriculum, the teaching staff, and
fellow students. Those in the end-on course were exposed to education studies
and practice teaching only in their final year; their lecturers, during the first
three years, were regular staff in the science faculty; they had little association
with educationists; and socially they mixed with a variety of students from
diverse courses in the university. The concurrent students, on the other hand,
were introduced to education studies early in (heir course, and increasingly
confined their socialising to fellow education students.

The differences in outcomes were quite dramatic. After four years it was
found that:

with respect to intention to continue teaching: whereas this was initially
similar for both groups the committed proportion among the
concurrent students steadily increased whereas among the end-on
students it steadily declined over the years of training,
on the perceived prestige of school teachers: while this was not ranked
high in either group, the perceptions among the end-on students of the
prestige of school teaching declined, whereas the proportion among
concurrent who saw school teaching as relatively prestigious, remained
fairly constant,
on the solidarity of teachers against pupils. more of the concurrent
students tended toward protective attitudes;
on engaging in public debate and criticism of government policy:
concurrent students became much more cautious;
on the freedom of teachers to devise their own syllabuses and examina-
tions. the concurrent students were more supportive of teacher
freedom,
on the importance of stilt t discipline the concurrent students remained
more traditional,
on child-centred education more concurrent students became
progressive
on emphasis give-1 to fat tual learning and to training students for jobs:
concurrent students be( ame less «m«.rned with teaching of facts and
with ph training
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It was concluded that the students in concurrent -,ourses, unlike the end-on
students who comprised the majority of student teachers in the study, came
to resemble practising teachers in their beliefs and dispositions. It is difficult
to see how the outcomes can be explained simply as the effect of a concurrent
organisation versus al, end-on organisation. Reference has to be made also
to the particular experiences students have during training. In the present
instance concurrent students had a close association with teachers' college
staff throughout their courses. These staff members were highly qualified
professional science teachers, all of whom had been first-rate school teachers.
The effect on the students of this experience seems to have been to increase
commitment to teaching and to reinforce a traditional view of school
teaching, one which had been learnt dui ing their own school days. During
their second and third years the concurrent students took education subjects
taught by university staff. This seems to have induced child-c-ntred attitudes
and reduced some of the traditional beliefs at this stage. In fourth year,
however, when in practice teaching, the students are again associated with
more tradition-oriented staff, and there is evidence of a return to initial
attitudes.

Friei Ash ips comprised another source of influence which caused the two
groups 1 . develop different attitudes to teaching. Those who were in end-
on courses expanded their range of acquaintances while those in concurrent
courses contracted theirs to the in-group of fellow teacher trainees. Attitudes
learned by the concurrent students from school or through association with
teachers' college staff in first year are likely to have been reinforced and
sustained by friendships with like-minded students. On the other hand, the
reduction in commitment to teaching by the end-on students could be
associated with friendships developed in the wider university environment.

The end-on students spent their first three years completing a science
degree. They took no education subjects during this period and were not
taught by teachers' college staff. In all important respects they were ordinary
university science students and in all classes they were indistinguishable from
students not intending to be teachers. One effect of these three years of pure
scienc study seems to have been to induce a reverence for factual knowledge
and a belief in vocational education. Only in fourth year was there a reversal
of the earlier trend to a belief in the importance of education for jobs. A
second trend was for these students to adopt a less conformist position with
respect to teachers engaging in public controversy or criticising government.
Once again this is probably due to the end-on students mixing more with
other non-teaching university students and less with teaching college staff
than the concurrent students.

These results and those of Coulter (1973) and McArthur (1981) suggest that
the debate over end-on versus concurrent courses cannot be conducted
satisfactorily without taking into account the social experiences which
students ha .'e with staff and with fellow students
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Other studies bear witness to the importance of practice teaching in raising
the commitment of students to teaching as a career and to reinforcing
satisfaction with the decision that they have made to become school teachers
Coulter and Elsworth (1973) also found that, after practice teaching, trainees,
especially the men, were less child-centred in their attitudes and showed less
warmth to students. Harman (1981), found what he termed some 'undesir-
able' attitude change occurring during p-actice teaching. He noted,
moreover, that student teacher relationships became more formal and that
the classroom atmosphere tended towards more traditional discipline being
approved. He also noted a difference between theory and practice in that
student teachers

found that the application of pedagogical suggestions (from college) did not
always produce desirable results in actual teaching experience . . . that 'here is
a difference between an attitude in an academic situation and one acquired in
a practical session; and that method units prior to siudeni teaching do not
adequately prepare students for the reality of pupil-leacher relationships in the
classroom.

Socialisation on the Job
Professional training generally increases the commitment of those who
survive. Thi-, ir especially the case in engineering, law and medicine and with
concurrent courses for teachers. Many of those grossly unsuited will have
dropped out before training is completed. As we have seer!, training *, can also
socialise recruits for conventional roles in the professional culture ilthough,
in the case of school teaching, students may be exposed to ideologies whim
are antithetical to the work roles which they will subsequentiy enter.

Many research studies in Australia point to a rapid adaptation to the
teaching role by new entrants. It is generally agreed that the `reality' of
cla'srooms causes the rapid abandonment of those progressive ideas which
are not in tune with dominant practice. Furthermore, some studies use the
term 'reality shock' to capture what ;s believed to be the traumatic
experiences of many beginning teachers (McArthur, 1981; Petty and Hogben,
1980; Walker, 1967). Others, like Power (198!), observe the transition from
training to teaching to be less traumatic. Clearly and not unnaturally there
is a connection between the extent to which practice teaching during training
is realistic and the ease with which teachers enter the teaching role Some
studies report that teachers devise conforming strategies which enable them
to perform up to the expectations of their supervisors while disguising their
real beliefs and dispositions. Battersby and Koh (1980) referred to this as
`strategic compliance to situational demands . an individual ,implies but
has reservations about what he does'. Such strategies include putting on a
front, not saying what you really think and doing favours for other teachers
in powerful positions. Other studies refer to coping strategies
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There is a sense in which all occupations, professions particularly,
constrain and perhaps even stunt personal and intellectual development. We
referred earlier to the personality types associated with particular professions,
these are an outward and visible expression of the narrowing effect that
occupation can have on temperament.

In the case of teachers the very nature of their work in he classroom -
making students behave, drilling them in rote learning, antweling questions
quickly and superficially - tends to dull creative powers. Willard Wailer (1932)
has spoken of teachers ending to lose the learners' attitude because a didactic
disposition dulls curiosity. He quotes Burnham: 'With this mental set,
teachers cannot learn because theyare so eager to teach; and nothing perhaps
wearies them so much as to hear again what they think they already know'.

One might expect loss of sensitivities and a dulling of intellectual curiosity
among other professions whose tasks involve repetition of the same advice
to a succession of clients, doctors and lawyers for example Unfortunately
the work practices of these have never been studied to the extent that teachers
have. Nor do doctors and lawyers,or most other professions for that matter,
undertake courses of professional development to anything like the extent
which is now common in teaching

Not all teachers survive by conforming to conventional roles. Some attempt
to change what has become traditional, others find sub-roles where they feel
more comfortable Broadly there are four possibilities.

conforming to the role
changing the situation
seeking more compatible roles within the education system
leaving teaching.

The late 1960s and early 1970s was one of those rare periods whrri major
structural innovations were possible In schools and education systems It was
the time of alternative schools, it Has the time of se hool-based as.essment
in Queensland, of swindary colleges in the ACT, of devolution of authority
in South Australia and of major cum( ulum reforms in Vu toria At the
federal level there Has the Si hoots Commission, the Innovations Program,
the Curriculum Development Centre and the Education Researc h and
Development Committee Few of thew innovations would get off the ground
today, certainly not the altername tic hoots, or tic hoot -based assessment
Alternative sc hoofs were large's; a tea( her( reason, tea( hers also panic ipated
in the numerous other stru( tures for c hinge Thew opportunities kept a
number of the rnore radii ,d edit( anon reformers within the tea( hing
profession, they also provided ()ppm mimes I )r those whose ommnment
to c lassroom tea( hing was km

A t), polog\ based on the two dimensions of mininit meat to tea( lung and
of orientation to reform was used be the Professions in Australia prole(; as
a means of eploi ing the career dewlopment of lex hers As with most
typologies a good deal of the di) ersit and c ()mph \it of the real satiation
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is missed cut Also, of course, there will be some whose commitment changes,
and some who are traditional in particular things, and radical in others.
Nonetheless, the emerging teachers did differ among themselves in both
commitment and, in a consistent way, with respect to many things which
should be changed (Table 2)

Table 2. A Typology of Student Teachers

Orientation to educational practice

liaditzonal
--1--

Radical
1

1 2Committed
UncGmmitted 3 4

Committed Traditional
This group is the largest amongst those who graduated and became teachers,
it is one whose socialisation can be most closely compared with those of
engineering, law and medicine. They are the professionals who were attracted
by the idea of classroom teaching and saw it as their life's work

The 'committed-traditional' may have had a parent who was a teacher,
and was probably influenced towards teaching because of admiration for a
particular teacher at school. Many made their 'areer decisions at a relatively
young age. They were inclined to be politically and socially conservative (and
still are) and above average on dogmatism (although not to the extent of the
engineers)

The conception of schooling is one in which the maintenance of good order
and discipline is essential The role of the pupil is seen as being submissive
to the authority of the teat her and school With older pupils relations may
be a benevolent paternalism, but it is still basically one of dominance The
( omnutted-tradmonals place considerable importance on the autonomy of
the teacher in relation to those things whit h would threaten ( lassmorn
sec unty Parents also must be kept in their place, which means meeting them
on spec hilly arranged ()( casions rather than informally On the other hand,
the teacher in this catgon, a( «pts Inc authority of the education department
and has no strong desire to innot ate in things like ( urn, ulum or 5( 11001
oianisation The «initnitted-traditumals are highl), «minlitted, (.N ince
considerable Joh satistm tum and teniain in the pnilessum

Committed-Radic at
The eemplar of this type is often found in the mininunit or progressive
s( bool satisla( t on «iines Iron] working with ( hildien but not w ith the
( ustodial aspe( is of the traditional tole The group in( ludes some who n sign
Irom tea( hang he( dust of what then regard as 'atithoi Harlan cfuc ( t by
the edit( ation author airs, or distaste for the t tdttion.tl tole of a sic (essful
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classroom teacher. Others escape to administrative positions early in their
careers. They find it easy to establish informal social relations with parents
and senior pupils. Student-teachers in this category are critical of many
existing practices and responsive to new approaches. A few have chosen
teaching because they want to improve things, but most have come to their
radical positions during training. Of all four types these have been most
responsive to the university environment (as distinct from the teacher-
training environment) and have changed most. Among the committed
radicals are the innovators and those who adapt most readily to innovation,
for example, to team-teaching, non-graded schools, open classrooms and the
use of teacher-aides.

Uncommitted Traditional
In this group are those who, after leaving school, preferred to go into higher
education rather than start work, but who had no strong preference for any
one course. Their motivation is rather negative; classroom teaching seemed
not too unattractive an occupation. They may spend a few years in teaching
and then move into something else because the satisfaction of classroom
teaching does not compensate them for its difficulties. They have no interest
in changing the system. if they do stay in education it will perhaps be in
administration. Work es a vocational guidance or careers officer, however.
is appealing to them In t not the non directive approach

A particular sub-group of uncommitted-traditional comprises some
women who envisage raising a family at some stage. Teaching is an appealing
occupation because leave can be readily arranged with hours and holidays
coinciding with those of school-age children. Blanche Geer's (1966) paper
on occupational commitment and the teaching profession contains a detailed
account of this phenomenon.

Uncommitted-Rad:cal
Although their reason for entering a course leading to teaching may be much
the same as the uncommitted-traditional, those members of this type who
stay in education will seek opportunities to reform the system They will be
critical of orthodoxy and inclined to engage in public controversy on matters
of educational policy Those who find careers in education w11 probably end
up in social research or in policy-making For them education is a means to
social change, for example, as a means of equalising social inequalities The
uncommitted-radical is a high scorer on the scale of political liberalism The
paradigm might be the de-schooler.

Fourteen years after this sample of secondary trainees embarked on their
studies almost half had been lost to the teaching profession More than one
quarter dropped out during training, 12 per cent left teaching within four
years of graduation and another 12 per cent resigned subsequently The
survivors %tie more from the 'committed-traditional' than the others, but
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differences were not all that great except in the Ise of the 'uncommitted-
radicals'. Furthermore, the evidence from the study by no means supports
the notion that progressive attitudes acquired during training are
subsequently 'washed-out' by the exigencies of classroom teaching For
example, at different stages of their university studies students replied to a
number of questions about the emphases which they believed that schools
should place on pupil deference and socialising them for roles in society and
the workforce. As may be seen in Figure 1 there was, during training, a sharp
decline in support for encouraging pupil deference, for ability grouping and
for socialising students for occupational roles. At the same time support
strengthened for more participatory practices. After a decade of teaching
most of these attitudes had reversed somewhat, but not to the level of support
for traditional practices which students displayed early in their training.
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Figure 1. Source: Professions in Australia longitudinal study.
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The values of professions, or indeed of any workers, are also influenced
by experiences outside their workplace, particularly by friendships and by
experiences with other jobs. We have seen how mixing with non-teachers can
produce a different outlook in student-teachers compared with those whose
training experiences are more closed. The restrictive life experiences of
teachers generally has often beta remarked upon, and was alluded to at the
start of this paper that they proceed directly from school to teacher training
and from teacher training to school, with little or no other vocational activity.
The criticism has become less valid following the recent trend to greater
recruitment of older persons who haw done other things between their own
schooling and becoming school teachers. Indeed there is far more variation
among the life experiences of teachers than there is in some other professions,
doctors for example. In one respect, however, teachers tend to reproduce the
sub-culture from which they came; this is the tendency for graduates to return
to the same type of school - public, Catholic or other private in which they
received their own schooling While this is understandable, and of course
is by no means universal, it does, to the extent that it occurs, detract from
the diversity of values and culture represented in schools

Conclusions: Some Implications for Policy and Practice
Research findings can illuminate and inform policy questions, but not answer
them Decisions concerning the recruitment, training, curriculum and career
structures for school teachers are made primarily as a result of influence from
interested groups - teacher organisations, universities and colleges,
government Many questions are uliunately value preferences. For example,
decisions about the organisation of training are influenced by whether the
decision-makers have a traditional or radical orientation in teat her education.
«inservative or progressive social preferences or tend to a general or
%oc ational emphasis in curriculum. Use of research findings will,
nevertheless, improve the quality of deo ision-making by illuminating, for
example, the «rnne( twins of panic ular outcomes with social background. w ith
methods o. recruitment, and with forms of training

This re% sew has pointed to a central dilemma for all professional educ mum,
but esp.( tally for teacher education It is this. the more trainees arc «mimed
co a total institution (to use Goffman's term) the greater will be their
«annulment to the profession cod to its traditional practices, the mon_ 'ley
arc trained in a multi-purpose educ atonal environment the more c atholit
and t mu al will be their % wws JO) illustrate the Australian Department of
Drtew e and the armed scrc. a es gds rut ted a total institution c ailed the
Australian Defence For«. Academy in order to pro% ide uni%ersitv level
education for officer trainees 'Flu' deo ision to have a separate military
academy was taken despite the offer of fa( doles in a no arby unix.ersit%, the
Acacieniv even has its own multi-million dollar hospital, despite reachl%

alable beds in ccaninunit% hospitals The reason for this de( 1sion is. of
ourst that a umwrsitv einiromment is nut tonducne to the uncritical

ac «plan«. of Ideolc,)4v. porno ularl% a military ideolog%

tit
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Something of the same thing occurs in professional training when It is
conducted in a single purpose Institution. Under these conditions
commitment becomes stronger, students are less likely to drop out, and they
are more likely to embrace traditional values and practices. The evidence
from single-purpose teachers' colleges bears this out. And on balance students
seem to prefer their courses to be more practically oriented than is common:
they also favour training located in a single-purpose institute rather than in
a multi-purpose university.

The challenge for teacher education is to foster commitment to school
teaching and to prepare trainees for the reality of classroom practice, but at
the same time to provide them with a b. oad general education including the
capacity ,a be critical and self-critical, and a familiarity with diverse
viewpoints and experiences.

Providing for teacher education in single or multi-purpose institutions is
but one aspect of the dilemma. Another closely related one is end-on versus
concurrent education. End-on courses are more likely to produce graduates
who are in general better educated, but the price seems to be weaker
professional orientation. Most students enter higher education with a strong
vocational perspective in their studies, most would prefer even more practical
`hands-on' experience than they get. This applies in all fields, not just teacher
education Indeed, despite the strictures of Willard Waller, teachers are
generally better educated than their more p: estigious counterparts in other
professions. Ortega's observation is as valid today as it was when he wrote:

The new barbarian is above all the professional man, more learned than ever
before, but at the same time more uncultured the engineer. the physician. ,,.c
1;-%er. the scientist (1930)

The university, which should be the institution above all others which teaches
the ordinary student to be a cultured person and a member of the profession
still produces barbarians, perhaps even more so than in Ortega's day Ortega
would make the Faculty of Culture the nu( lcus of the university and indeed.
of the whole of higher eduf anon The students arc apprentices to culture and
apprentices to a profession They arc therefore taught by the best ay ailable
pedagogy to be a good do( tor, a good engineer, a good teat her or a good
lawyer. and they are also educated in the great t ultural disciplines

Despite the fact that tea( ht is are, on average, better ccluf ated than do( tors.
lawyers or engineers, there is nevertheless a «)minunity Concern that tea( hers
should be even better educated than they are In the United States the
influential report of the Task Force on teaching as a profession. A Nation
Prepared has re( ornmendecl that recruits to the professional study of tea( lung
should first of all hays a Ha( helor degree in the arts and scien«.s (Carnegie
Corporation, 1986) It is proposed that there should be a new professional
cum( ulum in graduate s hools of (.(1u( ation whu h leads to a Master in
Tea( lung degree. and that this %%mild be based on S' Sternal I( knom.ledge of
tea( lung and in( Jude internship and residen«.s in the sf hools The same
report taf kles the question of itniomed eminment into teaching b



addressing itself to the professional status of teachers This leads it to
recommend that teachers' salaries and career opportunities be made
competitive with those in other professions. Furthermore, it is proposed that
there be more differentiation within the teaching profession in the United
States and that schools be restructured so as to provide a professional
environment for teaching, freeing them to decide how best to meet the
community's goals for children while at the same time holding them
accountable for student progress. The Task Force would restructure the
teaching profession and introduce a new category of what they call 'lead
teachers' who would have a proven ability to provide active leadership in the
redesign of schools and in helping their colleagues to uphold hish standards
of learning and teaching.

These questions are not irrelevant in Australia although the standards of
general pre-service training and of in-service education are probably better
than in the generality of provision in the United States. The question of
commitment to teaching remains however: allegations are still made that too
many Australian teachers, especially females, see their job purely as a means
of gaining the extra family income needed for the education of their own
children. We do not know if this is true because there is no systematic
evidence. A related but deeper question is the career structure of teaching.
The idea of master teachers whose high talent is recognised already exists
in some of our systems. But should teaching be seep as a lifetime career for
all of those who enter it? Is there a case for a category of teachers who may
spend only a portion of their whole life in teaching-, or fcr provi-ion for 'work
sabbaticals' in which teat:" 's spend a considerable peririd seconded to other
occupations?
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PRESENT AND FUTURE NEEDS OF TEACHERS
ON A CAREER CONTINUUM

Edward Scott

Introduction
A career it. aching may be short or long Whatever, it usually spans three
phases student teacher, neophyte, mature teacher The latter phase, which
normally covers the longest part of a teacher's career may be dynamic or
relatively static - both in terms of professional growth and range of
experiences and professional opportunities Throughout each phase a teacher
experiences, or has attributed to him/her, both personal and professional
needs, the satisfaction of which plays a significant part in the quality of his/her
performance in the variety of teacher roles Accordingly, a major purpose
of this paper is to attempt to identify the current needs of teachers in the
various p.Nases of their careers and to discuss their implications for teacher
development in the interest of quality performance

The climate u!' teaching is not static being sensitive to changes in the
attitudes, values, social conditions and expectations of society and to
developments in technology and the knowledge state. Such changes require
teachers to acquire new skills and adopt new roles Thus, this paper also aims
to address this problem

Needs and Concerns of Student Teachers
There is no universal pattern of pre-service teacher education in the current
Australian context Preschool teachers are usually prepared in either a three-
year diploma or four-year professional degree program Primary and
secondary school teachers may be prepared in any one of a three-year
diploma program, a four-year umcurrent degree plus diploma program, a
four-year professional degree program, a degree (three or four years) plus
an end-on one-year diploma program, and a degree (three or four years) plus
an end-on two-year professional degree program De, me the variations in
nature and length of programs, all would claim to prepare the student
adequately for the role of neophyte in the profession with what Schuttenberg
(1983) refers to as developmental understanding (the 'why' of teaching),
academic understanding (thc 'what' of teaching) and instructional under-
standing (the 'how' of teaching), and with a healthy attitude towards students
and with the basic competencies for teaching There is a significant measure
of consensus that the competencies which student teachers neea are skills
In communication, in curriculum planning id instruction, in student
evaluation, in diagnosis of learning difficulties, and in classroom
management (Auchmaty, 1980, Beeson, 1982, Tirney el al, 1982)
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It is interesting to note that although all programs have in-built
requirements for practical school experience, the quantum of such experience
has been shown (Auchmuty, 1980) to vary from six to forty weeks Currently
there is no minimum school experience requirement for national
accreditation of teacher education awards In only one state, Victoria (with
45 days for technical and secondary teachers) is there a minimum
requirement for teacher registration

1. The Student Teacher Mix
The time has long passed whet the student teacher was almost exclusively
a late adolescent and recent school leaver While such students are still in
the majority, approximately 25% of students presently entering pre-service
teacher education programs are mature age students who had deferred entry
or are planning to re-enter the workforce and are commencing tertiary study
for the first time or who are embarking upon preparation for a change in
career pathways Recognition of the new 'mix' of the student teacher group
is im .ortant, for the range of individual differences in personal maturity and
life experiences give rise to differing personal and professional needs and
concerns that must be recognised in pre-service teacher education

School leavers not only face the task of coping with the formal elements
of their teacher education program but, in varying degrees, are currently
grappling with their newfound personal and social autonomy, their growing
awareness of their own sexuality and, in many instances, with the experience
of living away from the family home for the first time Many mature age
students have already come to grips with their personal autonomy and have
experic red some of its pleasures, its responsibLilies and its anxieties. Most
h re come to grips with their sexuality, and some have experienced the world
of work. Many have experienced parenthood and have a practical knowledge
and understanding of child development, and in the role of parent have
experienced teaching the young As a result of their differing experiential
backgrounds, mature age students tend to function at a different level of
conceptual awareness h om that of their school-leaver counterparts

Van Cleaf (1982) argues that the design and implementation of teacher
education pr( - including school experience need to become more
re. ponsive to the differences in experiential background and maturity of
students entering the pi ()grams This view is supported by Coulter (1980)
whose study suggests that

tea( her educators may not N gn,ing _appropriate recognition to the fact that
student tea( hers bring to the training situation widely (11f1( ring personalities,
professional aspirations and tea( him; szvle., whu h tIi , sum to express and test
in the process of becoming a to a( her (p23)

2. Needs and Concerns
the absence of a significant Australian resean h 111(7,111,1c on the con«.rns

of student tiddlers, some insights ( an be gleaned from a study by Taylor
(1975) of graduate tea( her education students in t U toted Kingdom 'fiylor
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studied the professional concerns of the students in a six category paradigm,
via practice of teaching, which related to mastery of a range of teaching
techniques, theory of teaching, which related to understanding the theory
of effective teaching; school and staff, which related to getting to know the
authority structure of the school; discipline and class contro; which related
to getting the class to accept one's authority; pupils, which related to having
a knowledge of how pupils learn and make judgements; and curriculum,
which related to understanding how to plan lessons.

The results of the study showed that the students' concerns at the start of
the course (early concerns) were in the areas of 'practice of teaching' and
`discipline'. Although these concerns remained, by the end of their course
their concerns (later concerns) had broadened to include the areas of 'theory
of teaching' and 'curriculum'. While the study did not address the question,
one can anticipate that uncertainty as to ability to teach per se and as to one's
ability to 'control the class' may well have been reservations of some students
before commencing school experience exacerbated by their initial teaching
experience.

The study suggests that the students seemed to show some concern for self-
evaluation in both the early and late phases of the program. In the early phase
such concern had a more personal than professional orientation.

The most striking tint., about Taylor's findings is that they were consistent
with those of a study by Fuller (1969), which, in turn, wer( consistent with
ten other studies over a thirty-six year period Of his own study, Taylor says

There is evidence from it that the general level ofconcerns rises so that the once-
peripheral concerns with the theory of teaching, with pupilsand curriculum take
their place alongside concerns with practical teaching capabilities and class
control It is as if the levels of early concerns is as much as the graduate can bear
in the first part of his training and most of this is taken up in developing a coping
strategy which leads to survival in the classroom and sustains an acceptable level
of self-adequacy (Taylor, 1975, 157-8)

In generalising from Taylor's study to the Australian scene, two major
observations .thould be kept in mind. First the sample of student teachers
studied embraced only students in an end-on diploma-type program
presumably preparing for secondary teaching. Would students in programs
of differing structure express the same concerns? Would students oriented
to other levels of teaching express the same concerns? Second, if the student
group were differt:Inated on the basis of direct entry from school andmature
age, would the concerns differ between the categories of students? Obviously,
in the absence of iefinitive answers, these remain as, and ought to be,
researchable questions

Another way of approaching the needs and concerns of student teachers
is to study their reactions to their school experience. One such study, of 240
primary and 203 secondary students, recently rk.porte,...1 by the Queensland
Board of Teacher Education (:934) shows that both primary and secondary
oriented students sought more opportunity for the following experiences:
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working with small groups of pupils,
studying individual pupils;
joint lesson planning with super tsing teachers,
interaction with specialist teachers;
working with teacher aides;
involvement in school extra-curricular activities,
attending school staff meetings;
meetings with parents;
observing lessons by lecturing staff of their tertiary institution.

The results of the study also indicated .hat the student teachers wanted

to be treated as a colleague by their supervising teachers;
constructive feedback on their `teaching';
freedom to experiment with as many methods of teaching as possible;
opportunities to observe a range of exemplars of teaching;
support and reassurance from experienced teachers;
opportunities to engage in professional discussion.

3. Implications for the Professional Development of Student Teachers
What does all of this mean for the improvement of the professional
development of student teachers? There is considerable activity in reconcep-
tualising the nature of school experience in pre-service . acher education
programs. Whatever the models generated, the evidence above suggests that
programs most likely to accommodate the Individual differences of student
teachers in terms of experiential background, needs and concerns will be
those which are designed in accordance with three basic principles, viz

the program should be professional in that it highlights Its objc,ive as
contributing to the development of thinking, professional teachers. It should
Involve the teaching profession Itself in the planning and Implementation of
the program,

the program should be developmental in nature, recognising a sequence
of student teacher growth which will occur in students at different rates with
different manifestations of quality,

the approach should be programmatic in that experiences should be
planned and related very closely to the coursework of the student's
preparation. An example of such a program has been outlined elsewhere in
some detail by Scott (1978).

A critiLal element in the quality of student teacher development continues
to be the nature of school experience supervision Much has been written
on this problem and sophisticated supervisor training programs have been
developed or are being developed (see for example Turney et al (1982) anc
the current work of the Deakin University group).
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Though one can anticipate some significant impact from these sources,
remembering that supervising teachers are the exemplars to whom student
teachers are exposed, until there is a significant change in attitude to student
teaching by the profession at large. one may search in vain for the quality
supervision so urgently required.

There is an urgent need fora change in the manifested attitude of teachers'
unions/associations toward genuine commitment to the principle that, as
professionals, teachers have a responsibility to the maintenance of the quality
of their profession It is a fact that not all teachers are 'good teachers and
not all teachers either unierstand the responsibilities of good super ision or
are good supervisors. Teachers' professional bodies must recognise that
student supervision is a sophisticated activity and must be exercised only by
those who manifest excellence in teaching and who are trained for the student
supervision role.

Finally, consider 'what might be or a 'vision sp!endid a school, function-
ing as a student teacher development centre, attached to the training
institution with a staff of highly qualified, specially selected Master Teachers
seconded for three year periods to a Joint appointment between the centre
and the training institution.

All initial and advanced teaching experience for students would he
undertaken in the centre, where students could concentrate upon developing
basic institutional competencies under ideal conditions of class size. facilities
and quality of modelling and supervision unencumbered by the problems
of inadequate mate.-ia' and behaviour managemen: Then, when they have
gained adequate instructional skills and self-confidence in their execution,
students would undertake the broadening phase of their development
program in the normal school c in tilt Here, of course, the student would face
the reality of limited re,ourccs, larger classes and often management
problems But these could now be given his /her attention without the dual
problem of how to teach. However. even in the normal school cin uit this
vision recr gyres students to be placed with specially selet led and recognised
Master 'leachers who would have a close relationship with the training
institution aware of its objectives and expec tations.

Of course, the whole nature of the experiem c in the development centre
would change. The relationship between Master Teacher a id stunt teacher
would parallel that of clinic al professor and intern Ind.% 'dual pupils and
groups of pupils would be observed, their needs. wit-rests and abilities
monitored and instructional experiences planned, taught and evaluated
Indeed, the whole program of c urric ulum and relate(' pclagogic al studies
would be located within the centre

If we want professional teachers we must prepare them professionally
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Needs and Concerns of Beginning Teachers
At the point of entry to the profession the neophyte teacher, as with all
teachers, is required to function in three major roles, vi institutional (school
and community), Instructional and scholar It is expected that he/she will
be in possession of Schuttenberg's (1983) ch academic and
instructional understandings and the essential competencies listed earlier,
vtz skills in communication, in curriculum planning and instruction, in
student evaluation, in diagnosis of learning difficulties, and in classroom
management.

1. Needs and Concerns
Some idea of the satisfaction beginning teachers seek from entering the
teaching profession (what might be termed the personal needs they hope to
fill) may be gleaned from a national study of 1624 beginning Australian
primary and secondary school teachers by Tisher et al (1979) Subjects were
asked to indicate how personally satisfied they were with certain -ptcts of
their work whether their satisfaction was up to expectation c 'ess than
expectations The appropriate data are shown in Table 1.

Table 1.
Satisfaction of Beginning Teachers with Aspects of Teaching

Aspect of Job
Actuality Actuality
equal to less than

expectation expectation
Undecided

A feeling of security 58 18 23
Opportunity to help children 69 15 16

Opportunity to develop fru ndships 65 17 18

A feeling of esteem 11 14 37
Prestige in the eyes of
colleagues within the school ig I i 48

Prestige in the eyes of people
outside the school 4 ; II, 47

A feeling of authority 52 17 31

Opportunity to act independently 65 17 18

Opportunity to influence the
philosophy of the schoc; 46 26 28

Opportunity to participate in
curriculum and program planning 61 21 18

Opportunity to share in the
running of the school 55 21 21

Opportunity fur personal growth 62 18 20
Opportunity fur allelic c tual
.,emulation 17 it 22

Opportunity to do the things I In lit
I ( an do well 58 2 i 19

A reeling of worthwhile
ac wmplishment 52 26 21

(1 islu r rt al 1(179,56)
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The critical indicator is the second column of the table for it indicates the
minimum percentage of beginning teachers who actually had an expectation
(or need) for the particular phenomenon. It also shows the proportion who
felt the particular expectation (or need) was not adequately met. It will be
noted that the least satisfies needs were those for 'professional' involvement
and a feeling of achievement. The first column in Table 1 is cryptic in that
it gives no indication of whether the expectation (or need) was high or low.
The proportion experiencing poor satisfaction (middle column) are minimal
proportions as there is no indication of the likely distnbution of the
`undecideds' in the third column.

The conclusion which may be drawn from the study, and of which
employers of teachers should take note, is that the first year of teaching is
not a very personally rewarding experience for many neophyte teachers. The
consequences of this require serious attention for data exist (Coulter, 1971)
to show that a significant number of graduates of teacher education do not
survive in the profession beyond the first year. Of course, _here may be those
who say 'Good! We've culled them'. But, may it not be that in the process
the nation has lost some of its potentially best teachers?

What of the professional needs and concerns of beginning teachers?
Reynolds and Clark (1983) in a Western Australian study, referenced in some
detail later in this paper, examined the felt needs for professional assistance
of a sample of 243 primary and secondary school systems with two or less
years teaching experience The results of the study showed some 26 areas
in which beginning teachers needed some help. Those areas in which 20%
or more of beginning teachers needed considerable assistance are shown in
Table 2.

Table 2.
Professional Assistance Needed by Beginning Teachers

Area in which assistance felt to be needed Proporti in (%) needing
considerable assistance

Teaching mixed abilities 49
Teaching mixed grades 32
Record keeping 30
Awareness of resource materials available 29
Coping as a beginning teacher 26
Coping with stress in teaching/administration 25
Promoting student's self-concept 24
Parental/community involvement
in the cducation process 24

integration across subject areas 24
Approaches to control and discipline 23
Coping with incovidual differences

in intellectual ability 23
Knowledge of recent developments
in theones of teaching/learning 23

Different classroom organisations 27
Coping with new syllabus material 21

i

"Rounded (Reynolds and Clark, 1983. 59)
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A Queensland stud-; of the problems faced by 109 secondary, 236 primary
and 80 infants teachers, Otto et at (1979), showed that the majorproblems

faced by beginning teachers fell into three major areas, viz. classroom control,
teaching methods, student evaluation. An average of 50% of the beginning
secondary teachers, 86% of the beginning primary teachers and 45% of the

beginning infants teachers experieaced control problems. The figures for
those experiencing method problems were 45% secondary, 84% primary and

41% infants. None of the secondary o: infants teachers 'reported problems

with student evaluation whereas 82% of the primary teachers did report
problems in that area. Otto et at reported that most of the problems reported

by beginning infants teachers were in the teaching method area.
The national Australian study by Tisher et at (1979) found somewhat

similar concerns among beginning teachers. The concerns, each

acknowledged by 20% or more of the sampled teachers, were:

teaching groups with wide range of abilities;

teaching slow learners;
discovering level at which to teach,

motivating pupils;
controlling classes,
devising of schemes of work,
teaching specific skills;
assessing pupils' work,
evaluating own teaching.

Following a review of Australian and New Zealand, and overseas studies of
beginning teachers, Battersby (1981) reported that there was a consistency
among the problems reported. The most frequently reported problems

included ;p26).

handling discipline problems,
learning administrative routines and procedures.
acquiring and understanding the school philosophy.

establishing relationships with colleagues,
adjusting to the physical and emotional demands of teaching.
planning and evaluation;
difficulties with parents,
teaching s. me curriculum subjects

In the light of the findings it is interesting to note the results of a
Queensland Board of Teacher Education (1981) study which compared

importance attached by school inspectors, principals, teacher educators,
experienced teachers and beginning teachers themselves to a number of
dimensions of beginning teacher qualities The mean s( ale s( ores for each

group are shown in Table 3
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Table 3. Beginning Teacher Qualities: Mean Scale Scores

, Fat tor

1--

Techniques of

_ _

'Lecturers inspectors Principals Experient ed Beginning

, u ,o hers teachers
.

teaching 3 92 3 75 3 80 3 84 4 11
Professional qualities , 3 69 4 09 s 07 3 92 3 85
Personal
characteristics 4 22 4 22 4 10 4 22 4 33

Knowledge base for
teaching 3 39 3 20 3 21 3 OS 3 05

(Queensland Board of Teacher Education. 1981, 27)

While all groups ;udged personal characteristics to he the most important
qualities of beginning teachers, beginning teachers rated techniques of
teaching very highly also and more highly than did the other groups The
relatively low importance attached to a knowledge base for teaching mutt
surely be of some concern

Although there are AA ions problems in generalising from and between
the studies reported, one is tempted, when relating the above studies, to
suggest that there may be more than a grain of truth in the observation of
Nixon and Bumbarger (1984) that teachers in training haw serious
reservations in the abilities of teacher educators to provide them with
programs which will enhanc e their teaching abilities

2. The Way Ahead
Taken overall, the research data presented suggest the need for two signifft ant

courses of action. First, one t annot help but conclude that there arc serious
deficiencies in traditional teacher edtu anon programs including the school
experience wmponent There would appear to be a need for major program
res ision done on a cooperatne basis being planned in tont ert by tertiary
institution staff fro?. all se( tors invoked, by teachers, by administrators and
by new graduates The emerging progran is, to be assured of elk( tix eness,
would nerd to he taught as a joint senture b "tween the institution and the
profession and monitored by a committee of similar composition to the
planning group ond, as the National Inquiry into 'leacher Edut at ion,
Auchmuty (1980), noted 'The initiation of the beginning tea( her into the
school teaching situation must be «msulered an mteg. al part of the
professional development process' (p98)

Schools, in increasing numbers, are accepting responsibility. for the
indtu lion of neophytes to the sc hool and the tea( fling profession It is not
intt wird here to rex les% either the "attire or success of the wide hinge of
induction arrangements Suffice it to Vest all sc hook rem\ tng neophte
teat hers should be en«iraged to prat ide it their ss stemaut indiu lion, and
to raise some fundamental print irks for «insiderat ion IA sc 1i s in so doing
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An induction program should-
] be seen as the first stage In a teacher's in-service professional

development (Auchmuty, 1980),
2 be idiosyncratic (Ramsay, 1979),
3 begin with a debriefing session (covering the beginning teacher's

background school experience, felt strengths, uncertainties, expecta-
tions and aspirations) and a briefing session as to the general 'ethos'
of the school The session should be conducted by a delegated,
experienced 'support' teacher (r g a Master Teacher or a senio-
teacher),

4 be mutually planned by the beginning teacher and the 'support'
teacher,

5 be non-threatening and non-evaluative;
6 be needs-based and forward looking rather than remedial,
7 incorporate target dates for periodic re. iews of progress by the

beginning teacher and support teacher dyad,
8 be flexible to accommodate the beginning teacher \ rate of development

and should not be unnecessarily prolonged,
9. provide freedom for the beginning teacher to deNelop an idiosyncratic

'teacher style'.
10 be based on the assumption that the support teacher will be respon, )Ie

for socialising the beginning teacher into the Sc hool community
teaching and support staff, students, parents and to appropriate
professional association,

11 provide for reduced teaching responsibilities for the 1)(4-inning teacher
in the first year of ,caching and for plat emen I to ( ,ssroom situations
of a size and mite amenable to the development of sell-confidence,

12 make pros ision for breakdowns in «impatibility bow( _n the beginning
teacher and support teacher to be aired and appropriate remedial
at non taken

The elle( is of reviews 1 teacher educ at ion programs will be longer in th'
maturit. Pursuing a professional dpproac h to induction, on ; shorter
tun( sc ale, has real possibilities for development of a more professional
satisfied, ommitted and capable boil), of tea( hers

CareerLong Needs of Teachers
In an average er in tac hmg, spanning ten or mole N,earst tea( her is
likely to work in a number of differing «MICAts e t: in different geographical
regions, m chliernt sc ht ol systems, possibk at differ( nt age leNels, in st hook
of difktent size, rn Single grade and multigrac t lassrcHMIS, in single tea( r
and moperatiNe h mg lassrcHnns. In a special purpose St hoof and so on
In that c aim a ta( her ma. also fill a ..arietx of positions sut h as ( lassroorn
teas her (in its generic sense), ad. !son tea( her, c urric ulum «)-firdinator,
reNfnin e teat her. itinerant teat her. tea( her-t ounsllor. subject master/
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mistress, senior master/mistress, deputy principal, principal. Throughout
such a career the teacher will have a number of personal and professional
needs the satisfaction of which will be a significant determinant in his/her
overall adjustment and professional competency

1. Personal Needs
The personal needs of teachers do not differ from those of other people.
Among the human needs identified by Maslow (1970), four (freedom from
anxiety or threat, affiliation, self-esteem, and self-actualisation) are
particularly relevant and constant throughout a teacher's career varying
in strength only according to the degree of satisfaction they receive from time
to time. The generalised satisfaction or frustration of these needs results from
the interaction of their fulfilment or denial (by way of their exacerbation,
amelioration or compensation) in whatever contexts the teacher moves (and
the professional context is only one) as a human being. Furthermore, it
should be noted that these needs are in hierarchical order of importance, as
listed, from freedom from anxiety or threat to self-actualisation. Needs at
the lower level dominate the higher and unless they are adequately satisfied
they will command the teacher's attention and the higher needs will not be
satisfied.

(a) The need for freedom from anxiety or threat

Situations which have the potential to create anxiety and threat in the
professional lives of teachers include.

being asked to teach beyond one's level of competence;
being asked to accept responsibilities for which one is not prepared;
the introduction of new curricula with which one is not familiar;
being asked to teach in a cooperative teaching situation when one is
essentially a 'loner%
constant monitoring by one's superiors;
moving from a system of external examinatlims to school-based
assessment;
exposure, in terms of accountability, to parents,
uncertainty as to system/school policies, rules and/or procedures.

This need can often be ameliorated in the professional context by such
activities as unobtrusive peer support; school designed induction programs
for new staff; the use of advance organisers to prepare teachers, and the
maintenance of support for them, when the introduction of curri-mlum and
procedural innovations are planned, the joint planning and implementation
of individualised professional development programs

(b) The need for affiliation

In their professional lives teachers need to establish good relationships with
their peers and students They need to b accepted by them and to experience
the feeling of belongingness They want to have confidence in a 'd respect
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for their peers and want such confidence and respect reciprocated. They want
to like and be liked by those around them Including there students. As with
the other psychological needs, the strength of the need for affiliation varies
from teacher to teacher as does what constitutes adequate satisfaction of
it. A study by Cruickshank (1981) found that teachers who are bothered by
affiliation tend to be self-critical, angry, dependent, shy, inconsiderate and
dissatisfied with teaching.

School administrators should realise that they can counsel but they cannot
make peers respect, like or accept one another, and they can't make their
students respect or like their teachers and vice versa But what they can do,
and should aspire to do, is to create a strong sense of identity of students and
staff with the school, a collegial environment for teachers through shared and
consultative decision-making and responsibility They should 'set the scene'
by an attitude of personal acceptance of, and respect for, all members of the
school community.

(c) The need for self-esteem

In the professional context teachers gain positive self-esteem from freedom
from anxiety or threat: from knowledge that they are masters of their
professional roles; from confidence in, and awareness of, their abilities and
capacities to cope with the range of situations in which they operate - in
interaction with peers, studere-i, parents, the community, from knowledge
oftheir acceptance by significant others and of the approval by others of their
performance. Thus It becomes important that teachers are provided with
performance expectations that will serve as criteria for them in assessing their
own performance level. Similarly, it is important that they receive feedback
about their performance from significant others Feedback should be positive
and, where performance is not up to expectation, should provide advice and
opportunities through which improved performance might be achieved

(d) The need for self-actuahsatton

In the teacher's professional life this need refers to such phenomena as the
need to exercise one's creative talents, to self-expression, to have a measure
of independence in decision-m Acing, to have the opportunity for involvement
in policy-making. School administrators can contribute to s.Aisfying this need
through strategies such as involving teachers in curriculum development
processes, through the delegation of administrative respoosibility, through
making opportunities for teachers to experience leadership among their
peers, and through encouraging and supporting classroom action research.

By inference, these nerds and their fulfilment have implications for system
and school management. Significant frustration of any one of them may well
lead to teacher burnout of stress manifested in such symptoms as poor
performance, absenteeism, hypochondriasis, carelessness, constant bickering,
and so on symptoms which place in jeopardy not only the learning
experiences of the students but also the standing, tone and efficiency of the
school.
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2. Professional Needs
There is reasonable consensus among teacher educators (both pre-sen, ice
and in-service) that the professional life of a teacher passes through a number
of development stages The first is a period in which the primary concern
of the teacher is survival a stage usually associated with beginning teachers
striving to 'learn the system', to be accepted anu recognised as a teacher. The
second is a period of consolidation in which the teacher is primarily concerned
with developing confidence in the task at hand. The third is a period of
extension in which the teacher experiences the need to extend his/her
professional skills and understandings, to keep abreast of new developments
and to acquire (through further formal study or in-service education) the
competency to respond to changing responsibilities, changing emphases in
curriculum, pedagogy, classroom technology, classroom organisation, and
changing societal attitudes which impinge up 3n the school. The fourth period
is ore of refreshment in which teachers need the opportunity to 'recharge the
batteries', to regain their enthusiasm, to question their understand' -s and
practices. It is the period of the well-documented phenomenon of teacher
burnout.

The development of the knowledge and skills for the periods of survival
and consolidation are nc rally essential components of pre-service teacher
education programs. However, they require complementing by carefully
articulated school Induction programs Past the survival stage, development
categorisation takes little cognisance of the fluidity of change in the teaching
situation. While some teacher needs may be specifically identified with the
stage of a teacher's professional development (or experience), contemporary
research suggests that after consolidation there is a high degree of
generalisation of teachers' professional needs regardless of the length of
teaching exper ence "leacher burnout, for example is not simply a matter
of fatigue, but also a function of inability to cope with a rapiuly changing
scene

As mentioned ,artier in this paper, a major, systematic study of the
professional needs of teachers was undertaken by Reynolds and Clark (19C r)
in Western Australia In that study, 1336 (or approximately 9%) of the
population of teachers in the state's public , catholic and Independent pre -
s( hoots, primary and secondary schools were surveyed by questionnaire. Of
the teat hers sampled, 243 (approximately 18%) had two yvars or less tea( hing
experience, 271 (approximately 20%) from three to five years, 218
(approximately 16%) had from eleven to fifteen years, and 287
(approximately 21%) had had more than fifteen years' experience Approxi-
mately 43% of the teachers sampled were male and approximately 57% were
female (comparable to the proportions in the Western Australian tea( hing
profession as a whole) Approximately 41%r of the tea( hers were in pre-sc harts,
approximately 50`,'r were primary tea( hers, 40% w-re se«nulary tea( hers
and abou; 6`'; were both primary and se( mclary tea( hers or in spec ralist
positions Approximately 48% of the sample %yene in adinistratiye positions
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such as senior master /mistress, deputy principal Jr pun( ipal The majority
of the teachers (approximately 61%) classified themselt t s as working in the
metropolitan ...rea while approximately 39% saw themselves as teaching in
country areas

All teachers sampled were asked to identify the culriculum areas or
subjects in which they felt a need for professional development and to indicate
those aspects in which they felt a neel for assistance, vtz in content, teaching
strategies, progr imming skills, classroom organisation. student evaluation:
and dealing with atypical students In addition, they were asked to identth
the specnie aspects with w!lich they felt they needed help, if any, in a number
of general areas of professional development, viz in developing their role as
a professional; in understanding education as a process. in developing their
skills and knowledge of teaching groups. of teaching individuals, of
curriculum orgamsatit, i and implementaticn in interaction with
professional colleagues and interacting with parents and the community at
large: in in filling the role of administrator in a school community

Although there were some differences related to the age level taught, length
of experience and whether tehchin - country or metropolitan areas, taken
overall, the curriculum/subject r. of primary and secondary teachers.
ranked in term- r-c proportion of lers indicating that toey needed help,
were as shown . fable 4

The relatively low proportion of teachers seeking assistance in tea( hing
atypical students appeared directly related to the teacher's experience with
such students

The sampled t: -rs' needs in he respects t e aspet is of the broad areas
of general professional development are described fulh in Reynolds and
Clark (1984, 34-62) Suffice 't to report here some significant findings.
Approximately 56% of teachers reported the need for help in coping with
stress in teat lung/administration the ani -tan«. of this need is highlighted
by a Queensland Teachers' Union (1983) study which reported that 43% of
the teachers sampled found the teaching situation extremely stressful and
32(7r, found It mildly stressful Some 53% of the sample reported the need
for a greater knowledge of departmental roll( ies reguhr ions and procedures.
32% heeded help in developing and clarifying a personal philosophy of
education. 61% needed he pin coping with new direr eons and changes 111
the teaching role, 59% needed more knowledge of recent developint its in
theories of teaching/learning. 52% wanted help in de eloping and managing
parental and «immunity invohellICnt in the educ at loyal process, and 49(;"
needed assistant i in tianslatiag theories of education into classi9oin prat ti«
In addition. 12% needed help with classroom ontrol and disc ipline. 51%
wanted help with classroom technology. needed Inlp with promoting
a posit it c lassroom Innate t optimhe learning
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Table 4. CLrriculum /Subject Needs of Teachers

1---- Area

-1-

Primary

% Rank

7
: Secondars r

1-

! % Rank
-4

Knowledge of ssllabus/subject content 61 2 63 1

Help with teaching strategies 64 1 60 2

Help with programmiag skills j 53 4 5 48 6 5

Help with classroom and
resource organisation 53 4 5 47 8

Help with diagnosis/testing/assessing
student performance 66 52 5

Teaching atypical students
the gifted learner 36 8 48 6 5

the slow !earner 44 6 57 4

the unmotivated learner 42 7 58 3

the migrant 20 10 25 10
the Abort, mal 1 23 9 i_ 30 9

Summarised across all teachers sampled, and ae eraged for the category,
the development needs in the broad general categories referenced above
are shown in Table 5

Table 5. General Areas in Which Teachers Express Needs

Category
%

,Indicating
Need , Rank

Developing the teacher's proless.onal role 1

31 65
Understanding education as a process 54 1

Skills and knowledge Of teaching groups 43 2

Skills and knowledge of teaching individuals 32 5

Skills and knowledge of c urricultrin organisation
and implementation 31 6 5

Interaction with professional colleagues 30 8
Interaction with parents and with tF
community at large 37 I 3

Sk.:1 in tilling the role of school administrator 34 I 4

Another useful, but less extensive, study of teachers' perceptions of their own
professional development needs was undertake n liy Moore (1983) to a
questionnaire %tu(ly Of 493 primary and 382 sec ondar) tea( hers in Vic toria.
The , ult s of this study also show that various sorts of teachers have differing
felt nt , s which also ..ary according to location and time However, some
generalisations are po,sible Both primary and secondary teat he's appear
to express the need fi- assistant e in curriculum planning, development and
evaluation, in student assessment, in management el classroom behae lour,
and in teaching in multi( aural situations As a group, primary teachers felt
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the need for assistance in most subject areas in the primary school
curriculum Secondary -..tachers, on the other hand, appeared, as a group,
to express priorities for assistance in identifying, generating and using
learning resources in developing parent ant community involvement, in
catering for individual differences and in remedial educa (ion techniques; in
administrative skills; in interschool cooperation, in human relations, and in
cooperative teaching techniques.

How is the help that teachers seek to be given? The very nature of
individual differences among teachers in their felt professional needs, together
with the wide range in the etiology of such needs, preclude aspiration of a
panacea. There are, however, a number of principles which, if observed,
should enhance the probability of designed teacher support activities
achieving their purpose. Such activities should.

1. as far as possible, be preventive rather than remedial For example,
planned curriculum or organisational innovations or conversion
programs should incorporate envisaged additional teacher responsibili-
ties, knowledge and skills required. and the appropriate strategies for
assisting teachers to meet them, as part of the implementation strategy;

2 -ue needs focused designed to meet the anticipated or expressed needs
of teachers (Goodlad, 1975);

3. be determined and planned in consultation with the teachers they are
intended to assist (Moore, 1983);

4. be planned and designed to maximise ease of teacher access to the
knowledge, skills, insights and so on that they seek;

5 encompass multiple strategies for delivery of the activities,
6 be development oriented aimed at enhancing the competence of

teachers over time
7. take cognisance of how teachers (as adults) learn (Tough, 1971) and be

oriented accordingly,
8 be non-threatening to those for vhom the support is intended,
9. provide for evaluation of the effica( y of the support (Warner and Lipke,

1981);
10 provide for follow-up maintenance of the support (Warner and Lipke,

1981).

Currently a large array of possible avenues for teacher support may be
;dentified in practice Such avenues include.

in-service prog ams oc differing duration (system sponsored/school
sponsored, in school/out of school, whole school/specific groups),
advisory teacher services (school provided/system provided, on
request/regular program),
lighthouse schools (system sponsored) s ipporting surrounding schools
and teachers,
specific project teams (school developed /system provided),
professiona; seminars (school sponsored/system sponsored/professional
teacher assoc 'anon sponsored/teachers' union sponsored),
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professional consultancies (school funded/system funded),
within school case-study sessions (based on the principle of mutual
support),
within school individualised teacher development programs - in which
senior staff (e g Master -leachers) discuss teachers needs with them
and together arrange and monitor appropriate support activities:
tcache. exchange programs (school sponsorcd/system sponsored, of
varying duration. for varying purposes, involving staff exchanges
within the system/external to the system);
visiting teacher program to tertiary institutions (schoot/system
sponsored) usually of a se: -ester duration in which the visiting
teacher pursues a non examinable development program mutually
agreed among the teacher, sponsor and tertiary institution;
courses, of varying length, at tertiary institutions (award/non-award).

The array is somewhat bewildering and most elements of it are expensiv,..
which tends to emphasise the importance of the pi inciples enunciated

A potentially useful support strategy, particularly for teachers seeking help
in classroom control and teaching strategies, used in some initial teacher
education programs but seldom in schools, is 'Guided Self-Analysis' a self
development program for teachers sponsored over a decade ago by Parsons
(1974). It is not so much Parsons' specific program that has potential as it
is the fundamental principleson which it is based. In summary; the program
involves the teacher in establishing lesson objectives, planning teacher-
learning activities to achieve the objectives, recoiding the subsequent teaching
session(s), replaying the lesson in whole or part, as often as required, and
addressing a list of critical questions to analyse the interaction to determine
whether objectives were realised and under what circumstances, to seek,
through such analysis. explanation for success or failure in achieving the
object 'es Where necessary, alternative teacher behaviours (both structuring
and reacting) arc hypothesised and the lesson taught again (with another
group) and the same analytic procedures applied While the first analysis
is usually done in private, reanalysing in the company of, ar -1 in discussion
with, an experienced colleague (e g a Master Teacher) has proved helpful

Finally, ,lore are two potentially fruitful but negle t-ei avenues for teacher
support ene of w ha h is underutilised and the other not utilised in Australia
First teleconferene mg, either on a dyadic or network basis with an advisor
or consultant (for example with a teacher in a lighthouse school) as a means
of teacher support, is underutilised It is a technique (often used with home
tutors in correspondent mac lung simations) whit h is particularly applicable
to teat hers in remote areas The see ind is the u'c of the national and regional
commercial television ne tweaks for teat her-development in non-prime
viewing time Perhaps overall lung poll( y-makers must be «twin( ed that the
real cost to society is not in pros 'ding the service but rather in failing to
provide it'
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Differential Needs of Teachers in Various Co--,texts
A career in teaching will not end in the educational context in which it began
As society changes, a concurrent necessity is adjustment to educational policv
and practice As such changes have impacted upon education systems,
systems have found it necessary to broaden the range of educational activities
in which they engage This has resulted in the development of a widening
of the range of specialist appointments a broadening of career outlets for
teachers at all levels But as almost all tearhers have been prepared for life
in stereotype classrooms, new knowledge, new understandings and new skills

must be developed by those who seek to fill management or specialist
positions.

Table 6 lists many of the speralist appointments to be found in Australia's
school systems. It also lists several (marked with an asterisk) which are
presently largely speculative but which will be subject to special mention
In an attempt L. bring some order into the list, the respective positions have
been grouped according to their area of responsibility. It is proposed, in the
main, to discuss here the categories per se

1. Administrative Positions
Each position in this category with the exception of Coordinator o`Student
Teacher Practicum, is a promotions position v ,th senior policy making and
administrative decision-making responsibility Each. where it is located, is
an important link in the school administration chain. The incumbent of each

position needs appropriate managerial skills strong in human relations,
supervision and communication skills which, even if they appear to be a
natural characteristic of the incumbent, may be sharpened through specialist
training in ',madly based programs of school administration In many
instances (and certainly usually excluding Practicum Coordinators and
Boarding Masters/Mistresses) such skills etc acquired via courses taken at
tertiary institutions prior to appointment to the position But all too often
such training is after appointment and often through specific ally oriented
in-service activities

The role of Coordinator or Practicum is becoming increasingly important
and should only be filled by those displaying ex( ellenee in teaching and a
wmtnitment to their profession and appropriately qualificti in the student-
supervision and staff-supervision roles

The positions of Boarding Master/Mistress arc. by their very nature,
relatively few in number Persons filling these roles mast hair pride in and
commitment to the sc hoop and its philosophy, sound human relations skills.
warmth, a deep and empathem understanding of human nature and a high
degree of both initiative and self- control
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Table 6. Current and Project Specialisations

FAppointment

Principal
Deputy Principal
Senior Mistress
Senior Master/Mistress
Subject Master/Mistress
Coordinator of Student-teacher Practic urn
Housemaster/mistress
Boarding master/mistres.,
Curriculum Coordinator

Subject Advisory Teacher
Health Educator
Personal Development Educator
Transition Educator
Outdoor Education Teacher
Careers Educator
Work Expenence Coordinator
Resource Teacher
Remedial Educator
Special Education Teacher of

profoundly deaf
blind
physically handicapped
mentally retarded
intellestually gifted and talented

Advisory Teacher
Teacher Librarian
Computer Aided Instruction Specialist
Audio-Visual Teacher/Ad% ,cr
Master Teacher'
Welfare Teachers
Rehabilitation Teachers
Teacher - Counsellor'
Teacher-Social Worker'
Teacher-Communications Spec !Amt'
Rural Teacher
Itinerant Teat her
School of the Air Tea( her
Distance Education Teacher
Museum Education Officer
Zoo Education Officer
A.t Ga:lery Education °Clic cr
Botanical Gardens Educ it ion Officer
Aboriginal School feache;
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Special Education Sersices

Teacher Support Ser% ices

Welfare Teachers

Student Welfare Support

Spc c ial (Amtext "rear hers



2. Curriculum Positions
Teachers in these positions are, of necessity, steeped in the knowledge and
competencies required in their positions. They require appointees who are
essentially academic leaders, facilitators (not dogmatists) and coordinators
of others The incumbents should be enthusiasts (but not bores); they should
listen as well as being heard; they should be visionaries in their domains and
active in action research They, too, because of the nature of their roles, should
be above average practitioners of human relations and communication skills

Several of the positions, viz those of Transition Educator, Careers
Educator, Outdoor Educator and Work Experience Coordinator interface
with the community. Accordingly, the attributes of good puLiic relations
facilitators should be among the appointees' strengths.

3. Special Education Positions
Each of the positions in this category requi.-fs a high degree of professional
competence and integrity. No-one should be appointed to such a position
without appropriate prior training. Appointees to positions relating to
children with learning difficulties should also be selected because of those
essential personal traits of understanding and patience They should relate
well to fellow professionals, be able to work well in a team and to
communicate easily with classroom teachers. Their class load or case load
should be low to permit the patience and thoroughness their responsibilities
command.

Teachers of intellectually gifted and talented children should themselves
be scholars and appreciative of the arts They should function as facilitators
working with their students to design and pursue programs that challenge
and enhance the student's excellence.

It should DC noted that there is a widespread trend to mainstreaming of
atypical children. Such a policy will require regular accessible advisory
support and professional development assistance for those classroom teachers
involved

4. Teacher Support PoEitions
The effectiveness of teacher support services is dependent, in large pan, upon
tx.0 phenomena, viz the professional competence of the specialist and
reciprocity of cooperative attitude and support letween the specialist and
the teacher in mutual respect and tn.4. Essentially support personnel vile
work in a dyadic relationship in response to a felt need and request for
assistance from the classroom teacher Although such specialists, other than
Master Teachers, she ld be action-research oriented, they must avoid the
oversell and excessive d_mands on the school's limited financial resources

The concept of Master Teachers has been alluded to several times already
in this paper. There is an urgent need in schools to retain excellence in
tea,_hing in the classroom That is, there is need for outstanding teachers to
serve in schools as exemplars of teaching at its best, to be available a-
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consultants and sounding boards for peers. to fill such toles as student teacheradvisors, to be support teachers for beginning teachers, to be visionaries inthe art of teaching Such teachers should he rewarded for their excellent ein the classroom.

5. Welfare Teachers
cachets chosen to work in Welfare institutions/schools, in addition toexcellence in teaching, should have a profound knowledge and understandingof child and adolescent development. Theymust be conversant with the law.They must be teachers who manifest understanding, patience. loyalty andtrust. They must be in constant liaison with mainstream teachers and spendregular periods of stimulation and refreshment in mainstream schools.

6. Student Welfa..t Support
The hreakdown of the traditional family structure, the economic malaise,and the escalating drug scene pose increasing problems for schools regardlessof the age range for which they are responsible.

Teachers, students and theirparents or guardiar s are increasingly in need of specialist help It is beliesedthat counsellors and axial workers dealing with school-home and school-community problems will gain a greater acceptance from all concernedteacher, student, parent - and be more effective if they are identified withthe school, seen to understand teaching and learning, and accepted as oneof a team working in the interests of the student. Thus, it is held that thereis an urgent need to train teacher-col insencrs and teacher-social workers whoenjoy dual professional registration and who would be appoiilfed toindividual schools of a minimum size or to clusters of schools, regardless oflevel or source of governance.
There appears some observation esidence that the increase of workingparents, of working single 5arents, and of telt ision bee ming a surrogatechild-minder, is leading to a higher int Hien( e of speech and languageproblems in children 1i, deal with this problem in the school «mtext it isargued that tea( hyr-«,mmunic

doom specialists should by trained andattat hed to 4 hools on the same basis as tear her counsellors and teal her-social workers

7. Special Context 'leas hers
li ac hers seeking to tea( h. and lx mg so, appoints 1 to tea( h. ir. spec ial contextsshould prepared lot the posting ahead of lune as part of ti. 1r halt ;dual

drolessional des elopment program, and then should haw reads ac «.ss toprofessional supixirt "li.at he rs for two «intext 'require spec tale onstdc ration.tr.: for rural s. hook and hr aboriginal se hook
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Teachers for rural schools

It is not the responsibility of this paper to address the whole question of rt. -al
education. But the observation must be made that one of the continuing
problems in rural education is the high mobility rate among teachers and
of retaining sufficient teachers of excellence Tomlinson ft al (1985) in their
review of the Commonwealth Country Areas Program were It .o
recommend

That the Schools Commission sponsor a national task force to investigate the
major problems of the recruitment and retention of teachers for counin schools.
and the causal factors of teacher mobilit in country areas. and to propose
measures to ensure more stabilit), in staffing in isolated schools (p35)

Teachers employed by state systems in Australia are required to gise an
understanding to teach anywhere in the state but few are trained for that
context. Disaffected country teachers complain of such things as professional
isolation, their failure to gain community acceptance, their unr ...paredness
for multigrade teaching and so on

Perhaps the first need for country education is to scrap the emulation of
the urban model Other steps which might follow include: (i) incorporating
into all teacher education programs (as is presently done in some programs)
modules of study on rural culture, studies of rural communities, management
of multigrade classes, rural resource people as visiting speakers or
participants in rural modules, and optional school experience in country
settings, (ii) short periods of staff exchange between rural and urban schools,
(iii) induction programs for new country appointees geared to the culture
of the context. In the case of appointments to one-teacher schools as a
beginning appointmet.t. identification of an accessible school as a 'lighthouse'
school to give support including staff visitations, ( iv) liberal conditions of
suppo for attendance at professional development seminars.

Teachers for Aboriginal Schools

It is Aust. alian Government policy to support the training of Aboriginal and
Islander teachers in th hope that they will, in the main. want to teach in
their cultural sc howls This program is having some bite. But for many years
to come Aboriginal a-td Islander sc hook w ill depend upcn white teachers
Sut h teat hers often experiene e. considerabh diffic ulty in working in
indigenous Si hook There are a number of professional ne,.ds which they
mu In.. eu

they must a«i ire a philosophic al and historic al basis for considering
Aboriginal and Islander education whit h ins °Is cs understanding
hu ultural dselopmnt, ethno ntrism, empowerment and community
des elopment.
they must u..derstand c urrent issu "s of Aboriginal and Islander
education in urban and rural sec tors of Australia.
they must at quirt the skills of t urric uluni de.clopmc nt and resour«.
im pros sat ion.
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they must have prior experience of living and working with Aboriginals
and Islanders in their communities,
they must understand the history of Aboriginal and Islander and
European relations since European colonisation;
they must acquire the skill of langLage communication in Aboriginal
and Islander contexts,
they must be aware of, and understand the issues involved in Australian
race relations

Finally, here, Australian education has developed many of its specialist
appointments from a reactive stance, often to external initiatives or stimulus,
rather than from a proactive stance. The consequence is that adequate
preparation of staff often follows the event rather than precedes it. There are
many specialist opportunities for teachers who seek a challenge outside the
mainstream of classroom teaching. Unfortunately, many of them remain
unattractive as they fail to provide for meeting teachers' needs for
achievement they cffer no career pathways; surely an issue, which in the
interest of quality education, merits urgent attentior

Changing and Prospective Roles of Teachers

1. The Changing Social and Cultural Context of Teaching
Although it is not possible to predict with accuracy the nature of Australian
society at the end of the twentieth century, a number of writers and reports
in recent times (e.g Auchmuty, 1980, Schools Commission, 1981; Jones, 1982;
Queensland Board of 'leacher Education, 1985) have outlined the changing
and current complex nature of it. The conclusion to be drawn from these
observations is that, as with other nations, Australia is in one of the most
critical periods of its history as it faces a complex set of interacting phenomena
destined to result in marked changes in the structure of society in its value
system, and in the quality and style of life it offers.

In summary, contemporary Australian society faces the problems of
adjusting to such phenomc na as:

the rapid expansion of knowledge and its early obsolescence;
the emergence of new te -hnologies requiring less labour and the
acquisition of new skills, at,d, in the realm of industry, concomitant
overproduction and the resulta it increased unemployment and poverty
- with growing i!ependence on the welfare state and a shift in
employment from the industri, i to the service and leisure sectors;
the impact of scientific achievements such as cloning, human organ
transplants, the silicon microchip i nd the harnessing of nuclear energy
(to name but a sew) - achievements with potential for both highly
beneficial and horrendous social consequences,
the media revolution,
an ag and inc reasingly multicultural and multilingual population,
the rise and tolerance of pluralistic value systems,
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growing support for human rights and emancipation of minority
groups reflected in anti-discrimination and equal employment
opportunity legislation;
the breakdown of marriage and the family - increasing numbers of
single parents, a decrease in the average size of families, and an
increasing number of mothers either in, or seeking, paid employment
escalating problems of drug addiction, alcoholism, hedonism and
epicurean attitudes,
a decrease in Australia's historical dependence on Europe and a
strengthening of political and economic links w ith Asia and the Pacific
region

These phenomena. and many more, exist in a context of conflicting political
ideologies, both in Australia and elsewhere, national and international
economic uncertainty and international turbulence.

The mediate and longer-term social and cultural consequences of the
interaction of these phenomena are speculative Suffice it to recognise that
:najor social changes are occurring, that the rate of these changes will
inevitably increase and that the complexity and implications of them will
demand unprecedented many-sided adjustments to them. The presentation
and enhancement of the quality of life in the emerging society will require
citizens who possess the intellectual skills of enquiry, problem solving and
decision-making, citizens w.io hate a breadth of knowledge and creative
capacity, the skills of personal autonomy and social competence, ettneal
discretion, and cultural awareness; citizens who have career proficiency,
citizens who are capable of evaluating the personal and social efficacy of their
decisions The development of such oualines must then become the goals
of the school system and the qualities teachers must be competent to foster.

2. The Changing Professional Context of leaching
The social and cultural phenomena referenced above have indirectly
impacted upon the objec uses. nature, and provision of schooling in Australia
to produce changing professional environments in which teacher, must
operate A summary of he areas in whit h such changes may be seen has been
provided by the Queensland Board of Teacher Education (1985) in its
pamphlet Proiert 21 liachers for the litenty-First Century The contemporary
st ene may be mapped under the rubric if c hanges in (a) «intent and
pedagogy (c urn( uluni). (b) st hool rganisation and settings (t ) lot us of
decision-making, and (d) equality and opportunity

(a) Curru-ulum Chow
Until the earls twenties, st hoots were mainly organiset; on the basis of
relatively press ribd programs of study using (entrails determined sy 'Louses
of instruction The skills required of teat hers were t lowly related to the
implementation of these programs Stu h is no longer the situation Contem-
porary sc hool programs reflet t marked t hanges in c ur rit ilium organisation,
content, pedagogy, and assessment
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kno% ledge th: pito al, muloc ultural nature of out soc lets and sc ek a iorm
of c ultural-social integration %hich s,dues interaction and free
«immunu anon amongst d% ersc groups and sub-cultures. ze the common

mulluullure

outline those at eas of knmsledge. understamlaig and esp. rien« %hich all
students are to studs, re the Common !earnings

bring out in the subjects and themes studied, their beat ing on contemporary
social life, and their relo. an«. to all human beings, to the contemporary relevant
aspects of education

spec itv minimum desirable kinds of !earnings for all students, Instead of
attempting tc coyer specialised, optional and additional learrungs to meet
particular student and social Interests and needs z e the basic essential !earnings

define long-term, well- -quenced and ssstemmc learrungs from the
beginnings of primary to the end of school years. r e the structure of !rarnmg

pros ide opportunity for students of different leels of Alit% background and
interest to studs together. r e the common learning ituptions

sr( ifs is pical learning tasks and methods and %ass of apps mg learning to
life situations, z e the common applied learning tasks (pl 5)

The paper goes on to state chat 'One major challenge to Australian schools
. %M ix' to define core curriculum in such a was as to provide all students

with learning tasks that are well structured, flexible. smial4 relevant, future
oriented and stimulating' (p15) If this c hallenge is to be met and if school-
based c urn(ul are to be the 'order of the day' then there are significant
implications for teacher development

The first of these is that teachers will need to be aware of contemporary
Australian culture, of its universal and Khosyru rata elements, and of
emerging c hanges in our c ultui al traditions They will need an app: x iation
of the (kersit), of ( ultural traditions in the many ethnn groups that now form
a signifi( ant part of Australian sot ietv. They will need to he 'killed in
urriculutn and sllabus development and their es aluanon They will also

need an understanding of the strut lure of knowledge, and of the hierarchical
nature of cognime and all« me pro( esses If these needs ate viewed as
imperames there will need to be t onsiderable rethinking of the structure and
«intent of Main presers tea( her «Itu at ion programs Nleanw He, s( hods
will need to addn ss these issues for existing 1 through their tea( her
dewlopmc nt programs

(u) ('hangs in content

There ar( «insich iabl«Icnients of «ittunonalitN , I found in the ( urrent
statement of aim' of st hooling in the sat ions Ausmhan states 1.pical of
SU( 11 statements. and illustratRe of «mt( wool at-% emphases. In that of the
South Australian I'dm mum Depal mien!.



to help students develop:
11%ely inquiring minds, a lose of learning. and a ,111ingness to apply effort
to worthwhile tasks
the ability to think rationalh,
the use of the imagination
powers of creative self-expression
powers of judgement
physical and mental health
self-confidence, a sense of worth, and respet t and con,,deration for others
a coherent set of personal and social alues and a mmmtment to them
decision-making and problem-sol mg skills
an understanding of themselves and their world
competence in intellectual, social and physical skills
knowledge of skills relm,ant to adult life and emplm ment

(Steinie. 1981. 19)

Within the spirit of seeking to fulfil these aims two trends are discernible
First is the em- ' on integration of subjects to form areas of study. The
second, mainly aie secondary school level, is the emphasis on core and
elective studies Changes in content are less marked in the primary sector,
though there is a growing emp Isis on an awareness and use of technology
sensitivity to the environment and personal deelopment, including values
and sexuality (eg see Beazley, 1984)

The .aajor pressures for change in content have come in the secondary
sector. The bases of the pressure appeal to stem from the devolution of
curriculum development to schools and their communities (albe't within
prescribed policy guidelines); decreasing job opportunities for school leavers
and a consequential increase in students remaining at school beyond the
upper limit for compulsory attendance (see Hughes, 1983); arguments for
greater relevance to the post-school needs of adolescents (see Hughes, 1983,
Queensland Board of Teacher -,ducation, 1982), arguments that the
sear chary school curriculum is dominated by the tertiary Institutions,
mi tority pressure groups pleading special subjects, and the impact of Special
Purpose Programs (describe elsewhere in this paper) as p:'rt of the
Australian Gavernment Equality and Equity in Education Policy

The response by schools to these pressures is mainly being made throttgh
the elective studies component of the c umculum "rhis component incr aces
in ploportion in the post-compulsory school years In some states ele. tive
studies arc divided into those which mc,1 prescribed entena for structure
Ind rigour and an accepted by the approprtte accrediting authority towards
a tertiary entrant score, and those which arc de% doped by schools for the
development of students but not eligible for tertiary entrant e Examples of
etc.( nye subjects developed by st hook, w hi, h may or may not be eligible for
tertiary eerant c depending upon the state, its c t iteria and practit es arc
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theatre, motor mechanics, career education, transition education (school to
work), hostessing, business law, consumer education, media studies,
aeronautics, sex education, Australian -tudies, environmental studies,
tourism, and psychology.

Of course, while the elective curriculum has been expanding, the 'Back
to the Basics' argument has not abated. Hughes (1983) rebuts this view,
counter-arguing that

While the Importance of the basic skills is unquestioned, what students need is
not a narrower set of skills, but a much broader and more effective one The
demands of our current and future society are for higher order skills in
communication, in mathematics, in acquiring information, in assessing
Information and in analysing arguments. (p12)

Even the elective curriculum may be a mechanism through which such higher
order skills are developed.

The real danger in the elective curriculum is in the integrity base of the
knowledge taught. Teachers are not specialist in many of the areas of study
they offer and while using 'professionals' on a part-time basis may be a part-
solution, it is not the norm for schools.

(iii) Changes in Pedagogy

Changes in pedagogy are required to meet changing aims and objectives and
the context in which teaching and learning take place. It is not possible to
list all such changes here. St veral examples must sulfite.

The emphasis upon cognitive skill and attitude development, in addition
to acquisition of knowledge and skills, in contemporary statements of aims
for schooling requires a major change from the current pedagogical strategies
of many teachers (who tend to focus almost exclusively on teaching content
and skills). Such a requirement places teachers under stress and if the
emphasis is to be. given, specialist support services for teachers will be
required. For example, the introduction of ROSBA (see Queensland Board
of Secondary School Studies, 1978) required teachers to design work
programs for accreditation which state the process (or cognitive skill)

objectives, content objectives, skill objectives and affective (attitudinal and
value) objectives of the program. Further, they were required (except in the
case of affective objectives) to specify the criteria for determining how well
the objectives were met. The requirements met with widespread criticism
and resistance from teachers and the Queensland Board of Secondary School
Studies developed a task force of trained teachers to visit schools in the role
of consultants. If the legitimacy of a set of stated aims of schooling is accepted,
cooperation must be gained from preservice teacher education institutions
to incorporate in their programs the rationale for them and appropriate skills

to foster their achievement. There is no evidence at the moment that this is
happening to any significant degree
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Implementation of a curriculum which emphasises an integrated
orientation rather than subject/discipline focus also requires a shift from
traditional pedagogy. Again teachers may well require support to generate
and test appropriate strategies. Likewise, team teaching requires a break from
the popular didactic approach to teaching. This mode of teaching requires
a high degree of cooperation in planning, implementation and evaluation
At the primary level it is well addressed in preservice teacher education but
virtually ignored at the secondary level.

The advent of the microcomputer is already having a marked impact upon
classrooms. If this aid to teaching is to have a profound and long-lasting effect
on student learning, then as Ruff (1985) has argued, misconception, mis-
management and misuse by teachers must be avoided. As Ruff warns `no
computer can actually replace a teacher, nor can it be expected to (p198)
The biggest task ahead is to train teachers in the use of microcomputers as
an adjunct to their teaching. This will require them to know the capabilities
and limitations of microcomputers and to plan the integration of the micro-
computer's appropriate use into their teaching plans.

In the field of distance education, the future uses of Aussat will call upon
the design of appropriate instructional stra -pies which will differ from
`normal' pedagogical practice in correspondence and School of the Air
teaching.

The moral emerging from the examples, as mentioned earlier in the paper,
is the need to view changes in pedagogy as an integral component of the
planning for introducing any curriculum innovation or for the adoption of
any new aid to teaching.

(iv) Changes in Assessment.
At both primary and secondary levels there is wide recognition of the roles
of both formative and summat we assessment This is paralleled a growing
de-emphasis of regular formal examinations in favour of less formal,
diagnostic 'on-course' assessment The movement is more marked in the
primary sector. Secondary schools, committed to a form of creuentialling
have tended to cling on to external examinations as the ultimate form of
assessment. Neither Queensland nor the Australian Capital Territory has
external examinations. In Queensland such examinations have been totally
abolished in favour of school-based assessment since 1970 at year 10 and 1972
at year 12. Other states either have moved or are moving to a combination
of school-based assessment and external examinations (see McGaw and
Hannan, 1985)

School-based assessment (which may be moderated by one's peers)
requires new sets of skills and acceptance of new responsibilities on the part
of teachers (particularly if one adapts a form of criterion-referenced
assessment as is the current situalon in Queensland) and may well place
them urder stress if they feel inadequate for the charge (see Campbell et al
1978) The skills of designing assessment instruments to test stated syllabus
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objectives, of explicitly stating performance criteria to be applied in
assessment, of combining measures of disparate performances to arrive at
an overall assessment, of scaling if norm-based criteria are I-) be used, of
working cooperatively with peers to establish 'standards' may be fostered in
the short-term through inservice teacher development activities and in the
long-term through incorporating their development in pre-service teacher
education programs.

(b) Changes in School Organisations and Settings

There is a degree of fluidity in school organisations and settings which have
significart implications for teacher development and initial teacher
education. Among these changes is a movement towards mainstreaming
(mentioned earlier in this paper) of all children with oth_r than extreme
learning disabilities. Such a movement places an onus upon all teachers to
master the skills of learning diagnosis and program and learning materials
design, to work with advisors and consultants to become familiar with
appropriate referral agencies, and to develop the qualities of understanding
and patit.tce.

Another change is extension of open-space and team teaching, well tried
at the primary level, to the junior secondary school Next, in Queensland,
at the pilot level, there is a resurgence of the senior college concept developed
in Tasmania many years ago. This concept which interfaces the senior
secondary school and TAFE program is a challenge to teachers of two
disparate traditions to bridge the gap and ensure the continlity of
curriculum, pedagogy and assessment. The concept of resource centre
learning, or schools without walls, is not dead while non-traditional schools
appear to be thriving.

Currently there is a question of meeting the needs of adolescents in their
earlier years the middle school (see Bella, 1984, and Power, 1984). In her
paper, Bella argues that neither the typical primary school nor the secondary
school provides for the unique needs and characteristics of early adolescents.
Indeed, the present system of secondary schooling is seen by her as exaggerat-
ing the separateness of adolescents. Bella (pp11-12) states that her review of
the literature supports the middle school concept with aims

to service the educational needs of the in-between ages in a school bridging
the primary/secondary gap,
to provide optimum individualisation of rurruulurn and instrur non for a
population characterised by great variability,
to promote continuing progress through phases and levels of the total
educational program, and
to facilitate the optimum use of personnel and facilities available for
continuing improvernem of schooling (Bella, 1984. 7)
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While there is a high degree of acceptance of the middle school concept in
the United Kingdom and the USA, there is nc unanimity in Australia.
Indeed, a most provocative and revolutionary proposal has emerged in
Queensland (Queensland Department of Education, 1985), viz. to reorganise
the entire school system in three levels, viz. Junior School (prescribed to
year 3), Intermediate School (years 4 to 10), Senior College. as mentioned
above (immediate post-compulsory years). Indeed, pilot projects for such
organisation are under-way. The nature of teacher education proposed for
the above three levels is outlined (p29) in the above paper. In a subsequent
report of a committee to review 987 reactions to the above and other
proposals (Queensland Department of Education, 1986, 53-58) it was argued
that the Junior School concept be explored further, the Intermediate School
concept be rejected and the Senior College be seen as but one form of offering
post-compulsory education. Obviously, if all three of the levels as originally
proposed were adopted, there would be considerable consequences for
teachers.

(c) Changes in the Locus of Deaswn- Making

The most significant contemporary changes in the locus of decision-making
are attempts tc be seen to leaven the former highly bureaucratic, centralised
decision-making processes in two major directions, viz in curriculum
development and in community involvement in the school. It is now common
for education systems to devolve responsibility for curriculum making (within
state and system guidelines) to individual schools and their communities.
In the case of schools not large enough to undertake the exercise, system or
regional exemplars are available from which to choose. It shculd be noted,
however, that because of the emphasis on core, the real choice for schools
is in the elective domain where they are restricted to the resources available
to them. In some instances pilot studies are being run to form clusters of
schools to share their specialisations and thus broaden the curriculum
offerings within each school in the cluster which, may, of course, inciude both
state and independent schools A further constraint on the apparent freedom
for secondary schools is in the necessity to meet accreditation requirements
if elements of the curriculum are to contribute to tertiary selection.

The most fully developed set of policies relating to community involvement
have been implemented in the Victorian state education system (see
Ministerial Papers 1-4, Education Department, Victoria, 1983). The
Ministerial Papers have seen the development of representative school
councils responsible for school policy-making in curriculum objectives,
resource utilisation and broad organisational policies. The papers have
planned for the establishment of centralised support services for the schools
and for periodic mon itonng of the school's improvement plan drawn up and
updated by each school council as the broad canvas for ..Jol's develop-
ment. There may be some difficulty in some states or some areas of some
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states, beczuse of sparsity of population and talent, in establishing inriividual
school boards in accord with the Victorian model. Under such circumstances
larger areas or regional councils, covering all schools in the grouping, might
be developed.

Generating and accepting community involvement in school policy-
making is destined to become an imperative of the teacher and school
administrator's role. Appropriate studies relating to teacher-parent inter-
action, and to teacher and parent roles in school policy-making must become
part of initial teacher education extended through subsequent teacher
development activities.

(d) Equality and Opportunity
Perhaps the most significant development in the professional context of
teaching in the western world in recent times has been government funding
of specific projects aimed at promoting equality and equity in education. An
example of this in Australia is the introduction of special purpose programs
from Commonwealth funding to the states and territories by way of the
Schools Commission. Such programs are based upon the following set of

assumptions:
all students and youth have the capacity to learn irrespective of culture, class,
race, gender or disability, and should through schooling have access to the
knowledge, skills and understanding necessary to shape their lives and to
participate in shaping the society of which they are a part;
schooling should ,,upport students progressively and consciously to assume
responsibility for their lives,
all citizens have a right to participate in the national democracy, whatever
their background or circumstances. This confers on the Commonwealth the
obligation to ensure that all students in Australian schools receive a quality
education;
Austra!ia's international commitment to combat discrimination and disad-
vantage arising front socio-economic circumstances, race, gender or disability,
and to protect natural resources, place a particular responsibility on the
Commonwealtn to er.sure that all stud r.ts have equal access to education
and its benefits;
the nation as a whole should mobilise Its educational resources to meet agreed
national priorities or needs and to work toward improvements in schooling,
adequate general resources for schools ar a necessary but not sufficient

condition for the improvement of educational conditions,
inequalities within the society and the disadvantages experienced by students
require the differential distnbution of resources to schools and within schools;

parents and students should participate in the development of learning
programs, in decisions within schools, and in decisions which affect their

,chools;
teachers should participate in processes for the development of better schools
and improved teacher practic7s

(Commonwealth Schools Commissio.i, 1985, 58-59)
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The programs are aimed
to assist system and school authorities-

in making equitable educational provision for all groups of students.
in fostering related forms of school improvement 'nd teacher de ;elopmtnt,
and
in responding to issues of national significance. such as the implications of
new technologies or ,,f expanded participation in secondary education

(op at, 59)
The precise details of the specific purpose programs funded and proposed
for future funding, through the Schools Commission (i.e. Equity Programs,
School Development Programs and National Priority Programs) are outlined
in its publication Quality and Equality (1985). A tabulation of the programs
is provided in Table 7.

The conditions of funding the Specific Purpose Program include
adherence to the principle that programs be developed by the states and
territories ditough consultation with representatives of the school systems,
parent and teacher organisations and, where appropriate, students.

Table 7. Specific Purpose Programs
Equity Programs I School Development Programs I National Priority Programs

i
Aboriginal education I Australian community Education centres

1

Disadvantaged ilanguages and culture Education priorities
schools 1Basic learning in primary

Participation and schools
Iequity Computer education

Rural schooling I Parer'. participation in
1

development 1 schooling
Special education I Professional development

(Commonwealth Schools Commission, 1985, 76)

The intrxluction of the equity and school development programs in
particular necessitate competencies not currently characteristic of many
teachers and whose understanding and acquisition are generally not currently
part of either contemporary pre-service teacher education or in-service
education programs. The range of such competencies includes program
needs assessment, program design and development, program evaluation,
submission writing and defence, and cooperative thirking and decision-
making. It may be argued by some that such competencies are not essential
for all teachers - that maybe these are special skills to be demonstrated by
teachers selected and specially trained as either regional conztiltants or school
`leaders' in the process of program design and evaluation. In the short term
this may well be the most expeditious and efficient way in which to move if
the full potential of the special purpose programs is to be achieved.
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3. The Teacher's Role in a Changing Scene
The emerging social and cultural context of teaching and the consequent
changing professional context have implications for the roles teachers must
play and for the qualities essential to fulfil them effectively. Perhaps the most
significant change in role for teachers is that from a purveyor of knowledge
to a facilitator of learning concerned with providing equal opportunity for
all students to learn. The over-arching role implies functioning as a learning
diagnostician, a curriculum planner, a stimulator of learning, a learning
resource consultant, an evaluator of learning materials. It implies acting as
an ideas sounding board, an evaluator-critic, an upholder of standards, a
remedial educator, a friend confidante and counsellor. (Here it is worthy of
note th.t Andrich dal. (1979) quoted four studies which see the teacher' role
as embracing more of the parent's role and tending toward that of a
community worker.) In addition, the changing scene will require teachers
to become translators of the culture who objectively expose conflicts facing
society, and mediators between parents and students and between th school
and community.

Nixon and Bumbarger (1984) argue that student teachers are . . . future
teachers but their preparation is now. All that can reasonably be expected
is that we provide the students with skills and knowledge to meet presently
identifiable changes in the roles of teachers'. (p236) The qualities essential
for filling the roles specified above have been considered at length by
Auchmuty (1980) and many are Incorporated in contemporary teacher
education programs, but some are becoming increasingly more important.
Foremost among these are commitment to a personal philosophy of
education; a deep understanding of human development and of the nature
and structure of knowledge in general and in appropriate specific domains
of the curriculum in particular, an awareness of the nature, values and culture
of contemporary society its rate and directions of change and its
continuities; a sensitivity to, and respect for, the culture and traditions of
ethnic communities forming part of Australian society. To these may be be
added the human relations skills of effective decision-making and people
management It is also increasingly imperative that teachers recognise the
validity, and acquire the skills, of parent and community involvement in the
decisions affecting schooling. What :s being suggested here is that, in addition
to being knowledgeable (a given) teachers must become more socially aware,
more socially responsible and more socially competent they must become
more 'people oriented'.

Knowledge of, and skills in, a number of technical areas are also essential
to fill the role of facilitator of learning and to ensure equality of opportunity
to learn. These include a knowledge of, and skills in, curriculum design,
implementation and evaluation; competence in a wide range of formative
and summative assessment procedures and strategies for cntenon-referenced
performance and evaluation, skill in establishing interpersonal relationships;
knowledge of, and skill in, applying strategies of guidance, knowledge of, and
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skill in effective collaboration with, appropriate referral agencies. To these
should be added competence in teaching in multicultural classrooms; skills
in dassroom action research and submission preparation; an understanding
of, and competence in the use of, contemporary technological aids to teaching
and learning. Finally, it is essential that the contemporary teacher and the
teacher of the future remain alert to events and issues in the world at large,
that they have an awareness of, and skill in using, appropriate interpersonal
and community communication strategies, and that their professional
behaviour be in accordance with an acceptable code of ethics.

So much for the future professional needs of teachers, ifone acknowledges
the recent Carnegie Report (Carnegie Task Force on Teaching as a
Profession, 1986) the extent to which teachers will be able to enhance the
quality of life in the emerging society will depend not only oa their
professional developm -'nt but upon fundamental changes in the school itstlf.
In essence the required changes may be summarised in the words of Ticker
and Mandel (1986, 25), 'We must invest teachers with a much greater degree
of trYst and responsibility to render professional judgementsabout the most
appropriate educational treatments'.
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NEW PATTERNS AND DIRECTIONS IN THE
PROFESSIONAL EDUCATION OF THE TEACHER

Geoffrey W. Beeson

In this chapter, recent trends In the professional development of teachers in the United

States and the United Kingdom are outlined with reference W the relevant research
and development literature This ts followed by a summary of recent developments
in Australian teacher education Attention is drawn to several similar trends in
the three countries including a greater recognition of the relationship between the
quality of education in schools and the quality of teaching the importance of
regarding teacher professional development as a contin uv'n, an increased emphases
on 'n- service education, and tighter constraints on resources Some future possible
directions are discussed in the light of these trends and current and emerging needs

The last two decades have seen fiat, increased attention given to the
development of effective pre-service teacher education programs, followed
by a growing recognition of the importance of arranging opportunities for
the continuing professional development of the teacher This trend has teen
evident in the United States and the United Kingdom as well as in Australia.
While matters relating to initial teacher education still occupy the majority
of space in the teacher education literature a growing emphasis is being
placed on induction and in-service education.

Recent Trends in the United States
In the United States, there is an impressive amount of literature reporting
research in teacher education. In a recent review of pre-service teacher
education, Koehler (1985) examined research in six categories: studies of the
skills and attitudes of teacher education students; studies of the skills and
attitudes of practising teachers that reflect on their pre-service education;
studies of teacher educators, studies of Institutions; evaluations of teacher
education programs and methods; studies of institutions; evaluations of
teacher education programs and methods; research reviews, analyses, and
syntheses. Amongst the particular Issues Koehler identified for future
research and development were Investigations of the processes of teacher
development, and the investigation of ways of providing student teachers with
frameworks in which to place the various techniques and strategies of
teaching to facilitate recall and use in later teaching situations. The latter
suggestion arose out of the problems facing teacher educators of how to teach
skills, attitudes, and thought processes for which the students do not yet
perceive a need. Looked at another way, this problem may be addressed by

iging a better articulation between pre-service programs and the full
time teaching in school, and by developing more effective provision for the
continuing professional development of teachers.
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The Research and Development Agenda in Teacher Education (Hall,
Hord and Brown 1980) was a national project designed to identify and
develop priorities for crucial, researchable issues in teacher education. It
resulted from an increased national awareness of, and concern about issues
in teacher education, combined with the impetus for all constituent role
groups to collaborate in addressing the issues. It was organised around two
dimensions: the teacher education continuum which represented the
consen:us of the planning committee that teacher education should be viewed
as a continuing process of developing knowledge, skills, attitudes, and
behaviours throughout the course of professional life, and seven topic areas:
content, process, context, professionals as learners, collaboration, change/
dissemination, and research methodology. However, the papers which
contributed to the development of the research and development agenda were
organised only around the seven topic areas.

Some six years later another national project in the form of a special
conference with a similar purpose was planned to develop recommendations
for future directions in research, practice and policy development in teacher
education (Hall et al 1985). In this latter project, the concept of a continuum
of teacher education was much more strongly evident. Papers were pres,:nted
in th,.. three major areas of pre-service, induction, and in-service teacher
education. In each of these areas practice recommendations, research
recommendations, policy recommendations, and critical warnings were
formulated. Furthermore, in contrast to the previous conference, participants
in this conference included chief state school officers, hgislators, school
superintendents, as well as staff from the teacher education institutions.
Finally, three major areas of unanimous agreement were identified as a result
of the conference: (a) that teacher education should be viewed as occurrii.g
across the professional continuum; (b) that improvement in teacher education
is directly tied to improvement in the conditions and status of teaching; and
(c) that improving teacher education requires the collaboration of policy
makers, teacher educators, teachers and researchers to develop a shared
language and understanding.

This shift in conference participation, in level of agreement, and in
emphasis between the two conferences is indicative of the recent more general
shift of focus from pre-service education to the continuing professional
development of the teacher. It should be noted that the main component of
this shift is a greater emphasis on the importance of the induction and in-
service phases rather than a decrease in attention to initial preparation.

Howey and Vaughan (1983) recently described the state of professional
development in the United States as being in a state of flux. They argued
that pressure was growing to adopt in-service practices that were more school-
focused, classroom-relevant, and collaboratively planned and implemented.
Despite the declining resources a 'ailable for education, they expressed some
optimism, one factor being the increased knowledge about teaching that
recent research and development had provided.
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On the other hand, debate concerning preparation of teachers continues,
fuelled by considerable community dissatisfaction with standards of learning
outcome in schools (see, for example, National Commission on Excellence
in Education, 1983). Some recent proposals have revived debate on the
desirability of extended programs of teacher preparation, along with other
structural and curricular reforms (Smith 1980; Joyce and Clift 1984). A small
number of five-year pre- rvice programs are in operation at present,
including those at the University of Kansas and the University .f New
Hampshire, evidently with promisi- v results (Egbert 1984). At the other end
of the spectrum, one state has r : at. alternative route of entry to the
professich., through which co. .sates who meet certain requirements
may be hired as provisional teac....rs. During their first year of teaching the
new recruits are required to take 200 hours of teacher education studies, work
under the supervision of a teacher for 20 days, and pass several evaluations
(Jaschik 1986). Further, far-reaching structural changes, including the
abolition of major studies in education in undergraduate degrees, are
proposed in the recent Report of the Carnegie Forum's Task Force on
Teaching as a Profession (1986). In its report, the Forum makes very clear
the connection between quality in teacher education and quality in schooling,
a matter which is taken up again later in this paper.

Developments in the United Kingdom
A number of new developments concerning in-service education in Britain
occurred in the early 197us. Perhaps the most significant of these was the
spread of teachers' centres, for which the f ndamental rationale was local
curriculum development work in which .eachers were involved. Other
developments included the us t of television as a medium, the offering of
special extended courses, and a greater emphasis on school-based activities
(Henderson 1978). More recer tly, the term 'school focused' has been used
to describe activities that focus on the interests, needs, and problems of a
particular school, and hence not only focus on the needs of individual
teachers, but on matters which need the co-ordinated effort of a group of staff.
School-focused in-service education is seen as a more effective means of
promoting lasting change in schools (Bolam 1982).

A wide variety of in-service activities has been in evidence, including those
initiated and conducted within schools, those conducted by local education
authorities, and others conducted under collaborative arrangements with
consultants outside the schools, including staff from higher education
institutions (Donoghue 1981). An area of concern at present is that of making
a collaborative model of staff development work. The concern reflects the
view that unless teachers feel they are contributing to their own professional
development, they are unlikely to be committed to take part Furthermore,
there is general agreement amongst practitioners that in-service education
needs can be more effectively and validly identified if the teachers involved
participate collaboratively in the process (Hartley 1985).
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A Review conducted by a group of member countries of the C Tanisation
for Economic Co-operation and Development (Bolam 1978) found agree-
ment on three main reasons for the growth in the commitment of national
governments to in-service education and training, namely. it is inherently
important that teachers should continue their personal and professional
education; the speed and nature of technological, economic, cultural, social,
and political change dictate that teachers need to review and modify teaching
methods and curricula; and, in the conte::t of a reduced need for new
teachers, the in-service education needs of a stable teaching force are
especially important. The Review also reported broad agreement that in-
service education and training could and should make an important
contribution to the resolution of problems associated with several areas of
activity in education, including the needs of special school populations such
as multiethnic communities and disadvantaged rural communities, the needs
associated with particular subjects, notably science and mathematics, and
the new demands on teachers caused by the radically changing nature of
school-community relationships.

Recent initiatives by the national government in the United Kingdom have
been influenced by the national concern over quality of schooling and
standards of achievement. A recent government White Paper (Department
of Education and Science, 1985) states government aims to 'raise standards
at all levels of ability' and to 'secure the best possible return from the resources
which are invested in education'. A number of actions to be taken by the
government in relation to these aims are set out in the White Pape; including
reform of public examinations 'in the interests of the curriculum and
standards', making the in-service training of teachers more effective 'through
new finan( ial arrangements', and encouraging schools to do more to 'fulfil
the vital function of preparing all young people for work'. These and other
action-, have resulted in greater central control over all stages of teacher
education. For in-service education they have led to greater centralisation
of funding, greater demands including increased administrative complexity
at the local level, and requirements to adhere to national priorities (Graham
1986). For pre-service education, the establishment of the Council for the
Accreditation of Teacher Education has meant that institutions offering
courses of initial teacher preparation will be accredited to do so only if the
courses meet certain criteria, as assessed by Her Majesty's Inspectors. These
criteria are based on the government White Paper 7eaclung Qualziy
(Department of Education aid Science, 1983) and include length and nature
of studies, selection and admission to courses, training and experience of staff.

Recent Australian Trends
The growth of teacher education in Australia in the early 1970s, coupled with
the injection of Commonwealth Government funds during this period,
produced a burst of innovatory activity in teacher education programs. A
survey by Turney and his colleagues in 1975 (Turney 1977) revealed the
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astonishing total of /03 innovations. These covered a wide range from minor
changes to completely new programs and included school-based programs,
innovations in methodology, evaluations, teaching skill development, support
for teachers in the early years of teaching, a variety of collaborative
arrangements with schools, and many others. The vast majority of these
innovations were involved with pre-service programs. This reflects the
situation in Australia in general, where studies relating to initial preparation
predominate, even when the context of the research could as easily relate to
continuing professional development, as in the case of the development of
practical teaching skills (Hewitson 1979).

Greater attention was given to the in-service component of professional
development following implementation of recommendations of the Interim
Committee for the Australian Schools Ccmmission (Karmel 1973). A great
variety of innovations in in-service education resulted, including prcgrams
of widely varying content, length, and degree of formality initiated by
employers, teachers, and other relevant groups (Skilbeck, Evans and Harvey
1977). In addition, in-service activities were further facilitated through
Commonwealth funded education centres. This period was one of marked
increase in opportunities for professional development for teachers. Prior to
the 1970s, provision of in-service education was minimal, despite the need
of teachers to cope with the flood of new curricula which entered the schools
during the late 1960s and early 1970s (Batten 1979).

Attention was given to evaluating the professional development programs
of that time (Batten 1979). Other research has examined teachers' perceptions
of in-service education (Campbell 1975), materials development in particular
curriculum areas (Fensham dal 1974), and needs of teachers in their early
years of teaching (Tisher, Fyfield and Taylor 1978; McArthur 1981). These
last-mentioned studies are of particular interest in that they focus attention
on the relationship between the pre- and in-service stages of a teacher's
professional development, as well as on the needs of the teacher at a particular
stage. McArthur's longitudinal study of a group of secondary school teachers
from the final year of initial preparation to the fifth year of teaching high-
lighted the 'reality shock' which occurs as a result of the transition from
student to teacher in the first year of teaching. AR a result of the study,
McArthur made a number of suggestions for bridging the gap bets n pre-
service training and initial teaching experience and for improving the
practical aspects of initial teaching appoin .nents. These included: more
practical teaching in the final training year, preferably on an extended basis
in the one school, a greater vanety of work experience throughout the whole
of pre-service teacher education, and a continuing relationship between the
training institution and first appointment He also suggested that beginning
teachers should be given reduced teaching loads, should not be given the
difficult and unwanted classes, and should be assigned to experienced
teachers for support and guidance dining the first year.
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A National Inquiry into Teacher Education (1980) was established by the
Commonwealth Minister for Educatier in 1978. Its terms of reference
required it to make recommendations '. . . on any changes %/Inch might assist
in achieving improved teaching and learning in Australian schools and pre-
schools . . .' (p.xxi), taking into account a r umber of social and educational
factors, and to state its assumptions about the objectives of education in
Australia for the following twenty-five years. The Inquiry addressed a wide
range of issues concerning selection, pre-service preparation, induction, and
in-service education.

The Inquiry considered teacher educak or t I be a process of continuing
professional development, commencing wide p:e-service education,
proceeding through induction in the first years of teaching, and then
continuing into a period of on-going professional development. Consistent
with this view, and with the increasing content demands of pre-service
courses, the Inquiry recognised the need to limit knowledge and skills which
pre-service education should attempt to encompass and proposed a core of
studies and learning experiences which should be required of all students.
Eight areas of study were identified, but the determination of specific content,
approaches and experiences and the balancing and sequencing of studies was
to be left to the institutions involved and the profession itself. The Inquiry
also recommended that courses should include training in methods of
adapting education provisions to a wide range of individual differences
among students, provide information on the support and other specialist
services available and should give attention to the development of appropriate
skills and attitudes for teachers in a multicultural society.

Further, the Inquiry recommended a four-year minimum period of
preparation for all teachers, and that graduate diploma in education courses
should be extended in length to a minimum of forty weeks. It paid particular
attention to the nature and organisation of practical experience and made
recommendations and suggestions designed to improve the effectiveness of
this crucial part of teacher education. These included the need for clarity of
objectives and of roles of participants, a planned program of gradually
increasing responsibility appropriately distributed over time, and training
of, and time allowance for supervising teachers in the schools.

The Inquiry took the view that over the next twenty-five years the major
means of improving the quality of teaching will be the continuing professional
development of teachers. This was argued on the basis of much reduced
intake:; of new teachers into the profession, continuing technological,
economic, cultural, social and political change, the rapid expansion of
knowledge, and the changing nature of the teacher's role. It was considered
that in-service professional development could best be achieved within a
framework planned and organised at the school level, that the ultimate
responsibility for continuing professional development rests with the teacher
but that the obligation to participate in in-service education could be
supported by various incentives, and that employers have complementary
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responsibility to assist the teacher with professional development. Several
recommendations were made aimed at facilitating and increasing proft.1.-
sional development, including paid release for one term after every seven
years of service, participation in a minimum of five days of in-service
education outside school hours each year, and increased funding.

The Inquiry considered teacher education, research and development in
Australia to be deficient in most areas. It formulated a list of priorities which
included contextual research (e.g investigation of community expectations
of education; documentation and analysis tithe changing roles of teachers)
and program research (e.g longitudinal studies of the socialisation of teachers;
evaluation of the relative effectiveness of various forms of in-service
education), and recommended an annual budget to enable a co-ordinated
program of research and development in teacher education to be mounted.

During the period 1977-80 the governments of New South Wales, Victoria,
Queensland, Western Australia and South Australia commissioned inquiries
into teacher education at state level. Although there was some variation in
the terms of reference for the inquiries, significantly there was general
agreement amongst the national and state inquiries on several key matters,
including the continuing nature of teacher development, the need to take
account of the effects of technological change and the changing nature of
society, the need to give more attention to the development of literacy and
numeracy in schools, and the need for the teaching of community languages
and intercultural perspectives. In particular, there was agreement that the
quality of education was inescapably related to effective programs of
continuing teacher development. Moreover, a recurring theme was that
professional development should be closely related to the development,
implemer tion, and evaluation of the school curriculum (Coulter and
Ingvarson 1985).

Coulter and Ingvarson (1985) conducted a study of in-service education
as part of a review of teacher education requested by the Commonwealth
Government and to be carried out jointly by the Commonwealth Schools
Commission and the Commonwealth Tertiary Education Commission. They
identified a recent decline in in-service education provision, despite an
increased need arising from changes in the career patterns of teachers,
changing and increasing expectations of the teacher's role, and changes in
education priorities and the emergence of new curricula associated with these
priorities. Factors responsible for this decline included a reduction in the
overall funding available and a lack of co-ordination at the national and state
levels. Coulter and Ingvarson also reviewed the outcomes of the recent state
and national inquiries. They found that little action had been taken as a direct
result of the National Inquiry, apart from in the area of Aboriginal education.
With respect to the state inquiries, they found that few major changes in
teacher education policy or practice had occurred as a direct result of the
various inquiries, and that, in general terms, much more had been
accomplished at the pre-service level than at the in-service level.
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The Report of the Joint Review of Teacher Education (Commonwealth
Tertiary Education Commission and Commonwealth Schools Commission
1986) Included an examination of developments in teacher education
programs relevant to the Commonwealth priorities in education, including
such areas as community languages, mathematics and science, education
of girls, and integration of handicapped children into regular schools, and
reported considerable activity in these areas. The Review recommended the
establishment of two major pilot programs of intensive in-service training,
one aimed at improving the quality of teaching in schools with a high
proportion of students from socio economically disadvantaged backgrounds,
and one for primary and junior secondary mathematics and science teachers
aimed at improving girls' opportunities in these subjects. It also
recommended the development and provision of programs for the
preparation of Aboriginal teachers to teach in traditionally oriented
Aboriginal and Torres Strait Islander communities. The Review argued that
there was a need to develop more effective practices of in-service education.
It endorsed the principle of school-based in-service crograms and set out a
number of guidelines on which such programs should be based.

Emerging Patterns in the Professional Development of Teachers
As the above discussion indicates, clear trends in belief about teacher
education in Australia have become evident in recent years, the major
directions being parallel to developments in the United States and the United
Kingdom. These trends may be .immarised as follows:

teacher education should be viewed as a continuum of on-going
professional development;
there is a strong link between the quality of educat ion and the quality
of teaching. A sub-set of this relationship is the link between curriculum
development and teacher development,
the professional development of teachers is a joint responsibility of
governments, employing authorities, the profession and the individual
teacher;
changes in school and society, and the reduced influx of new teachers
into the profession mean that particular attention must be paid to the
provision of effective in-service education if the quality of teaching is
to be improved;
school-focused in-service education is potentially a powerful method
for improving the quality of teaching;
collaboration and co-ordination between providers of professional
development programs, employing authorities, and teachers
themselves are essential if professional development programs are to
achieve the desired aims In particular, effective liaison between higher
education institutions, as providers of pre-service education, and
schools is crucial;
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within pre-service education, the provision of effective periods for
practical experience is fundamental to the preparation of the new
teacher;
there is a need for teacher education activities at the pre-service and
in-service stages which focus on special areas of need;
continuing research and development in teacher education are
essential.

These trends in belief will continue to Influence the shape of teachers'
professional development in the coming years However, the extent of that
influence, and, the level of progress in improving professional development
opportunities for teachers, will depend on whether the very considerable
existing obstacles can be overcome. These obstacles include limitations on
available resources, difficulties ;-1 realising a satisfactory level of co-ordination
between the parties involved, iticluding governments and state departments
of education, and difficulties inherent in some of the desirable approaches
to teacher development, for example, effective collaboration between
providers and teachers. Achieving effective collaboration is doubly difficult
in a climate of restricted resources and applies both to pre-service and to in-
service phases.

With respect to pre-service education, a particular problem is the need
to collaborate on the provision of practical teaching experiences. School-
based programs (Turney 1977) offer one way of improving practical
experience and the perceived relevance of pre-service programs as a whole,
but such programs have the difficulty of tending to require high staffing levels.
As a consequence school-based pre-service programs are far less numerous
at the present time than they were during the 1970s. What is needed now
is a sustained creative effort to develop new arrangements between schools
and higher education institutions which meet the professional development
objectives and are consistent with the resources currently available. The
extension of initial professional training to encompass a period of continuous
teaching may Lold some promise in this respect. An extension of the graduate
diploma in education course from one year to two in order to allow an
extended period as a probationary teacher is, perhaps, the most obvious
suggestion in this direction. This suggestion is not new and its adoption could
result in 'sandwich' courses (Russell and Hughes 1974) or two-year part-time
arrangements Implementation of such a suggestion could help overcome
some current deficiencies in pre-service programs and ease the new teacher's
induction into the full professional role.

A number of important advantages would be gained from the development
of pre-service programs containing significant commonality in teacher
preparation across the school age range. Such a move assumes undergraduate
courses of the same length (four years) for all teachers. However, the
advantages would be that it would allow students to postpone decisions
concerning their area of professional specialisation (primary, middle school,
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upper secondary, and, in some cases, TAFE) until part way through the
course, it would reduce the retrain'ng effort needed in cases where teachers
are required to teach at year levels diffc.ent from those for which they were
specifi..ally prepared, and it would have an integrating effect on the profession
as a whole. Although there are obstacles in the way of common course length
at present, this suggestion is worth pursuing, perhaps initially in the form
of pilot programs.

Because of rapid social, technological and educational changes and
advances in the development of knowledge, there is also a continuing need
for activities, including award and non-award courses, to enable teachers to
up-date knowledge in their own subject areas, and to develop familiarity with
and competence in new methodologies and new curricula. In keeping with
community expectations and government priorities, a continuing feature of
professional development in the future is likely to be activities focusing in
areas of social concern, including community languages, education for girls,
integration of the handicapped in regular schools, and community
participation.

Coulter and Ingvarson (1985, 143), argue that a basic principle of in-service
education is that it is `. . . a vehicle for enhancing the autonomy and
professional self-esteem of teachers as well as a means of improving the level
of teaching skill and competence'. Consistent with this view is the application
of techniques of self-evaluation and clinical supervision to school-based
professional development. Self-evaluation is primarily a feedback
mechanism, to be used as a means of improving the quality of learning and
teaching with the most important audience being the teacher himself or
herself. Strategies of self-evaluation involve teachers applying techniques to
`. . . examine systematically their own progress, to monitor its effectiveness.
and to provide information which will help them change direction when
necessary' (Groundwater-Smith and Nicoll 1980, 89). The emphasis is on
formative evaluation through a planncd systematic collection of data about
the teaching learning environment and events within it. Clinical supervision,
despite its title, is a constructive process whereby teachers critically examine
their own or another's teaching. It involves the teacher using a collaborating
colleague as 'another pair of eyes' systematically to collect data on one or
more aspects of what occurs in the classroom (Smyth, Dickie and Tinning
1986). Hibburt (1983) has experimented with the adaptation of clinical
supervision to the 'self-supervision' of beginning trade teachers through the
use of audio-tape recordings. Both self-evaluation techniques and clinical
supervision have been available for some years but have received relatively
little attention They are worthy of further exploration as vehicles for
continued professional development. Both approaches have the advantages
of being non-coercive, classroom based, non-judgemental of teachers or
students as to what is 'good' or 'bad', and they both allow teachers to monitor
usefully their own practice at the level of individual classrooms and students.

112

1 16



Another promising approach aimed at improving the quality of school
learning and teaching was developed during a two year project following
earlier pilot studies (Baird and Mitchell 1986). The project involved a group
of teachers and classes of students in a single high school and was based on
recent local research on how people go about learning. It was concerned with
having students become more willing to accept responsibility for their own
learning. There were three aspects: increasing students' knowledge of what
learning is and how it occurs, increasing students' awareness of learning
progress, and improving their contrr' of learning. The project involved
collaboration between teachers, academics and students, and, in spite of the
time and energy needed on the part of those involved, the outcomes have been
encouraging.

Finally, continuing research and development in teacher education are
needed to assist our understanding of the variables involved, to identify areas
of need, and to evaluate progress. Good r_ search illuminates good teaching,
and this is an area we cannot afford to neglect under pressure of financial
constraints. It is also true that the mere identification of needs, deficiencies,
and alternative approaches is not sufficient to ensure improvement.
Especially at a time of very real limitations on resources, considerable
ingenuity and a determination to achieve progress are required on the part
of all involved governments, employing authorities, the profession, and
individual teachers.
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INTRODUCTION: THEME 2
PROFESSIONAL DEVELOPMENT:

THE SCHOOL

Christine E. Deer

All the papers in this theme include an historical perspective in their
discussion showing how important the school has become as a focus for
professional development. Since about the mid-seventies, with a reduction
in the demand for new teachers there has been a shift in emphasis from
preservice to inservice education of teachers in the literature of teacher
education. There has also been increased emphasis on the school as the focus
for this inservice education rather than on agents and planned activities
external to the school. As Chapman writes, there are now calls:

for a more integrated approach to professional development which establishes
the learning community of the school as the major context for professional
development and the collegial relationships of all members of a staff as the
principal medium for professional growth.

The papers show various ways in which this more integrated approach to
professional development is taking place with concern for the individual
teacher, for groups of teachers within a school or in a network of schools and
for the school as a whole. In her paper on 'Professional Development
Through Supervision, Dawn Thew reports on Power's (1983) work of four
types of differing developmental needs in a teacher's career. These are the
induction needs in the first years of teaching or immediately following
appointment to a new position; the extension needs early in a career or in
mid-career when serving in a promotions position; refreshment needs as a
result of teaching a new class or age range or repetitiotri professional
experience and finally conversion needs related to prospective internal or
external redeployment, anticipated promotion or a period of ante-retirement.
Each of these types of needs can be filled by school-focused professional
development.

The papers point to the need for teachers to participate in the planning
of their professional growth opportunities whether they exist for the
individual teacher, a group of teachers in the one school such as all Year 7
teachers or all the geography teachers, for a whole school group or for a
network of schools. The process of planning for professional development,
as well as the implementation of such programs, is all part of school-focused
professional development that allows it to offer so much. Bill Mulford's paper
on organisation development strongly emphasises these aspects. Reflective
analysis of the process of development, implementation and evaluation of
professional development programs is vital to their continued success in
achieving desired goals. Wherever possible these programs would involve
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students, parents and other people related to the well-being of the school
community. Mare lle Harisun documents clearly the South Australian
experience in school-focused professional development while David Pettit and
Eve Willich provide a valuable Victorian case study of professional
development based on a partnership between teachers and parents The latter
recognise thz. value of joint development of such programs, that is, the
ownership of the program belonging to all participants, and the necessity for
the participants to be regarded as equals.

School-focused curriculum evaluation is being practised more often as a
result of the grants that have been made available to schools by both Federal
and State governments. The Schools Commissions Innovationsand Disad-
vantaged Schools Programs have been invaluable in supposing this form of
professional development as evaluation becomes part of the program. Neil
Russell reviews the changes that have influenced the nature of teacher
evaluation roles in the school. He goes on to develop a clearly explained list
of evaluation processes for teachers to use as they further this form of
professiohal development.

Colin Marsh discusses the use of materials development and imple-
mentation as a means of professional development drawingon Hoyle's (1982)
analogy of the restricted professional or highly competent technician and the
extended professional or teacher. In contrast, is Mick Dunkin's paper which
discusses ways of identifying the skills of pedagogy and of using teacher-pupil
interaction schemes as a means of improving the skills of pedagogy. This
paper addresses issues of professional development at the micro or classroom
level.

Finally, David Tripp looks at professional development throughenquiry,
moving to the realms of action research. The current issues in action research
as a means of teacher development are concerned to link theory and practice,
to facilitate enquiry and to raise critical consciousness

Throughout all these papers there is great stress on talking over the issues
involved in school-focused professional development. Talking with fellow
teachers, with the school executive, with students and parents where
appropriate and with other members of the school community suchas clerical
and ground staff ,..1-lo may have a part to play School-focused professkinal
development is seen as a cooperative exercise that needs time for planning
and discussion. These processes are themselves part of professional
development serving to break down the Isolation of the single teacher alone
in his or her classroom with a group of students. Planning what is needed
for the individual, the group or for the whole school calls for more sharing
of ideas than has happened in the past This sharing hasenormous potential
as so much expertise can be pooled and reviewed. The papers in this theme
provide many ideas for realising this potential.
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BEGINNING SCHOOL-FOCUSED
DEVELOPMENT PROGRAMS

Ken J. Eltis

Having noted a change m emphasis in professional development programs from
a concentration on teacher needs to a focus on school needs, the author examines
reasons why teachers and schools have been slow to move into school-focused
development programs The major part of thu article examines approaches which
will enhance the prospects of conducting successful school-focused development
programs The recommendations presented are based on the findings of a major
research study conducted tn secondary schools in Sydney

Why Get Involved in School-Focused Development Programs?

From Teacher to School
Since the mid-1970s the focus of attention in teacher education has shifted
from an earlier preoccupation with the development of effective pre-service
programs for teachers to the importance of continuing education as a way
of sustaining teachers' professional growth. Recent reports have emphasised
the vital role in-service programs can play in meeting not just teachers'
individual professional needs, but also in catering for school or system needs.
There is international agreement on the urgent need for in-service activities
to be more relevant to teachers' jobs and to the pressing needs of schools as
organisations It is now acknowledged that the traditional practice of having
individual teachers attend courses provided by outside agencies away from
the school, while valuable, is not likely to promote lasting change in schools
(Bolam 1982a). It would seem that increasingly it can be expected that, as
attention focuses more and more on the school as the key unit for educational
improvement or change, staff development activities will to a large extent
concentrate on and be pursued in the workplace (Goodlad 1974). In various
states of Australia we are now seeing the introduction of Total School
Development Programs to turn into reality such phrases as 'the autonomous
school' (Dutch School Council 1979), 'the problem-solving school' (Bolam
1981), 'the school of the future' (Joyce et al 1983), and 'school renewal'
(Massey 1981).

Noting that no single aspect of the Schools Commissions' Professional
Development Program has been received with such acclaim as the move
toward school-based and school-focused activities, Power (1983) has suggested
a number of major reasons why this shift in emphasis in teacher development
should have taken place:
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collaboration by teachers and systematic planning of activities aimed
at identifying and tackling problems and needs of the schools can
contribute to their professional develo: lent as well as to organisational
growth;
the professional development of teachers is generally more effective if
it occurs in work group;
teacher development activities in a school-based, problem-solving
format capitalise on the collective experience and clinical insights of
teachers, and is in harmony with what is knows. about adult learning
and development;
school-focused development represents a workabl.., low-cost option for
teacher development in a p:riod of economic constraint.

To these reasons at least one oth,r can be added which is particularly
important at the present time. Schools have reached a point where teachers
see only very limited opportunities for promotion or a change in
r-sponsibilities (France 1981). Involvement in 'across-the-school' development
programs can present teachers with a rich source of experiences which should
contribute to their own professional development, if such experiences
encourage them to use their talents and have positive, tangible outcomes in
the form of school improvement.

Has the Shift in Focus From Teacher to School Been Realised?
It has to be said that, despite the compelling good reasons for the support
of school-focused development programs, action on a large scale has not
resulted. Unfortunately, the complexity of the tasks involved when school
staffs as a whole and/or groups of teachers within schools critically appraise
the situation with a view to setting up action programs to met identified
needs or clearly established goals has been severely underestimated
(Bolam 1982b; Batten 1979).

The underlying causes of possible teacher resistance to the introduction
of school-focused development programs need to be understood. A major
concern for teachers has been that they might see a curtailing of traditional
in-service they have knJwn and appreciated as meeting more personal goals
(Bolain 1982a). A further problem has been that the pursuit of school-based
activities has implied for many teachers that in-service might be expected
to happen only in schools. For this reason, the term school-focused is now
prtfrred. Howey (1980) has offered the following definition:

School-foc -zd in-service can be defined as those continuing education activities
which focus upon the interests, needs and problems directly related to one's role
and iesponsibilities in a specific school site. These forms of in-service focus not
only on individual teachers' concerns and needs, but on matters which demand
the coordinated efforts of several, if not all, persons in a specific school setting.
These forms of in-service commonly call for changes in the organisational
structure and programmatic nature of a school. (p17)
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While this definition gives considerable clarification concerning the nature
and goals of school-focused development programs it also highlights the
complex nature of school-focused activities. It raises the question of whether
busy teachers in schools are abl, to cope with such demands unless they have
support available to them and are given adequate time for productive
involvement (Baker and Sikora 1981).

It should also be said that perhaps teachers are not used to working
collaboratively to establish a successful agenda of activities considered
appropriate for a particular school. They are more used to working in
isolation, concentrating almost exclusively on their classroom teaching and
fostering the learning of pupils for whom they are directly responsible (Dillon-
Peterson 1981). The day-to-day pressures associated with being an innovative
and stimulating classroom teacher may represent for many the dominant
priority, leaving no time for involvement in more broadly-based school
development programs.

Finally, some schools, or rather their principals, may be apprehensive
about any kind of program based on the premise that present practices could
be less than perfect. The term 'school improvement' can carry with it the
connotation that 'all is not well'. Principals and their staffs need to feel
reassured that school improvement does

. . . not imply a deficiency model but rather an 'orderly tuning' process required
of all schools and their staffs on a continuing basis. While school imps, , ement
implies 'change' [and that word also arouses nervousness in some - my addition]
it should become part of the responsible on-going operation of schools.

(Linden Courter & Ward 1983, p186)

Refining the Process of 'Improving' Schools
Clearly, teachers need help to build up their expertise in working with other
staff member. to analyse the context in which they work, establish priorities
for attention, and devise action programs which are carefully monitored for
their impact. Without such support, we caanot assume that school-focused
development programs will automatically lead to school improvement or
change. As Power (1983) has put it: 'If teachers take part in programs
specifically purporting to meet their teaching needs which were inadequately
planned and clumsily executed by their immediate colleagues then it is
unlikely that the quality of their teaching will be enhanced'. (p3) The
relevance of this comment can be extended to apply to the total school
context.

In devising school-focused programs note should be taken of the
accumulating body of research pointing to successful practices. For example,
it has now been established that teachers become more convinced of the value
of in-service programs, including school-focused programs if:

they can participate in identifying the objectives, and in planning and
choosing the activities;
the program is practical and classroom /school specific;
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felow teachers and local consultants are used as resource people;
adequate time is made available; and
there is some direct follow-up and support for facilitating the applica-
tion of what is learned (Fullan 1980).

All of the above may foster enhanced teacher commitment, seen as essential
for school improvement (Crandall 1983). To these we should add the
importance of complete support for the school's efforts from the school
principal and tangible support at district (regional) levels (Loucks 1983; Cox
1983), plus access to external providers able to assist with aspects of the
program set up to meet identified needs (Baker & Sikora 1981).

In short, it is not enough for a school to decide to embark on a needs
analysis in order to set up an actio, program. Other conditions must also
prevail if the program is to have the desired outcomes.

Identifying Targets for Action: Conducting a 'Needs Analysis'
Fundamental to any school-focused development program is the
identification of priority targets for action. Before discussing the mechanics
of conducting efficiently a 'needs analysis' there are several important matters
which should be raised.

The process of conducting the needs analysis is every bit as important as
the designation of the actual need areas to be pursued. Reference has already
been made a: to how essential it is that all staff be involved in identifying
objectives and d_en planning and choosing activities. Schools must establish
effective procedures designed to facilitate staff participation before the needs
analysis is undertaken.

The Prerequisites for Success
After conducting a study in three secondary schools in which staff from a
tertiary institution linked up with teachers to mount school-focused develop-
ment programs, Eltis and his colleagues (1984) put forward a series of
guidelines designed to enhance the prospects of school improvement
programs. The establishment of a coordinating committee in this school was
seen as essential. A key task for such a committee is to motivate the staff to
focus on whole-school issues and, in the case of secondary schools, assist in
breaking down the barriers caused by subject department organisation
structures. If the committee is to be successful at getting the staff to focus
on across-the-school matters, membership should contain experienced and
less experienced staff, should have some of the school's executives amongst
its number and be drawn from across a range of teaching areas. It should
also have as part of its membership external consultants who are willing to
work with the school and who can provide access to resources which will
contribute to the quality of programs set up in response to the needs analysis.
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The kt person in the development of school-focused in-service programs
will be the school coordinator or committee convenor. The INSET
coordinator's task is not an easy one. The person must demonstrate
considerable ability in organising and conducting meetings, communicating
with staff, liaising with external providers, and be able to command the
support and respect of the school executive. From their study, Eltis et aL (1981)
suggested that the position of committee convenor should be occupied by a
mature, confident, articulate person not lacking in interpersonal skills.

If a school has established a committee with terms of reference known to
all staff and acknowledged power to act, then the convenor can initiate action
with committee members to see how a 'needs analysis' might be carried out.
For the planning to be effective, the committee should be given adequate time
in which to carry out its ueliberations. The provision by the principal of relief
from teaching can be a very potent way of showing support for the work of
the committee.

The importance of kinds of measures just described for enhancing the
prospects of school-focused development programs has been highlighted by
other writers. Wood and Johnson (1982), for example, have described a five-
stage school improvement model in which the first stage is establishing
readiness, an important dimension of which is the setting up of a planning
committee which, they argue, should have very broad membership, including
representatives of teachers, students, parents and the community. Goodlad
(1983) says that schools should not embark upon school improvement
programs unless they ha're assased their own readiness for the exercise,
including whether appropriate expertise exists on the staff.

Conducting a 'Needs' Analysis
After clarifying its own purpose and establishing guidelines as Io how it might
operate, the initial task of the committee under the leadership of its convenor
will be to determine how to involve staff in an action program. The committee
should consider how it might go about a 'needs' survey and then hold an
initial meeting with all staff to present the possibilities. While at such a
meeting the principal will be able to demonstratt support for the committee,
it will be essential that committee members play a strong leadership role and
win the confidence of the staff in the ability to produce action.

It should not be overlooked that for many staff this may well be a time when
they are seeing a very different style of decision-making operating in the
school. Eltis and his colleagues (1981) found, for example, that staff in their
three secondary schools were used to decisions being made about matters
affecting the school either by the principal, or the principal in consultation
with the deputy and subject department heads. As well teachers were used
to being considered as belonging to a particular group of subject teachers
and the line of communication proceeded downwards from the executive to
the staff through the subject department heads. This style of decision-making
will not facilitate school-focused development programs which are intended
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to focus on matters from a `total schoo" perspective. Thus, at an initial
meeting to discuss a possible needs survey adequate opportunity should be
allowed for all staff to ask questions and make suggestions, the aim being to
let staff feel they `own' the program and that, if it is going to succeed, they
must be willing to continue lending their support (Gress, Inglis and Carroll
1983).

The processes followed to determine the `needs' to be tackled should allow
staff to express their views freely and clearly so that any action program
devised is directed at significant matters understood by all to be important.
In the Schools and In-Service Teacher Education (SITE) Evaluation Project
in the United Kingdom (Baker and Sikora 1981), a combination of
questionnaire and interview was used. The team from Macquarie University
in Sydney adopted a similar approach (Eltis dal 1981). Bolam in the United
Kingdom has developed his Guidelines for Review and Institutional Develop-
ment in Schools (GRIDS) as part of a Project funded by the Schools Council
entitled School Review and Development. The following discussion is based in
large measure on the approaches adopted in these three Projects.

Once the staff of a school have agreed to participate in a school-focused
development program the first demand to be made of them will be
participation in a needs survey. The committee should draw up a brief survey
in which staff are asked to identify in-service activities required:

for them personally,
for them as members of a `function group', and
for the set' A as a whole.

They should also be ask.- i to indicate in their responses what activities they
consider are urgent requirements. To assist the committee to establish
priorities of need, staff should also be asked to list their priorities (say,
choosing five), across the three areas of personal, `functional' group and
`whole school' needs. Using this information the committee can then identify
areas of need suggested by staff in their initial responses. It is important,
however, that these areas be clarified through interview and also that some
indication be obtained from staff as to how the need area might be attacked.

Stage two of the `needs analysis' can be effectively handled by a series of
interviews with a cross-section (say about one-third) of the staff. Not only
do the interviews help with the needs identification, they also provide staff
with an opportunity to present their views on what might happen in the
school. And, most importantly, they provide the committee with an
opportunity to be seen playing a key role in the establishment of an across-
the-school program.

There are other models which can be followed to arrive at a set of needs
for a particular school. For example, Edelfelt (1982) has described the Six-
Stage SDSI Program, Staff Development for School Improvement, developed
by Eastern Michigan University and designed to foster collaboration between
schools and the University. In this model the `interactive needs assessment,
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Stage II, involves the active participation of staff with an outside consultant
having expertise in the needs assessment process. The services of such a
consultant can be very helpful provided that person's efforts are integrated
from the beginning. This means that, when setting up a coordinating
committee, a spot should be found for the consultant whose role should be
fully discussed.

An extension of the consultancy model can be found in the School
Resource Network Program (SRN) described by Copeland and Kingsford
(1981). A Teacher's Centre offers to schools a team of three members (a
facilitator, a recorder and an observer), specially trained in facilitating staff
development planning meetings and these three 'facilitators' help schools in
the 'identification of staff development needs' and assist with the planning
of subsequent activities. An important plus in the scheme is that the Centre
becomes aware of needs existing not just in individual schools but shared by
a number of schools.

More recently, writers have put the view that a needs survey should involve
not just teachers but also parents and pupils (Wood and Johnson 1982), and
indeed other personr tl such as janitors, counsellors, community agencies
and central administrative staff (Massey 1981). While this idea might appear
attractive, especially as schools are being encouraged to forge doser ties with
their communities and to establish school-a....amunity committees (Swan and
McKinnon 1984), it would seem wise to suggest that, for schools making an
initial foray into school-focused development programs, it might be best to
restrict the number of groups to be consulted as a first move. Joyce's view
(1983) has a lot of merit: school improvement should occur in stages, and
a more ambitious overhaul should be overtaken only after the school has had
experience working on more restricted aspects of its program. For this reason,
too, it has not been suggested that parents and/or pupils should initially be
members of an in-service coordinating committee. Expansion of the
committee to include representatives of these groups might best occur after
the staff have had some experience working collaboratively on school
improvement.

Feedback to Staff
Once interviews have been completed (no matter what approach is adopted),
the committee should prepare for a meeting at which staff members are
informed of the results of the 'needs analysis'. It is important for the
committee's standing that the second full staff meeting take place within a
specified time frame, say no later than six weeks after the initial meeting.
By adhering to such a tight schedule, the committee will show that it Intends
to get on with the action and that it has the ability to get the job done.

In addition to providing staff with the results of the need- survey, a second
purpose of the meeting will be to enlist staff support for the development of
activities designed to meet the identified needs now more closely defined and
established in a priority order. There are those who argue that action should
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continue only if there is support from about three-quarters of the staff
(Edelfelt 1982). That percentage may be too demanding. It has to be said
that there will be some staff members who will have needs ofa more personal
kind (e.g young teachers stir going through induction; teachers taking a
senior class for the first time in an area they have not taught before) and may
simply not have the time to give a school-focused development program their
full support. The committee must decide whether or not it should continue
when it assesses staff reaction at the second staff meeting.

The Importance of Process
Before turning to the setting up of action programs it is important to point
out the procedures just described place considerable emphasis on processes
which can facilitate the involvement of all practitioners in school-focused
development programs. The view being put is that in-service should not be
something done to teachers but should rather call for their active participation
in and contribution to program development (Emrick and Peterson 1980).
What is devised will not be a static program but one which will need
continuous adaptation and will call for teachers to display greater willingness
to accept responsibility for issues beyond the classroom door.

If the process is working and teachers are sharing ideas about problems
in the school and how to resolve them, then the result will bea school in which
there is a climate of greater trust and more open communication (Copeland
and Kingsford 1981). But most important, the atmosphere created will be
one which McLaughlin and Berman (1978), following their Rand Studies,
see as the most effective: teachers are seen as creative problem-solvers and
not as recipients of 'top-down' information designed to 'fix it all'.

Designing Action Programs
It has already been suggested that the prospects of school-focused
development rograms will be greatly enhanced if results of a survey
of needs can be fed back in detail relatively quickly. The expectation will be
established that, with the aid of its efficient committee, the staff can achieve
the goals it sets for itself. As Gress and L colleagues have said: 'Staff
developm,nt for changing school climate is concerned with participant
expectations . . It is the changing of expectations as well as the changing
of the status quo which improve climate' (1983, p3).

The task now is to decide what action should be instigated so that the staff
can be actively involved in the pursuit of programs devised in response to
clearly identified needs It is at this point that teacher expectations should
not be ignored, though they may be Lard to match. Teachers used to brief
bursts of in-service focused often on quite specific teaching problems may
have unrealistic expectations about how quickly they might see an 'improve-
ment'. It is not uncommon now to read that an effective staff development
program with the school as the unit of change will tak,-- 3-5 years (Gress, Inglis
and Carroll 1983; Wood and Johnson 1982)
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It is worth citing Joyce and his colleagues (1983) once again. Arguing tliat
schools should be realistic about what can be achieved, especially in the early
years of a school-focused program, they suggest that school improvement be
undertaken in stages. During the first stage, attention might be given to the
refinement of aspects of a school's program (e.g a change of policy for school
discipline; closer integration of a language across the curriculum policy). That
is, adjustments might be made to school objectives and minor aspects of
programs without greatly disturbing the school's equilibrium. In the second
stage, renovation of one important aspect of the school's program can be
undertaken (e.g a revision of the curriculum for pupils in a particular year).
Here the aim is threefold: to improve the school's program in one area; t-'
establish staff development as a way of life; and, most important, to allow
teachers to experience group problem-solving activities in an atmosphere
which supports school improvement. Finally, schools might attempt a major
overhaul of the organisation, programs and practices, in an attempt to design
what Joyce et aL call 'the school of the future'. This aligns with the advice
offered by Wood and Johnson (1982) who suggest that it is desirable to identify
outcomes for the first year of a program and then to concentrate on these
primary aspects after preparing a detailed plan. At the end of that year
progress can be reviewed in terms of what has been achieved on individual
programs and how the goals achieved are linked to longer-term objectives.

In planning programs a number of considerations might be kept in mind.
If a major aim is to help staff acquire skill at group problem-solving on
matters which affect the whole school community, then it is important that
a significant issue be selected which represents a challenge for the school as
a whole. Once a decision has been taken concerning the focus of a program
the school's committee should coordinate activities and see where additional
assistance might be needed and found outside the school. It may even be
possible for individual staff to go to courses a!ready on offer with the specific
brief of returning to the school to share their newly-acquired knowledge with
their colleagues

When selecting programs to be pursued it should also be possible to
identify some areas where 'functional groups' in the school might participate
in programs which meet their specific needs. (For example, a number of staff
might have suggested a need for further assistance with evaluating software
for computers). As well, some individual teachers might have specific requests
catered for Teachers should feel confident that their own needs will not be
ignored because the school has embarked on a total school development
program.

Whatever activities are undertaken, the coordinating committee should
review not just the activities themselves but also the effectiveness of the
processes being followed in delivering and presenting them, and their impact.
Committee members need to remain alert to the need to listen to staff and
receive their comments
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Conclusion
School-focused development programs are difficult to get under-way.
Teachers need to be convinced of the need for deliberate and reflective
analysis of what is happening overall in the day-to-day activities of the school
with a view to introducing change. Teachers also need to be convinced that
advice from those outside the school might help them to see matters from
a different perspective and thus overcome their insularity. Considerable effort
needs to be expended if schools are to develop a positive attitude to the
potential of school-focused development activities and not approach such a
venture with a cynical, negative disposition. Certainly teachers need more
training to help them acquire the skills needed to increase collaboration and
overcome the reluctance to face the risks associated with this kind of work
(Emrick and Peterson 1980).

It appears that the process of achieving collaborative efforts might be easier
to sustain in primary than in secondary schools. According to Firestone and
Herriott (1982), primary schools can have m.-re of a shared sense of purpose
and their size and structure can contribute to greater staff cohesion. Thus,
when new programs are initiated, it can be easier to obtain commitment to
them in primary schools (Baker and Sikora 1981). Teachers in secondary
schwas, on ti:e other hand, are members of a complex organisation where
there is a high !es el of 'structural looseness' which may contribute to a low
level of goal consensus, making it difficult to establish school-focused
development programs.

Finally school staff should not be misled about the demands to be placed
upon them if a school embarks on a school-focused development program.
A realistic attempt should be made to assess the likely commitment of staff
before an extensive school improvement program is undertaken. School
principals shculd not be too despairing if the action depends very heavily
on the efforts of a dedicated few, as this may well be the norm in programs
of this kind (Emrick and Itterson 1980). The workload demanded is, after
all, very high if the program is to be successful.
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PROFESSIONAL DEVELOPMENT
THROUGH SUPERVISION

Dawn M. Thew

This paper explores the classification of th' professional development needs of
teachers which vary considerably in relation to developmental stages of a teacher's
career Teachers may have induction needs, extension needs, refreshment and/or
converswn needs It u essential to ensure that supervuwn by senwr staff takes account
of when the teacher u at and focuses on a colkgial/school-wade prognzm in planning
professional development The supervuor of ach programs has the added
responsibility of budding upon the confidence of teachers through good interpersonal
relatwns and establishing cooperative partnerships to providea structure fin- research-
ing one's own teaching using evaluation as a feedback mtchanum to facilitate
a systematic change in professwrial performance as the outcome of such collabondwn
offeredfor professional renewal

The professional development of teachers is related to achieving professional
growth and motivation for continuing renewal of knowledge skills and
cc .apetencies of teaching and instruction.

In its Bicente:.nial Report on Education in 1976, the American Association
of Colleges for Tea,,her Education captured the essence of the task when it
rimmed that:

Continuing professional development .-cachca beyond thesupport of beginning
teacher efforts to apply teaching knowledge and skills to particular school and
community situations It reaches beyond the meeting of specific school system
needs through in-service education. Its formula is the development of professional
teacher scholars, capable of high levels of diagnosis and prescriptions;
coordination of the instructional effects of other professionals and para-
professional associates, and exercising leadership in school community and the
profession Continuing professional development aims at proficiency, at mastery,
even at brilliance in the performance of instructional responsibilities.

(Howman 1976, 103)
These sentiments link very well with the aims of the supervision process
operating within schools.

Aims of the Supervision Process
Professional development through supervision probably has three important
aims:

to help teachers to become knowledgeable about available teaching
strategies and the evidence of their strengths and weaknesses;
to support all teachers in a goal of lifetime professional renewal through
constant efforts to improve their instructional understandings, skills
and competencies;
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to assist teachers to become professional educators, expressing
autonomy in decision-making, accountability for learning outcomes
and personal satisfactions of involvement and commitment in helping
relationships with children.

From a situational analysis Power (1983) has indicated the differing
developmental net- !s of teachers at various stages in their careers for
professional development programs. They are of four types related to specific
circumstances:

1. Induction Needs
period of probation at start of career

or
adjustment period immediately following appointment to new position

2 Extension Needy
early career period; serving as subject or class teacher

or
middle career period; serving as head of department or team

Or

- later career period; serving as deputy head or head.

3. Refreshment ArIf
period towards end of gap in career

or
- period prior to beginning to teach a subject or age range not taught

for a long time
or

- period of excessively repetitious professional expenence (eg same post,
same school, similar type of children).

4 Converston Needs.
period prior to internal redeployment

or
period prior to external redeployment

or
period of anticipated promotion

or
- period of ante-retirement.

All of these needs may be Identified as applicable within the school staff at
the same time. The selection of professional development activity and the
supervision of teachers in the school mt' -t take account of where the
individual teacher is at.

Communication, management and social skills are required skills for all
teachers, and professional development helps to maintain and renew such
skills in helping competent teachers to become outstanding teachers and by
helping less competent teachers to become competent. In both Instances thus
becoming committed to the systematic questioning and study of their own
teaching and the exchange of Ideas and theoretical insights (Stenhouse 1975).
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Professional development and supervision of teachers must be a collegial
enterprise focused on the school situation in which the participants must
operate and i' generally more effective if it occurs in small work groups
especially if changes in behaviour and orientation are expected ot. -omes.
For example teachers of classes in the same grade may form a small work
group to examine specific issues related to that grade, or at the secondary
level, subject departments may address themselves as a group to a particular
aspect of the content they are teaching.

Problem solving techniques which capitalise on the collective experience
and insights of teachers are relevant to the principles of adult learning and
development especially where a wide range of experience is evident.
Participation and involvement at the collegial level is thus important in the
utilisation of supervisors and consultants.

Consultants may be internal members of the school staff who have
specialised expertise or, more frequently, be external advisors or experts in
specific curriculum areas or innovations, who may be called into the school
as a resource to the Professional Development program needs.

If schools are to become self-sustaining educational communities, there will need
to be within each school or cluster of schools, at least one individual with special
expertise in each major subject area of the curriculum and each area of pedagogy
who is given the responsibility, the matenals and the opportunity to exercise
leadership, share information and stimulate a -bate. (Power 1983, 10).

The selection of staff to act as consultants or so be superintendents in the
professional development tasks should perhaps be based on the above
assumption.

Supervisors, superintendents or coordinators tend to be those senior
members of staff with administrative. responsibilities who are frequently
designated as having specific leadership roles inany professional development
project by virtue of their extensive experience, expertise or responsibilities.
Such a leadership role in professional development activities does however
still requite the obligation of credibility if the superintendent is to be
successful in this important staff role. Interpersonal relations skills are also
essential to avoid the resentment of staff and the connotation ofassessment,
or as sometimes expressed in popular terms as 'snooping' on staff.

Any professional development program should build upon the confidence
of the teachers, challenge the curiosity of a need to know more and develop
an openness to receiving constructive feedback or guidance from others. This
last is the hardest to achieve with teachers whether at a pre-service, beginning
or experienced phase. Those who are attracted to teaching as a profession
often have a self-concept founded on the ability to do and to tell others how
to do rather than on receiving and accepting advice.

Supervision of teachers in a school setting therefore has to address this
problem first if gains are to be made. The habit of objective self-evaluation
and self-analysis has to be established within the school as a whole, within
groups of staff and by individuals. This process is assisted by having clear
aims, objectives and stated specific Laavioural outcomes which each
individual or group can apply to their unique circumstances.
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The joint formulation of a professional development program at the
beginning of the year is a good example of developing openness to
supervision, especially if the aims, objectives, behavioural outcomes and
method of moderation of the observations necessary, are agreed to at a staff
meeting.

Skills of analysis and attack in behavioural terms need to be both implicit
and explicit to avoid: the anguish of compromise (likes versus what is
possible); excessive teaching loads; duties which thwart the instructional
process; and human relations problems which disrupt the cooperation
between pupils, teachers and school administrators. Teaching role strain or
the persistent conflict between a teacher's personal desires and the expecta-
tions of others needs to be avoided. Supervision which adds to this strain
through disillusionment or discouragement has no part in professional
development if developing better teachers is to be achieved.

Programs should thus have dear and defensible goals; indicate knowledge,
skills and types of activities to be provided; and the principles and procedures
for evaluation to be utilised. Some well known examples of such programs
are mini-courses such as those in the Macquarie Minicourses Program,
which may be adapted to operate even at a school level; action research,
where some crucial concern is to be investigated and the specific actions
trialled in the classroom; or organisation development, which is to be dealt
with more specifically in one of the later chapters.

Underlying Principles and Assumptions
of the Supervision Process
To work closely as a team or as a partner in a school program which attacks
an identified specific problem and objectively observes the outcomes
achieved, is to provide a structure for supervision and for professional
development.

Important principles to consider include interpersonal considerations,
prerequisite planning and implementation strategies.
1. In the area of interpersonal c mriderations the underlying assumptions relate

to the need for good human relations with staff. Such aspects as sensitivity
to personal attributes, enthusiasm for the task in hand and willingness to
examine specific personal concerns of teachers about their teaching behaviours,
are basic to achieving both a supervisory process and encouraging
professional development.

A further aspect of interpersonal considerations refers to the ability
of the consultant or superintendent to win the cooperation of the total school
s : :fl: Concepts which are operative in achieving this refer to establishing
a genuine partnership for the professional development tasks planned, being
able to delegate responsibilities, involving the participants directly in all facets
of the program or activities planned, being open to new ideas and arriving
at decisions by a process of consensus
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In the relationship between the supervisor and the teacher being
supervised, the importance of an indirectness of approach in communications
which attempts to reduce inference in evaluation is highlighted by Turney
(1982). In this way greater objectivity in providing feedback can be
obtained. Indirectness of approach for example leads the teacher being
supervised to consider all the observable data and explore alternative
activities before deciding the next step, rather than the supervisor saying
`that's the wrong way to go about it, I want you to do it this way'. The
less dogmatic a supervisor can be the more the relationship relies on a
mutual sharing of ideas.

2. With respect to prerequisite planning the obvious principles of relevance of
the supervision for the school staff as a whole and for the individual
teacher in particular, is most important if cooperation is to be maintained.
Similarly, awareness of the context in which teachers are working is of
paramount importance. Assumptions about the context of the school and
particular classrooms should be verified by observation and examining
data, about such factors as the range of abilities and skills, performance
levels achieved, ethnic composition and similar influences on teaching
which should be fully considered. With respect to a formulated plan for
professional development it is imperative that cooperative goal setting
takes place either with the teacher concerned, the group responsible or
the total school staff as appropriate to the scope of the plan. In any case
knowledge about the project and its progress would be part of an essential
school communication process, by newsle.ter and/or meetings.

Plans for a concerned effort for improvement of behaviour or outlook
should be carefully selected from a range of options or alternatives
considered. The final selection should also have a highly specific focus for
the individual teacher(s) involved. Attention cannot be given to a wide
range of behaviour or curriculum aspects at once Selection and specific
fc, us together are tremendously important to reduce role strain for the
participants.

3. In implementing strategies for professional development programs the
principles to consider include the variety of modes of observation, such as,
of of tape recording or video recording, checklists and the like, or
whether an inquiry or didactic mode should be used. Variety is also
important with respect to the participants For example, are individual
teachers to implement their version of the program? Are teachers working
in pairs? Across the grades? Within the same grade? Are groups of
teachers to be Involved as teams or as syndicate? For a school plan devised
on the initiative of a superintendent or consultant, these factors affecting
implementation need to be clarified.

In some instances the timing of the activities or casks is critical to the
teacher's development. If too soon or too late an application disadvan-
tages may occur. Timing within the school term or year schedule of events
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may also need preliminary consideration. The most important principle
relating to implementation strategies relates to feedback and how this is
to be achieved and interpreted. In the feedback phase in particular
Olivero (1970) advocates a supervisory system at three stages:
(a) asking participants what changes were necessary in the activity/

lesson;
(b) rewarding and reinforcing those things which went well; and
(c) analysing or focusing on two or three aspects for future attention.

Feedback is offered to bring about improvement by sustaining, developing
or changing a behaviour, skill or strategy in the classroom. Both Ausubel
(1968) and Gagne (1970) accept that feedback is essential for learning and
that knowledge of progress made, positively influences what is learned. One
particular approach to learning to teach, microteaching incorporates
feedback, usually in the form of video replay coupled with supervision and
peer critique, about specified teaching skills (Turney et at 1973). Sharing
interpretations is an essential component of feedback to resolve disagree-
ments, acknowledge problems, determine priorities, plan alternatives and
to agree to new goals and strategies for improving teaching (TurneyetaL 1982).

Developing Skills
Substantial work has been undertaken by Turney and his teams in identifying
a repertoire of teaching benaviours and developing rr -aerials to assist in their
acquisition and practice. The Sydney Micro-Skills Series No. 1 to 5 outline
a range of specifically focused teaching skills for teachers to be practised in
microteaching settings with video replay of perfor,..ance for analysis by self
or others, or for miniteaching exercises where a peer or partner makes
observations on the level of effectiveness achieved in implementing such a
specific teaching skill.

The skills identified include Introduction and Closure of lessons,
questioning (basic and higher order) variability; reinforcement; explaining;
individualising; grouping; discussion; discovery learning and stimulating
creativity. With knowledge and practice of such a repertoire of teaching
behaviours the classroom teacher individually, or with a partner, can make
significant gains in both analysis of the teaching act and performance levels
of such components.

More recently, Turney (1982) and his team of teacher educators from a
number of institutions have developed a series of role analyses related to the
skills required for the supervision of student teachers during practice
teaching. The advantage of this material with its emphasis on analysis of the
six supervisor roles and their component skills is that such material is e, illy
applicable in the supervision of qualified teachers. The roles identined as
being interrelated in the supervision pre -.!ss are the roles of manager,
counsellor, observer, provider of feedback, Instructor and evaluator.
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The material presents concepts, video examples of classroom teaching and
acquisition activities for workshops which can be used bypartners or a small
team, to address a particular role such as providing feedback or observation
of teaching behaviour. The use of such materials in a syndicate-type exercise
or using actual classroom data from observations made, can provide more
perceptive insights into the process of supervision.

These Supervisor Development materials are makinga significant impact
throughout Australia on the improvement of the supervision of beginning
teachers. It is hoped that this material will be used more widely for meeting
inducting needs of beginning teachers and the renewal/refreshment needs
of experienced teachers, as well as for those who find themselves in the
supetintendent/supervisor role.

Of special attention for superintendents/consultana from the material
would be the role analysis of skills of relating, responding and helping at an
interpersonal level within the Counsellor Role; the questioning-, modelling;
problem solving and conferencing skills in guiding individual improvements
within the Instructor Role; and the Feedback Role skills of reinforcing,
focused reviewing, identifying patterns, examining data, contracting and
determining priorities for further attention.

The materials referred to provide valuable resources for examination in
implementing any Professional Development program through the use of
supervision. In general the materials have adopted a modified 'clinical
supervision' model first developed by Goldhammer (1969) as a series of
interaction stages in the process of supervision so that 'supervisionencounters
could be sharply focused in purpose and task, based on dose observation and
detailed observational data and arranged in productive sequence' (Turney
1982, 2). Similar stages of supervision have been explored by Cogan (1973),
Boyer and Copeland (1974), Acheson and Gall (1980). The work of Turney
and his team in 1982 is the first substantial supervisor development program
to use Australian settings and concepts.

The goals of Clinical Supervision expressed by Acheson and Gall (1980)
are:

(1) to provide teachers with objective feedback on the current state of their
interaction;

(2) to diagnose and solve instructional problems;
(3) to help teachers develop skill in using instructional strategies;
(4) to evaluate teachers for promotion, tenure or other decisions;
(5) to help teachers develop a positive attitude about continuous professional

development (7,)12-13).

Major activities in any supervision cycle include:

planning conferences, classroom observation and feedback conferences
in relation to the goals;
counselling related to personal issues and classroom performance;
curriculum support related to selection of materials, objectives and
philosophy of teaching.
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Since teachers largely work alone or in pairs, they may necessarily become
autonomous in diagnosing and remedying defects in their teaching (Power
1983). Such a supervision process assists teachers to analyse the situation
more precisely.

A teacher needs to be aware of the need to probe classroom practice in
both teaching skills and curriculum planning. It is very easy to work
unsystematically. A cycle of planning, acting, observing and reflecting is
essential before deciding to follow through on a particular improvement. The
follow-through program needs to look for patterns in the basic ways we teach
and to oil:. _rye the differences between our intentions and the results
obtained. The data gathered should focus on a teaching strategy which is
of concern to the teacher. Reflections on the initial pattern of implementation
used and a lose monitoring of specific aspects of real significance bring about
the selection of a specific focus for concentrated attention, modification and
adaptation. The use of diaries, cumulative records of students' work,
questionnaires, interviews, checklists and observation schedule, photographs,
tape recordings, video tapes are all modes of gathering the kind of data you
wish to identify with the real problem. Discussion of the problem with others
often illuminates a range of strategies to be considered in overcoming or
modifying the problem. This kind of systematic data gathering and analysis
at a simple level within the classroom has been well presented by Kemmis
(1982).

Researching one's own teaching is also regarded as a means of continuing
the teachers' own education. Action research projects in teams is simple to
apply and the approach offers consultancy support and is developmental in
offering a process which enables teache, s to farther their own competence
and autonomy over time (France and Wootton 1982). Self-evaluation should
therefore begin by defining what the to acher wants to have happening in the
classroom, then by working out means by which these wantcd processes are
monitored (Groundwater and Nicoll 1980). Evaluation is crucial if the teacher
wants to ensure that fine-tuning of the classroom activities occurring.

Evaluation as a feedback mechanism is a vital and essential aspect of
teaching, learning and administering (Turney 1981). In the case of
supervision by a superintendent some other concerns also operative are those
of quality control and accountakaity within a total school perspective.

The conflict between the du?' facilitator and evaluator is a perennial
one for superintendents. The !valuation car I t.ssened by a skilful
supervisor. Teachers are me tined whe' ley are unaware of the
criteria by which they -.1 or they a exently do not trust the
evaluator's ability to be fair. These concerns can ue alleviated by involving
the teacher in the evaluative process by sharing in the evolving of the criteria
and by basing the evaluation on objective observational data shared with the
teacher. This process avoids cross-purposes (Acheson and Gall 1980).
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There are also specific areas for professional development which should
be considered for those in administrative positions as superintendents. These
areas at e:
(1) the art of supervision as achieving cooperative partnerships;
(2) principles of administration especially communication, responsibility,

authority and its delegation;
(3) personnel relations effective relations and understanding of the group

dynamics of teamwork and leadership;
(4) skills of democratic discussion in both staff and group meetings;
(5) expression of new ideas or plans with clearly stated aims and objectives.
With the emphasis on professional development programs for all members
of the school staff it is important to use a consultation model and a mutually
accountable approach in evaluation (Power 1983). Both approaches try to
involve teachers in expressing views about the nature and scope of evaluation
and to have a legitimate interest in the quality and progress made. Collabora-
tion ensures that the school is professionally alive and utilises a professional
pool of resources for all to share. In this way expectations are cooperatively
developed and accepted as the responsibilities of a professional so that
standards do not have to be imposed from any outside authorities, but -ather
are generated by a group of responsible and autonomous professional
educators, systematically concerned with their own professional development.
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PROFESSIONAL DEVELOPMENT:
THE ROLE AND THE NEEDS OF

THE SCHOOL PRINCIPAL

Judith D. Chapman

In recent times, an excessive reliance upon agents and planned activities external

to the school, has been the subject of considerable challenge. Reflecting teacher

preference for collegial interaction, individualised learning and school-based
experience, calls have been made for a more integrated approach to professional

development which establishes the learning community of the school as a major

context for professional development and the collegial relationship of staff as the

principal medium for professional growth This paper examines the implications
of this approach for the principal In addition, it examines the professional
development needs of principals and the problems inherent in ensuring that the
principal is in a position to more effectwely fulfill the role of staff developer within

the school

Teaching ability grows when the teacher is a deeply engrossed student

(Chall 1975, 172)

Approaches to Professional Development
Even a cursory examination of professional development efforts in Australia
reveals that the dominant feature of such efforts in the past has been the heavy
reliance upon agents and planned activities external to the school. Vast
amounts of money have been directed into the establishment of professional
development centres. Staff have been withdrawn from schools to be
`inserviced', often in remote residential quarters. Even in schools where school
personnel may have been involved in identifying overall objectives for
professional development programs, 'expert' consultants from universities,
colleges or professional development centres have largely been responsible
for program content, execution and design. A major assumption underlying
such an approach has been the existence of some 'deficiency' among school-
based personnel This has produced the concomitant assumption that to
rectify deficiency, external input is required.

In recent times however, an excessive reliance upon agents and planned
activities external to the school, has been the subject of considerable challenge
. . . 'These efforts towards staff improvement are often seen by practitioners
as oppressive, overly simplistic, regimented and mostly irrelevant'. (Emrick
and Peterson 1980, 5)

The new emphasis is on the 'internal' experience Rather than external
consultants, teachers have been found to rate other teachers as the most
reliable source of expertise (Reilly and Dembo 1975, Yarger, Howey and Joyce
1980) and practice-based knowledge as the most useful and relevant basis
for professional growth (Lawrence 1977, Howey 1980). Professional
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associations, have, of course, long recognised this. Yet, they too have not been
able to meet the additional teacher preference for school-based experience
(Farnsworth 1981) linked to the network of interactions within the school
(Washington and Chisholm 1979) and the changing needs of the individual
teacher over time (Luehe 1979).

Reflecting teacher preference for collegial interaction, individualised
learning and school-based experience, calls have been made for a more
integrated approach to professional development which establishes the
learning community of the school. as the major context for professional
development and the collegial relationships of all members of staff as the
principal medium for professional growth (Klopf 1974, 1979; McLaughlin
and Marsh 1978; Emrick 1980; Macpherson 1982; Barth 1981). From this
perspective professional development becomes much more than a
presentation of programs. Staff growth and change becomes a school process
`the heart of which is the enabling role of one individual with another' (Klopf
1974. 13).

No-one suggests the attainment of a more integrated approach within the
traditional school climate and structure will be easy. The isolation of the
classroom and the physically and emotionally draining nature of teaching
has been found to frustrate interaction and growth:

Effective teaching requires extensive giving of self. Giving is possible to the extent
that one receives. When positive reinforcement for teaching effort is slight, as
it often is, abilities to give become drained. With the depletion of energy comes
fatigue, frustration, apathy and defensive behaviour. (Rogus and Martin 1979, 83).

Under existing conditions, opportunities for teachers to share ideas and
expertise with colleagues have been found to be few (Lortie 1975; Feiman-
Nemser 1980). Teachers, moreover, have been found to be 'pragmatic
skeptics' assessing any change against considerations of practicality and
compatibility with their own beliefs, values, experiences, interpersonal needs
and position (Doyle 1977; Doyle and Ponder 1977).

How then does one create a collegial atmosphere in which adults want to
develop and grow? Under what conditions will teachers be prepared to
surface concerns, declare their positions and on occasions face the unknown?

There is very little empirical research evidence to assist in answering these
questions. The most valuable guidance appears to emerge from the literature
which contains the reflections of practitioners and the observations of those
who have worked closely with school staffs in the achievement of the
professional development goal.

This literature focuses upon the importance of the presence of an 'enabling'
agent 'to set general directions and create the environment or design the
structures that enable people to discover their own talents and skills'
(Barth 1981, 161)

Given their control over the conditions and structures of a teacher's
professional life, research suggests that members of the school administration
are in the best position to assume that role (Range 1977, Weldy 1979;
McPherson 1981; Manning 1981; Gall and De Bevoise 1983; Duignan and
Johnson 1984).
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Australian principals, in fact, have already revealed in a 1983 national
study ( Duignan 1984) that they perceive the stimulation and motivation of
staff to maximum performance and the encouragement of staff professional
development to be among their most important responsibilities: `(Principals)
identified their own effectiveness as principals primarily with the harmonious,
effective work of all other staff members'. (Duignan 1984, 60) Furthermore
'it would seem that principals would want to encourage their staff members
to better themselves, both for personal satisfaction and improved competence
in their teaching activities'. (Duignan 1984, 65)

To exercise more effectively these responsibilities in respect to staff,
however, principals reported that they too, were in need of professional
development. The provision of greater opportunities for their own
professional development and the professional development of their staffs,
principals argued, would overcome the major constraint to their effectiveness
(Duignan 1984).

The subsequent sections of this paper examine the implications that
emerge from the principal more actively adopting the role of staff developer.
In addition it examines the professional development needs of principals and
the problems inherent in ensuring that the principal is in a position to more
effectively fulfill the role of staff developer in the school.

The Principal as Staff Developer
The multi-faceted nature of the principal's responsibilities (Phillips and
Thomas 1984), the already brief and fragmented nature of his/tier inter-
actions with staff (Willis 1981), and the multiple demands on an already
extended work time (Chapman 1984) may well discourage the principal from
anything that may appear as a further expansion of his/her role. Far easier
it would appear to 'release' staff to achieve the professional development goal.

But notwithstanding the aforementioned difficulties and not denying the
necd to augment school experiences with external stimulus, the literature
provides some guidance to those administrators who may choose to more
strongly define their role as staff developers within the school.

Klopf (1974) suggests that principals who choose to use themselves as an
`enabling' resource in staff growth must be able to work effectively with
adults, be prepared to make themselves available to staff, encourage staff to
express their individual problems and needs, elicit and make use of staff
members' ideas and suggestions and provide release time and support when
required. Such principals must see themselves as learners, but in turn they
must be seen as 'knowledgeable' by others. Additionally, they must be able
to 'conceptualise', relating their knowledge to 'the concerns and issues of the
educational process, seeing, connecting, diagnosing and analysing in terms
of the whole' (Klopf 1974, 22).

All these competencies are based on the principal having a concept of person
and believing in the worth and potential of each adult and child in the school
setting The school must be seen as an instrument for improving the quality of
the life of the person as well as the whole human community (Klopf 1974 10)
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Rogus and Martin (1979) suggest that such principals must be prepared to
recognise the important source of knowledge and expertise that exists among
staff. In so doing they will be able to create in their schools a climate in which
teachers are seen as creators as well as consumer! of knowledge. Rather than
reinforcing the situation in which teachers wish to deny the existence of
problems, such principals will encourage teachers to identify problems and
take initiative in their solution . . .

The greatest and most precious resource that any staff has is itself. Too often
faculty go outside the organisation for inservice assistance and then reject the
outcome. Our 'other directedness' teiis something about the way we perceive
ourselves. Each teacher can teach something to others. It's often simply a matter
of matching persons with the expertise desired (Rogus and Martin 1979, 86)

The key to the potential effectiveness of any approach, Rogus and Martin
argue, is 'the spirit' with which it is carried out. Whether attempting to
counter the energy drainage of teaching by praise, reinforcement or acknow-
ledgement, or countering the aloneness of the classroom by encouraging
teaming and developing attitudes essential to working effectively together
`the principal's example in daily interactions with staff constitutes a powerful
model from which teachers might learn' (Rogus and Martin 1979, 87).

Recounting his experiences as a principal concerned with making a school
a context for the personal and professional ' rowth of staff, Roland Barth
(1981) Director of the Principals' Center at Harvard University, reports on
his success in encouraging 'if only' fantasies . . .

Staff Development for me has come to take on a quite different meaning. I now
see It as listening in a hundred different ways for a question to emanate from
teachers. It usually takes the form 'Here's what I want to try' and staff develop-
ment means being ready to supply in a hundred different ways assistance and
encouragement I have found that any initiative from a teacher carries with
it a powerful potential for professional growth (Barth 1981, 153)

The crux of teachers' professional growth, he concludes, lies in the develop-
ment of the capacity to observe and analyse the consequences of different
techniques and to make the necessary modifications. This he found to occur
as a consequence of teachers and principal pursuing 'thoughtfully and
imaginatively' regular school issues and functions in a climate of 'reflection,
growth and refinement of practice :

The way to ensure that a teacher becomes a deeply engrossed student is to allow
and encourage the teacher to identify the problem which the teacher will be
addressing (Barth 1981, 153)

In the Australian setting, Duignan and Johnson (1984) found that the
principal's role in festering continuous professional growth is effected through
the following practices:

1. Announcing Expectations The principal should regularly state his/her
desire for teachers to adopt a collegial and enterprising approach to
work;
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2. Enacting Expectations. By his/her own behaviour, the principal should
model the desired norms of expectation;

3. Sarctioning Behaviour. The principal should use appropnate techniques
for approving or disapproving teachers' practices. In particular, he/she
needs to reward collegial and enterprising effort by teachers;

4. Sanctioned Protecting. It is important that the principal encourage staff
to inform him/her of their intentions for new approaches to classroom
teaching. Once he/she has approved those new methods, he/she should
support and protect those activities in the face of potential criticism;

5. Encouraging Staff Involvement. The principal should promote generally
high staff morale and enthusiasm at school. This he/she can do by
encouraging teachers to participate in a range of school activities.

6. Evidencing Availability and Approachability. The principal needs to be
visible and accessible to staff, and should display his/her willingness
to discuss teaching practices with teachers;

7. Socialising. It is important for the principal to participate in formal and
informal staff social interaction;

8. Facilitating Enterprise. The principal should assist and encourage staff
in their efforts to experiment with new teaching methods in their
classrooms; and

9. Being Aware. Finally, it is important that the principal makes
himself/herself aware of, and generally knowledgeable about, teachers'
classroom practices.

The success of these practices in creating an atmosphere of trust and a
willingness among staff to undertake continuous professional growth has
been confirmed by principals in Austra'ian schools.

Joan Montgomery, principal of Presbyterian Ladies College, Melbourne,
explains how she incorporated these practices into the everyday operation
of her school (Montgomery 1986, 39):

1. She announced the expectations this might be to staff, parents or
council, but if alternative methods or innovations were being
considered, it was made clear that she was open to all suggestions.

2. She showed genuine interest in new teaching and administrative
approaches These were discussed fully with the initiators and on-going
feedback was requested.

3 Through familiarising herself with Teacher Plans, she encouraged
development. Approval of a teacher's activities were shown by:

increasing resources available to him/her
adjusting his/her load
adjusting his/her timetable
releasing staff for necessary inservice sessions
speaking approvingly of the t, ichers' work in other places to

parents, educational bodies, tl,
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4. Where necessary she would protect innovators from the teacher or
parent who condemned something as 'a waste of time' or 'it will never
work'.

5. She arranged inservice sessions whenever the need arose. Where staff
attitudes were positive and teachers had the expertise and experience,
they led such sessions, otherwise a visiting expert would be invited.

Miss Montgomery concludes:
The principal by adopting such an approach does not dominate, but through
his/her physical presence, he/she will encourage and through the ways suggested
he/she will exert a genuine influence. (Montgomery 1986, 39)

Professional Development Needs of Principals
Duignan and Johnson (1984) have, however, identified a number of factors
which may constrain the Australian school principal from developing the
nouns and promoting the practices found to be associated with schools where
professional development is regarded as an inherent part of everyday
operation. These factors include: the interpersonal competence of the
principal, the availability of time, and the demands associated with other
aspects of his/her role.

The need for school administrators to possess a high degree of competence
in interpersonal relationships has already been well documented. In Victoria,
for instance, principals, teachers, parents and senior officers of employing
authorities have identified interpersonal competencies as 'the most important
for the principal to possess' (Willis and Chapman 1984). In fact, in the new
arrangements in Victorian government schools, where teachers and parents
in the local school community are now involved in the selection of principals,
interpersonal competence has emerged as one of the most significant critena
for selection to an administrative post (Chapman 1985, Duignan 1984),
however, found that Australian principals identified interpersonal
competence amongst their areas of greatest need for professional growth. He
concluded:

It is assumed that a good teacher should be successful when promoted to the
prir cipalship A factor that should not be overlooked is that while teachers may
be adept at interacting with children and often receive training in this area, they
rarely receive trammg in the skills needed to Interact face to face with adults . . .

(Duignan 1984, 32)

Duignan (1984) also found that principals needed training in dealing with
the problems of time. Chapman (1984) had previously found that Australian
school principals spent, on average, 46-50 hours per week in the performance
of their duties. Twenty-cis' r --Ant spent more than 50 hours (Chapman
1984, 38) Yet despite this extended work period Duignan found many
principals frustrated at simply not having 'time' to fulfill the roles they
deemed important.
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Principals generally have a guilt complex . . . because typically they would like
more time interacting directly with teachers and students on curriculum matters
but they invariably get 'sidetracked' by having to attend to a plethora of
`administrivia'. (Duignan 1984, 13)

The solution to the tensions associated with the dual demands of
administration and educational leadership, Duignan suggests, lies in the
adoption of a team management approach. This approach which, Duignan
argues, not only alleviates the principal's 'time' problem and reduces that
source of anxiety associated with the principal believing he/she should assume
major responsibility for all school functions, also contributes to the
professional development of staff.

The idea that teams of teachers are formed to work on specific tasks e g.
curriculum development. The shaping of leadership takes place in this
apprenticeship model because staff members are given the opportunity to rotate
through the position of team leader; team leaders then rotate for one semester
through the position of VicePrincipal at which time he/she serves with the
Principal and Vice-Principal in an 'Educational Cabinet'. Staff members who
participate in this rotation also gain valuable experience with the jobs to which
they aspire. (Duignan 1984, 24)

Thus, from the most recent and comprehensive study of the professional
development needs of principals there has emerged a model which not only
could reduce certain tensions now inherent in the role of Australian school
principal, but may well also meet the professional development needs of staff.
Duignan concludes:

This model would require a modification of the typical school organization, but
the main ideas could be alieved without severe readjustment or dislocation.
Certainly the model has promise and we must be daring if we are going to break
out of our traditional ways of thinking about on-the-job experience. (Duignan
1964, 24).

Undoubtedly, there will be many who h...ve serious reservations about such
an approach. In an increasing number of Australian statesand territories,
however, the impact of decentralisation and devolution has already brought
about significant changes in the nature of the principalship and the patterns
of influence in schools (Chapman and 13:.,yd 1986). In the words of the Past
President of the Victorian Primary Principals Association, Mr Vern
Wilhenson 'The principal now becomes relocated from the ape' of the
pyramid to the centre of human relationships and functions as a change agent
and a resource'.

Preparing school personnel for these new arrangements will be a major
challenge for professional development in the future.
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PROFESSIONAL DEVELOPMENT THROUGH
PARTICIPATION IN SCHOOL-FOCUSED
CURRICULUM DEVELOPMENT AND

IMPLEMENTATION:
THE SOUTH AUSTRALIAN EXPERIENCE

Mare Ile Harisun

Current practice in South Austrahan schools in professional development (inks with
cumculum and organisation development in 'School Development' A survey
(Hanson 1983) showed that mom than one -Hurd of SA schoolswere implementing
year-long programs of School Development Theseprograms integrated the needs
of the whole school community, small groups, individuals and networks within
and beyond the school Frwnties were implemented in a plan funded by the
appropriate Professional Development Committee Curriculum development and
impkmentation was seen as only one focus for professional development within
the school

This approach has been extended across education actors stnce 1984 Most schools
now adopt the School Development approach, funded or not.
Key resources have been a facilitative, adult educator' pnnapal, advisors/
consultants/superintendents of schools working as process consultants for whole
school change, time and tune management, and coordination of education system
resources. 'ithin school tune and extra negotiable staffing have facilitat4 the
growth of tads approach

Introduction
In an interview survey of professional development (PD) practices of staffs
in 93 (10 per cent proportionally representative stratifiea random sample of)
South Australian (SA) schools (Harisun 1983), the usual initial response
wh . ed 'What prcfessional development activities dotq your school

uiity become involved in?', was 'We don't do much orofessio,,u,
development in this school'. Several pages of notetaking later the comment
was, 'We've really done a lot, haven't we? But curriculum -!evelopment has
been our major focus - and I can't see how you can sepante curriculum from
professional development.'

The basic assumption of this discussion is that ct rriculum processes are
undertaken by people, people develop profession&Py as they engage in
curriculum processes, and that one purpose of PD is to carry out curriculum
processes for improved classroom practice and learning outccma.s. As people
participate in PD activities, they are likely to become more effective in
curriculum. Because curriculum involves people in making decisions, in
small or large groups or individually, in the context of a particular school
and its coma .nity, PD for curriculum needs a broader focus than learning
to plan, implement and evaluate a curriculum, perceived as a rational, logical
exercise of writing words on ._aper
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The 'school-focused' approach to curriculum means that the school
community (administrators, teachers, ancillary, parents, and community
members) are the participants and that the school context must be taken
seriously. The school -s a social system (the war: the school is structured,
human and other resources are used, the complexity of interpersonal
processes, interacting with and affecting curriculum) are also necessary
focuses for PD. Professional development activities, therefore, should include
opportunities to increase understandings and skills in these other aspects of
teaching roles, tc adequately support curriculum decision-making processes.
Where these other aspects are ignored, they may well underm ne the
intended curriculum. When made overt, they are part of the curriculum;
otherwise they are the 'hidden curriculum', perhaps inconsistent with the
intended/stated curriculum. These o' r aspects of a school facilitate or
militate against achievement of our curriculum and goal of better learning
for students in classrooms.

Trends in Research
The last decade has brought increasing evidence that teachers make chunges
in classroom practice, but cannot do so effectively in the long term without
support from the school community (Harisun 1983). Individuals proceed
through several stages of concern and levels of use when engaged in
implementing classroom change (Hall and Loucks, 1978). Since the rtAND
study (McLaughlin and Berman 1977), there is increasing recognition that
people (individually and collectively) need preparation for change,
understanding of the relationship between curriculum and organisational
change, and awareness of the interaction between these two aspects and PD
(Mann 1978; McLaughlin and Marsh 1978; Schiffer 1978; Lieberman and
Miller 1981; Little 1981; Miller 1981; Bank 1982; Harisun 1984). Thus, there
has been growing emphasis on 'school development', bringing together
professional, organisational, and curriculum development for more effective
ed'cational outcomes.

This paper assumes that school-focused PD and School Development are
synonymous, being activities

conducted by the school community itself at the school or away from the school
at conference centres, regional education centres, motels, other school or
community locations. (Harisun 1934, 1)

In the above mentioned survey of PD peactices in SA schools, reported
activities were conducted for

the whole school community;
groups within the school community,
individuals; and
`networks' of individuals or schools with the same professional/curriculum
Interests
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In approximately one-third of sample schools, PD was organised in a one
year plan, catering for most or all of these participants, in a deliberate,
systematic, long-term, school-initiated and school-controlled approach called
School Development.

In SA schools, the most frequent focus of PD activities was elle school's
curriculum and associated processes. Interpersonal processes (relating,
communicating, making decisions, self asserti veness)were the second most
frequent focus. School structure (policies, responsibilities, rules, student
welfare schemes) and use of human and material resources (parents, time,
curriculum materials, library, School Council, and parents undertaking a
Learning Assistance Program) were less frequent focuses. Least frequent was
surveying community needs as a basis for curriculum development.

More than 50 per cent of schools reported their most frequent strategies
for the whole staff. Activities for individuals were more frequent than those
for staffiother groups (faculty year level, curriculum/interest area) and least
frequent were those for networks of schools or individuals. In all, 77 different
strategies were being used for PD in these schools. The examples of PD
approaches that follow are largely taken from current SA practice, and
discussed according to order of frequency in the SA survey (Harisun 1983).

The Education Department of SA, with cooperation from the South
Australian Institute of Teachers, makes particular provisions s- pporting
school-focused PD. The principal has ultimate responsibility for many
decisions. School staffs return to duty two days before students commence
the academic year Schools are also allowed one pupil free day per year for
PD, wit.. the approval of their Sc ' tool Council, provided adequate provision
is made for those students whose parents cannot supervise them at home.
Other pupil free days an be granted by the area education authority.
Teachers are entitled to one observation day per term. Primary school
teachers have two hours per week non-contact time, built into staffing, and
all schools can apply for additional negotiable staffing to release staff for PD
or for other specific curriculum initiatives. The Area Director is responsible
for allocating negotiable staffing to schools in the area, according to school,
area and system priorities. Additionally, some secondary schools have
instituted 'flexitime' for staff and students, for greater curriculum flexibility.
Some schools shorten lunch hours or periods, and close slightly earlier on
some days or for periods of time, with parental permission, for induction and
other PD programs. The following information on SA current practice
should be seen in this specific context of support for school-based initiatives.

Some Examples of Professional Development in Schools
Where a school is engaged in developing curriculum plans or policy for
classroom implementation, It is advisable to involve the whole school
community, perhaps including students, in the decision-making process
about both curriculum and PD (Johnson and Yeakey 1977; Schiffer 1973;
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Mawr 1978; Emrick and Peterson 1980; Little 1981; Massey 1981; McPherson
1981; Miller 1981; Cohen and Harrison 1982; De Bevoise 1982; Edd 1982;
Edelfelt 1982; Gress 1983; Purington 1983; Harisun 1983).

Approaches Suitable for the Whole School Community
Where a school or network takes a long-term view of its curriculum, other
activities can be organised as support.

One approach is for the school to set out a 'curriculum map', defining a
three-to-five year plan ;or curriculum, identifying annual focuses for planning
(P) or raising awareness (A), implementing (I), and monitoring/evaluating
(M), the acronym AIM. This approach enables priority setting for a
manageable curriculum task, in contras to covering the whole curriculum
in one year, with resulting 'burn-out'. A series of whole staff, small group
and individual PD activities can then be planned using the AIM plan.

A network on South East Eyre Peninsula (SEEP) brought together
teachers, ancillary, and interested parents from five schools for a residential
conference the week before schcol resumed, 1984. Participants' families were
invited to have a holiday, and join the group for meals and social activities.
The community spent two days identifying needs and priorities for the whole
network, groups of fewer schools, interest groups across schools, and
individual schools. Processes used were adapted from Resources for Australian
Inservice Educators (RAISE 1983). SEEP schools then had a year program for
interpersonal skill development for the total network, curriculum planning
activities for groups of schools or individual schools, and had identified
regional curriculum adviser support needed for workshops and other school-
focused activities, a School Development Plan (SDP).

An isolated Area School mobilised a team of regional advisers, principal
education officer and SD adviser to work with them during 1984, to assist
in curriculum and related processes. A mid-year week was set aside for a team
visit to work out plans for implementing priorities related to the perceived
achievement of stated school objectives. The 'outside' team worked with staff
groups in classrooms, observed practice and interviewed staff about
individual priorities.

Advisers and staff met in the normally timetabled PD time of two-hour
blocks. Advisers taught beside teachers as possibilities were explored Finally,
a pupil-free day was used for a staff conference, with School Council approval.
Needs were confirmed, priorities set, and across-the-school groups planned
action for two major priorities (curriculum relevance and interpersonal
communication/decision-making skills) An implementation timeline,
responsibilities, contracts for specific purpose visits by advisers were
negotiated. Task groups later designed a new approach to Senior secondary
curriculum, conducted a survey of parental and employer attitudes to new
approaches, evaluated the school's community languages program, and
negotiated a system of participatory decision-making
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Some schools identify concerns and set priorities each term, with a series
of events planned accordingly. A variety of activities are built into such a
program.

In a secondary school, staff interviewed senior students about their likes
and dislikes about, and desired additions to the school curriculum. Senior
students then interviewed groups from other year levels, taping responses.
Sections of these tapes were played to begin the whole staff, one day
conference. Major student ideas were listed. Across-faculty staff groups listed
their 'dreams' for the curriculum - what they would do if they had all needed
resources. Immediate and longer term possibilities for action were identified
from collated suggestions. Volunteer groups carried out action planning or
developed proposals, while a PD committee coordinated the whole operation.

A Special Education Support Team (teachers and ancillary) held a two-
day residential conference for long-term planning. Their role with schools,
teachers and students was clarified, implied functions/actions identified,
needed skills and knowledge listed, and a series of PD activities planned.
Resource persons and activity coordinators were identified for the focus of
`skills for social living', a SA curriculum priority. Staff felt that acquisition
of these skills would better equip them to model and assist others to
implement them in classrooms.

A Junior Primary school in SA held a one-day conference (pupil-free) to
develop their school creative writing policy. They began by describing and
checking agreement about the desirability of current practice, listed their
beliefs about the writing process, reached consensus about eight major belief
st. tements, and planned the policy documenting process. In their reflection,
they realised they had been using the same processes implemented in
classroom writing activities.

Activities suitable for inclusion in similar programs are
professional development staff meetings,
curriculum staff meetings;
workshops during or after school hours;
commissioning an individual to attend an external inservice activity,
with commitment to follow-up workshop(s) to pass on new insights and
plan school-based action;
workshops outside the school, to give uninterrupted time arid a fresh
environment;
visits by all staff to observe practice in another school;
an associated professional reading program about issues under review.

Such events need resources of people, time and some funding. These may
be available from the Education authority concerned (negotiable staffing,
teacher release days/time, pupil-free days) or from the school budget or
relevant project.
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Some benefits and problems

Benefits of school community involvement :ndude ownership of the decisions
made and commitment to implementing actions Time can be used in the
most effective way, and school support services coordinated to suit ongoing
school needs.

Major problems can be making time available for planning, knowing
appropriate processes, and being tempted to take on too many tasks for the
time available.

Some Approaches for Individual Professional Development
Individual school community members can participate in curriculum
processes for improved professional practice. The Concerns Based Adoption
Model (CBAM) (Hall et al. 1978) suggests seven stages of teacher concern
when implementing new classroom practice. Appropriate strategies being
practised in SA schools are related to these stages.

Raising awareness

Teachers' initial concern about a curriculum change is 'I don't really know
much about this'. In this stage, the school community can provide supporting
activities such as:

appointing a key teacher skilled in the area, to inform and demonstrate
the approach in practice;
calling in a subject or methodology adviser to conduct an awareness-
raising workshop;
setting aside time for the principal- teacher discussion of the approach;
encouraging the person to attend a related inservice activity;
releasing the person to observe in another classroom within or beyond
the school,
arranging a short-term exchange between schools, to broaden
experience;
encouraging the person to undertake a postgraduate study course in
the curricuhm area to provide relevant reading on the topic.

Developmg understanding

Once teachers have some knowledge about a new practice, they usually feel
`I know a little about it, but I'd like to know more'. At this stage the school
community can offer

skills workshops by experienced teachers/advisers;
demonstrations by key teachers/advisers,
observation days to gather information from another school, teachers'
centre or tertiary institution,
a program of professional reading, with staff meeting discussion,
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tutoring by another teacher, or teamwork with a more experienced
person;
working with a group to develop an implementation proposal;
appointment as a key teacher, with time provided to acquire knowledge
and skills;

assistance in developing a 'personal growth plan', setting out objectives,
activities to undertake, resources needed, and criteria for judging
achievement of objectives.

Prrsonal concerns

The next concern is 'How will this affect me personally?' Most of the above
strategies cz.n assist. The person may also need:

a regular time of consultation/counselling with the principal, senior
staff member or key teacher, to work through their concerns and affirm
their ability to try this new venture;
attendance at support network gatherings, to see that others have
`made it';

positive feedback based on objective observation of their classroom
successes, to boost self-esteem

Management concerns

Once a person has begun a new approach, die next concern is 'Can I masage
the materials, time, and classroom organisation to make this work?' The
school community can support by

enabling the person to work with a peer, to obtain feedback, perhaps
in a clinical or developmental supervision approach;
assisting in a deliberate evaluation of practice and outcomes,
providing support for the individual's own action research;
encouraging the keeping of a journal or diary of significant events, and
successes to facilitate reflection on experience,
timetabling observation visits for comparison and assurance

Consequences

Consequence concerns are 'How can I do this so that learners benefit more?'
In addition to many of the above strategies, the indn idual can be encouraged
to.

write an evaluation or case study report for disc ussion anu feedback,
conduct discussions with peers in t. support network to improve
practice,

identify `critical friends' or 'mentors' as sounding hoards about new
action possibilities
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Collaboration

The individual is now concerned about 'ways I can collaborate with others
so students will benefit even more'. People can be encouraged to work
together in:

unit teams;
task groups;

curriculum planning teams;
peer supervision approaches;
support networks within/beyond the school,

and any other approaches that will bring people out from 'behind the
classroom door'.

Refocusing

The person now feels, 'I know a better way of doing this' The school
community can.

appoint the person as key teacher;
provide time for discussion of new ideas,
facilitate visits of resource people to the school, or of the person to talk
with more experienced people about plans;
identify appropriate inservice/postgradute courses that could further
develop the ideas;
encourage the person to apply for assessment for promotion

In one Reception-Year 7 country school, staff involved the School
Development adviser as consultant for PD. Each teacher identified come
aspect of their classroom practice about which they waited objective feedback
or desired discussion. A contract was negotiated with each person,
appropriate observation techniques developed, observations made,
information analysed, and a conference held with each teacher to present
and discuss results where this was appropriate. Some foci were:

amount of attention paid to girls compared to boys;
the conferencing process in writing;
attention paid to groups in a changed classroom arrangement,
amount of independent work by students;
direction of teacher-pupil intel actions,
educational philosophy underlying practice,
teacher librarian support for classroom curriculum,
peer group teaching implementation

Most of the SD adviser's work used the clinical supervision approach, with
no Judgements made about the meaning of the results by the adviser
Teachers then were encouraged to identify their stage of concern about their
innovation, and given ideas on PD possibilities for mos ing into further stages.

1 5 8
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The school's SD program thus began with individual PD activities, later
moving on to identifying common, whole school community PD concerns
for the rest of the year.

Benefits and problems for the individual

Systematic PD in a personal growth plan, as above, can give individuals
greater professional satisfaction, and revitalise the daily teaching task.
However, there is evidence that individuals do not continue to innovate, or
that they try new ideas using familiar methodology, unless they receive
support from their work community. The school community needs to 'own'
the individual's action, even if others are not doing the same, and provide
public recognition and positive feedback. Individuals do not change in
isolation from or without the support of the school community.

Some Approaches for Group Professional Development
In this context, 'group' is taken to mean a faculty, year level, curriculum
emphasis, interest area or support network of people. Many of the above
strategies can be used by groups, focusing on curriculum/professional
development.

Faculty

In a secondary or Reception Year 12 school, the faculty group can:
use faculty meetings for PD,
visit another school as a group, to see ideas in practice;
attend an inservice activity together, so censequent decisions are based
on common experience;
spend a block of time outside the school location preparing joint plans
or submissions;

review each other's curriculum/other proposals in peer review

Year level

In any type of school, persons who work with the same year level can
participate in.

year level planning meetings and ideas exchanges,
team teaching or tutoring;
group visits to classrn:ins (inter and ultra-school),
after-school workshops, perhaps extended tc include an evening meal;
action research about a common concern,
postgraduate study in the same course/unit, meeting for seminar
discussion and group assignments (common practice on Yorke
Peninsula and the Port Pule district schools)
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Cumeulum groups

Groups sharing the same curriculum responsibilities, perhaps broader than
subject areas (for example, problem solving, communication, social living
skills) can engage in:

committee meetings to prepare plans;
support groups with a key teacher, or for each other;
group inservice attendance;
group action research, evaluation or situation analysis

Interest groups

Interest groups may be broadened to include parents and ancillary staff,
participating in:

network meetings, during or after school time, with or without a meal;
parent skill development courses to equip them to assist in classrooms;

a short-term, specific task group;
an induction program for newly appointed staff and/or new parents.

Benefits and problems

Benefits from working in groups include mutual support and encouragement
(a key element in maintaining change), shared responsibility, a wider range
of ideas, and higher commitment to ac:ion outcomes Problems may arise
where groups cannot have common release time or meet for short time
blocks, or where there are inadequa.c group/curriculum process skills.

Networks
A common practice in SA, especially in small and r:. al schools, is of schools
forming a network for:

sharing the task of curriculum documentation,
pooling/sharing curriculum materia,s;
planning and implementing professional development activities, often
with shared negotiable staffing to release people from each school at
the same time;
engaging in action research on a common issue,
undertaking postgraduate study, as in the Eight Schools Project
(a network of eight small, rural schools),
peer supervision and feedback about new practices

These networks are of similar schools, differing types of schools geographi-
cally close, or schools with similar concerns (Ten Schools Project primary
schools focused on niulticultural education) This form of resourc e pooling
supports long-term implementation
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Some Emerging Principles
The above approaches to PD demonstrate the Importance of:

the principal and/or senior staff being able to facilitate processes;
commencing with staff concerns, for ownership of the program;
identifying who, how, when, timing resources needed and evaluation
in relation to each decision about what will be done;
involving parents and students whenever possible;
being aware of available resources and coordinating them for school
needs;

sharing responsibility for impcementation with a key teacher or
Professional Development Committee or appropriate task group;
coordination of system and school-based resources and priorities;
availability and effective use of time (SA schools generally agreed this
is the major resource).

Overview
In the SA survey, regularly cited school-focused PD resources were using a
curriculum timeline, a facilitative principal, skilled staff members, negotiable
staffing, releasing staff, a time management scheme, regional adviser or
principal education officer involvement, and having a PD grant, all signifi-
cantly related to planned PD activities. Most used resources were school-
based Where the PD focus was teaching methods, the most highly associated
resources were long-term involvement of a regional adviser and having an
annual School Development grant. It seems that coordination of regional
education and PD committee resources is needed if PD is to arfect classroom
practice, a long-term task.

Resources and approaches considered necessary for more successful
professional development were considered by more than half the schools to
be (In order of frequency):

Increased PD teacher release time,
having a school-focused PD approach;
'process consultant' advisers working in a long-term «intrac t to assist
the school to achieve its goals and priorities,
school set PD priorities,
beginning with a needs assessment,
obtaining an annual PD grant,
ability to release groups for blocks of time,
PD negotiable staffing, able to be used flexibl,
receiving positive feedback within the school,
an 'adult educator' principal,
insercice attendance based on needs,
'process consultant' principal education officers,
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funding for meals for extended after-school workshops;
holding residential conferences for the whole school community;
a 'good' school climate,
practical inservice related to school needs;
pupil-free days for conference

A 'facilitative' principal proved highly statistically correlated with holding
a staff residential conference, and interpersonal processes as the focus of PD.
Long-term planned activities were highly related to a School Development
grant

The SA picture is of a variety of strategies and focuses for school-focused
PD, of immense investment of time and energy (in one region 60 per cent
being in teachers' own time), and of increasing Incidence of School Develop-
ment programs. However, schools generally need to give greater attention
to involving parents and ancillary staff in school community PD activities,
so that school and home may work in concert for better teaching in better
schools.
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PROFESSIONAL DEVELOPMENT THROUGH
SCHOOL LEVEL EVALUATION

Neil Russell

Evaluation in Australian schools is something of a growth industry The removal

of school inspectors from some government and non-government systems, the
increased responnbility of teachers forcumculurn design and assessment of students

and the wave of new undergraduate and graduate teacher education courses in

evaluation in tertiary institutions has created pressure for new roles for classroom

teachers.

This paper briefly reviews changes to curriculum evaluation policy and practice

for Austmhan teachers and presents practical procedures forschool level evaluation

based on Australian research findings
Key chamcteristia of evaluation procedures of use to classroom teachers are described

in terms of evaluation planning (roles and management), implementing the
evaluation plan and handling evaluation outcomes The evaluation characteristics

enable teachers to form a framework for planning and implementing evaluation

processes at the school level

Evaluation Concepts Used in Australia

Introduction
In the first section a discussion of the term evaluation is provided in an
attempt to reduce some of the semantic confusion associated with it.

This is followed by a brief discussion of conditions influencing the
development of a broad role for Australian teachers in evaluation. Finally,
on the basis of teachers' experience in schools, some practical examples of
defining, devising and evaluating programs e provided.

Evaluation
The Oxford Dictionary defines evaluation as 'the act of evaluating' and to

evaluate is 'to work out the value of'. This definition links evaluation to the
idea of values and the act of valuing. Used as a noun it implies goodness,
rightness, virtue and worthwhileness in terms of what people think is good,
or believe is nght. Used as a 'erb it implies that something is judged to have
value or that it is valued because it is desired. However, definitions of the
term 'evaluation' in an education context are contentious and have varied
considerably in the last twenty years

Some Changes Influencing Teachers' Evaluation Roles in Schools
The late 1960s and early 1970s in Australia was a period of reappraisal of
education in general, and the promotion of achieving equality of opportunity
in particular. To these ends, the federal government made available funds
for a variety of educational initiatives; administrative structures were
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changed, with greater power and responsibility for the curriculum being
given in schools. Although not Initially recognised by all state and federal
education authorities during the early seventies, this responsibility inclucfd
school level curriculum evaluation.

The nature of the schools' responsibility in school level evaluation was not
clear from the outset As overt and traditional structures such as inspectors'
visits, standardised curriculum and external examinations disappeared,
concern about the purposes and effectiveness of schooling wavident in
newspaper articles and press releases by both state and federal politicians.
Hughes (1980, 1) identified this as a paradox and contrasted optimism for
the future with pessimism about the direction in which education was
heading.

Moves Towards the Teacher as Evaluator in Australia
(190s to Mid-1970s)
Loosening external controls on schooling and the concomitant shift in
responsibility for curnculum decision-making away from central authorities
and towards schools was a major step in preparing the ground for giving
teachers eater responsibilities in es aluation. However, the degree of
movement varied greatly from one education system to another.

Before these events the majority of schools were monitored by state
education authorities via standardised curncula, the inspectorate and the
external examination.

As acceptance of the importance of local circumstances grew, and
Australian teachers were required to take a more active role in evaluation,
the emernal control methods were found to be limiting ifprogress was to be
made in developing the professional skills of teachers in the curriculum
development and evaluation areas (Power 1983, 1) In this area policy changes
and initiatives to increase responsibility for school level curric m decision-
making were in advance of the skills and knowledge of teach , implement
them.

Thus there existed a need in Australia to help teachers with their new-
found power to influence and improve education and to help them make
decisions about the curriculum. This was acknowledged by the Curriculum
Development Centre in the following terms:

Ongoing evaluation, particularly at the school level, would seem to provide the
best basis for improvement of curricula This would appear to be true no matter
at which level curriculum is determined or whateN,L4 the curriculum ideas and
materials being generated (CDC Study Group Report 1977, 3)

At the same time there was a growing realisation that if teachers are given
greater freedom to make decisions about curriculum matters, then they also
had to take greater responsibility for their decisions. Inother words, teachers
must be able to au ount lor and, if necessary defend the curriculum decisions
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they were making (Fensham 1980). To this end, school level curriculum
evaluation was identified as one means of answering calls for accountability
(Shears 1974).

In this way a move towards increased school-level evaluation in Australia
in the mid-1970s was pre ated on two pragmatic purposes:

(a) to assist teachers to collect and use information for decision-making
to improve educational offerings, and

(b) to assist teachers to publicly account for their educational decisions
and practices.

Summary
Priorto the 1950s the payment by results system, secondary school external
examinations and the role of the Inspectors combined to inhibit a wider role
in valuation by classroom teachers. However with social and political
changes in the community and administrative and organisational changes
in schools from the early 1960s came demands for teachers to accept new
roles and responsibilities in the evaluation area. With these demands came
the need for teachers to develop skills in the area of evaluating programs at
the school level and the necessity to support them in this sk'll acquisition.

Developing a List of Evaluation Processes for
Australian Teachers as Evaluators
In this section, a list of evaluation processes that teachers need in order to
operate as teachers as evaluators will be discussed. The n,;c3 for such a list
has emerged from the bewilderig array of policy statements and other
system level evaluation documents presently available across Australia
(Hughes, Russell and McConachy 1981), and the limited provision made for
evaluation courses in some teacher education programs. The list of processes
was developed in three stages:

first, by preparing a list of evaluation processes foi teachers as
evaluators from education department policy statements and n search
information available,
second, by asking teachers and school principals to review the Initial
list to use It in their schools, and suggest modifications;
third, by examining the school level curriculum evaluation reports
prepared by 50 final year teacher education students enrolled in an
evaluation course which was designed to develop the processes in the
list.

Processes that are Expected of Teachers as Evaluators
in School-Level Evaluation Situations
In some respects, this development of a list of processes parallels the
development of key characteristics of evaluation suggested by Maling-Keepes

6
163,.



(1976). The essential differences are the purpos is of the exercise and the
audience for whom it is intended. The Maling-Keepes set of characteristics
appears to have been designed primarily for professional evaluators
contracted to evaluate large-scale projects used in a number of education
settings: 'The purpose of the characteristics is to enable comparisons between
evaluations and to serve as pointers to evaluation questions that need to be
addressed'. (Maling Keepes 1976, 25)

The processes are designed for teachers rather than professional evaluators,
and are arranged to enable guidelines or signposts to the planning and imple-
mentation of curriculum evaluations at the individual school level and are
presented in the form of guidelines in Table 1 with key elements identified
for each of the four processes. The processes provide a .-onvenient framework
for the analysis of planning, implementation and outcomes ofa curriculum
evaluation program at the school level.

The first process relates to the 'why' and `wha' issues planning school
based evaluation. The second, to the 'who, 'how' and 'when' issues. The
third, to the skills ch carrying out the evaluation and the fourth to dealing
with the evaluation outcomes (both anticipated and unanticipated).

Discussion of the Individual Processes

Pro :'ss I Evaluatton Planning Purposes

Evaluation Process I establishes the focus, relevance, and legitimacy of the
school level curriculum evaluation. If the elements in the process are not
achieved the whole evaluation is likely to collapse (see later in his paper).

Describing the issue area to be evaluated assumes that the scope of the
school-based evaluation has been limited to a process that can be achieved
with the resources available in the school.

A clear description of the evaluation area also permits semantic difficulties
and boundary problems to be identified. For example, if the area of the
evaluation in a primary school was the 'health education program' it would
be necessary to clarify just what this meant to members of the school
community (teachers and parents)

The purpose of a school-level evaluation needs to be developed quite
explicitly. If the purpose of an evaluation is to improve teaching and learning
and is of a 'collegial' type involving teachers in control of the evaluation
process, then teachers can make reasonable assumptions about the way in
which information collected will be used and controlled. If the purpose of
the evaluation is for accountability reasons and of the 'accreditation' type
to provide an account of a program to a central authority, then the nature
of teachers' involvement and the ways in which Information will be used can
be predicted.

Obtaining th-, -ndorsement and support of all of those who have a stake
in the evaluation, is vital for any evaluation exercise which depends on
collecting valid and reliable Information from program participants. House
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Table 1. Summary of Evaluation Process

PROCESS I EVALUATION PLANNING - PURPOSES
Elements in the Process

1 (A) Describe the issue or area to be evaluated
2 (B) State the purposes of this evaluation
3 (C) Obtain the endorsement and support from interested parties
4 (D) Identify likely opponents to the evaluation and attempt to meet

objections.
5 (E) State the motives for the evaluation (why is It being undertaken now).
6 (F) Identify the intended audie..ces for any es aluation reports.

PROCESS II EVALUATION PLANNING
- ROLES AND MANAGEMENT
Elements .n the Process

7 (A) Identify the personnel of those participating in the evaluat:on
8 (B) Identify the roies of any outsiders to the evaluation (facilitator,

evaluator, consultant).
9 (C) Estimate the time to be spent on the evaluation
10 (D) Estimate the financial costs of the evaluation

PROCESS III IMPLEMENTING 't " . EVALUATION PLAN
Elements in the Process

11 (A) Collect information using appropriate school-level information
gathering methods.

12 (B) Use safeguards to ensure that school-level information is nimble and
valid.

13 (C) Analyse school-level information collected
14 (D) State procedures governing the release of school-level information

PROCESS IV HANDLING EVALUATION OUTCOMES
Elements en the Process

15 (A) Prepare reports in a form suited to the intended audience
16 (8) Identify the decisions that the results of the evaluation may contribute,

to
17 (C) Identify the advantages and disadvantages of the evaluation process

used.

(1973) sees the involvement of stake holders as part of the politics of
evaluation and McDonald (1977) as a democratic approach to evaluation.

There may be difference^ between the purpose of an evaluation and the
motives for undertaking it. At a Catholic secondary school the staff decided
in 1980) to conduct an evaluation of the elective modern language program

for years 9 to 12 in order to improve teaching and learning. On the face
of it this purpose appears dear and relatively uncomplicated 7,ome probing
as to why the evaluation was being undertaken at that time, revealed that
the number of students taking the elective program had dropped in two
years from 138 to 27 and several staff positions were in jr,oardy.

165



Information of ..his type would make one suspect that while the stated
purpose of an evaluation may be improvement oriented, in some circum-
stances thi motives of the evaluation proponent max he quite different.

Process II Evaluation Planning Roles and Management

Once the purposes of the evaluation have been determined, including an
endorsement of interested parties who have a stake in the evaluation, it is
necessary to identify those within the school community who will be
participants in the evaluation process.

The implementation of evaluation findings is greatly enhanced if those
who have to make decisions on findings have participated in the planning
process. This suggests that if there were to be an evaluation of the physical
education program in an infants' department of a primary school that
personnel involved might include

the teacher coordinating physical education;
the teachers teaching in the program,
any ancillary staff assisting with the program, and parents.

Establishing the roles of outsiders to an evaluation is crucial to the success
of school-level initiatives. Marsh and Stafford (1984) have reported on
evaluations that could not be completed as a result of role confusion of
outsiders participating in evaluations at the school-level.

The most vocal complaint of teachers participating in school-level
evaluation work in the experience of Teachers as Evaluators personnel
(Russell 1983) was that the process took too much time. In most cases this
problem could have been overcome by reducing the scope of evaluation
Initiatives attempted, and being more focused on just what information was
required to achieve evaluation goals The other aspect of time is a
management concern The last few weeks of term III is such a busy time
for most schools who are preparing reports, interviewing students and
parents, modifying programs an staffing for the next year, that evaluation
concerns are not a high priority. There is a need to budget the time made
available for evaluation so that it does not conflict with administrative
concerns (such as preparing staffing returns) that are immovable feats.
Some education departments (for example the ACT Schools Authority)
have recognised the need to release teachers for short periods of time to
allow them to plan and implement school-level evaluations Other systems
have made this almost impossible If the collegial approach to evaluation
is endorsed by all education departments then provision, of this type will
have to be considered by all education authorities.

While the financial costs of a school-level evaluation are usually not large
(unless there are unusually voluminous reports printed or consultants to
be paid), opportunity costs are large. For example, if a group of teachers
decide to evaluate the social science program over a period of 10 weeks then
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the time available for other activities such as program planning, marking
or reading would be reduced. For most schools the main cost is in time
taken by personnel, and the cost has to be measured in terms -if what other
activities have to be foregone.

To sum up, identifying the evaluation roles of personnel both inside and
outside the school and the destination of reports are skills that need to be
developed. Managing the use of time is an important consideration that
should be taken account of in early planning stages of a school-level
evaluation.

Process III Implementing the Evaluation Plan

The nature of information-gathering methods used for a particular Jchool-
level 'valuation will depend on the purposes of the evaluation, and the
knowl dge and skill of those involved. Techniques such as unobtrusive
meast res, participant observers, and open-ended interviews offer a general
form; t that have been used elsewhere, but will differ in specific format from
schot 'Ito school. Instruments that have been carefully planned, trialled and
validated elsewhere are available for use when comparisons with other
programs are called far. 'Home-made' instruments (test, scales, interview
schedules, surveys) that have not been tried out systematically prior to the
evaluation can also be used with a specific schoolevaluation and interpreted
for use in that school, although these instruments do not normally permit
information gathered to be generalised to other schools

If information gathered is to be valid, the results of the procedures should
reflect accurately the program or area being evaluated This means that
data-gathering instruments shou..I be appropriate for the purposes of the
evaluation, and the overall approach to the evaluation should address the
key questions posed in the evaluation planning stage.

The analysis of information again needs to be appropriate for the stated
evaluation purposes but must also take into account the time and other
resources that are available for evaluation participants, and the way that
results will be made available to the target audience

Ownership of evaluation information is a matter of vital concern to all
those Involved with a school -level evaluation. It is important that
agreemeats entered Into at the commencement of a school-level evaluation
are kept or renegotiated and that professional standards of ethics with
regard to colleagues and the confidentiality of data are preserved

Process IV Handling Evaluation Outcomes

The form of evaluation report should be designed to communic ate to the
relevant audience In this regard, reports in some cases need not i' reports
in print form (or of the telephone bo k size witnessed in some schools).
Reports can be oral, in audiovisual format or written, and could be formal
or informal depending on the evaluation purpose of the evaluation and the
audience
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Whichever medium or combination of media are chosen, the report
should be clear and free of jargon, well organised and concise. While some
necessary decisions may be taken while the evaluation is in progress, it is
necessary to identify which decisions need to be made and by whom. If all
of those with a stake in the evaluation results have been included in the
evaluation process, then the Implementation of the findings should not
present insurmountable difficulties.

Using the List of Evaluation Processes

Introduction
The Australian Capital Territory (ACT) represents a favourable setting
to determine whether *he processes identified in Table 1 can be achieved
with appropriate support.

The ACT policy en school-level evaluation strongly emphasises the
`collegial' approach to school-based evaluation, giving considerable
responsibility to teachers for school-level evaluation

Additionally, the author was involved in both the generation of the
evaluation processes list, and all teacher training courses in the school-level
evaluation area for the ACT.

Students (N = 50) in the final year of the undtsgraduate B.Ed. program
at the Canberra College of Advanced Education (CCAE) are required to
complete the unit 'Evaluation in Education' , whether they are preparing
for teaching in the early childhood, primary, TAFE or secondary areas.
Over half of the students (64 %) are already full time teachers with appoint-
ments in ACT schools who are attempting to upgrade qualifications gained
earlier. The remainder are students who teach on a part-time or relief basis
(28%) or who are full time or part time students without any regular
attachment to a school (other than three weeks for practice teaching). This
mix of students with nearly 92% having ready access to a school for an
evaluation exercise as a member of staff enables the competencies to be
reviewed in a realistic school setting.

To determine whether the evaluation processes could be achieved in a
school situation, students are required to conduct a school-level curriculum
evaluation as the main assessment requirement of the unit.

The assignment requires the teacher-education students to take
responsibility for the entire evaluation process in a school including
negotiating entry to the school and the evaluation project, identifyirg the
Issue or area of evaluation, conducting the evaluation with staff and
negotiating exit from the school.
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Compiling the Results of the Student Evaluations
In semester 1, 1984, sixty-seven students completed forty separate school-
level evaluation projects.

To determine whether the evaluation processes could be achieved in this
formal training situation, the forty evaluations were examined for each
element in each process. The evaluation projects covered a range of school
situations ranging through pre-school, primary, secondary and TAFE and
included a great variety of curriculum areas and issues including
mathematics, reading, science, music and language development.

Process I Results

With the exception of three cases, all evaluation reports clarified the issue
or area to be evaluated with sufficient clarity to be comprehended by
someone not involved in the process. Evaluation purposes were expressed
clearly and demonstrated that this process had been completed. The
purposes can be arranged into the following categories-

(a) determining whether set objectives were met (11 cases)
(b) course improvement (16 cases)
(c) meeting course accreditation requirements (2 cases)
(d) description of a program (8 cases).

Not all of the teachers involved in the evaluations obtained endorsements
from stake holders in the evaluation. Those endorsements that were
obtained were informal in nature and incomplete when compared with the
evaluation process list.

Only three out of forty cases included parents in the endorsement
process, and eleven of the forty included the principal Thirteen of the forty
cases can be seen as having obtained endorsement from all of the stake
holders involved in each evaluation This factor may have had an effect
on the rather narrow information gathering methods used in the cases with
incomplete endorsements, and suggests that this Aspect of the CCAE course
needs review.

Ten of the forty cases reported significant opposition to the evaluations
at the proposal or implementation stage Participants were not sure how
to deal with these situations other than by attempting to ignore opponents
altogether This strategy led to major problems when attempts were made
to implement findings. The need to develop techniques for the resolution
of differences may have to be Included in a more specific form as an element
in this evaluation process.

The motives Indicated by evaluation proponents for the curriculum
evaluations varied enormously and certainly do not match the evaluation
motives listed in some standard textbooks (for example Tenbrink 1974).

There appears to be a difference between the stated purposes of the
evaluation (typically to improve teaching and learning) and the personal
motives of some proponents
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Motives revealed by the evaluation proponents can be classified into four
types-

(a) problems with existing arrangements (14 cases)
(b) trial of a new program (-quit cd as part of the implementation

negotiation (II cases)
(c) to sell the idea or project to other staff (7 cases)
(d) requested by the education authority as part of course accreditation

(4 cases)

In thirty-two of forty cases examined, ex id, nce of at least three of the five
elements were observed in the ex aluation process. The major problem
which became apparent in rex iewrng the use of the process was in the area
of obtaining endorsement from stake holders in the evaluation. This area
of negotiating and obtaining agreements, is poorly represented in the
CCAE course and Hill need to be strengthened

Process II Results

Personnel in oh ed in the planning of the ex aluations varied in size from
a group of two to a group of twelx e. Parents were listed in three of the forty
planning groups and the principal in eleven In eight cases, teachers who
had a stake in the evaluation were not included in the group planning the
evaluation Interestingly (and predictably_ ). people concerned with these
eight evaluations are not having difficulty in implementing the findings of
the evaluation

The amount of time needed for each evaluation was greatly under-
estimated by participants In one case. the extent of the underestimation
was 800 %. and every project reported substantial underestimates of the
time needed for the ex aluat ion The observation that teachers believed that
school-level evaluation was sere_ time-consuming has been made in
previous studies The extent to which time needed for a sr hod-kw'
curriculum evaluation has been underestimated The implication of this
finding is that the con( ept of whole school (valuation becomes even more
problematic than has preciously bec n suggested

The mean predic ted time for an evaluation was 10 2 hours whereas the
mean time Claimed for ex aluations was 34 hours Even taking Into account
the possibillt of students inflating the time spent to impress their I« turei,
the commitment of time is «insider, We Teachers and their prim ipals need
to be able to order or re-order priori, es to enable tear hers to be relieved
of some tasks while evaluation work is in progress

The finan(ial most of ex aluations to the teachers in tertns of cash expended
was quite loss with the median ( ost of $ 10 The onh expenses Inc urred were
for printing. some transport rosts and small amounts of typing In '.ame
rases all expenses for printing. ts wog paper and other materials were met
by the sr hod or rompleted as routine sr hod business Majorexpense could
he involx ed if tear hers were replared from .111 tea( hmg for a perir xl and relief
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teachers paid to take thur classes. (A relief teacher is paid in the order of
$120 a day)

Only in one case was the evaluation report Intended to be sent outside
the school. In this instance, the purpose of the evaluation was !o satisfy the
requirement, that for accreditation purposes It was necessary to
demonstrate that an evaluation had been completed Eery other CN alua-
tion report was :a,!nded for all teachers in the school

While there might he an at gument for keeping all staff informed of the
results of all evaluations in the school, it is difficult to see all teachers
showing Interest in an evaluation of an electronic music course or a home
economics course for English-as-a-second-language students In these cases
a summary sheet of key issues and findings would suffice, with a more
detailed story av ailable for staff who were stake holders in the process.

The investment of time necessary for teachers and others to commit to
a school-level evaluation may be under-estimated Involving all the stake-
holders in an evaluation process is obviously time-consuming and at times
requiring considerable negotiating skills and patience It may be necessary
to review aspects of the politics of evaluation in schools in order to improve
the skills of teachers in this area

Process III Results

The questionnaire is not exactly moribund as far as being used as a method
for gaining information for school-based evaluation Thirty-one cases
reported that the questionnaire was used as a method for gaining
information and in seven cases the questionnaire was the only method used.
In only twelve cases was there an attempt to trial or validate the
questionnaire with stake holders, and only one group reported in a form
that suggested that they had attempted to relate survey information to other
information collected. As has been noted in other ev aluations by teachers
the questionnaire was over -used as a tee htnoue and thc actual construe non
of the questionnaires rather haphazard

In thirteen cases, at least fis.c separate methods were used to gain
information While this diversit of information gathering contributed to
these four c aces requiring far more time to otnpletc than the others in the
sample it also contributed to the e ollec ion of nore valid information and
more sansfac tory reporting procedures

There appeared to be some n lut tans on behalf of the evaluators to
«insider samples of anous populations in whn h they were interested Each
of the forty c ascs reported that they had attempted to obtain mfor nation
from all students, parents and teat hers Inv olv «I in the issue or area under
«msnleratnm This move may have hey n mutt% ated by internal politic al
considerations, but It also adds to the amount of woe necessary for the
analysis of results whit h was the main c cnplaint of the evaluation
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Analysis methods were almost entirely restricted to producing tallies of
surveys and converting these to percentages, although in two cases attempts
were made to compare the results of class tests with information gathered
from interviews, diaries or other methods.

A surprising result was the extent to which evaluation participants had
indicated control over the release of information. There was obviously
considerable sensitivity to this issue and in twenty-three of the forty cases
care was taken to restrict information to stake holders.

Collecting and analysing information for school-based evaluations
revealed a number of problems in the instruments used and some lack of
confidence in attempting to place controls over the release of information
collected. It would appear that more emphasis is needed in CCAE courses
on the design and use of questionnaires and sampling methods to improve
the validity of the information collected. The wide variety of information
gathering methods demonstrPted in half the cases reviewed indicated that
this element was considered by this group.

Process IV Results

A difficulty in judging whether this process was being used, was that in all
cases being reviewed, there were at least two distinct groups in the school
that reports were intended for: the stake holders and the rest of the staff.
The stake holders might expect to receive a full report of the evaluation
process. The form of report for other teachers who were not directly
involved in the evaluation is more problematic In most cases teachers not
involved directly with the area being evaluated could receive a brief
summary of the evaluation process either at a staff meeting or via som-
other reporting process. For this exercise the adequacy of the reports was
judged against the likely needs of the stake holder group. Using this group
as the major intended audience, thirty out of forty reports showed evidence
of this dement of the evaluation process The ten reports that did not
demonstrate this process did no attempt to present findings in a form that
could k.e easily interpreted by teachers and parents

In presenting findiigs, all cases presented a summary of decisions that
needed to be made to improve teaching and learning or enable account-
ability procedures to be strengthened. In four cases the decisions
recommended appeared to bear little relation to the information collected

Meta-evaluation methods, or considering the strengths and limitations
of evaluation procedures used, appeared to find little favour with the
participants in this evaluation exercise Only twenty-three of the forty
evaluators demonstrated any interest in reviewing their evaluation
processes, and one of those that did complete a meta-evaluation was
required to do so by the ACT Schools Authority as part of the accreditation
procedure Interviews with the students revealed that meta-evaluation
methods were not seen as crucial to the set task of improved teaching and
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learning using evaluation processes. One student indicated that he thought
meta-evaluations were the privilege of the idle and had little place in school
practice. Somewhat chastened, attempts are needed to illustrate the benefits
of meta-evaluation methods with practical examples or reconsider the use
of meta-evaluation in the list of evaluation processes.

Reports submitted by the CCAE group indicated that in most cases some
care had been taken to present findings in a form that a ::take holder group
could interpret. Meta-evaluation efforts reported were almost non-existent,
and it is doubtful whether the evaluators could see any practical purpose
to using methods designed to assist them to review the evaluation processes
they had laboured on for three months

Findings on the Use of the Process List
The set of processes provides a framework to further understanding of
school-level curriculum evaluation.

At a practical level a number of possibilities to enable teachers to improve
their curriculum evaluation practices are indicated

First, the set of processes enables a reasonably comprehensive and careful
description of a particular evaluation enabling structured summaries of the
evaluation to be developed These descriptions may be abbreviated, first
in the form illustrated by the table early in this chapter, and then to
summary statements. Once a teacher is familiar with the set of processes
It should prove possible to move rapidly to a general summary of an
evaluation

The advantage of this technique for teachers is that thc!, ( an quickly
review the evaluation of others With this information it is possible to
integrate this knowledge into their own evaluation needs.

Second, the processes can be used by a teacher in designing a school-
level curriculum evaluation The elements within each process present a
checklist of factors that may need to be considered For example, in process
III, the control over the release of information may be an important factor
in reducing the opposition of some teachers to the evaluation commencing.
The processes may also be used to indicate alternatives In the case of
process II the role of any outsiders needs to he decided This alerts teachers
to the options open to them and possibly prevents role confusion. The
processes do not define the nature of what should occur within every step
of a particular school evaluation What they do provide is the range and
complexity of issues that need to be resolved and a framework or directions
for improving the proces.,

Third, the processes facilitate comparisons of the policy of education
authorities with sc hool practice For example, the AC1 pith( y suggests that
parents should be participants in the whole Sc hool -level evaluation process
(ACT Schools Authority 1982) In the forty ( ases completed parent
panic ipation was conspicuous by its absence

1 7 6
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Fourth, it is possible to determine areas where evaluation concepts were
not used in over 90% of the cases, questionnaires not piloted and ethica,
issues such as the release of information not completed.

Finally, those interested ;n conducting research into school-level
evaluation may use the set of processes to suggest inquiries into the nature
of the task and work of teachers Two or more characteristics may be
selected and used as a basis for systematic examination of the pattern of
interaction shown on theme in school-level evaluations There may for
example be trade-off between the endorsement of all parties with a stake
in an evaluation and the control over information Alternatively there may
be a trade-off between the role of an outsider and the scope and nature of
information to be collected. Whatever the patterns of interaction if there
were a sufficiently large number of case studies, the functional relationship
would warrant theoretical attention.

The framework presented in the form of a list of processes has been
developed oer a period of six years and reflects the range of skills required
by teachers to complete school-based evaluation tasks. The framework is
not intended to constitute a theory, nor does it function as criteria by which
to judge a particular evaluation as 'good' or 'bad'.

Rather the processes are intended to identify the key skills that teachers
need in designing and implementing an evaluation at the school level In
time, with experience in applying standards to ach of the elements in the
process table, it may be possible to develop patterns of standards for
particular school-based evaluation requirements
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PROFESSIONAL DEVELOPMENT THROUGH
MATERIALS PRODUCTION
AND IMPLEMENTATION

Colin J. Marsh

Curriculum materials can be a most important t chicle for Mt prof +sumo(
detelopment of teachers Wan intreasing extent hacht are being en«mRlt:ed to

deeelop materials at the school lad 75 undertake this task skills of materials

anal)sh and curriculum design are most important There arc also important skills

'molted in implementing curnculae u huh haze been dteeloped b) edema( agent irs

These skills include planning and stile-eliding skills and a uillingness to monitor

and evaluate actuates

Introduction
Hoyle (1982) has used the terms 'restrict( d professional' and 'extended
professional' to express the differences between highly competent technicians
and teachers who have a wider perspective of the role of school, «immunity
and society. Stenhouse (1975) argues that th, professional teacher is one who
has a capacity for autonomous self-development through systematic self-
study. However, he is using 'self-study' not in the traditional sense of
professional reading and enrolling in further education qualifications, but
as sell study of a teacher's classroom planning and performances

Teachers haze the task of developing, implementing and evaluating
cum( ula to use with children in their respee me classes The term
'curt uluin', as used in this paper releiv to 'all the (Aperient es the learner
has under the guidance of the school' and meludes the influen«'s of teachers
and fellow students. and the use of spe( ifi« urn( uluin materials The
professional teat her is aware of the influences of these different factors and
plans the daily a(tnuies so as to maxinuse :hem unpact

In partu ular. ( um( ilium materials are of major importance and in this
paper attention is focused upon how materials de\ eloptnent ( an foster the
professional skills of teachers Gough (1983) argues that materials
deyeloptnent provides the medium the tangibl«Apressions 01 classroom
a( non At the sc hool leyel, individuals and group of teat tiers ( an bee tne
y cry irwolx ed in materials elewlopment It is meaningful to Mein betause
they are producing ( on( me is to (welcome per«1\ «I oldie ten( its In
their se hool rsour«s In so thng, the expert( nor and learn to reline the
skills of the (um( ulum planner On«. materials halt been pi oduml and are
available for use in classrooms then, al( imolyed in a different set of skills,
namely those Of the ( urrn ohm) dissenunatoi and implement( These

ae mines Of ellopment in,ple nictitation do enable to ,((ht rs to to st ideas

out in prae 11(

17 i

1 78



Developing Curriculum Materials at the School Level

Curriculum Materials
According to Gall (1981) 'curriculum materials' can De defined as 'physic al
entitles, representational in natui v,hich are used to facilitate the learning
process' That is, curriculum materials can be printed matter, physical models
and artefacts, audiovisual items and combinations of all of these Each of
them has unique qualities which can contribute to a student's learning
Furthermore, each represents something else an eras no instructional
significance in itself For example, a ...omput-r program on 'Settlement
patterns in Australia' might be contained on a circular floppy disk, 18 cm
in diameter It is not until the disk is Inserted into a microcomputer that the
representation of settlement patterns is achieved and can be comprehended
by the viewer. The 'representational' aspect of curriculum materials is also
useful to consider when distinguishing between other materials which are
used in a teaching situation such as paper, pencils and biros, scissors These
materials do not represent anything else and so cannot be classed as
curric ulum materials

It can 1w argued that curriculum mate. ials the 'tools' by which a
teacher can mon% ate students, as well as prov them with maximum
insights and understandings into the topic/pro being introduced 1 ne
resouredul teacher will use di ent curriculum types of lessons for specific
topes and for particular groups of students (see Figure 1)

It is by using curriculum materials that a teacher can ,et the optimal
le trning conditions or 'best fit tor particular students Compatibility with
student interests and levels, and 'fore maximum learning, can only occur
if the teacher is watchful to prcr,ide appropriate curriculum materials In a
%en' real sense then, teachers can only achieve effective learning levels in their
(lass's if the c urric ulum materials (tools) are appropriate

From the students' perspective, .1 variety of c urric ult' -1 materials enable
them to choose the materials whit h best suit their learnir, styles They may
or may not be attuned to their teacher's style of pi esentation Curriculum
materials pros ide alternative forms of instruction which can reinforce and
pim ide new insiets and dire( eons for the students For particular activities
\Alm h require students to mime the learning tasks to be undertake n (for
example, in inquirv/problem-solving), the role of curriculum materials
be( nnes even more important Students in this situation need to be aware
of sour( of material, but, more important, they need to be self-aware of
the lc pes of c inn a slum materials whit h lace fa, ilitated their learning on past

asions
1 he aboce perspei uses might appear indicate a certain determinism

by tea( hers and students in their use (,t urric ultint materials 16 balani e the
plc or,., II should also be pointed out that ( urn( ulum materials c an g, catty
influence /determine the ac ovules of tea( hers Ind student- For example, the
ontent and calm. stances mu 11,ded in niatiy teat hers' cruides (and by default,
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the content and value stances which have been deliberately excluded), can
determine very greatly what teachers include in their lessons The format
of teachers' guides and textbooks can determine the type of lessons which
a teacher might provide by the inclusion of objectives, particular teaching
methoc' 3, specific student activities, and even the actual items to be used in
tests designed to evaluate students' inderstandings Similarly, it can be
argued that student workbooks and texts can determine very greatly what
a student learns. Unless a wide range of curriculum materials is ava table
in a class, it is highly likely that a student's perspectives on a specific topic
will be narrowly channelled by the predilections of the producers/w-iters oi
a particular set of curriculum materials

Figure 1. Overview of Lesson Types

Type of Lessons Teacher activities Student
Activities

Use of
rAirriculum

Materials

Lecture Teacher talks Listening,
Note taking

Low

Demonstration Teacher-directed Observing and/or
participating

Medium /High

Discussions Teacher directed Listening, talking,
note taking

Low

Practice drills lac her-directed Note taking,
writing

Low

Problem-solving,
Inquiry

Teacher and/or
student-directed

Seeking out
information
reading

High

Role-play ing,
Simulation
Games

Teacher and/or
student-directed

Acting out roles,
listening,
producing nems

Medium/High

Computer-assisted
instruc tion

Teacher and/or
student initiated

Inputing data,
analysing irds

High

Opportunities for Teachers to Produce
Curriculum Materials at the School Level
Teachers can and do become involved in a range of curriculum development
activities at the school level Several recent studies (for example, Cohen and
Harrison 1982, Hyde 1984) indicate, however, that the production of units,
work cards and t Sing aids is often a preferred activity by teachers

It can be argued that there are several good reasons why tea( hers will opt
for the production of instructional materials Ore reason is that teat hers
value their autonomy and independent e an I will prefer to undertake
curriculum development activities which do not involve the use o: external
consultants They arc expert in their knowledge of curriculum materials and
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so they can embark upon specific tasks, suc'i as designing some concrete
materials for a particular teaching unit. Another reason is suggested by
Huberman and Marsh (1982) when they state that teachers thrive upon
`recipe collecting and exchanging to expand their instructional repertoire'
That is, teachers are highly motivated to develop ma..rials (for example, a
teaching aid) which their peers may have told them about and which was
successful for them Teachers are very proud of their craft and will always
be willing to develop and use serve different instructional materials if they
feel (often intuitively) that the new approach w be more successful with
their class of studer ts.

Developing new materials

Various authors have put forward guidelines about how small groups of
teachers might go about the task of developingnew materials. Skilbeck (1982)
emphasises the need for teachers to reflect upon their present situation, to
appraise their use of current materials and to gauge the needs of students
and the school community before embarking upon the production of some
new materials.

Sabar and Shafriri (1980) also suggest that teachers must first ofall examine
the needs of their respective schools but that the activities should occur at
a `natural' pace (see Decker Walker's (1971) `Naturalistic Model') and not
follow a rigid linear sequence They suggest teachersmay need to undertake
a number of activities, but not in any order such as reading up on additional
background content, discussing alternative teaching approaches for the
materials, considering goals for using the materials, attempting to write up
explanatory notes for the use of the materials, ar.d many other matters

Harrison (1981) asserts that teachers, if left to thee: own devices, tend io
be 'rrational in their actions and often rely upon memoiles of past successes,
hunches and intuitions However, overa period of time, groups of teachers
will learn to regularise their activites so that they become better able to
identify alternatives and to work out plans of action

Mating adaptations to eas/zng materials

Unfortunately, there are various constraints upon teachers developing new
materials. Timetables often prevent busy teachers from getting together as
a team to plan their activities Exhaust in, day-to-day crises, lack of incentives
and minimal rewards are just some of the reasons why the production of
completely new sets of curriculum materials are too daunting a task But
adapting existing materials is a much more manageable feat. For a start, there
are often commercial examples readily available for inspection in a regional
resource centre or library Many state education Eystcros encourage
classroom teachers to build upon existing sets of material in the knowledge
that the production of new materiak is often unrealistic in terms of teacher
time and resource costs
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In addition to simply building upon existing sets of materials, teachers may
decide to use materials analysis schemes to gain a better understanding of
the properties of existing curriculum materials and thereby become better
informed about which kinds of adactations they might want to produce For
example, Piper's (1976) scheme, as outlined in his book Evaluation in the Social
Sciences, provides four major components (goals, format, processes and
outcomes) and fen sub-components to enable teachers to undertake a very
economical but effective tool for analysing and evaluating curriculum items
or packages. An example of one of the sub-components is illustrated in
Figure 2 The use of materials analysis schemes such as this one enable
teachers to pinpoint what kinds of materials they v...Int to produce, and in
addition, they can get very useful insights int& the skills of curriculum
development and the production of materials

Figure 2.
A Sample Category taken from Piper's Materials Analysis System

Rationale YE%i NO

(1) Is a rationale for the unit provided'
(n) Is the ration, ie clearly and convincingly. argued'

(iii) Is the rationale adequate in explaining
(a) the reasons for the choice of content for the
(b) the educational pedagogical principles underlying the

development of the unity

(iv) Is the rationale consistent with the aims and ()Flumes of
the unity

(v) Are there limitations/deficiencies in the rationale not «Are('
in your answers to the ribose question'

Rating Rationale
1 2 3 4 5

(After K Piper (1976) Evaluation in the Social St zence CDC, Canberra )

Classroom Implementation of Curriculum Materials
Producing curric ulum materials is an important aspect of curriculum
development but til they are used with students in classroor.. ,.1 ations
it is nossibl,f to know whe,hcr they are viable or not As a general rule, a
teacher using a set of curriculum materials with which he/she is unfamiliar
%I., not make optimal use of them. All kinds of problems can occur and, of
course, this will be exacerbated for packages which are very complicated and
comprehensive. Perhaps the sequence of activities, or the time allocated per
activity by the teacher may be too rushed or too protract:d Then again,
teachers may lack the nu cssary background to use the materials as intended
and consequently they may lack the «mfidence and verve in their presenta-
tion to thc students The problems associated with using- curriculum
materials for thc first time can oc cur for tea( hers t.en though they may have
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been .nvolved in developing them It is never possible for a deveic.per to
anticipate all the permutations which might occur in teaching a package.

Problems of implementation can be even more serious for curriculum
materials which have been prcduced by -,levelopers external to a particular
.chool For example, the topics may not fit in with the existing syllabus: the
materials may be too difficult of too easy for a particular group of students,
the preparation of consumables, equipment and seating required prior to
using the materials may be too complicated and time-consuming These
problems and many otners can confront the busy teacher faced with the task
of implementing a new set of curriculum materials However, there are some
planning safeguards which can and should be undertaken prior to
implementing curricula and there are ways of monitoring and evaluating
different levels or degrees of implementation,

Implementation of Locally Developed Curriculu:-1 Materials
If a group of teachers has been involved in developing a set of curriculum
materials then it might be assumed that they are designed for particular
classes af students and that the intention is to use them in the very near future
it may be only necessary for the teachers to check with each other about basic
assumptions and strategies they intend to use ar, they go about the task of
implementing the materials for the first time. These reminders might relate
to such matters as.

the time schedule and sequence they intend to follow;
the activities they will be selecting for their students,
the objective:, they intend to emphasise

However, no single group of teachers can operate in isolat'on from the
activities of the total school staff. It may be necessary for the cevelopers of
the curriculum materials to communicate to other teachers about their
implementation intentions, especially if it might involve:

timetabling changes and room changes which could affect other
teachers,
excessive noise and student movement

Presumably, the teacher-developers would have involved the school principal
from the outset and so he/she would be supporting their project and giving
incentives and encouragement whenever possible. Nevertheless, it would be
very politic for the developers to keep the principal fully informed about the..
first efforts at implementing a new Fet of curriculum materials The principal
may need to take an active role if there is any likelihood that other teachers
at the school alight feel threatened or in some way disadvantaged by their
implementation plans. Some ways in which the group of teachers might keep
the principal informed could be by

providing him with a complete set of the new curric ulum materials;
offering to demonstrate and explain materials at the next staff meeting,
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inviting the principal to observe some specific lessons where the new
materials will be used;
writing a brief report for 'he principal after the materials have been
used for the first time

Implementation of a curriculum will generally improve with successive
applications. The term 'Implementation' usually refers to the first two years
that teachers use a new curriculum. If it is still used by teachers beyond that
period, It is said to have become 'institutionalised' This period of time is,
of course, a very crude benchmark as some teachers might become very
expert with using a new curriculum after a much shorter period. It will
depend upon complexity of the curriculum, the wealth of exp-rience of the
teacher, student expectations, and many other factors.

Despite these possible variations between teachers, most would agree that
it is desirable to evaluate implementation efforts so that judgements can be
made about its use or non-use on future occasions Some teachers might
agree to have their efforts evaluated after they have Implemented materials
for the first time Others might object to this on the grounds that they are
still experimenting and becoming accustomed to the new materials, and
therefore will want to delay an evaluation to perhaps the second year When
a teacher or group of teachers do decide to embark upon an evaluation they
will need to consider ways of collecting data about

students' activities and acevements;
teaching methods (intended and actually used) and interacticns
between the teacher and students,
:low the materials were actually used by the te; : her and the students

For a small group of teachers who have been closely Involved in developing
curriculum materials, it should be possible for them to share the evaluation
task Some of the techniques which could be used to collect data are listed
in Figure 3. The amount of evaluative data collected depends upon the
importance attached to the new curriculum materials It would be invaluable
for colleagues to be insoived in observing and rating each other on their actual
use of the new curriculum materials. It is assumed that colleague ratings
would be accepted by all members of tie development group but this might
not always be the case Not all colleagues might be willing to sub.nit
themselve. cbservations and ratings by their fellow teachers, and in such
situations, more reliance would need to he placed on self-reports

Self-reports can take various forms (see Figure 3) A teacher can collect
his or her own observational data by the use ofaudio taping and t ideo-taping

procedires A teacher can keep a diary of major happenings hic h °et urred
in the Implementation of particular lessons

Data on student achievements and levels can be collected by cad.
individual teacher or by (ollaes II the purpose of the evaluations is to
gauge student interest in the use of nc w curriculum materials, then checklists,

181

14
s



attitude scales and questionnaires might be used 1 t natnelv. If performance
standards are required then it would be more appropriate to use 9hiechie tests
and essay tests

Figure 3. Techniques Available to Evaluate the
classroom Implementation of Curriculum Materials.

College intolsement Checklists
Rating scales
Anecdotal reports
Obsen anon categon s' sterns
Inter. less s
Questionnaires

Self eta/flat:on Chet klists
Dian entries
Questionnaires

Student et aluation Checklists
Rating scales
Interest imentorit s
Attitude males
Questionnaires
Obtective tests
Essay tests
Star dardised tests
Inters le%

If dem! s it aluatwn Obsen at ion kl,sts
Informal analssis of materials
OR
Anaksis using a publi !led inatcrials anak ,is
s(heme, t,1 example Piper (,')76), Eraut

Gap (MI)

The actual use of c urric ulum materials can undertaken by obserzation
checklists, and by sampling .tudents. workbooks [his might invoke a simple tally
of materials used or more detailed analyse. of hors students respond.d to
specific materials It would also be possible to combine data on actual use of
. 'au-flak w.th data obtained from a content analysis (such as a materials
JIalysis scheme, for example, Piper 1976)

Implementation of Externally Developed Curriculum Materials
"leachers at a school may choose to adopt (or are required to adopt)
curriculum materials which hale beet. oroduc cd bs external developers
These c urns ulum produc is tend to o quae substantial and might include
elaborate teat hers' handbooks, students' workbooks, audiovisual aids and
related charts There is a definite need for explanatory statements about how
these matenals might be used External authorities produc Int; these tryst, nals
often have a daunting task in disseminating information about them to
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teachers Explanatory notes can be Insufficient to coney the necessary
information. Workshops to familiarise teachers about a new set of materials
are a more successful approach but they are clearly more exix-nsi%e and
time-consuming.

17J a certain extent. the amount of &tailed communication depends upon
the intentions of the external developers If the curriculum materials are an
integral component of a syllabus or programme it is likely that the &yelpers
have very defrnte purposes in ilind and would want to establish specific levels
of implementation. This is often referred to as afidelzty of use perspective on
implementation. Curriculum materials which are tied to a syllabus and an
external examination, for example, would contain details on specific
objectives and content areas. An examination for students taking the course
w-Juld reveal to a large extent whether the materials were being implemented
effectively or not. In addition, teach -r effectiveness with the materials might
be surveyed by subject moderators and superintendents/ins', -ctors visiting
schools and observi',g lessons

Recent research approaches have produced some promising ways of
evallating teachers' degree of implementation of externally produced
packages, especially those which are highly structured and imply a high
fidelity of use Hail (1975) and researchers ha..e developed an ;nter. iew
instrument, entitled Levels of Use (LoU) which enables an external
interviewer to pinpoint the level at which a teacher is using a specific
curriculum. It is hypothesised that all teachers improve their levels of use with
practice over a period of time and that they will go through such levels as
'preparation' 'mechanical use' 'routine' 'refinement' 'integration' and
`renewal' An associated instumen:, called a Stage.. of Cuncern (SoC)
questiounaire, enables the interviewer to collect information about a teacher's
concerns in implementing a curriculum As with the LoU, it is hypothesised
that there is a cievelopmental progression whereby teachers' concerns develop
from 'personal' concerns to 'management' concerns to `student' concerns.
The information obtained from these ins' um-ents can be used for erranging
personali,ed inservice activities for teachers at their schools so that they can
achieve higher levels of implementation more rapidly.

The situation is more complicated for external developers who have
produced curriculum materials which are relatively unstructured and non-
pescriptive Some curriculum packages contain very few instruezams for use
and in fact the developers have deliberately refrained from prescribing
equenees or settings Some writers, for example. Berman and Me Lauf.,hlin
( -977), would argue that 'his app.oach is more realistic as teachers will

evitably make modific aeons to a c urric ulum pa( kage to suit their c la.ssroom
siaiat ion Mutual adaptation is the term frequently used to des( vibe c u rric ula
:Filch are modified for use and where the classroom environment is also

modified to enable them to be used For example. some part-units ir. a
package on 'Community Health' might be selected by a teacher and
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simplified for use in his/her class and the program for the year level is reduced
and rearranged so that the units can be included in a particular term or
semester.

Not unexpectedly, it is extremely difficult to evaluate curriculum materials
which have the potential to be implemented in many different ways No
standard criteria can be used, because each teaching situation will be
differer. A teacher might use some of the self-evaluation techniques listed
in Figure 3 as he/she would be aware of the specific orientation which was
to be taken with the curriculum materials. He/she could also select specific
tecl.mques to ascertain the achievements and attitudes of his/her students,
as indicated in Figure 3

Concluding Comments
Materials production can provide an ideal %chicle for teachers to acquire and
develop various professional skills associated with teaching. By being directly
involved in producing specific kits or packages. individual teachers, or
prefer ably small groups of teachers, can experience all the uncertainties of
cuinculum developers They have to weigh up alternatives and come up with
justifications for their final decisions. To produce actual curriculum materials
requires creative efforts and organisational zeal

The activities associated with implementation are also worthwhile
experiences for teachers, especially if they are the outcome of materials they
have produced themselves. The planning necessary to ensure successful
implementation of curriculum materials requires sound public relations skills
with other staff, scheduling skills and a willingness to carefully monitor and
evaluate activities from inception to conclusion

Refertuces
Berman, P and McLaughlir, MW (1977)Federal pmgrams supporting educational change,

tblume VII Factors affertint implementation and continuation Prepared for the US
Office of Education. Department of Health Education and Welfare Rand
Corporation, Santa Monica

Cohen, I) and Harrison. M (1982) Curriculum action poi& A Report of cur-iculum
deawl-making in secondary sch,,als Nlat .arse Unisersity, Sydney

Eraut. M . Goad. L and Smith. G (1975) The Analysts of Curriculum Materials
liniversit of Sussex. Brighton

Gall, M I) (1981) Hand/ (j Etaluatin and Seleain Curriculum Materials Allvn and
Bacon, Boston

Gough. N (198.1) Cu rriculum rkselnpment and teat her des elopment in a materials
evaluation prole:-1 Curriculum Persprciiirl. 3 (1), 37-12

Hall, G E . Loutks, S F. Rutherford W I. and Ni %slow, 13W (1975) Lesels of Use
of the Innte. ior A framework for anal% ring information adoptimi inurnatof
leacher Education 26 (6), 52.6

Harrison, M (1481) Sr hool-based t urrkulum de( 'mon-making A personal
siv.point Curriculum hrspec 2 (I) 47-52

184

jh 7



Hoyle, E (1982) The Professionalrzation of Teachers A Pas ados British Journal of
Educational Studies, 30 (2), 161-71

Huberman, M. and Marsh, C J (1982) "ICsard an ccologs of knots ledge use in the
classroom Curriculum Perspectives. 2 (2), 35-48

Hyde, N The detelopment of a conceptual frameu orA for the analysis of participative non-
programmed curriculum decision-making Unpublished doctoral dissertation%furdoch
University, Perth

Marsh, C J (199..1) Teachers' knossledge and use of Social Studies and curriculum
materials in public elementary schools Journal of Educational Research 77 (4),
237-43

Marsh, CJ (1986) Curriculum An analytical introduction Ian Novak, Sydnes
Piper, K (1976) Evaluation in the social sciences AGPS, Canberra
Sabar, M and Shafriri, N (1980) The teacher as curriculum deseloper. A model

for in-service training of teachers in Israel inurral of Curriculum Studifs 12 (3),
207-17

Skilheck, M (1981) The role of es aluation in curriculum des elopment at the school
lesel In Russell, N et al Curriculum eialuation selec led rec lings CDC, Canberra,
13-22

Stenhousc, I. (1 975) A n intmduction to curriculum research and din eldpment Heinemann.

London
Walker, I) F (1971) A naturahstn model for c urn( m des c lopment School Ramie

80(1), 151-65

185



PROFESSIONAL DEVELOPMENT THROUGH
PARENT-TEACHER-COMMUNITY INTERACTION

David Pettit and Yve WiPich

1 he basic ratidnale fir parent participation in school the improvement of learning
outcomes for young people - frequently becomes frustrated by the prior concerns
of principals and teachers about the effects of participation upon theirpower
Tiachers acknowledge the need for greater skills in personal interaction but are not
satisfied by many existing professional development progiams
Thu paper examines the (filmy of an inclusive approach to parents in a jointly

planned professional development program, promoting shared ounership and
equality of esteem It describes the program and the extent to ve huh an inclusive
approach was realised

Introduction
This paper will use a case -study approach to examine issues, principles and
strategies for engaging teachers and administrators in professional
development with parents and community members A brief introduction
is followed L. a short review of what teachers' attitudes appear to be both
to interaction with parents and to professu,..al development programs
generally. The case study follows

For those parents whose own school experience was marred by trauma or
failure and for many others as well there is little reason to feel c onfident
about relating to their children's school Yet in the last decide there has e been
many initiatives taken by parent and teacher orgamsattor s, individuals, state
and federal governments and commissions that have espoused a much closer
partnership between parents and teachers The advantage tithe partnership
are conveniently summarised in the Beazley Report in Western Australia
(1984) It sensibly acknowledges the present reahts that schools are dominated
by tea( hers and principals and calls for greater parent and ommunity
involvement and partie ;pinion in order to

enhance the education of children
enru h and broaden he w haul t urrit ohm;
make se hook more responsive to the interests and needs of people dies
set-% e

make w hook more .ut ountable, and
increase eommunits political support for s( hook

Similar views ere expressed in ment Comilumwealth, tonan, NSW and
ACT Reports (Si hook Commissioi. 1981, Ministerial Paper No 1, 1983.
Swan and Me Kinnon 1(134, Swink. 1983) The Reports have highlighted the
dilemmas of t hanging relationships the need for enabling null( r than
limiting strut tures, the need to debate 'who owns th urruulum. and
attendant issues of power in and mei- st hoohng
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Starting Points for Professional Development Strategies
To say that power lies within the professional camp is not to say that all
teachers are hostile to sharing that power. Some may be. Many others have
an inclusive view of their role which acknowledges the significance of the
context and the role of tnose outside the school Some teachers views are
not yet developed To be effective professional development programs neeJ
to take account of what influences teachers' attitudes.

During the mid-seventies the British Schools Council carried out research
into the nature and strength of influences and constraints that teachers saw
acting upon firstly their schools and secondly their classrooms (Taylor et al
1974) The British research instrument, a questionnaire. was adapted byone
of the authors in consultation with Victorian teachers Those parts relating
to professional development in the area of home school interaction were
extracted and are summarised below

Teachers were asked to assess the degree of influence certain persons or
organisations. had upon what was taught in their schools and in their
classrooms A Likert scale was used to rate influence, as

1. no influence at all
2 only a little influence
3. a definite influence
4 a strong influence, and
5. a very strong influence

Teachers were also asked about contraints on their teaching This was a yes/no
answer with no weighting and the number of those indicating constraints
were expressed as a percentage of the school staff responding to the
questionnaire One hundred and ninety-four teachers from sixteen Victorian
schools responded. Nine were state primary schools, three catholic primaries,
an independent primary and an independent secondary School sizes varied
(from 8 to 45 teache.-s on staff) as did the percentage respo:se rate. The best
teacher re sponse rate (100%) was in the smaller state and catholic schools
and the worst in a large state primary (30(7) and a secondary independent
school (45%) The schools that form the sample arc those in which a group
of teachers engagAl in upgrading their teaching qualifications taught as sue h
they are a 'random' sample of upgrading teachers and their schools A very
brief description of the schools is given in Appendix B.

Responses are grouped to indicate the strength of influence from within
and outside the school, the %righting of constraints from -inside the school
and teac ht (s' attitude to the need for professional development in general.
not spec ificall). in regard to home -st hooi interaction Within school influeil, c
consist of students and tea( hers in both tea( hing and adininistratiNe roles
Outside school int hides la. and educational influences experienml lot AN
and the influence of national and state organ' .ations
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Within school influences Within school influences on what is taught re
generally the strongest. In the classroom, teachers and students are, not
surprisingly, definite to strong influences and are influenced by colleagues.
In the school in general decisions are more broadly influenced by principals,
deputy principals and peers both formally and informally. Within school
influences are, with very few exceptions the strongest felt on the classroom
and, to a slightly lesser extent, on the school

The research invited teachers to state whether they felt capable of
reciprocating influences in the school, that is responding to colleagues and
others and having their concerns responded to even if the eventual outcome
might not exactly meet their wishes

Using two-thirds or more of staff feeling able to reciprocate influence as
a cut-off point, 100% of schools indicated an ability to influence their
colleagues, in 94% of schools teachers could reciprocate with informal teacher
groups, in three-quarters of the schools teachers could reciprocate the
influence of students and staff meetings, in 69% of schools the principal's
influence could be reciprocated 56% the deputy principal (see Table 1

Appendix A)
Local influences and constraints lay Parents are generally seen as an influence

on what is taught but in most schools the influence of the School Council
is greater (see Table 2 Appendix A) In many schools, the home environment
is seen as a constraint on teachers achieving diem aims as are the attitudes
and abilities of chilcFer. which are, in many teachers' eyes, the result of
communal and family attitudes and backgrounds kTable 2)

There is a strong correlation between the data for the three disadvantaged
schools (A, E, N) where parent influence generally is low and the home
background and children's attitudes and abilities constitutes a constraint to
a majority of teachers

The influence of councils in state schools (on which teachers sit) is an
interesting phenomenon that indicates that the Beazley Report's
preoccupation with this issue was not misplaced

Local influences and constraints education Ir, no school was there any 'definite'
local educational influences at work 1 he f .dings are interesting for
professional development They indicate that local CAEs. universities.
teachers' centres, regional consultants and seaior education officers have little
perceived influence on what happens in schools or classrooms

The infuence of nationnl and state organisations. The further from tht school,
the more linntet1 outside influences are perceived as being Only die State
Mint,ter of Elm anon (largely through Ministerial Papers and Reports) and
the Schools Commission (through. Reports and funding) had more than a

influent .
In summary, ability to influence lies close to the school, either directly

c.ithio it and with «.u., :Is (in state schools) and/or parents
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Do teachers feel the need for profe.sstonal development' Only a minority of teachers
consider their level of competence and their professional training as
constraints upon achieving their teaching aims: the constraints originate
primarily outside schools (see above). The availability of in-senace courses
is not a major constraint for a majority nor is getting time of except in the
dependent schools where concern about teachers' workload was
commonplace (Table 3 Appendix A).

The teachers' attitudes to teacher development programs recorded above
are supported by other Victorian research

As part of an extensive series of survey of the in-service requirements of
Victorian primary and post primary schools, Moore (1983) surveyed schools
in the Tullamarine (metropolitan, northern) region. These results highlight
two aspects of teachers' attitudes to professional development which are
particularly pertinent to the present discussion They are:

1 Teachers are becoming increasingly concerned with the human inter-
action and the social facets of their position as teachers Although the
basic curriculum areas were still well represented in the priorities for
in-service provided by these teachers post primary teachers listed
'Relations with Parents and Community', as their seventh priority from
a group of over 100 topics. In addition, both primary and post primary
teachers listed 'Human Relations and Communication' as their 13th
priority.

2 There is a relatively low 'mpact attributed to professional development
programs Teachers felt that they were not consulted on the provision
of professional development courses The lack of opportunity to
contribute resulted in a view that those responsible for this area were
not responsive to the group that they served

The first point can be seen to reflect teachers' response to the many changes
which are currently taking place in the education system In many areas,
the role of the school is being re-examined and re-defined.

The guidelines for education are being changed both formally, as in the
case of the Victorian ministerial papers, and informally as a response to social
changes and commt linty perceptions of the function of schools Such changes
are part K ularly obvious in the area of parent-teacher-student interaction and
the involvement of parents and students in the decision-making process in
sc hools

Essential Principles for Professional Development Programs
Beazley acknowledged the Australian reality that in most cases power hes
in the professional camp, be it that of the bureau( racy, the prmc 'pal or the
teachers In their interactions with schools, parents and the commurity
generally perceive themselves as having little power TO clarify the power
debate it is probably more helpful to talk not of interaction but nvolvement
and participation, reserving interaction to des( ribc the totality of relationships
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between schools and the community. In Involvement one group acknowledges
the right of another group to a role in a process but reserves to itself the
definition of the nature and extent of the role. In participation all those with
a vested interest are considered to have the right to an action role in decision-
making over a range of Issues.

Professional development should address strategies for achieving
participation for leasons that are developed later

This paper argues that certain principles should direct the nature of day-
to-day interaction between the school and the community and that those
principles should also direct professional development.

In schools it is not rare to hear the phrase 'let's get our act together before
we discuss it with group x' In effect this means let us use our knowledge
to define the Issues, the terms of the debate and develop a strong position
In these circumstances group x is at best to be Involved or consulted in a
process. Its reaction may be pleasure, 'we've never been consulted before',
puzzlement, 'why would they want us to give an opinion', Irrelevance, `les
got nothing to do with us', or Tye got no opinion on that', or anger 'it's a
setup; we're being conned to agree to what they want'

For these reasons the principles guiding intera' .on should be participative
The first principle is one of joint development of school-community agendas
no that issues are not seen to serve the interests of a particular group The
second principle that follows from this is ownership that the plans and actions
belong to all the groups with a vested Interest who are accountable for them.
The third principle is of equality, that people coming to decision-making are
considered equal in their ability to contribute to the debate In many ways
the third principle is the most difficult to substantiate in practice for reasons
developed below

There are three factors which largely decide whether the principles can
be achieved. Firstly whether those in the interaction are equally well Informed
on the issues, secondly whether they have equal access to agenda creation
and third their feelings of personal effectiveness as they approach and are
engaged in the debate.

Case Study of Professional Developmert
Through Parent-Teacher Interaction
A professional development course conducted by one author in Victoria will
be used to illustrate the practical implementation of the principles outlined
above The course was titled `The Development of Parent Teacher Interaction
in Schools' and was organised as part of the state-wide provision of
professional development to all government and registered sc hools funded
by the Victorian In- service Education Committee (VISEC) The findings,
like the principles outlined above, ale applicable not simply to a course
organised on this basis but to almost all other formats Fifteen schools
participated in this course whit h was held in two phases The first phase
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consisted of eight consecutive Wednesdays and was followed by a break of
one month to allow the participant schools to implement the action plans
developed during this phase. The second phase consisted of ..wo further
Wednesdays and was provided to allow for follow-up input based on the
experiences encountered by the participants in their implementation of school
programs.

This course has been chosen as an example for two reasons. Firstly as it
was designed to directly examine and improve parent-teacher interaction in
schools, and secondly, as the major objective of the course was to assist schools
in planning and implementing school based programs, It also provides
examples of how the principles cited above were used by the participants at
a school le ;el.

The initial concern in planning this course was that both parents and
teachers from participant schools would be present so that together they could
be directly involved in the learning and the discussion.

Consequently participants for the --nurse were selected on the basis of at
least one teacher/principal and one parent member being included in each
school team. This also enscred that parents and teachers were involved jointly
in the plan ling of school based programs at each of the schools.

Having established that both parents and teachers would participate in
the Interaction, it was then necessary to develop a structure which would
promote a climate of equality among all people involved in this interaction.
To illustrate this structure details are provided of the four sessions which
comprised the first day of this course The first step towards achieving
equality was to ensure that all the participants had access to the knowledge
which was relevant to shared learning and understanding. Consequently the
first session was devoted to an outline of current government policy on parent-
teacher interaction This session also included a discussion of the terminology
v,hich is currently used in this area. This latter point is particularly Important
as educators often use professional jargon and abbreviations with which
parents are unfamiliar. As a result parents can feel confused, Inadequate and
generally alienated from the proceedings

The second session of the inservice also addressed the issue of knowledge
However, this time the focus was on the school. A 'school analysis' was
undertaken in which all participants completed checklists designed to
ascertain what was known about the decision making process and policies
of their school The participants also completed questions directed at their
general perceptions and feelings about their school

These activities were followed by the school team sharing any information
which had not been available to one another previously Following this,
groups consis.ng of two schools compared their results and discussed the
outcomes of their questionnaires Two scnools were included in each group
so that both the parent and the teacher from each school would have a person
in a similar position to compare their experiences with. The results of this
session also provided the basis for the first task for each school This task was
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to obtain any information about the school which the team had been unable

to provide. In addition it was suggested that the teams could extend this
exercise with the rest of the staff -school community in their schools.

The next session in the in-service was devoted to the participants'
perceptions of their role in the course and to their expectations and criteria

for success. The participants discussed and recorded their expectations, their

purpose in attending, what they hoped to achieve, how they would judge

whether they had achieved their goal, and what they felt that they had to

contribute to make the interaction successful. This activity emphasised the

role of the people in the group in determining the outcome of the in-service.

It also provided information on personal and school goals which were used

later in evaluating the course and in looking at changes in attitude or
expectations which had occurred dur'ng the course.

Providing these records of initial expectations is a valuable tool for

evaluation. It often raises issues which may be missed if evaluation is not

considered until after the conclusion of the interaction using criteria which
is either arbitrarily chosen, or useful only to the organiser. This is perhaps

best illustrated with reference to the current example. The cnteria for success

which were given by the participants in this Initial session were very similar
throughout the group. The major focus was on achieving practical change

in schools.
However at the conclusion of the course the reasons given by participants

as to why they felt that the course was successful had a different emphasis,

z e. that they had developed personally. Although most participants also
mentioned the practical developments in their schools, the overriding criteria

in the final evaluation was personal development.
The comparison and discussion of these goals led to a parallel expansion

of the participants' guidelines for the in-services being planned for other staff

or parents in their schools.
In the fourth session an outline of the proposed format of the course was

presented with an opportunity for participants to indicate additional areas

they would like to see included and any changes in sequencewhich may have

made the format more useful to them. This session further highlighted the
participants"ownership' of the course by enabling them to contribute to the

program on the basis of their own needs for assistance in particular areas.
The second section of the course was devoted to setting goals and

developing action plans for each participating school. Consensus and priority

setting activities were used to ensure that all members of the team
participated in the planning. In addition, the provision of structured formats

for reaching team decisions gave the participants practical experience of
decision-making models to use in their schools This provided a valuable

experience.
In the third section of the course people from several schools which had

already implemented innovative programs in this area were invited to come

to the course and share their experiences Prior to this session each of the
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visiting schools was asked to provide some written information on their
programs. This was given to the participants before the session to familiar ise
them with all the programs and allow each participant school to choose from
among the visiting schools those which would be most relevant to their own
school experience.

The next five sessions of the in-service were concentrated on two major
areas. The first was the on-going feedback and discussion ofthe programs
which each school developed. Throughout these five weeks sessions were
included which allowed each school to discuss its planning and to draw on
the whole group for support, and practical assistance. The second area was
the provision of sessions on several of the personal and practical skills
associated with parent-teacher interaction, parent participation in decision
making and school change. Topics for these sessions included: effective
,..;;;-nrnimication, conflict resolution, assertiveness, running meetings,
information transfer, time management, involving the uninvolved,
empowering people to act in schools, change strategies and moving from
individual to joint concerns. In addition, the formal avenues for parent-
teacher interaction in school (such as parent-teacher interviews, Information
nights, school council meetings) were examined in turn, and guicldines ft),
evaluating their present effectiveness in schoolsand for parents and teachers
to gain maximum benefit from these avenues were developed.

The format for each of these sessions was varied to prevent monotony in
the process, and to expose the participantsto a range of models for working
in groups which they covid then apply to situations within their own schools.
However, there were several common features in these sessions which
reflected the principles for effective group interaction and adult learning. For
example, most sessions included practical small group or individual activities,
larger group feedback and some input from the people running the activity
who had expertise in the area. This general structure was a product of the
organiser's view that for participants to receive maximum gain from a session
there should be a combination of external input and guidance plus utilisation
of the knowledge and skills within the grou It is not sufficient to present
participants with a series of tasks and to organise groups and information
sharing activities where the outcome is the sole result of the knowledge which
is already possessed by the group. It is equally unsatisfactory for the `expert'
to provide the only input in the form of `telling' people what to do.

The interaction of external and group input c n occur in several different
forms The group facilitator can draw on knowledge of the area to provide
a framework for discussion and activities which illustrates a new perspective
on the problem An example of this format in the in-service was the session
on conflict resolution The facilitator who conducted this activity outlined
the range of different styles of dealing with conflict Following this participants
used questionnaires and discussion to determine their own manner of dealing
with conflict. The session concluded with discussion on the suitability of these
styles in different situations and the practical strategies involved in adopting
alternate personal approaches to confh. t
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A second approach is for the facilitator to begin the session with an activity
in which participants examine the extent to which they can provide the
solution themselves and devise the areas where they require the facilitator's
assistance. In this latter instance the participants dets_rmine the major areas
for input by the facilitator. An example of this approach was the parent-
teacher interview session. In this activity participants were initially provided
with anonymous copies o: school reports. Parents and teachers exchanged
roles for this activity. Each report was accompanied by a short description
of the child according to the parent or teachers' perception. The group then
engaged in a 15 minute parent-teacher intervicw (or a similar format to that
used in many schools) After this activity the participants discussed their
reaction to this activity, listing both positive and negative points. They then
developed strategies for changing the interview situation which counteracted
the negative aspects of this traditional format In addidon they listed areas
where they required assistance from the facilitator to develop solutions.

Some Learnings from the Course
Ile professional development course demonstrated that it is most important
to consider carefully the sir:who-es which are used to encourage equality of
opportunity for group members to contribute to discussion and group tasks.

In new situations people frequently rely on the perceived status of group
members to govern their group interaction - regardless of whether these
`status' characteristics have any relevance to ability to perform the task. In
school groups there is normally a clear perception of a status hierarchy, with
principals enjoying the highest position, followed by teachers then lastly
parents (and children). Unless some framework is used to govern the initial
group reaction, these berceptions go.rn the opportunities for individuals
to contribute. Frameworks can be as simple as asking all group members to
provide one comment they hale to offer to a discussion on a topic and one
thing that they Nould like to learn more about The discussion can then
address these requirements and allow for all people to contribute their
information. There arc many variations on this simple framework, each

giving some order to a discussion to prevent some members who are used
to group deference dominating and others being unable to contribute Such
structures are wually only necessary for the initial sessions to break

eqablished patterns or prevent people adopting overly dominant or non-
involved positions which once established can remain throughout the
interaction.

When a broad ownership of a project is established from the beginning, It
is unlikely that the project will fade out If the problem or task is planned
directly in response to participants' needs, criteria for ongoing evaluation
are built into the program from the beginning Maintenance and evaluation
of the interaction can i.e seen as produc is of the planning and initiation rather
than separate issues Accordingly, in planning the in-serv:ce, the essential
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principles for equality in parent teacher interaction and for group owne ship
of the project were incorporated into the program from the planning stage
onward. Equality and ownership were addressed on the first day of the course.
It is far easier to continue in a direction which has been clarified from the
onset of an interaction than it is to introduce additional structures and
changes to an established interaction. This is one reason why many schools
find it very difficult to develop the area of parent-teacher interaction:
structures and processes are already in existence which govern the roles which
are adopted by parents and teachers respectively. Consequently, any
presentation of alternative frameworks for interaction (as in the case of
professional development), must clearly define the practical guidelines for
this alternative from the onset. In the absence of this structure, people will
draw on existing patterns of interaction.

The final issue concerns the instigation and involvement in teacher-parent
development courses. In the group review of school implementat' ni and
future planning there were evident differences between schools in the levels
of school involvement. In particular, there were differences betwctin schools
where teachers initiated this move. All teams felt that they had successfully
involved school staff and parents in reviewing, evaluating and planning
changes in the area for their schools. However, schools where teachers had
perceived this need and sought the course as an additional avenue to work
with parents in school, reported greater commitment from teachers and
parents than schools where parents had initiated this. This difference was
particularly evident where the initiative had come from many staff members.
It would appear from the participants' evaluations that there is still a
considerable amount of passive resistance toparent participation from groups
of teachers. If this was ....vident in schools where the principal and at least one
teacher had responded positively to participating in the in-service, it is
probably far more pronounced in many other schools.

The strategy which was used by the course teams within these schools was
to avoid antagonistic approaches by the agents of change. The teams were
responsive at all times to the concerns of teachers. This made it difficult for
hesitant staff groups to create defensive and non-productive communication.
Consequently while change was considerably slower in these schools, the
situation was continually progressing towards not only change, but also a
more satisfactory method of communication for all school groups.

Summary
The desirability of closer school-community relationships promoted over the
last decade for educational and political reasons had caused tensions in
schools and between schools and their communities.

It has required change in teacher attitudes. often accompanied by stress
and some role ambiguity. To become responsive to 'outside' expectations is
seen as the politicisation of teachers' perceived, if unreal, neutrality: in-service
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programs that promote ways of incorporating parent and community opinion
are seen as another form of undermining their status. Fortunately this view
is not, in its extreme form, widely held. But neither should the unease be
underestimated.

For parents, the trumpeted values of closer relat'ons is superficially
comforting. In practice the gulf between the rhetoric and the reality is large
particularly when the going gets rough and the desirability of particular
aspects of the school curriculum is brought into question. The ranks of the
teachers can close with militaristic impenetrability.

Yet the need for professional development - of teachers and parents
together - is acknowledged. In some states it is supported by special joint
in-service coordinators. Practices in many schools are encouraging and wise
in-service programs draw upon successful practice, carefully analysed.

The case study sought to describe important elements in in-service
programs. Those elements are set within certain principles which recognise
the personal and social, as well as the technical, factors of successful change
processes.

The principles ofjoint development, of ownership and of equality are difficult
to achieve in practice. It would not be an exaggeration to say they are new.r
achieved. But for all those involved in schools as principals, teachers, support
staff, parents and in some cases, students to be aware of their existence and
to analyse present practice in their light is essential in moving towards the
desired objective of more successful schooling.
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Appendix A
Table 1. Teachers' Perception of Where Power to
Influence the School and Classroom Lies

School Self

(

Pupils

A 3 2 (4 6) 3 7 (4 0)
B 2 5 ,4 2) 3 4 (3 7)
C 3 2 (4 2) 3 6 (3 4)
D 2 6 (3 8) 2 3 (2 7)
E 3 8 (3 6) 3 6 (3 7)
F 2 6 (4 8) 3 1 (4 1)

G 2 6 (3 6) 3 1 (3 4)
H 3 1 (4 4) 3 7 (3 d)
I 3 0 (4 0) 3 4 (3 4)

2 5 (4 3) 2 9 (3 3)
K 3 0 (4 8) 3 2 (3 7)

2 8 (4 5) 3 4 (3 9)
M 3 0 (4 8) 3 5 (4 3)
N 2 8 (4 2) 3 1 (3 5)
0 3 0 (4 2) 3 2 (3 7)
P 3 0 (4 1) 3 0 (3 0)

As( r 2 9 (4 3) 3 3 (i 6)

Retiprot nv 755
S(' hools 12/16

) Influence on classroom

Colleagues Informal Formal Deput%
in groups stall Principal Principal

school of staff meeting

4

3

3

2

3

4

3

4

4

3

4

3

4

4

4

4

3
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2 (3 7) 4 0 (3 7) 3 3 (2 9) 3 7 (3 7) 4 2 (4 2)
7 (3 5) 3 7 (3 6) 6 (3 4) 4 4 (3 3) 2 0 (1 6)
6 (3 2) 3 0 (2 6) 3 0 (2 8) 4 2 (3 8) 3 1 (2 1)

6 (3 1) 2 1 (2 I) 2 9 (2 1) 3 7 (3 0) 3 3 (2 6)
4 (2 5) 2 8 (2 6) 3 4 (2 6) 3 4 (2 8) 2 8 (2 6)
0 (3 4) 2 7 (2 7) 3 5 (3 1) 3 9 (3 1) 3 1 (2 3)
2 (3 5) 2 3 (3 0) 2 7 (2 7) 3 2 (3 0) 2 8 (2 5)
0 (3 6) 2 8 (2 6) 4 0 (3 2) 4 2 (3 4) 2 8 (2 4)
3 (4 I) 3 3 (3 3) 3 7 (3 7) 4 6 (4 4) 3 0 (3 0)
8 (3 0) 2 8 (2 8) 3 5 (2 5) 3 6 (2 6) 2 6 (2 2)
2 (3 2) 2 7 (2 7) 4 1 (3 4) 3 8 (2 0) 3 8 (2.7)
6 (.7 3) 3 1 (3 1) 3 5 (3 3) 3 9 (3 5) 3 1 (2 7)
() (3 5) 3 3 (3 5) 3 0 (2 5) 3 0 (2 0) 3 6 (3 0)
0 (3 5) 2 6 (3 0) 3 1 (3 I) 2 8 (2 0) 3 4 (3 0)
3 (3 8) 2 7 (2 7) 3 4 (3 0) 4 5 (4 0) 2 1 (1 9)
1 (3 7) 3 3 (3 0) 3 4 (3 I) 2 4 (2 1) 2 0 (2 0)
8 (3

100%

4) 3 0(2
945

9) i 4 (2 0)

757,

3 (3

69%

0) 3

16/16 15/16 12/16 11/16



Table 2.
Influence and Constraint of the Parents and Students

( i Influence on classroom

School Influer.ce of
Constraint (64 of teachers) of

home environment and children
1--

Home Child's Child'sParents School
council environment attitudes abilities

A 1 9 (1 7) 3 2 100 94 81
B 3 0 (3 0) 3 1 25 16 33
C 3 3 (3 0) 35 14 28
D 2 8 (2 6) 3 6 (2 6) 9 35 27
E 1 8 (1 7) 2 8 89 50 50
F 2 5 (1 9) 2 9 47 40 20
G 3 7 (3 2) 2 6 (2 7) 44 -
H 3 3 (3 4) 75 50 58
I 3 8 (3 4) 3 4 (3 1) 14 14 14

J 3 0 (2 4) 3 1 60 33 33
K 3 5 (2 5) 37 30 30 20
L 2 5 (2 6) 2 9 (2 5) 69 50 63
M 2 5 (2 6) 2 9 (2 5) 40 80 50
N 3 1 (2 5) 3 1 (2 5) 87 62 25
0 2 6 (2 1) 28 60 30 20
P 2 1 (2 0) 3 0 (3 0) 30 20 30

Aver 2 8 (2 2)
Reciprocity 75% 31%
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Table 3.
Teacher and Professional Development -
Constraints ( % of teachers)

School
Teacher level
of competence

Level of professional
training of teachers

Provision 0*
in-service

Time off to
attend courses

A 6 25 25 31
B 8 16 16
C 7 - 29 14
D 18 27 36
E 17 6 22 22
F 13 7 40 13
G 22 11 11 44
H 25 - 8 8
I - - - 14

J 25 - 14
K 10 10 40 40
L 50 13 38 31
M 10 20 50 60
N 12 25 50 50
0 20 10 30 60
P 10 10 20 30

Aver 16% 11% 26% 31%

Appendix B
Description of Schools in Sample
School A a small state primary school in northern Housing Commission suburb on

Supplementari Grants (Disadvantaged School) Funding
School B a medium size state pnmary s.hool in lower middle class new outer suburban

area developed in sixties and early seventies
School C a medium size Catholic primary school in established suburb
School D an independent secondary school in outer eastern metropolitan growth area

recently transferred from inner suburban location
School E a larger state pnmary school in northern inner suburb with stable working class

population in receipt of Supplementary Grants funding
School F - larger primary state school in eastern metropolitan middle class suburb
School C a medium size independent primary school in eastern metropolitan ara
School H medium size Catholic primary school in newer south-eastern suburb
School / small Catholic primary school on the south coast near Geelong
School] medium size state primary in inner suburb
School K medium size state prima. y school in established eastern suburb quite close to the

city
School L fairly large outer suburban state primary school
School M n.edium size state primary in affluent eastern suburb
School N small inner suburban state primary with Housing Commission population

receiving Supplementary Grants funding
School 0 medium size state primary school in outer eastern suburb
School P medium size state primary school in well established eastern suburb
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ACTION RESEARCH AND
PROFESSIONAL DEVELOPMENT

David H. Tripp

This paper begins with a brief explanation of the action research spiral in terms

of its four moments (plan, act, data, analysis), and with theory and practice and
the notion 'strategic action' An example of a typical action research project and

four kinds of action research (technical, practical, critical and emancipatory) are
outlined in terms of five basic variables or characteristics (direction, participation,
practices, consciousness and values, and constraints)
The second half of the paper explores three currently major issues in action research

as teacher development, namely, different kinds of action rc,earch projects,
facilitation and the role of journals Li the development of critical consciousness
and action research projects
The paper concludes with some examples of the way in which action research can

be initiated through the analysis of critical incidents recorded in teachers' professional

journals

Action Research: Basic Concepts
Educational action esearch is a term used to describe a family of activities in
curriculum development, professional development, school improvement
programs, and systems planning and policy de elopmem These activities have
in common the identifica.lon of strategies of planned action which are
implemented, and then systematically submitted to observation, reflection and
change. Participants in the action being considered are intricately involved with
all of these activities

This was how the ERDC sponsored National Invitation Conference on
Action Research, held at Deakin University in May 1981, communally
defined action research. Although action research is generally seen to have
originated with the work of Kurt Lewin (1946, 1947) Lewin was probably
doing no more than applying and systematising a fairly widely applied and
traditional form of human behaviour. In that sense, Lewin's contnbution was
not sc much the outright `invention' of action research, but developing it to
a point where he could demonstrate that it could be employed in a way which
would not have been possible were it not brought to the level of public
consciousness and hence come to be seen as an important means of social
and professional development.

Action research consists of a repeated or cycle or spiral of four basic phases:
plan, act, fact-find, analyse These phases are now generally called `moments'
because they are less like stages than they are turning points in a cycl
Because action research is an ongoing strategy, tne cycle is repeated:
reformulated plan, revised action, more fact-finding, re-an sis. Thus the
sequence is better termed a spiral to suggest open-ended movement, rather
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than a cycle which suggests a closed system. The moments move between
discourse about what happened or is about to happen, and action in and on
the material world. The spiral generally begins with a reconnaissance
(Lewin's 1946 term) in which a general view of the field and its characteristics
is obtained prior to the planning moment The planning moment is the
prospective part of the cycle, which leads to the two present moments (action and
fact-finding or monitoring of 'he action) which leads into the retrospective
moment of analysis and evaluation of the action and data.

This temporal dimension is imp.lrtant, for a key characteristic of
consciousness is that it both spans r :se differences in time, and thus
distinguishes the action researcl .n the casual plan, act, sense and
re-plan by which we operate all wAing lives (Boomer 1981). The
importance is that action reseaidt is clriscious and deliberate, a characteristic
which leads to `stiategic action'. As Grundy and Kemmis (1981a) put it
`human action, as opposed to mere behaviour, is a "probe" into an unknown
future. Strategic action is constructed'. Strategic action involves logical analysis
in contrast to action which is a result of habit, intuition, or mere whim. It
also involves a sense of understanding the circumstances in which the action
is to occur, as well as what is to be acted upon and how, and the relationships
that hold between circumstances, context, intent and action. Strategic action
involves discourse not mert.:y of principles, but about the practical judgement
of practitioner which is bounded in terms of action by the particular instance.
These, together with a critical self-awareness of the practitioner's values, give
rise to deliberation, which produces 'a kind of personal knowledge which
manifests itself in wise judgement' (GrurAy al I Kemmis 1981a)

Some Different Kinds of Action Research Project
Exactly what constitutes action res ..arch has become a prominent issue in
the 1980s because so much has happened in the social sciences since Lewin
onginally began co develop the characteristics of action research immediately
after the Second World War. Thus Lewin's original formulation has
necessarily changed considerably and justifiably in the light of the contribu-
tions from sociology such as those of Berger and Luckman (1976), Habermas
(1974), Bourdieu (1977), Giroux (1983) and Apple (1982). Not only was action
research stbverted into a poor form of positivistic research in the late 1950s,
but quite distinct variations have emerged in the work of John Elliott and
Clem Adleman at the universities of East Anglia and Reading; Stephen
Kemmis and others at Deakin University, Garth Boomer and others in South
Australia and at the Curriculum Development Centre in Canberra; Shirley
Grundy at the University of New England and myself at Murdoch
University.

It needs to be made dear, however, that although definitions of action
research are necessary to maintain its integrity, all defining statements about
action research are essentially stipulative For instance, although statements
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such as 'action research is research into one's own practice' (Carr and
Kemmis 1983, 173) are generally agreed upon, there is, unfortunately,
nothing about the sequence of moments such as which necessarily means
that it can only be used by practitioners about their own practice. As
philosophers have often said, and botchers have more frequently demon-
strated, there is nothing about a chisel which necessarily means that it cannot
be used as a screwdriver. So one should neither pretend that because a chisel
is being used, chiselling must therefore be occurring, nor that when the spiral
is being used it is necessarily action research which is therefore taking place.
The problem is that whereas it is very clear just how the chisel is being used,
it is not always very clear how the action research spiral is being used, so that
is a matter which needs further understanding in terms of just how much
of what kind of involvement of the participants is necessary to make use of
the spiral constitute action research.

The very commensibility and naturalness of the spiral of moments leads
some people to dismiss action research as a legitimate research strategy,
seeing it merely as something done by any practitioner all the time, and
totally lacking the necessarily artificial development that characterises
scientific research. This common misconception about action research,
however, ignores both th,t way in which traditional research strategies are
located within the spiral in action research, and the notion of action research.
First, strategic action involves a heightened form of the ubiquitous natural
spiral. . . to do action research is to plan, act, observe, and reflect more
carefully, more systematically, and more rigorously than one does in everyday
life .' (Kemmis anc, McTaggart 1982)

For example, whilst I am writing this sentence, I am engaging in planning
a sequence of Ideas and choosing which words I am going to use to express
them As I write them I am acting according to the plan, and monitonng them
constantly by reading what 1 have just written in order to analyse and evaluate
the writing The changes I make to the first draft then constitute the next
cycle of the spiral, re-plan, act, monitor, analyse and so on But though I am
going through the moments of the action research spiral, and I am conscious
of what I am doing, I am not actually doing action research The action is
not strategic in that I am not critically aware of either my purpose in writing
or the context within which I am acting; neither am I consciously and
deliberately employing the spiral; nor is the spiral heightened in any way by,
for instance, the use of some recognisably scientific research strategies to
monitor and analyse my action

But whilst it is necessary to clarify the ways in which action research is
different from natural practice, there is a danger that in so doing we overly
dichotomise the two, thus ignoring the similarities of and connections
between the unconscious and strategic uses of the spiral Boomer (1981) for
Instance, convincingly puts a case for a more open definition with more in
common between the way we think, act and learn, and the strategic
action research spiral
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Part of the problem is that the common representation of the action
research spiral is theoretical, and hence general and idealised. It does not
adequately allow for the inevitably more complex nature of the cycle as it
actually proceeds in practice in a particular instance. One of the
complications concealed by a simple account of the action research spiral is
the fact that the different moments art, not discreet: they not only overlap,
but they also contain aspects of all the other moments within themselves.
Consider the moment of 'action' for instance. As in the example of writing,
how does one act without continually collecting data on one's performance
(`monitoring'), reflecting upon the feedback one receives (`analysis') and
thinking ahead about one's next action ('re- planning')? Clearly the same is
true of the other phases: one cannot plan without referring to data, thinking
about it and acting upon the plan, so the planning activity is itself a form
of 'strategic action' fulfilling Grundy and Kemmis's (1981) criteria. One could
term these spirals within the macrospiral 'epispirals'.

It is thus a more accurate rendering of the cycle to portray it thus:

CONSCIOUSNESS _ _ _ UNCONSCIOUSNESS

Macrocycle Epicycles

ANALYSE PLAN

DATA ACT

STRATEGIC
ACTION

I

A 1 P

D A
1 D

etc

UNEXAMINED
HABIT VALUES

(WELTANSCHAUUNG)

This makes obvious the combination of the different processes, and it shows
how the moments are more emphases then phases or discreet categories, and
are distinguished more by the nature of their outcomes than by the nature
of their processes. What we have, therefore, is an acti--. research spiral of
moments for each moment of the action research spiral.

Whilst such micro-analysis may at first seem to be mere academic hair-
splitting, it does help to clarify the important issues of theory and practice
in action research. For if each of the moments of the action research spiral
actually consist of another spiral of moments, then it would seem .o follow
that the nature of the spirals within each moment of the spiral is different
from the spirals of the spirals of the spiral . . and sc on. One ol the ways
in which they differ is in terms of a move from the conscious toward the
unconscious. This is important, because the further one moves from the
conscious, the further one moves from strategic action Althc ugh action
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research as such need not be limited to action upon the physical world in that
one may also act upon ideas (as we do when we practice planning or
theorising), yet that move is away from action of the mind on the material
world towards action of the mind in the mental world, a kind of recursiveness
of which we lose track and conscious control at perhaps the second or third
remove, thus ceasing to act strategically.

With regard to the macrospiral, it is apps tent that even as it is represented
in the simple account, there is a movement between action in the realm of
practice and action in the realm of theory. Grundy and Kemmis (1981),
Kemmis and McTaggart (1982) and other show this as moves between
discourse amongst participants and practice :n the serial context, but one
can also characterise it as an oscillation between two realms of action, theory
and practice. The way in which theory and practice relate to each other in
that oscillation is explicated by the epispirals.

If one continues with the simple account of the spiral and the idea of
emphasis rather than category distinction with the moments, one can see
that it is also an emphasis rather than a category distinction in the case of
theory and practice. In the moments of reflection and planning theory is
paramount, and in the moments of data creation and action, it is practice.
Pursuing that difference, it is apparent that the moments of the moments
of the spiral are more 'theoretical' than 'practical', and that the moments of
the moments of the moments of the spiral are similarly more theoretical than
the moments of the moments of the spiral. So these epispirals reveal a
regression from practice to theory, and show that the reason for ene close
affinity of practice for theory in action research is not only because of the
oscillation from one to the other, but is also, and perhaps more importantly,
because of the demand of strateg.c action for a conscioi:s control of practice
which reaches right into a consciousness of consc.ousness.

That probe into consciousness brackets both the public traditional theories
of education which have been learned in a professional education, and the
Weltanschauung theories that account for the way we construct our teaching
according to the way we are ourselves constructed Thus the value of the idea
of the macro- and epispirals of action research is that it enables us to account
for the way action research combines theory and practice showing them to
be degrees of action and understanding rather than dichotomised entities,
whilst allowing theory to be both within and without the individual teacher

The Action Research Project
So far as I know, there is nothing which cannot be action researched in
teaching But typically, projects are of a relatively short duration (4-20 weeks)
and set out to deal with practical proolems, such as discipline, enquiry
learning, extension, spelling, teaching heterogeneous classes and so on
(Grundy 1984). Although now nearl, ten years old, the Ford-T project
(Elliott, Adleman and others, reported Elliott 1976) is still an excellent
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example The general aim was for teachers to explore and generate
hypotheses about open teaching, in the course of which they addressed
problems of both methodology (such as triangulation) and the substance of
their lessons (such as how children understood the use of a timeline in social
studies). A more accessible typical example is one such as Creek's (1981) in
which she implemented a contract system.

In this research she began with a statement of the problem:
I am dissatisfied with my school's timetable. How can I reorganise the timetable
so that everyone's time is used more cfficiently with due consideration being given
to each child's individual requirements.) . .

She then considered the field of action: a rural one-teacher school, and her
current experiences and observations of children's work in the different
subjects. The next move was the first action stsep in which she produced a
trial contract form on the basis of children's responses and suggestions. On
implementation she found she needed longer than the one hour originally
allowed, and she found she needed to extend the contract to include more
tasks. This action was monitored by recording information in a diary, tape
recording three students' responses daily and taping a group discussion at
the end of the week. From this feedback emerged the fact that all children,
and especially the younger, were having trouble seeing what they had done,
so she produced an 'On Target' evaluation sheet for them to complete daily.
This step was then monitored and evaluated and further planning and action
taken, and so the spiral continued. We do not know where the project ended
because the published report was an Interim one, but it does give a very good
idea of the way in which a typical action research project progresses.

Four Form- of Action Research
The term 'action research' has always been disvalued by being used as a
catchall label for any kind of project where the emphasis upon an emerging
plan of action formatively driven by situation monitoring. As suggested
above, the notions of strategic action and proper use of formal research
strategies within the action research project, would render the term action
research inappropriate to many such projects. Yet boundaries are still difficult
to establish when two legitimately termed action research projects often seem
to have little in common. In an important paper, Grundy (1982) clarified
much ofthe difficulty surrounding the definition of an action research project,
by showing that a number of different forms can still exist within the kind
of criteria laid down. She suggested that there are at least four different forms
of action research, each i:.:ormed by a different disposition and informing
practice in quite different ways As that paper deals very thoroughly with
the disposition and kinds of judgements brought into play, I do not propose
to summarise them here, but merely to outline what I see as four essentially
different but closely related kinds of action research, with the proviso that
any one particular project is likely to move between one or more of these
forms during its life
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T he different forms of action research appear to be generated by five basic
bipolar variables:

prole( t
direction

project
participation

practices
developed

self

other

indiv 'dual

group

new

existing

participants' problemat ised
consciousness

and values unproblemansed

sq tiuaonal
constraints

accepted

modified

Most of these are very straightforward. The action research may be directed
by the particip-int(s) or by another, as occurs when for instance, a principal
uses classroom teachers to action research new ways of teaching spelling,
measuring, singing or whatever Direction tends to change during the life
of a project because although people may have begun by being fired by
someone else's idea (which need not come as a personal communication but
may be fotn.d in a book or at an in-service course) they will frequently develop
the project for themselves Similarly, when difficulties arise during a self-
directed project, teachers will often turn to others (such as advisors or the
books of others) for help Because direction actually comes in many different
guises, it is important for participants to be fully conscious of where it is
cowing from

In contrast to direction, participation is more simple being clearly solo or
group, and it also tends to remain static for the life of the project Lin portant
differences occur, however, if group is sufficiently large or powerful to
determine other fa( '-s such as project direction or situational constraints
With regard to practice as a variable, it is often difficult to tell whether a
change in practice is merely an improvement to an existing one, or an
altogether new one Take a new way of teaching spelling, for instance If the
old way was mainly through writing out corrections and learning class
yelling lists, but the new way is through correcting the text and making
per,onal spelling lists, is it an improved existing practice, or a new one? The
answer is, of course, that it doesn't much matter as such it matters only in
as much as the part;cipants need choose how to initiate action and how they
may best present it to others. Some kinds of action research tend to be
evolutionary, others revolutionary, but the diffiTerli e between the two is often
a matter of interest and y iewpoint

24 0,
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Consciousness and values are more revealing variables. By consciousness
I mean our world view, or Weltanschauung as the Gem- an philosophers have
it. In fact Weltanschauung is rather more than world view because it has
within it the notion of a theoretical system of ideas from which practical
consequences may be derived. It is usually applied to the way in which we
generalise and apply how we see the world in one aspect of our existence to
other parts, so a key but limited part of our system of ideas permeates the
whole of our perception and thought. For instance, Newton and Darwin built
up theoretical systems of a very specific nature for the limited areas of
mechanics and evolution respectively, but the ramifications of their ideas
transformed many other aspects of the way western humanity viewed itself
and its place in the universe. Whilst not inventing or articulating whole new
systems such as Newton or Darwin, we all have such a Weltanschauung
which may be said to constitt ze the assumptions and sets of rules upon and
by which we think and act. Our Weltanschauung is the theoretical structure
of the way we, as thinking social beings, are constructed, of the way in which
our dispositions are actually composed, and hence, of the way in which we
compose our teaching.

Values are a key factor in Weltanschauung in that the stance we adopt
towards the world reflects them If we like to see the world as being intelligibly
organised, we are unlikely to see any forms of chaos, confusion or contra-
diction as profitable states to exist in. Often values clash, and such clashes
are revealed in our language: 'They explored the topic with lively
engagement' to one teacher means 'They shouted at one another and
learning nothing' to another. Because all action involves choice, and choices
stem from values (articulated or not), it is a crucial difference if an action
research project is seen to (a) work within an existing and unproblematised
value system, or (b) work within an existing but problematised value system,
or (c) work on the values themselves How a teacher is working is clearly
revealed by the way they write about their action. For instance, one teacher
wrote the following:

Waste Whilst on duty I have noticed fairly frequently one girl r-Altinually putting
her food Into the ba. The child looks around to see if ari;one is watching and
if not, quickly pops the lunch into the bin The In-st few times the ,acident was
merlooked or ignored but it being constantly repeated is causing r re concern
The c hild is dearly being 'sneaky', so the problem is how to c u.,ect the whole
situation rather than lust make her de% ise more sneaky methods of lunch
dhposal

Action A lesson on the importance dna c are of food was gien in today's social
studies lesson Groups were set up to discuss amongst other things, wastage of
food The child m question was made a group leader to report group's findings
Her group's findings sounded scry «in% inc ing but must wait now for practical
outcome
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In sharp contrast, another wrote this:
My influence on reaction
I have noticed that fairly frequently during i V and radio broadcasts if something
out of the ordinary or 'tunny' or 'rude' comes up the kids will turn around and
look for my reaction before they continue with their own For example - recently there
was a program on 'Movement' which showed children doing rhythmic exercises
wearing fairly revealing body-stockings. The childrel, kind of gasped and then
I saw all the heads turn round in the dark to look at me to see whether I laughed
or was shocked or reacted in some other way. The first time it came on I made
a comment about how beautifully one could move in a suit like that and 'I wonder
how they would put them on' . The children watched silently and with interest
- giving suggestions about how they could put them on and saying how good
all the muscles looked through the costumes. The second time it came on (a week
later) the kids looked at me again and this time I looked shocked and commented
on how I didn't think this was very suitable for a children's program. The whole
of that particular session was greeted with giggles and 'rude' comments.
So how much do I influence their reactions and values? To what extent would these
hold in different situations with different teachers? How Important is It that I
keep my values the same from day to day - or would it be 'happier' for the kids
if I didn't force the same things on them from day to day as far as reactions and
values are concerned? How different is what they get in school from what they
are exposed to at home? Is this difference (if there is one) confusing to them?
But I will also carry this a bit further by telling them what I think they're doing.
On a future occasion after the session I will ask the kids questions to find out
whether their overt physical reactions actually match their mental reactions, or
perhaps whether they thought my judgements were fair.

For the first teacher only practice was problematised, not the values, so the
problem was merely how to act in terms of what would be the most efficient
way of achieving an outcome the value of which was never questioned. She
was working within her existing values. For the second teacher, her action
was seen to result from her values, and her values to influence her pupils'
values, so the problem was first a matter of the values, second of action The
first teacher's conscious question was: 'How will I achieve that?', the second
teacher's. 'What should I try to achieve?' This concentration upon how to
get something done, has been termed the 'practical problematic' (Tripp
1984).

Few teachers setting out in action research begin with the idea that they
will work on their values. But one characteristic of action research important
for teacher development is that most people find they problematise their
values as they consciously monitor and analyse their action, because they
begin to ask why they think or do what they are thinking or doing. Very few,
however, actually work on their values as such. It is more common to
recognise the values implicit in a particular practice, and change them from
expediency. Thus the teacher who wrote 'wastage' neerled to change the way
she thought about waste of school lunch only in as far as the change was
implicit in and necessary for her different action It did not lead her to decide
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to work systematically on the personal values she brought to her teaching
as such, merely upon the situation, when she could examine her values only
in that regard.

Constraints are the last and in some ways the most important variable,
if only because they are so often cited as the reason for not attempting certain
practices. Clearly constraints such as the views and habits of those in
authority over classroom teachers, class size, age of pupils, resources, parental
and community expectations, teacher experience and collegial attitudes are
all very real and are often taken to 13( utterly deterre:ning. The point is not,
however, that the action research will vary according to the nature, number
and severity of the constraints, but that is will vary according to how the
participants regard them, i.e as givens to be worked within, as givens to be
worked around, or as human constructs that may be changed. In any one
project different constraints will be treated differently, but the action research
becomes radical when change of a or some) constraint(s) become(s)
incorporated as a part or the whole of the action research.

Given these five variables it is possible to distinguish at least four forms
of action research. First is 'Technical' wF ich is characterised by 'workman-
ship'. Participants do what they are expected to do efficiently and well. They
are highly skilled professionals but they are essentially other-directed, and
theirs is to do, rather than to reason why. In contrast, 'Practical' action
research is self-directed, havingmore in common with craft or making than
merely doing. Craft involves as a prerequisite workmanship, but it also
requires an ability to be a self-starter, to design and improve, and perhaps
to invent. Essential to design, especially in a field of social action, is the idea
of the designer having a sense of what is right, both in principle and practice
Because practical action research is self-directed that sense of 'the good' must
come from the action researchers themselves; it cannot be absent, and if it
comes from outside it means that the action research is technical in that
respect or at that point.

Grundy (1983) does not distinguish 'critical' from 'emancipatory' action
research, but I think the distinction useful in an introductory paper of this
kind because it differentiates the form of consciousness from the manner of
action. 'Critical' I use in the sense of a social critique leading to radical
change. It is a view of society a being essentially unjust, and capable, through
purposeful human action, of becoming less unjust if not actually just. In this
view the need for action research is seen to be the result of existing practices
which have been generated by a particular world view, sets of values within
constraints which have been constructeu by certain interest groups principally
for the benefit of those groups. The difference between critical and
emancipatory action research in that scheme, is that whilst any and everyone
personally and individually can develop a critical consciousness and work
on the constraints of their condition, such action merely changes that
individual and their own circumstances To be emancipatory, action research
has to work towards changing the consciousness of and constraints for those
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other than the immediate participants in the action research, to do which
is an essentially political act. That kind of action research can only be a group
project. So, just as skilful workmanship is a prerequisite of craft, so a critical
consciousness is the prerequisite of emancipatory action research. Similarly,
as one can be directed by others in skilled workmanship, so one can be

directed by others in critical action research in that a socially critical
consciousness and radical action as such can be taught, and is in fact more
often taught than discovered for oneself. So rare, in fact, that Grundy (1984),
in a review of recent Australian action research projects, found only two she
unequivocally characterised as emancipatory. Furthermore, it seems to me
that whilst critical action research is an ongoing state of being, emancipatory
occurs only in particular and unusual circumstances when a critical mass
of participants are able to work together. Such groups tend to disperse as
teachers move and are promoted.

It is not the purpose of this paper to attempt to establish whether any one
kind of action research is best or even most useful to teachers in terms of their
professional development. That argument has been very successfully
addressed elsewhere by Grund) (1984), and the conclusion she comes to is
that it is the professional teacher who is critical of his/her own professionalism
who has developed furthest in terms of their professional development. For
that kind of action research state Grundy appropriately coined the term
`practique.

The following summary table outlines the distinguishing characteristics
of the four forms of action research discussed.

Four Kinds of Action Research

Technical Other-directed, individual or group, generally aimed at
(Workmanship) improving existing practices, but occasionally at developing

new ones, within existing consciousness and values with an
unproblematised view of constraints

Practical Self-directed, individual or group, aimed as much 3I
(Craft) developing new practices as at improving exi,ting ones, within

existing consciousness and values from which a sense of what
is 'right' is utilised to guide action, with an unproblematised
view of the constraints

Critical Selo- or other- led, individual or group, aimed at developing
(Radical) new practices, with a radical consciousness and problematised

values, towards changing the constraints

Emancipatory Self-leading group, aimed at developing new practices and/
(Politic al) or changing the constraints, with a shared radical conscious-

ness and problematised values.

Returning from the characteristics of action research to the characteristics
of the action research project, unsurprisingly, we find some subtle comple-
mentary difference: occur between the work of, for instance, Tripp and Carr
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and Kemmis. At the risk of over-simplification and exaggeration, it could
be said that their major emphasis is on the political nature of the enterprise,
as may be seen from the following definition:

Action research is a form of self-reflective inquiry undertaken by pa. ticipants
in social (includirg educational) situations in order to improve the rationality
and justice of (a) their own social or educational practices, (b) their understanding
of these practices, and (c) the situations in which the practices are carried out.
(Carr and Kemmis 1983, 152)

Such a definition is somewhat different from that of Lewin (1952) who, for
instance, had as a key component that action researchers should make a
contribution to social science at the same time as they made a contribution
to social change. In other words, there should be public learning from private
action and that is the emphasis of my approach. Some of the action research
I and my colleagues have done (cf. Tripp 1980; Walker 1983) has been as
much directed at outsiders learning things from teachers, as about teachers
doing things for themselves.

For instance, in one project we presented teachers with a problem I was
interested in, namely that in general children's out of school experience of
television was excluded from the formal school curriculum. After discussion
of the matter with the whole school staff, four teachers decided theywould
like to work on the problem. The way we then went about it was to help them
to examine their own practice, to decide how they would change it, and how
they would evaluate the changes. Once the project was underway, the role
of the outsider was to make a case study of each teacher and the whole project,
learning from the teachers how they construed the problem, why they wished
to make the changes that they did, and what the effects of those changeswere.
In other words, whilst an outsider initiated the project by creating a problem
for practitioners, as the project developed the practitioners gained an
understanding of their practice which fed back into their teaching, and the
outsider gained an understanding of the teachers' practice, which was fed
back to the research and teaching communities outside the field of the
research through publication (Hodge and Tripp 1986).

The original account of that project (Walker 1983) shows that the prejcct
tended to move from technical to practical action research, and for une
teacher at least, it had many of the characteristics ofa critical action research
project. The question is whether to regard the project as essentially a research
project, a component of which involved action research, or as an action
research project as such. Grundy (1984) opts for the former, I for the latter,
what is at issue again being what constitutes action research.

Such differences, however, need not be in opposition if they are seen to
be different emphases which lead via different routes to similar outcomes.
We would agree that the 'two essential aims of all action research activity:
to improve and involve' ar- the most fundamental, but we would perhaps
look for different developments of these processes. If improvement and
involvement lead to critical professional practice rather than mere single shot
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problem solving, then the two different but complimentary sequels will tend
to emphasise either political action or public knowledge. Although these
sometimes appear to be either/or options, they can never be separated,
though their potential conflict is that in our present society they are impractic-
able simultaneously as they demand different directions of effort. On the one
hand, the kind of emancipatory action research outlined by Carr and
Kemmis leads to an essentially private transformation of consciousness, the
public outcome of which is political action in the system in which thz action
research occurs, and thence to the wider social world. On the other hand that
same private transformation of consciousness can initially through the
academic world, lead to the public outcome of published contributions to
an understanding of that system and then to society as a whole.

For instance, suppose a teacher becomes aware that through critical action
research the asymmetrical power relationships inscribed in their assessment
procedures is I:* odering the development of their pupils' writing abilities, they
will tend either to politicise their colleagues into taking collaborative action
on changing the assessment procedures in the school and system. That action
will be largely assertive discourse aimed very directly at interpreting
information to people in certain roles and positions of power in their school
and system. Or they can set about documenting the nature of the issue and
the effect of changed action with regard to assessment, producing a
contribution to public understanding through contrib tions to the research
I; ter ature.

The distinction between the two kinds of action, however, is never a
dichotomised one, for as political action and argument requires an adequate
knowledge base, there will be further research on the nature and effects of
the assessment practices; and published research will inevitably come to the
attention of those in power who will eventually have to incorporate it in some
way into their policies and procedures.

The distinction is, therefore, a matter of who is being aimed at in what
ways and when. On the one hand the action research initiates action on the
public understanding of the practice which leads in time to political change.
It is primarily a matter of dominant constitutive knowledge interest. Whilst
thcre is no necessary methodological reason preventing both occurring
simultaneously, there is a strong cultural one. The myth of objective research
means that involvement in direct political action on the part of a researcher
renders their research suspect to the eyes of the academic community thus
neutralising the power of the research to effect public knowledge and political
action via that route. The problem for action researchers is, therefore, not
which kind of action research is the more 'pure' or 'better, but how each and
perhaps other kinds of action research may continue to be appropriately
developed and facilitated.
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Action Research: The Issues of Facilitation
Using action research as professional in-service educat,on raises the problem
of the relationship between the teacher-educator and the teachers concerned
As suggested in the section on different forms of action research, the way in
which the action research is directed, led, or facilitated, to a large extent
determines the nature of the action research. Generally the role of facilitator
is construed as someone who can make available resources such as time and
secretarial help, who can answer the action researcher's questions (or at least
offer them a range of possible answers) who will raise problems they have
not themselves perceived, act as a 'sounding board' for their idez ; and
problems, and also act as an intermediary with those above them in the
system.

There has, however, been some heated discussion amongst Australian
action researchers about the kind of balance which it isappropriate to achieve
between helping action researchers (and so perhaps lessening their autonomy
and independence) and withholding assistance (and so perhaps allowing
them to make known mistakes or re-invent the wheel). Clearly help can very
easily turn into direction, and allowing people to direct themselves not only
means allowing them to make what may be st,fficiently serious errors that
they cease the action research, It also means making them responsible for
it. On the other hand, it is possible for an outsider such as a teacher-educator
to require teachers to action research give.; problems that have nothing to
do with the concerns or interests of the teachers doing the work. That
produces an extreme form of technical action research, in which the outsider
could hardly be called a facilitator but rather the director.

The issue of facilitation can be regarded as an issue about the kind of
relationship in terms of power and autonomy which exists between the
practitioner and the facilitator. That relationship manifests itself in the
working of a project as a matter of the way in which practitioners access the
facilitator and the facilitator's knowledge and experience Does the facilitator,
for instance. visit the site only when invited to by the practitioners, or does
the facilitator visit when she/he deems it necessary? Do the practitioners
demand a single 'best' answer to their question, or do they expect a range
of possible answers, or even just some prior questions the answers to which
could inform their own 'best' answer?

Such protocols of the relationships in a project are based upon the
expectations of the participants An in-service educator introducing action
research to a group of teachers can often determine from the outset, for
instance, whether the practitioners see the project as being about implement-
ing a preferred innovation, or about Innovation as such; whether they see
action research as more of a process of individual and group enlightenment
and empowering than a process to achieve a successful problem solution -
action research as process or product
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The third aspect of this issue is the role of facilitator as researcher,
journalist, or ethnographer. It seems to me that if the knowledge and
experience generated by an action research project is to be shared, then it
has to be recorded for dissemination by network or publicaion. The
facilitator, partly hy being something of an outsider, partly by being more
experienced, and partly by having the necessary skills and more time by
virtue of their position as an in-service educator, should be responsible for
writing up the project. This does not mean that they should control the
writing process and own the product, for reports should also include the
teachers' writing, such as their programs and journals, and use cann be made
of co-authoring techniques (Tripp 1983) and power sharing (Lather 1984).
As previously suggested this is an important aspect if action research is to
contribute to "Big-R" research (Boomer 1981) and thus contribute to
educational theory in general and curriculum theory in particular. The
importance of such issues cannot be overstressed, because a facilitator, by
the way they set up the expectations of the practitioners and protoc -ils of the
project, will largely determine the form of the action research, am: hence
determine the range of possible outcomes.

Critical Consciousness: The Role of the Journal
In action research the importance of development of a cntical consciousness
cannot be over-emphasised, because it is key to a desire to change, and hence
to professional development. The major problem I encounter with in-service
action research is developing the desire to change. The teachers see
themselves, as indeed they are, as successful in their classrooms: how else
could they teach, study and have family and oiher social commitments, if
their teaching were not relatively straightforward' Successful teaching,
however, carrie., problems by virtue of its success. One of the reasons that
successful teachers are successful is because they have so routinised many
aspects of their teaching there is very little conscious engagement: they are
on 'autopilot' having established practices and routines which enable them
to work unproblematicaily. The practical problematic means that their
problems and frustrations, when they admit to them, are almost entirely a
matter of the best way to get something done, which is not always a matter
of the best thing to do.

Action research should, at least initially, make trouble, otherwise it is mere
problem solving. Action research aims to bring teachers to consider their
classroom practice at a theoretical level and, where they decide It is necessary,
to help them augment or change teaching sti ategies. The theories that action
research relies upon are principally those teachers develop about their own
teaching for themselves But there is also a body of theory which is most
appropriate when examining teaching o: more precisely, teacher theories,
and that is theory about the hidden curriculum, or all the learning which
take:; place in school that is not Intended or planned. The hidden curriculum
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is learning, for instance, that girls can't do mathematics, how to avoid work
and punishment, how pupils make the teacher do what they want, and so on.

So in my experience, the two key require, .tnts for an in-service action
research course are a developing critical consciousness, and an understanding
of the hidden curriculum, and how values are always inscribed in teaching/
learning practices. In the last section of this paper I briefly touch upon the
use of teacher journals as one obvious means of both problematising practice
through revealing implicit values, and tying together the moments of the
action research.

Fire, the journal must be seen as a tool, the primary purpose of which
is to provide a framework for thinking about thought, ' ding and action.
Journals work by extending the limit to the amount of analysis that can be
done in the head, holding things still so they can be examined. The key to
the definition of a journal, is system and focus. System and focus, however,
have to be achieved, and most obviously this occurs because teachers can
return to re-read a record and that the reading will produce new entries. This
reflection over time narrows the content as later topics are selected for further
development, snaking the entries cohere and generating a pattern around
them. It is these aspects of thinking and writing in depth which constitute
the development of a systematic understanding of practice which forms the
knowledge base for strategic action.

These notions of extension of the writer's ideas in terms of system and focus
over time are particularly important when considering that the writer is
developing personally as a teacher, and the journal merely assists and records
that process. The point is that committing something to paper enables the
writer to reflect upon he experience, and this gain much more from it than
if it were simply to pass unremarked and unconsidered in the routine of
teaching. The journal is instrumental in developing the teacher's eersonal
theories by making them deal with the meaning and significance of what
happened, not simply recording the event, although that initial record is the
necessary starting point.

The way in which journals work is best demonstrated by a few actual
examples. I have already included two examples of entries from teacher
journals above (`waste' and 'my influence on their reaction') which provide
excellent departure points for action research projects. But, because journal
writing and observation reporting have to be learned, these starting points
are often very hesitant and inadequate. For instance,

Frieay: Period 7 and 8 Proof of Geometrical Theorems
The attempt. 4.o fill in the sheets had not been good and the lesson was very 'flat'
going through them. Some of the brighter ones seemed to understand, but others
jest found it hard going.

That reporting of this common experience is notably short of data. Not much
can be done with mere generalities: 'some of the brighter ones seem to
understand, but others just found it hard going'. Which are which and what
is meant by 'brighter' and 'understanding'? The test of a good entry is
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whether it is possible to generate specific hypotheses. It is not possible to

answer any specific questions about this first entry, or even indeed, general
questions, such as 'Am I teaching well?' which are themselves extremely
vague and beg all kinds of other questions. There is no such thing as pure
description, so reflection on and analysis of the selection of data, thought and
experience which has inevitably gone on, should appear somewhere. Such

entries should at least have been prefaced with some indication as to why

they were chosen as entries, that is, how they were problematic to the writer.

Such 'embryonic' journal entries are typical of the early stages of journal
wrting, and they are never wasted because every entry has some possibilities.
In this case it is possible to work with the teacher on the extent to which they

are teaching to the capable pupils, how and why this is so, and what they
could do about it

But this entry can also be taken as a starting point for an analysis of
structural features of the system which present teachers with the problem
of teaching to individual differences when all pupils are required to do the
same thing at the same time in the same time in the same way Discussions
of homogeneous classes, equal opportunity, affirmative action, fairness, needs

and the like can all be anchored on an analysis of this particular 'bounded
instance' if it is treated as an example of how the values espoused by the
system are manifested in the ongoing everyday interactions of which all

teaching ultimately consists.
This next example of a journal entry is rather different in that it is well

written in informational terms, and the teacher is beginning to askquestions

which indicate an emerging values critique.
It is not hard to understand how good teacher-student communication can break
down. There has to Le a lot of patience and understanding to avoid the
breakdown that occurs in the following example - a true and often occurring
incident that happens in junior primary grades

1 T: Does anyone know how to play Simon Says
2 Boy We all do what Simon Says
3 T Yes, do only what Simon Says Do not do anything when someone says

'I say do something'
(T begins the game with) Simon Says, raise your hands All the children raise
their hands except John Then T says 'Simon Says, touch your toes' All except

John touch toes
4 T `I say put hands on hips. All but two children do not follow John is still

confused
5 T. Now, who would like to be Simon Says.'
6 Girl. `Simon says to raise your arms' - all do it
7 T Who else would like to be Simon Says
8 Boy 'Simon says to raise your arms' - all do it
9 T. Who would like to be next')
10. 2nd Boy 'Simon says to raise your arms' All do it

217

220
k



With this constant repetition the teacher intervened The teacher became
irritable due to the repetition, stated she'd be Simon, and marched them off to
another activity

For good communication, teacher must take time to explain game again and re-
think her tactics as instructions were obviously not clear
How many times this lack of understanding may occur in our children's learning
due to our own fault, and of which we are unaware

This is a good entry because it provides sufficient information for us to begin
to form alternative hypotheses about what is happening which allows us to
make further trouble for this teacher.

What is revealed by the transcript is interesting because the language
quoted suggests very strongly that ti source of the problem is as the teacher
said, indeed a communication problem between the teacher and the students,
but it is not one which resulted in the students' inability to play the gam,.
The teacher's comments reveal that the problem is seen by this teacher as
being an inadequacy in the Instructions given. But done looks at the precise
wording of the instruction in (5), and remembers that in classrooms the usual
indication of willingness to contribute is to raise hands, then one can see that
tt is possible that the students are already playing the game, in which case
they know not to raise their hands unless 'Simon Says'. The pupils who call
out (6, 8 and 10) are not then being 'Simon', but are giving themselves
permission to raise their hands to indicate that they want to be 'Simon', which
they could not do if they were told, 'Raise your hands if you want to be
Simon'. The communication problem is, therefore, not that the pupils do
not understand the game, but that they and the teacher misunderstand each
other about when the game has started.

This entry is a good example of the way in which data can be used to find
alternative diagnoses of what is happening in a situation. Without the
transcript, it would be very difficult to generate a hypothesis alternative to
the one that the children have not understood The transcript enables us to
see that it is worthwhile checking out whether it is perhaps the teacher who
has not understood the children's game One must never lose sight of the fact
that the alternative reading is hypothetical, however, and that it must be
verified by, for instance, checking It out with the pupils.

This last example relates more clearly to the concerns of traditional
classroom teachers, though that research can do little to help this teacher with
what is essentially a perceptual problem requiring professional judgement
However, the incident does reveal to this teacher the way in which she is
arriving at judgements about her pupils and their understanding of her,
which is a matter very much bound up with the system of values which gives
rise to her perceptions and judgements As such it is clearly action
researchable
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I believe the climate in my classroom is warm and relaxed as well as controlled
On most occasions very few disciplinary measures need to be used to control
the children as they work well alone and respond with an intrinsic motivation
Until fairly recently I usually have been the 'leader' when I decided in a game
of 'word bingo' (utilising basal reader words) that I would allow children to hold
up the cards for the others to see and thus locate in their game sheet
I chose a responsible child to begin with and found that even though I was closely
present, the children began tc talk and lose concentration

Comments
1 Although only a small amount of responsibility was assigned, perhaps the

children were not quite ready
2 Should I have assisted the child with the cards?

3 Should I have mo% _ j around the room, thus my movement the control
factor?

4 One conclusion is that assignment of tasks and responsibilities needs a more
guided approach

This is a really interesting entry in that the statement of belief in the first
paragraph seems to contradict much of the rest of the entry. One thing which
the entry said to me was about how the children perceive the activity
demanded a school is a place where if teacher does it with them (the pupils),
then it is work and so they don't talk; but if they do it by themselves, then
it is play and so they taay talk. I suggested that this teacher should examine
whether the pupils are as intrinsically motivated as she believed they were,
and that this could be done through careful definition of terms which can
then be illustrated by examples of her own practice and the children's
behaviour in her own classroom. To be so directive at that stage is not to say
that the teacher would necessarily decide to do things differently in the end:
such an examination may well result in the teacher deciding that she has the
balance about right, and that no changes are necessary. On the other haiid,
the whole question of what that balance is in her classroom at present, how
it is constituted and maintained and how it can be enhanced lends itself very
appositely to action research. Once again we can see how such concrete
Instances always form possible entry point into an action research project.

You will notice that although there is a substantial body of research
literature about the concepts used in this last entry (discipline, motivation,
concentration) there is none that I know of which will help her with the
problem We do not know what enables a teacher to know how what kind
of balance should be achieved Yet teachers operate such a balance constantly,
though they tend to do so (As this teacher does) on autopilot. Whilst one
cannot problematise all aspects of our professional practice all the time, all
aspects should be problematised at some time in our teaching lives, and this
would seem to be an aspect of this teacher's practice ripe for pmblematisation.

Space prevents going further into the teachers' journals here, and I and
others have already written about them elsewhere (Holly 1984, Rainer 1980;
Tripp 1984a, 1984b) In sum, the single most important points are that no
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entry is too limited to use in some way, and hat the recording and analytical
skills necessary to problematise practice need to be acquired over time:
journal writing has to be very sensitively taught. But, apart from the fact that
learning the skills is a worthwhile end in itself, the journal is important to
action research specifically in two valuable aspects. First, because the teachers
are choosing what to write about, it allows the participant action researchers
to set the agenda for the project. Second, it facilitates and records reflective
thinking and critical analysis, and in so doing it becomes a kind of interaction
and formative data gathering and generating procedure.

Conclusion
In this paper I have attempted to put action research into the context of
professional in-service development for teachers. I began by outlining the
basic process, going on to deal with the issues of theory and practice, kinds
of project and facilitation, before showing how action research may be
initiated through a journal. I hope that I have made it clear that my view
of action research is that it is not so much a paradigm as a grog, of closely
related practices, having the common aim of understanding and improving
practice th, ough strategic action which is achieved by proceeding in a spiral
of planning, action, monitoring and analysing activities. In education,
professional action-research takes the form of systematic experimental
teaching.

The principal outcome of using action research in teacher in-service is
enabling people to become what could be termed 'critical teacher-
researchers'. Action research contests the all too frequently accepted
aphorism:

Those who can teach, teach,
those who can't teach teach teachers,
those who can't teach teachers, do educational research

There is a sense in which every teacher is a 'teacher-researcher'. every teacher
is constantly observing and thinking about the class, the materials, and their
own teaching performance. Most of this study is, of course, not 'research'
in that it is unsystematic, and unconscious, and unpublished.

On the other hand, the 'educational researcher is usually someone who
is not teaching, often has little if any teaching experience, and uses methods
for research which are totally unsuited to the 'practitioner-investigator'.
Unfortunately for teaching and classroom research, many of the accepted
methods are inappropriate to the situation, research concerns are not those
of the practising teacher and the results often tell us nothing of practical value
we did not know intuitively in the first place. The full-time researcher will
often produce 'hard' data in numerical form which are then handled through
statistics, presenting results in terms of significances, which are often
meaningless to the teache1, and may account for only a small proportion of
the total variance
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The key difference between using researcher Initiated classroom research
of a more traditional kind and action research, is that the former tends to
reproduce its own concerns instead of drawing upon and developing the
teachers'. This is inevitable so long as the academic courses taken prior to
research are based upon the corpus of existing research. Australian teachers
are exposed only to what has generally been researched, and as new research
is generally derived from and built upon existing research, a cycle of
reproduction occurs which tends to limit teacher-researchers to certain topics
and delegitimise their own concerns. Critical action research enables teachers
both to formulate and act upon their own concerns developing themselves
with and through their practice. That is what I believe that to be both action
research's greatest strength and its greatest vulnerability, for unless primacy
is given to those aspects, unless they are valued, protected and nurtured,
action research will, like other iorms of classroom research, become the
domain of those who do not (or cannot) teach.

I think I have made clear in the paper the fact that action research both
benefits and suffers from a recent resurgence of interest and a virtual
reconception of the pr -Tess in Britain and Australia over the past decade.
Some obvious advantages are that it is a very active and lively field, and that
it is growing fast and responsively under the guidance of some first class
practitioners and academics who have a germ' ,e concern for professionalism,
social justice and rigorous scholarship. On the other hand, action research
sometimes has the appearance of a faddish, even charismatic movement,
susceptible to all the dangers of a bandwagon approach Three decades ago
Lewin's original formulation of action research was subverted by positivistic

outsiders so that it lost the essential aim of participant understanding, and
the movement largely dissipated. I believe that currently the greatest threat
to the integrity of action research comes from teacher educators and adminis-
trators who are tempted to use merely the technical form as a means of
engineering professional teacher development. Whilst many teacher
educators are doing all they can to foster action research, they have to
recognise the danger of ignoring the inherent tension of their position,
namely that of being one person supporting another in their coming to act
independently It may well be that the widespread adoption of the process
by those who see it as another algorithm for teacher education will again
subvert action research and bring it into disrepute. The best guard against
such a danger is for teacher educators to regard themselves as facilitators not

teachers, and to action research their own facilitation at the level of critical

professionalism
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PROFESSIONAL DEVELOPMENT THROUGH
STUDYING TEACHER BEHAVIOUR

Michael J. Dunkin

Close analysis of teacher behaviour towards students reveals many anomalies
Certain types of students are systematically but involuntarily treated differently
from others and teachers' reaction, to students' contributions are sometimes
incongruous. Do teachers need to be more aware of the dete'ls of their behaviour'
What are the main dimensions of teaching behaviour that teachers need to know
about' How might they obtain such knowledge' How does one ducover the
importance of variations in one's behaviour in the classroom' What are teaching
skills' How might teachers apply ways of observing their behaviour in order to
enhance their teaching skills' Thu chapter pursues these topics and questions in
an attempt to show that teachers stand to gain a lot by knowing themselves

In a recent study (Dunkin and Doenau 1982) of a sample of Year 6 lessons
in some inner suburban schools in Sydney it was found that teachers treated
some types of students very differently from others. Male students received
or gave more than their share of every type of Classroom behaviour observed.
When a male was asked a question the teacher was more likely to follow-up
his answer with another question directed to the same student. Males
received much more than their share of questions that demanded thinking
rather than simple recall of facts. Differences in what being in the classroom
was like for males and females were especially dramatic for females of non-
Anglo ethnic background. The latter received only about half their share of
questions in general and less than one-third their share of questions
demanding complex thought in particular. On almost every category of
behaviour observed, the non-Anglo female students received and gave much
less than would be expected according to their numbers in the classes.
However, when they ;lid contribute they were told a disproportionately large
number of times that their answers were unacceptable.

In an earlier study of Australian classrooms (Tisher 1970) the concern was
not whether teachers treated certain types of students differently from others,
but whether students experienced difficulty more in answering some types
of questions than others and whether there were corresponding differences
in teachers' reactions to students' answers It was discovered in the sample
of junior secondary school science lessons observed that students found it
particularly difficult to answer questions demanding causal explanation
(e g Why is It sc:0 \ Furthermore, in such cases teachers sometimes tolerated
irrelevant answers.

A close look at the talk that passes between teachers and students in
classrooms reveals many anomalous events Consider the following incidents
that occurred in Year 6 Social Studies lessons in some Sydney schools
(Doenau 1977)
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Example 1
T Why is that?
P Because they're in December and January and February and March,

they've got high rainfall, and then most of the other ones have got low
rainfall.

T Low rainfall
Example 2
T. What would they do then?
P. They'd kill a few of their animals
T Kill their animals
Example 3
P. The crops won't have any goodness in them
T The crops won't have very much goodness in them Right
Example 4
T Why would you plant it say at the end of November or early December?
P Oh, oh, the rainfall's not too much and not too little then
T Well, if you want good crops you want good rainfall

While it was common for teachers to repeat students' answers verbatim,
sometimes distortions to the content of answers as in the above examples
occurred. Does it matter if a teacher repeats only the last couple of words
of a student's answer or changes the answer so that 'a few' becomes 'all' and
`any goodness' becomes 'very much goodness', or if a teacher's comments
seem not to relate to the student's answer at all? What do students make of
such behaviour? That they have not been heard properly? That they were
wrong? That 'few' means the same as 'all'?

Describing What Happens in Classrooms
It is probably true that in the above examples the teachers were not fully
aware of their anomalous behaviour. Teachers have seldom been trained to
observe and monitor classroom behaviour in the detail required for them to
identify such instances. While some teachers might develop such sensitivity
through experience in teaching, most would require carefully structured
guidance as well, for classrooms are full of complexity.

Teachers need to be able to monitor the events that take place in classrooms
for many different reasons. The classroom is the place in which most
curriculum plans are implemented. Teachers are required to analyse and
evaluate the quality of the learning experiences provided for students. They
must observe students' behaviour in order to diagnose learning problems
and to assess the effectiveness of remedial activities. Teachers need such
information to make decisions regarding changes in activities, suitability of
materials and appropriateness of social structures, such as small groups. They
are responsible for the emotional tone prevailing in the class and for
managing affairs to promote cooperation, confidence, independence,
enthusiasm and other desired attributes in students To fulfil all these duties
properly, teachers need to be highly proficient observers not just of their
students but of themselves for what they do has a strong Influence upon what
students do
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The systematic observation of classrooms over recent decades has led to

the identification of several facets in terms of which behaviour can be
described. One of them is the substantive facet which has to do with subject

matter and enables the observer to distinguish between lessons in

Mathematics, Geography, Biology and so on. Within such divisions are

bodies of facts, concepts, principles, laws and theories. As these are observed

in classrooms, judgements can be made concerning the coverage of content

specified in syllabuses and the appropriateness of assessment devices such

as examinations. Traditionally, the larger part of the schooling has been

concerned with this facet and it has attracted much attention from teachers,
curriculum developers and text book writers.

Another facet of classroom activity is the cognitive facet. Lessons which

differ substantively in that they are aboutdifferent subjects, such as History

and Economics, can be similar in the types of thinking processes they engage.

They might demand of students nothing more than the recitation of factual
material. Alternatively, they might emphasise complex intellectual operations

such as causal reasoning, evaluating or predicting consequences. Especially

since the publication of 'Bloom's Taxonomy' (Bloom et al 1956), educationists

have been concerned about the types of cognitive skills and abilities
encouraged in schools and most easily observed by focusing on questioning

and answering in classrooms.
The pedagogical facet of classroom behaviour concerns the use of four main

'moves' - structuring, soliciting, responding and reacting - according to

Bellack and his colleagues (Bellack et al. 1%6) When the teacher ma'
statements that announce activities, provide information, convey plan iur

the lesson and so on, the pedagogical move of structuring is being performed.

When directions are being given, or questions are being asked, sohating that

is attempts to el'cit responses from others, is occurring. Those responses

themselves, then, are pedagogical moves, and if they arouse or become the

occasion for reactions such as comments of 'Correct!' or 'Well done!', the

reactions are also pedagogical moves. The teacher's decision to redirect an

unanswered question to another student, to choose only students with their
hands raised, to ask another student to repeat a response or to stop a sequence

of questions and answers and resume lecturing are further occurrences within

the pedagogical facet. The consistent patterns exhibited in the classroom

occurrence of pedagogical moves led Bellack and his colleagues to argue that

when teachers and students talked to each other they adhered to rules as
though they were playing a language game. Hence the term 'move'.

Part of the time when teachers and students are 'playing the game' they

are talking about the subject matter of the lesson, but for some of the time

they talk about other matters, such as who shall do what and when and
where. Sometimes deviancy occurs and teachers have to restore order, to call

someone to attention. Teachers arrange for materials to be distributed, for

work to be handed in, for different students to work at different tasks. Some

of the time they perform these roles verbally, but sometimes they achieve the
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desired effects by nodding, gesturing, sending notes, and so on. This
managerial facet cuts across other facets but is clearly distinguishable fromthem. It, like the substantive facet discussed above, has traditionally been
a common focus in the enterprise of teacher education. Teachers' abilities
to control or discipline their classes reside principally within the managerial
facet.

Classrooms are also places where feelings abound. Indeed, a visitor from
the proverbial 'other planet' might well conclude that classrooms are
courtrooms where the youth ofour cLiture come to be judged, so much a
part of them is the process of evaluation of students. Philip Jackson, while
pointing out that the frequency of tests is the most obvious difference between
classrooms and other social settings when it comes to evaluation, also argues
that 'there is more to it than that'.

The dynamics of classroom evaluation are difficult to describe, principally
because they are so complex. Evaluations derive from more than one source, the
conditions of their communication may vary in several different ways, they may have
one or more of several referents, and they may range in quality from intensely
positive to intensely negative Moreover, these variations refer only to objective,
or impersonal features or evaluation When the subjective or personal meanings
of these events are considered, the picture becomes even more complex
(Jackson 1968)

Phis ubiquitous phenomenon ofevaluation contributes more than any other
process to the emotional tone or affective climate of the classroom but not
to the exclusion of other contributors. The warmth or otherwise of a social
milieu depends on such matters as a member's perception of opportunity
to participate as well as on explicit statements of worth and the former canbe revealed through quite subtle cues. This affective facet of classroom
behaviour involves acceptance, praise, criticism and rejection. It involves
dominance, power, warmth, initiation, participation, competition, autocracyand democracy It has been the most commonly observed feature of
classrooms in educational research.

For teachers to become competent systematic observers of their own and
their students' behaviour it is important that they be aware of the above facets
and the more specific categories within them. A carefully analysed audiotape
recording of just a few lessons can be helpful here, particularly if the eventsof the lesson are compared with lesson plans and any discrepancies between
the two lead to reflection by the teacher.

The description of what happens in classrooms usually includesinformation concerning one or more of the above facets. The information
can be obtained informally through ordinary sensory perceptions ofparticipants or formally through the application of carefully devised
observational schedules designed to provide objective, reliable and quite
specific data. Sometimes the information can be presented quantitatively sothat rates of occurrence of particular categories of behaviour are available.
Alternatively, the emphasis might be on more literary d_scriptions that
226
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present overall impressions. It will be seen below that the Identification and
development of technical skills of teaching has relied in recent times more
upon the former approach.

Identifying the Skills of Pedagogy
Teaching behaviours are effective to the extent that they cause desirable events
to occur in classrooms and produce desired longer term learnings in students.
The former have become known as process criteria while the latter are product
criteria of teaching effectiveness.

The types of classroom events that have become valued and are suitable
as criteria for judging the quality of teaching are debatable. In general,
however, there are associated with each of the facets mentioned above one
or more categories of dassroom behaviour that Ire thought to be particularly
desirable. For example, it is clearly desirable that the substantive material
specified in curriculum plans be covered and that facts, concepts, theories
and so on that are part of those plans be presented accurately and
unambiguously. It is also clearly desirable that students be engaged in a
variety of cognitive operations in relation to the substantive material, but
that the complexity of those operations be appropriate for the level of
cognitive development of the students. It would probably also be argued that
students should be encouraged to ask questions, that teachers should provide
informative feedback to students. that noise-levels should be kept low when
certain types of tasks are being performed, that student attentiveness should
be high and that a positive, cooperative and non-threatening atmosphere
should pervade the claFsroom.

Most of these qualities or conditions of classroom functioning are valued
because they are themselves thought to be conducive to longer-term !earnings
in students. That is, most process criteria are thought to be associated with
product criteria and are justified on those grounds. Some are not, however,
but are held to be valid for other reasons such as their intrinsic worth or their
connection with widely accepted ethical principles concerning ways in wi ch
people should treat each other.

Product criteria of teaching effectiveness consist mainly of the knowledge,
skills, abilities and attitudes that students acquire as a result of teachers'
efforts. They are usually thought of in relation to educational objectives but
they probably do not always correspond to those objectives. Unplanned, even
unwanted, !earnings can be just as valid a. d Important criteria of teaching
effectiveness as others.

Teaching behaviours that are thought to contribute to desired classroom
events and/or to desired student learnings are the technical skills of teaching.
Sometimes such teaching skills are arrived at on the basis of professional
experience and intuition. Sometimes they are inferred from laboratory
research on learning in human and infrahuman species. Sometimes they are
inferred from investigations of human behaviour in social contexts other than
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classrooms. Then, of course, there are those that have emerged from the
direct study of teaching and its effects. This last source of knowledge about
skills of teaching has been arrived at in two main ways. In one of them,
observations are made of a number of classrooms, tests are appl,d to the
student and associations between the observed teaching behaviour and
process and/or product criteria are explored. In the other, a more
experimental approach is adopted and the teaching behaviours are actually
manipulated, either by having the researcher or a dose associate enact certain
teaching strategies, or by training a group of teachers to implement them,
and seeing the extent to which process and/or product criteria are affected
in comparison with some standard teaching practice.

Many attempts have been made to arrive at lists of teaching skills. One
list developed at Stanford University (Allen and Ryan 1969)was as follows:
(a) Stimulus variation: using stimulating material and variations in

movement, gestures, interaction techniques, and sensory channels in
order to alleviate boredom and inattentiveness;

(b) Set induction: preparing students for a lesson by clarifying its goals,
relating it to students' prior knowledge and skills, through using
analogies, demonstrations, and posing stimulating problems;

(c) Closure: assisting students to establish links between new and past
knowledge by reviewing and applying material to familiar and new
examples, cases, and situations;

(d) Silence and nonverbal cues: reducing reliance on teacher talk by
encouraging teachers in the proper use of pauses and in the effective use
of facial expressions, body movement, head movement, and gestures;

(e) Reinforcing student participation: encouraging students to respond
through the use of praise and acceptance as well as nonverbal cues such
as nodding and smiling;

(f) Fluency in asking questions: eliminating unnecessary hesitations and
repetitions of questions;

(g) Probing questions: skill in framing questions which lead students to
elaborate on, or raise the level of, their responses;

(h) Higher order questions: questions which elicit responses that require
higher intellectual levels from students instead of responses that involve
only fact stating or descriptions;

(i) Divergent questions: questions which elicit student responses that are
unconventional, imaginative, and cannot be judged simply to be correct
or incorrect.

Other skills to become incorporated in the Stanford list were 'recognising
attending behaviour', 'illustrating and use of examples', 'lecturing', 'planned
repetition', and 'completeness of con-rnunication'.

An Australian team of authors (Turney eta! 1973) developed a system for
classifying teaching skills under which seven categories emerged. These were:
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(a) Motivational skills, including reinforcing student behaviour, varying the
stimulus, set induction, encouraging student involvement, accepting and
supporting student feelings, displaying warmth and enthusiasm, and
recognising and meeting students' needs;

(b) Presentation and communication skills, including explaining, dramatis-
ing, reading, using audiovisual aids, closure, using silence, encouraging
student feedback, clarity, expressiveness, pacing, and planning
repetition;

(c) Questioning skills, including refocusing and redirecting, probing, high
level questions, convergent and divergent questions, stimulating student
initiative;

(d) Skills of small group and individual instruction, such as organising small
group work, developing independent learning, counselling, encouraging
cooperative activity and student to student interaction;

(e) Developing student thinking, such as fostering inquiry learning, guiding
discovery, developing concepts, using simulation, role playing and
gaming to stimulate thought, developing student problem-solving skills,
encouraging students to evaluate and make judgements, and developing
critical thinking;

(I) Evaluative skills, including recognising and assessing student progress,
diagnosing learning difficulties, providing remedial techniques,
encouraging self-evaluation, and handling evaluative discussion;

(g) Classroom management and discipline, including recognising attending
and non-attending behaviour, supervising class group work,
encouraging task-oriented behaviour, giving directions, and coping with
multiple issues.

While lists of teaching skills can only be formulated tentatively and particular
inclusions provoke disagreements among teachers and researchers, they have
proved useful in teacher education. They are employed in training programs
involving observation, guided self-analysis and systematic feedback by oneself
and others in ways described in the next section

Using Teacher-Pupil Interaction Schemes to
Improve the Skills of Pedagogy
Systems devised for the observation of interactions between teachers and
students can be so simple as to be concerned with only a few categories within
one facet of classroom behaviour or so complex as to deal with all those facets
described at the beginning of this chapter. The more complex systems have
been used more in research while the simpler ones have been used more in

teacher education.
The study of classroom interaction can be helpful in enhancing the quality

of teaching in three main ways:
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(1) It can provide teachers with knowledge which helps them to think about
teaching in general, to make plans, to anticipate effects and to theorise
about teaching and learning.

(2) It can provide teachers with a way of obtaining feedback on their own
classroom behaviour so that they can know themselves as teachers, assess
me immediate effects of their behaviour and evaluate their efforts to
teach. Such feedback can come from themselves or from others, such
as peers and supervisors.

(3) It can serve as the basis for systematic training for the acquisition and
retention of technical skills of teaching such as those presented in the
previous section. The observation systems are useful in defining the
skills, in providing initial or baseline measures of skill performance and
in evaluating attempts to change performance towards specified criteria.

A good example of how the first use is put to effect is the use of short extracts
of lessons to present 'critical incidents' of classroom interaction illustrating
common and controversial occasions when a particular educational value
or issue is illustrated. A student might diverge from the expected answer to
a teacher's question and present an unconventional but highly imaginative
response. The teacher has to make a decision as to how best to react. Should
the student be told that the answer was not the one that was sought? Should
the student be complimented for the creative response? What are the
principles involved?

One of the chief advantages of this approach it that it permits highly
abstract educational principles to be discussed in the contex.s of quite specific
concrete and familiar incidents. It allows teachers to explore in principle a
whole range of alternative reactions to quite common types of occurrences.
It allows them to sharpen their perception of such incidents and to obtain
practice in responding in principle to them. Teachers' abilities to
conceptualise, theorise and make interactive decisions about teaching should
thereby 'le enhanced. Examples of the use of this approach are to be found
in Cruickshank's work (1967).

Whilst there might be some advantage in having teachers explore problems
of teaching with detachment from their own efforts, information from their
own cla TOMS provides them with know?edge of results and reinforcement
that they cannot obtain otherwise. A good example of how this second use
is put to good effect riates to the research results reported at the beginning
of this chapter. Since the lessons analysed in that study (Dunkin and Doenau
1982) were recorded on videotape, each teacher involved was given a copy
of th.. videotape so that it might be used forinservice education. Recordings
used for that purpose might have been analysed by the teacher alone or in
the presence of a colleague and some of the discrepancies in the treatment
of some students could have been identified and discussed. Such questions
could be discussed as whether differences in participation were due to the
teacher's not providing opportunities or to students' reticence, whether some
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students needed more encouragement than they received and whether
cultural mores should be breached in order to promote equitability of
participation.

The main difference between this procedure and the former one is that
feedback on the individual teacher's own performance is made possible,
especially as the result of self-analysis and the classroom events can be
explored in relation to the specific context of objectives, school, students, time
of year, grade level and curriculum in which that teacher works. The presence
of video-recording equipment in many schools has made it possible for
teachers to organise and produce their own recordings and take the initiative
in this important aspect of professional development.

There are difficulties with the above approach, however, and one of them
is that teachers may view recordings of their own behaviour and still not be
aware of some important elements simply because they have not learnt to
conceptualise them. Extending one's ability to perceive and think about
classroom phenomena can occur informally through teaching experience,
contact with colleagues, and so on, but formal efforts are likely to be more
efficient.

The formal training of teachers in the application of observational systems
in the analysis of classroom behaviour is more often associated with the third
approach listed above. Here the emphasis is on equipping teachers with the
behavioural skills that are necessary to implement the decisions they make
either in advance or as lessons proceed. The best known techniques for
raining teachers in these skills are microteaching (Allen and Ryan 1969;

Turney et al 1973; McIntyre et aL 1977) and minicourses (Borg et al. 1970).

Evaluating, Disseminating and Using the Results
of Teacher-Pupil Interaction Schemes
A good example of the use of microteaching in an Australian context was
reported by Levis (1974) at Macquarie University.

Students participating in the Macquarie program were Introduced to
teaching skills one at a time. First they were given printed materials
containing excerpts of classroom interaction containing Instances of the skill.
These instances were discussed and then examples of variations in the way
the skill could be used were provided, again in print medium. Students read
the printed material, watched a demonstration film on which editorial
captions appeared, especially when examples of the skill occurred. A
typescript of the film was provided and studied both separately from and
simultaneously with the film. Exercises were then presented in which students
practised the skill by providing written pieces of dialogue and checking them
with colleagues. Next, each student prepared a short lesson designed to w
actual performance of the skill and gave it to a small group of pupils. The
lesson was videotaped and later replayed. As },art of the process of obtaining
feedback, each student would then apply an observational schedule devised
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for the practical teaching skill, to the recorded lesson. The observation
schedule used in relation to the skill, 'Use of Probing Question' is contained
in an appendix to this chapter.

Information provided through the application of the observation schedule
was then used in conjunction with a 'Self-Evaluation Guide', suggesting
points that would reduce the efficiency of the performance of the skill, to assist
the student evaluate the attempt and to plan a follow-up lesson.

The minicourse concept was initiated at the Far West Laboratory for
Educational Research and Development in San Francisco. Between 1967 and
1971 some 20 minicourses were developed to train in-service teachers in
specific classroom skills. Each minicourse involved the teacher in similar steps
to those described above for microteaching, including the analysis of
classroom behaviour. The distinguishing feature of minicourses was that they
were self-instructional packages designed to be used by in-service teachers
in their own classrooms.

Another approach to the application of classroom interaction analysis in
teacher education is probably best known in association with an observation
schedule developed by Flanders (1970). The Flanders Interaction Analysis
Categories (FIAC) were devised to enable measurements to be made of the
degree of direct and indirect influence used by teachers. Teachers who used
more praise, acceptance and questioning than lecturing, directing and
criticising were said to be relatively indirect and to foster more positive and
supportive classroom environments than others. In order to increase the use
of indirect influence FIAC came to be commonly used. Sometimes the
program consisted solely of training in the application of FIAC to observe
lessons. Sometimes practice in increasing the use of such categories as praise
and acceptance was added. Feedback from self and others was included in
some programs. The feature that distinguished this type of training from
microteaching and minicourses was the emphasis placed on learning to use
the observational system itself. This approach has also beet used in relation
to facets other than the affective. For example, teachers have been trained
to apply observational schedules based on categories of cognitive level, such
as the Bloom Taxonomy (1956) and Guilford's work. A review by Dunkin
and Biddle (1974) found that in the main these approaches were effective in
bringing about desired change in teachers' classroom behaviour.

By the time Turney's (1977) survey of innovation in teacher education was
published, practices involving the analysis of teacher-student interaction had
become common both in Australian and overseas teacher education
programs at pre-service and in-service stages. Most commonly, the analysis
of classroom behaviour had been associated with teaching skill oriented
activities, such as microteaching, which had been criticised for being
mechanistic. However, humanistic approaches to teacher development
designed to overcome this problem also came to rely strongly upon the
observation of interactions between teachers and students.
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Wragg makes the following suggestions regarding the implementation of

lesson analysis in inservice teacher education:

. . . At its best, the spirit of enquiry engendered by teachers occasionally

analysing each other's teaching is a valuable stimulus which can help avoid

staleness and create an atmosphere of professional interest in improving

competence. Unless some structure is provided, however, the exercise can easily

lack purpose Teachers wishing to work in this way need to consider the following

sequence of steps. First of all the purpose of the analysis should be agreed. It

may be that teachers wish to improve their questioning techniques, for example.

Secondly, the way of working should be determined; perhaps pairs of teachers

will work together, or one may be released from some commitments to observe

others Thirdly, the structure must be agreed, whether category systems are to

be employed, which might require training for observers, or whether field notes

will be ass' mbled under certain relevantheadings. Fourthly, there must be some

kind of sensitive feedback, as teachers lackingconfidence might easily be bruised

by abrasive criticism. Finally, there sho'ild be a deliberate attempt to modify
teaching m the light of feedback. Some of the more rigorous programs
incorporating lesson analysis have effectively made each teacher the

experimenter. (Wragg 1985, 3009)

Wragg concludes that there are five requirements for the student teacher in

the successful use of lesson analysis. They are the learning of a variety of

approaches to analysis, the observation of the student teacher's own as well

as others' lessons, caution in the acceptance of fashionable methods or

particular preferences, experiencing lesson analysis in the context of a

coherent teacher development program, and applying the understandings
emerging from analysis to the development of personal styles of teaching.
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Appendix. Use of Probing Questions.

Lesson Observation Schedule
TEACHER (Code)

OBSERVER.
DATE

Note A probing question must follow a student's response and be based o . that
response The question will seek to make the pupil go beyond his initial responseby pondering on his answer, considering its adequacy orjustifying it. The probe may also
be in the form of a prompt to help the student with his answer, or using the answerto refocus on a related issue

Type of Question Tally

NON-PROBING
No attempt to follow up student response
PROBING
1. Prompting

The teacher gives the pupil a hint as to required response
2. Asking for Clarification

Teacher's question implies that pupil's response was inadequate
in terms cf clarity, eg 'What do you mean by that?'
3 Asking for Amplification
A more detailed reply is required by the teacher 'What els0',
'tell me more' is implied
4 Asking for Justification
Student is asked to reconsider the r axons for his answer 'Why'
is often used in this type of probe
5. Refocus

The teacher uses the pupil's answer to refocus on a related issue,
eg T 'Well would you give the same reply ifyou were a farm: -'"
From Le% is, D S (1974)
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PROFESSIONAL DEVELOPMENT THROUGH
PARTICIPATION IN

ORGANISATION DEVELOPMENT

Bill Mulford

This paper commences with a belief that effective inservice needs to focus on current

leachers for staff development and that for more successful staff development in
schools there is a need to give greater emphasis to implementation It argues that
the most important aspect of effective implementation is first obtaining effective
collaboration among teachers (and between teachers and the community) In other

words, awareness of, and skill development in, group and organisational processes
must be a first step in any inservice and change

This chapter states a major need for effective professional development (sta:r
collaboration), describes one approach that successfully responds to the need
(Organisation Development) and then examines some of the many issues to
be considered in effectively carrying out the approach.

The recent report from the review committee on Quality of Education In
Australia (Karmel 1985) is supportive of the directions taken in the chapter.
As the following quotations from the report show, there is at least one clear
emphasis on the related issues of participation, coordination, and whole
school activities.

A recurring theme in Commonwealth guidelines for the administration of its
programs has been the fostering of participation in the making of decisions about
program operations (p48)
Ways must be found to encourage more teachers to plan consistent and
coordinated approaches to the curriculum, (p128)

Whole school activities have advantages over provisions for individuals where
the intention is to change a school's approach or to develop better coordination
of programs They also ensure that all Ftaffmembers participate, in contrast to
provisions for individuals, where self selection tends to operate and there is the
likelihood that those most in need of assistance do not seek it (p128)

Conclusion 14.59 from the report underlines the importance of this emphasis.
Teacher development, particularly through inservice course, should be a high
priority for Commonwealth programs Such a prionty is in contrast to the severe
redurtior in the scale of the Commonwealth's contribution to professional
development since 1976 There should be a balance between the needs of
individual teachers and the whole school, some inservice activities should he on
a whole school basis (pp195-6)

In the past, one unfortunate problem in mounting whole school activities,
such as Organisation Development, has been the attempt by kcal committees
who distribute inservice resources to want to appear 'fair' by scattering their
allocated resources to as many schools as possible Given the low success rate
of many past inservice efforts this may have been a mistake.
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But it is time to turn to the need, a response to the need and some issues
for consideration in carrying out the response for obtaining effective
professional development in ou' schools.

What is Needed?
I believe very strongly that it is with teachers, those presently in the service,
that there is the hope and the possibility for an improved educational future.
Further, I believe that this future depends on the formulation of new kinds
of inservice activities and programs. Based on an understanding of the
realities of schools and of teaching, as well as an appreciation of the demands
that are being placed on schools and teachers, new and varied perspectives
must be developed to guide school improvement efforts that focus on the
teachers, that is, on professional or staff development.

Further, I believe that for more successful staff development in schools
there is a need to give greater emphasis to implementation, and that the most
important aspect of effective implementation is obtaining collaboration
among teachers (and between teachers and the community).

That gaining collaborative effort, and thus more effective implementation,
is difficult should not deter us. Attempted change in schools has, for example,
been likened to the punching of warm jelly: if you hit it hard and often
enough, you can splatter some of it, but it soon takes the form of the bowl
as it cools and then congeals. But this attitude is based on the mistaken belief
that planning and developing changes is the same as implementing them.

Many of the unsuccessful attempts io effect change in schools may have
had potential. The problem has been, however, that those involved in
planning and developing these changes have basically had a content
orientation. In other words, their underlying assumption has been that if they
could agree on new goals in terms of curriculum, teacher Inputs, evaluation,
and so on, that is, if they could develop superior content, somehow the schools

would respond positively and implement the changes as they were planned.
This does not necessarily follow.

To state my position more succinctly, we must learn how to lose time in
order to gain time. Awareness of, and skill development in, group and
organisational processes must be a first step in any effective change. Instead
of others trying to insert something into a school's culture, inservice through
proven staff development activities should first be trying to help that culture
develop an awareness of and a responsiveness to itself Developing these
processes will take time, time which some will find difficult to justify in the
whirling carnival of activity that is a school. But it will be time very well spent
given the huge amount of time and effort that will be saved when a staff
addresses the sensitive problems a school may face with both a feeling of being
comfortable with one another and a confidence in their ability to work
together to affect the quality of life in their school.
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Are these any 'proven' staff development activities, any approaches that
I, as an external consultant, have found to result in the effective collaboration
of a school staff on concerns they say they face? One activity stands out -
Organisation Development (OD). It is my intention in what follows to briefly
define and describe OD, list the indicators for successful OD and then more
fully examine some of the many issues that need to be considered in effectively
carrying out a successful OD project.

A Response to the Need
Definitions of OD are increasingly to be found in the education adminis-
tration literature. It is not the purpose of this article to survey this literature
although the interested reader will find an adequate introduction in such
sources as Dillon-Peterson (1981), Fullan dal. (1978) and Mulford dal (1977).
It is sufficient to say that OD is a planned intervention by external change
agents/OD consultants, using behavioural science knowledge to help an
organisation to diagnose its organisational processes and purposes and
develop a plan through which all members of the organisation can
themselves, modify these processes and purposes in such a way that they can
sustain the modification processes in a changing environment. OD then, aims
to develop a self-renewing, self-correcting school. A school that is responsive
and, more importantly, adaptive to the need for desirable change. A school
that is capable and willing to set its own goals and make full use of the
interests and expertise of staff. A school that effectively implements
participatively made decisions and continually evaluates its success.

An OD project consists of five main stages.

Approach and Commitment

The decision to undertake an OD projec lies with the school itself. Members
of a school must perceive a need for such a project. Consultants do not make
a direct request to be allowed to intervene in the workings of a particular
school. This would suggest that they are able to understand the needs of any
school without first obtaining relevant data. They would lay themselves open
to the charge of presumption and the often repeated cry. 'You don't know
my teachers, or my school, or my district'. The first OD project in an
Australian school, at Wesley College in Melbourne, was commenced because
the school felt a general need to upgrade its communication, problem-solving
and decision-making processes; and, more particularly, wanted to adopt a
flexible decision-making style that would enable It to cope with the
continually changing world outside its gates.

Normally a school's principal initiates an OD project However, consistent
with the assumption that widespread participation in decision-making
improves an organisation's ability to modify its own structnres and processes
in a changing environment, the commitment of all project participants is
essential. If this commitment is assured from the beginning the project i, well
on the way to success.
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Clear communication, openness and trust are essential at all stages of an
OD project, but particularly so during the first stage. For the principal who
feels that OD holds potential benefits, the key issue is not how to initiate the
process, nor whom to involve, but how real is the school's commitment to
this direction? OD is not a game to be played with the school staff at the whim
of the powers that be. At stake are sensitive and basic issues of trust and
openness between administrators and teachers, the flow of internal school
communications, role definitions and interrelationships, and the distribution
of power. A false OD effort could be more harmful to the school than
maintaining the status quo

Data Gathering

At the second stage of an OD project the expertise of the consultants is called
upon. They gather data concerning organisational processes, distribute
questionnaires, interview all members of the school, and investigate decision-
making processes, goal-setting activities, communication networks, problem-
solving devices, and methods of resolving conflict. Questionnaires, such as
the Criteria for a Good School and Organisational Climate Description
Questionnaire are used, but as diagnostic rather than research tools. Results
are usually tabulated according to role groups within the school (principal,
deputies, teachers, and so on) and fed back A an easy-to-understand form
during the workshop stage of the project.

Feedback

On the basis of the data gathered in stage two, the consultants, in conjunction
with the members of the organisation, diagnose organisational problemsand
identify areas in need of improvement. A joint plan of action is agreed to
by all involved, and goals are set for organisational training.

Involving all members of the organisation in every phase of a project,
particularly the feedback stage, is consistent with the assumption that
decision-making and problem-solving responsibilities should be located as
close to the work face as possible. This increases self-direction by people
within the organisation.

Workhop

The training program workshop, which lasts four to five days, is linked to
the data gathering and feedback sessions Membership of the groups formed
within the workshop changes according to the activity. Rank, status and
prestige of an individual are of minor importance for participating in
activities because an objective of OD is to supplement authority identified
with role or status with the authority of knowledge and competence

The first part of a workshop Illustrates the importance of clear
communication and collaborative behaviour. Participants become aware of
organisational processes, and thus begin to develop organisational skills.
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Structured Experiences such as NASA's 'Stranded on the Moon' (Watson
et d. 1981) are used to develop communication, decision-making and
problem-solving skills.

Each Structured Experience is followed by discussion of what was learned
during the session (all experiences have at least one member of the school
acting as a process observer) and how this can be applied to the school's
functioning. The learning of these skills is vital for success in the latter part
of the workshop and project. It is clear from this emphasis on skill develop-
ment that OD does not assume that simply placing people together will result
in more effective problem-solving.

Structured Experiences in the early part of the workshop have many
advantages. Apart from demonstrating that competence for a specific task
is not necessarily related to position within a school, they help participants
become aware of the need for skills and organisational processes. Because
the game-like experiences are different from the day-to-day work of a school,
they encourage participant. to become involved irrespective of previously
established school norms. They make learning-by-doing enjoyable and al!.AN
staff to get to know each other better.

The newly gained familiarity with organisational processes, together with
information gathered from the school in the data gathering stage (at about
day three of the workshop questionnaire results are fed back to the
participants) determine the type of activities taking place in the latter part
of the training workshop. These activities may include the identification of
common problems and conflicts, and the planning of activities and goals to
overcome these problems and conflicts. Thus the workshop not only enlarges
awareness and develops skills, but encourages participants to apply this
awareness and these skills to the real life problems of a school

Follow-up and Evaludwn

OD is a means to an end to create an organisation that is both adaptable
and healthy. During the follow-up evaluation phase of a project a great deal
of short-term, on-going and long-term data needs to be collected, analysed
and fed back to the school This requires the involvement of both members
3f the school staff and the consultants in the use of questionnaires, interviews,
observation and dossier/diary keeping Answers are sought to questions such
as.

Are the skills that were acquired during the training session in everyday
use?
Has action been taken on the problems that were identified?
If a problem-solving procedure has been found inadequate, have the
members of the school developed another approach?

There is increasing support both here in Australia and overseas for the value
of OD in promoting awareness of and skill development in group and
organisational processes. But there is also increasing support for the position
that this will only occur if OD is done right
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The key words in an understanding of effective OD are 'organisation' and
`self-renewal'. What is also important is its long-term character. Many think,
for example, that the Workshop stage of an OD project (where the school
staff come together for a number of days) constitutes OD. This is not so.
Although the Workshop is a most important part and perhaps the most
obvious for participants, there is the long, slow and deliberate sequence of
stages described above that occur both before and after the Workshop that
are all equally important and must be employed in a sequential, relational
and balanced way.

Conclusions from North American (Fullan et al. 1978) studies are
consistent with Australian material (Mulford 1982) in stressing the
importance of all Of the following factors for successful OD. The parallels
between these indicators of what is meant for OD to be 'done right' and
similar characteristics of effective inservice/staff development should be
readily apparent:

A primary focus on self-study of structures and educational tasks by
the organisation (school) and the in.lividual in it (as opposed to a
personal development or skill training for individuals).
Have or develop commitment (reflected in such thingsas support a id
active involvement of top management and use of the organisation's
own resources, particularly time and money - while time costs are
considerable, successful OD projects do not require large budgets).
Careful, early planning by an internal steering committee and the
identification, training and Increased use of members of the school staff
to take over the consultant's process facilitating role.
Sustained efforts which need to be measured in years, not hours, days
or weeks.

Careful, successful and sequential passage through each of five stages
of an OD project, that is, approach and commitment, data gathering,
feedback, workshop and follow-up and evaluation.
Incorporation of OD strategies which become a regular way of doing
business, an integral part of the self-renewing effort in a school, rather
than something apart or just added on.
Use of consultants who are prepared to develop schools they work with
so that staffs become independent of their assistance.

So far in this chapter I have argued that the most relevant and successful
inservice within education requires a greater attention to the role of imple-
mentation and that a most important aspect of effective implementation is
the facilitation of collaborative effort by those currently in schools. I then
outlined one proven approach lot achieving this collaborative effort OD.
It remains now to reinforce some of the issues that need to be considered in
effectively carrying out this proven approach to inservice education,
particularly from my experience in the role of an outside consultant
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Some Issues for Consideration in
Satisfying the Need Through OD
My own work with schools in Australia has led me to identify an 'Octet of

Dilemmas' facing OD consultants (Mulford 1979). These dilemmas centre

around an obscure definition; on whether emphasis should be given to the

total organisation or one or more of its departments; the obstacle to

development of an organisation not being 'OD ready'; on an over-
dependence on `experts'; the danger of an `Omphalos Dynasty' being estab-

lished with a resultant over-estimation of OD's effectiveness; possible
difficulties in obtaining a demand for OD that is consistent with 'the OD

way of doing things'; the running of the Omnibus of Development or

Workshop stage of an OD project; and the difficulties in evaluating whether

OD provides obvious deliverance from current school problems. Using some

of this material as a base, it is intended to complete the chapter with a more

detailed discussion of some of the issues that need to be considered in
effectively carrying out the role of a facilitator of collaborative effort through

OD.

Organisation or Department?
Taking individual teachers out of schools and into courses run by consultants

is very much like taking out one piece of a jigsaw (school organisation),

changing its shape and then finding it will not fit when you try to put it back.

Not only will the piece not fit but it then has to suffer the anguish and
frustration of being Inc ...iced' bad: into its original shape (the 'lopping the

tall poppy' syndrome) so as to fit in with the total jigsaw. This suggests that

for effective change the total school (all the pieces of the jigsaw) needs to be

involved. But is this really so? Can approaches be effective with individuals,

a department or any other grouping (e.g senior staff) within a school?

My experiences plus a body of research evidence which has accu-nulated

over the past decade all point toward a very cleat message: schwl

improvement cannot be accomplished without attention to the fabric of the

school's culture and organisation. In other words, total jigsaw involvement

needs to be our ultimate goal. Individual, departmental or group approaches

can serve as precursors but not substitutes for organisational development.

(Who goes to make up the jigsaw, or organisation, poses an interesting

question in itself)
Goodlad's (1983a) massive study of thirty-eight Principals, 1350 teachers,

8624 parents and 17,163 students in US schools provides a recent example

of this body of research. He writes:
I believe that we must build into each school a continuing attention to instruction

and the curriculum. This does not occur when teachers [and admirustratorsl are drawn

out of schools as individuals to engage willy-nilly in workshops and courses and are then returned

to the isolation of their classrooms and 1 school culture where how and what one teaches

are not matte's for peer group analysis, discussion, and improvement. Teaching
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must be taken out of its cloak of privacy and autonomy to become the business
of the entire school and its staff.
How is this to be done? As yet, we do not know - but we know enough to make
some educated guesses. My expenence with our League of Schools project
(1966-72) convinces me that, with support and encouragement, school staffs will
begin to address the sensitive problems of their own teaching when they becomeboth comfortable with one another and confident in their ability to affect the
quality of life in their own schools. These conditions emerge out of the processes
of dialogue, decision-making, action, and evaluation . . Initiating and nurturing
such processes will do more in the long run to improve the quality of the educationalprogram
than will a direct attack on teaching especially in schools where the ecosystem is
already malfunctioning. (Goodlad 1983b, 557, emphasis added)

Obtaining a Demand
The seeds of successful consultation with education systems are planted
during the introductory phase of a project (the approach and gaining of
commitment). The consultant must kr ow and clearly communicate their
values to a school. It will be easy for them to take 'cheap shots' at the school's
norms and processes and equally easy for them to be seen as an
administration spy, pawn or dupe. Yet, to be effective, they cannot allow thisto happen.

There is a dilemma here: on the otie hand, the consultant must not be seen
as the lackey of one person or group yet, on the other hand, it is equally
important, particularly in a setting with a history of necessary centralised
decision-making such as that found in many Australian school systems, that
early support be gained from the principal.

Principal support may be difficult not only to obtain but also to sustain
when he or she comes to realise the direction of change required of them
under OD. As Morgan et al. (1973) have succinctly stated:

Under OD the formal leader changes the basis of his authority from that of power,
patronage and sponsorship legitimised by position, to one of authority based on
skill in facilitating members' participation and in energising members to solve
problems and resolve conflict. (p53)

Fullan (in Morgan et al 1973, 45-6) underscores the importance of this change
to a facilitative mode in the top level occurring during the Workshop stageof an OD project. If there is no change, then subordinates may find
themselves at great disadvantage:

Skills promoted OD . . heavily favour the most literate and articulate members
of the organisation . . verbal facility is also probably related to the authority
of the sch0,4 those lower in the hierarchy may find themselves at a
disadvantage in pursuing their own interests .

There is also a possible dilemma between the method of obtaining the
commitment of staff to consultations such as OD and the values of OD itself.
Fullan (Morgan et al 1973, 45) highlights this dilemma:
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. . . it is problematic whether the conditions under which people asked to indicate
acceptance are conducive to 'free' acceptance. For example, since OD has been
initially endorsed by authority figures and introduced by outside OD 'experts'
it is at least questionable whether these structured conditions allow for two-way
communication from subordinates about their concerns.

How shall clients be induced to step across into the new non-manipulative
world of more open communication represented by OD without
manipulating the client? The dilemma for the consultant is that he may feel
that there are many schools which could benefit from OD, yet they cannot,
if they are consistent with the values of OD, impose themselves upon the
schools. They can make their work known via conferences and articles, but
initiation of an OD project lies with the school itself.

Mulford et at (1977, 221) have tried to recognise this dilemma:
Teacher and support staff commitment at Wesley [College in Melbourne] was
also not well handled, and was, in fact, antithetical to many of the values implicit
in OD. A formal staff meeting involving an explanation of OD, question
answering and then voting does not result in a consensus type of commitment.
Preferable is the method (employed at Pearce [Primary School in the ACT])
where a consultant visits the school informally on a number of occasions prior
to speaking briefly at a staff meeting and then remaining at the school for at least
one full day for informal individual or small group explanations and discussions.
Commitment is made at a later staff meeting not attended by the consultant.
It may even be desirable to extend the gaining of commitment stage over one
or two months so that all participants are clear on what will be involved in an

OD project.

Over-Dependence
The are schools that hold unrealistic expectations for the consultants they
employ. Consultations are looked on by some as a panacea or cure-all, and
unfortunately, there will be consultants who will pander to these demands.
Good consultation, that is, consultation that focuses on implementation and
developing collaborative effort among a school's staff, is hard work and takes
time. Quick, flash interventions are not going to induce major, permanent
ch-inges and will often be detrimental to an education system. Wyant (1974)
for example, after studying a large number of schools that had received
various amounts of OD consultations, found that those receiving less than
twenty-four hours over a year actually declined in their communication
adequacy.

Good consultants need to constantly remind their clients that they had
not walked on water in recent times. Yet in my experience even where this
happens client expectations can remain too high. Unrealistic expectations
usually stem from a belief that good consultation is a product when, as this
chapter has argued, it first needs to be a process. An assumption is that all
we need to know is more and more facts (usually from being told by 'experts')
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when what is needed is knowledge of values. The latter requires the
involvement and intervention of the participants themselves. The consultant's
job is to facilitate this interaction. What the school decides to do is its bi,siness.

The critical question for consultants is how can outside resources and
stimulation be provided which will encourage and enable teachers to try
something different, to do it on their own? The answer suggested in this
chapter is to use an approach such as OD to help schools help themselves;
help them to realise that their success was due to their own efforts and abilities
and not to outside expertise.

Good consultation with education systems attempts to establish self-
renewing organisation. Dependence on cow itants is the opposite of this aim.
In fact, it is in this area that one could express doubts about the usefulness
of education systems employing outside consultants whoare dependent upon
their work with schools for their livelihood. The temptation to prolong
dependency on the consultant is strong in this situation, yet, if he or she
believes one of the major aims of effective consultation is to promote a self-
renewing organisation, then obviously he or she should be working to 'do
himself or herself out of a job' at any school as quickly as possible.

This stance poses a dilemma that my own work has yet fully to resolve:
to what extent can one continue to be involved in follow-up consultation with
school and still be developing a self-renewing organisation? The point at
which a course, workshop or consultation becomes self-directed and where
addit'onal direction by the consultant would detract from the development
process is a very lelicate, important, yet little discussed topic.

Over-Confidence
Care must be taken by consultants not to assume that they stana at the
central point of the earth and that everything revol ,res a, fund them when
they work with schools. Consultants need to constantly remind not only their
client lso themselves that they have not walkedon water in .-ecent times

Any . ..,munication may be complicated by a situation where th,-re is botl
a power/authority and an epistemological gap between teachers and
consultants. It is very time-consuming to clarify the expect,tions and to
estahii.:h roles among consultants and teachers because the: do not have the
same position in the system. This social or piofessiona: perception is not
changed simply by moving into a school and meetint, the staff

Eraut (1977) elaborates on the little researched but obviously important
epistemological gap in the following way:

Because the teacher has to act, his language has to contain a strong prescriptive
element which those who do not have to teach willingly avoid More wer he has
to particularise his thought and action, whereas those outside the sci---ol are
expected to generalise He also has to learn to talk about his actions in a way
that protects ',Imself from blame and maximises his autonomy His epistemo-
logical world .., bound to be different from that of the consultant and this can
be a major barrier to communication Both talk to each other in the way that
they have learned to talk and ...ether will literally mean what he says
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The presence of this epistemological gap may help explain why some teachers
involved in inservice course; have a serious backslide into the classical passive
role of student and why other evidence has underlined the negative attitude
some teachers have to P-ternal consultants.

Often this lack of understanding arises from a consultant's qualities
involving presumption and arrogance which results in the consultant 'doing
his or her own thing', no matter what the circumstances. Coad (1976) provides
an example. He writes that among the important reasons for the modest
impact of one OD program on satisfaction, group processes, climate,
leadership or student achievement in a school he studied was that 'even with
six days to build themselves into an OD team, the consultants practised their
own strengths (sensitivity training and confrontation, for example) rather
than implementing the pre-planned OD Jrkshop design'. (Coad 1976, 13)

It is important to make the point that the most important issue facing those
working in inservice education, and particularly those who accept the role
argued for in this chapter, is the one relating to the charge of manipulation.
One must exercise care with a 'human relations' as opposed to 'human
resources' attitude (Miles 1965) on the part of those in the school or school
system administration responsible for the initiation of consultation. With
such potentially powerful techniques the attitude that they can be used to
pressure recalcitrant Individuals into conforming with the administration's
thinking must be avoided at all costs

As effective behaviour change can involve manipulation and control and
since manipulation of human behaviour inherently violates a fundamental
value of freedom of choice, this places the inservice educator in a dilemma.
The dilemma cannot be resolved completely. This, however, is r..) argument
for avoiding discussion of the issue and spending a great deal of time ensuring
and/or developing a consistency between school and inservice values.

To make the first phases of consultation non-threatening It is necessary
to avoid having high powered, high status consultants giving a 'proper'
introduction. Similarly, over-use of jargon would limit communication with
the (..ent and reinforce dependence on 'expertise' lithe consultant believes
in self-renewing organisation then an increasingly low profile is highly
desirable.

An 'increasingly low profile' will be difficult to achieve given educators'
obsession with experts It would seem that expertise increases with the
distance travelled. A local expert cannot hope to compete with the interstate
expert, let alone the almost divine workshup accorded to someone from
overseas. If overseas experts are brought in they may not only lack the
necessary knowledge of the local education scene, but may also find it
extremely difficult to cast off the shackles of the tag 'expert' and adopt the
low profile necessary for self-renewing schools.

The technology of good consultation is the proper province of school
personnel. Individuals who are now called consultants might better consider
themselves to be essentially educators, preparing school personnel to utilise
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this technology along with other technologies. As indicated in an earlier
section, their major job is to work themsel 'es out of a job by educating school
staffs in processes involving collaborative effort.

`Working oneself out of a job' in any particular school ce7tainly poses a
difficult dilemma not only for consultants dependent on projects such as OD
for their livelihood, but also for 'internal' consultants (eg curriculum
consultants, regional personnel or other members of education systems). Can
a curriculum consultant be involved in an OD project, that is, emphasising
processes and working to 'do themselves out of a job', and still consult in
content (e.g Maths, English, Social Sciences, etc)? Can regional office
personnel be involved when they may also have an assessment function (of
teachers or curricula) as part of their role? It is the argument of this chapter
that as the first step in effective consultation these roles are mutually exdusive.

In-School Facilitator Training
It is vital for effective consultation that school facilitators emerge who can
take over from the external consultant before the end of their attachment.
The sooner this transference of skills occurs the more successful the
consultation. Yet there is a possible dilemma here related to the point at which
ttm training of in-school facilitators should commence

Some argue that in-school facilitators should be trained pri to the
workshop or consultation. This position does not make sense. Apart from
the need to select in-school facilitators as a result of judging their performance
during the consultation there is the temptation to pre-selecting those who
have had previous OD or similar ,tpe inservice experiences. This previous
training and experience can be with process techniques, but is usually not
OD as described in this chapter. For example, discussing the process and
implications of a consensus decision-making structured experience with a
group of principals from twelve different schools is vastly different to the same
discussion with twelve of a principal's own staff

Summary and Conclusion
This chapter has commenced with a belief that effective in service needs to
focus on current teachers or staff development and that for more successful
staff development in schools there is a need to give greater emphasis to
implementation. It was argued that the most important aspect of effective
implementation is first obtaining effective collaboration among teachers (and
between teachers and the community) In other words, awareness of, and
skill development in, group and organisation processes must he a first step
in any effective inservice or change

Organisational Development (OD), it 'done right' was suggested as a
proven approach to achieving these necessary prerequisite process skills

OD was defined and a brief description given of the five main stages of
an OD project (approach and commitment, data gathering, feedback,
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workshop, and follow-up and evaluation). Indicators of what it means for OD
to be 'done right' were then listed, indicators such as an emphasis on the
organisational, long-term and self-renewal, the importance of commitment
and development of within school facilitators, and the necessary for using
consultants who are prepared to develop schools so that staff quickly become
independent of their assistance.

Discussion of the stages of an OD project and listing of the indicators of
what it means for OD to be 'done right' made it clear that there were many
issues and dilemmas that need to be considered in effectively carrying out
this proven approach to inservice education. Five of these Issues were isolated
for reinforcement: the need to aim toward greater emphasis on the total
organisation rather than department, group or especially individual; the need
to obtain and maintain a demand for OD that is consistent with the non-
manipulative, collaborative value system underpinning the approach; the
risk r,f schools being overly-dependent on and having unrealistic expectations
for OD and yet the need for the consultants to be working themselves out
of a job at any school as quickly as possible; the risk of over-confidence on
the part of consultants regarding the extent and type of impact they have on
schools; and the need for the identification and training of in-school
facilitators to occur during an OD project.

Perhaps those working with schools would do well to remember the words
of a wise Chinese gentleman who in 640 BC wrote the following about the
most effective inservice educators (leaders):

As for the best leaders,
people do not notice their existence

The next best,
the people honour and praise

The next,
the people fear,

and the next
the people hate

When the best leader's work is done,
the people say we did it ourselves
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INTRODUCTION: THEME 3
PROFESSIONAL DEVELOPMENT:

THE SYSTEM

W.D. Neal

The term 'system' as used in this part, refer s to groups of schools held
together by legislative and administrative bonds or grouped together on the
basis of common interest. The Education Department in states and terri-
tories are the most obvious examples where in each case a government
is the employing authority. Catholic Education systems as they have
developed around Australia are indistinguishable as systems in the sense
intended here. Groupings of independent schools operate on a much looser
basis - mainly on common interests, but the tendency to work together is
increasing. However, there is a multiplicity of employers Some of the
responsibilities for professional development outlined for the system in this
part, fall squarely on employing authorities and in this respect independent
School Boards may have difficulties. However there has been a trend in recent
years for State and Territory authorities to extend some professional
development opportunities to all teachers, government and non-government.
This is a move which has been developed further in the last ten years by
Commonwealth Government policies and support. In one sense therefore
there is a 'system' of schools and teachers in each State and Territory which
encompasses all It is surely in the best interests of education to develop such
a concept even further.

Modern Personnel Management
Modern organisations and businesses (analogous to 'systems') have devoted
increasing resources to the welfare and development of their personnel. Their
concerns are with the care and Interests of their employees as people and also
with the long-term health of the business enterprise. Despite the increasing
Impact of technology, thoughtful organisations know that their long-term
success will still depend on people Hence there has been a growth in
personnel services and in trained administrators to work in them The study
of personnel administration has grown considerably and courses are now
available in many tertiary institutions as well as in other organisations. Some
are set up by the firms themselves both within their organisations as well as
cooperatively.

Education systems can benefit from a study of modern business practices
and philosopny In the first instance there could be a much more positive and
active commitment to the personal welfare and professional development of
every teacher and other persor nel also This is not to say that educational
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administrators are not sympathetic to teachers and are not interested in
promoting growth. It is true, however, that the resources presently devoted
to personnel matters are meagre and do not promote the kind of services now
common in other businesses.

The personnel administrative services in industry offer other activities that
might be studied with advantage. For example they develop and use
comprehensive personnel records which contribute among other things, to
planning personal career patterns. They have considerable success with
training programs through the planr ing of objectives, specific learning
activities, use of technology and media and follow-up. Finally many of them
appear to be able to discover potential and to provide appropriate learning
experiences for future managers.

Perhaps one of the most important features of successful personnel
development programs is that they are based on an understanding of how
adults learn, what motivates them, what is likely to encourage change in
behaviour and what will give satisfaction. This involves a knowledge of the
psychology of adult learning and a mastery of group techniques and
manipulation. It requires also very careful attention to planning learning
experiences - as much attention as it is hoped is given to planning learning
experiences for children in schools.

How Educational Systems Differ
Educational systems have some characteristics which make them different
from organisations which are commercial enterprises It is appropriate to
indicate some of these characteristics in order to keep the challenge of
professional development in proper perspective.

1. Educational systems have a complex and variable set of goals and
objectives. They are agreed upon only at the most general level Hence
they do not represent the driving force which emerges from clearly
stated and accepted objectives which can be seen in specific end-
product terms.

2. There are many parts to an educational system - government,
administration, schools, pupils, teachers, parents and public It would
be an impossible and undesirable expectation that all would always
agree.

3. The mechanisms of control throughout a system are loose, both by
design and by the nature of education and the necessary semi-
autonomy of schools and classrooms Supervisory lines are loose and
the system depends on a mixture of faith and professionalism for It to
work. In the long run this has to be so but it does make fi-r very blurred
notions of accountability

Other characteristics could be elaborated but enough has been said to
indicate that personnel develcpm nt policies should not be transferred
uncntically from even the most successful business enterprises Yet much can
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be learned from other organisations and perhaps a starting point is to realise

that people administering and implementing personnel policies need special

and appropriate training. They are not jobs which can be filled by ad hoc

selection or by using a person who happens to be available in administration

or on the school staff

What Role for the System
It was stated above that given the characteristics ofeducational systems, and,

of course, the nature of teaching and administering within them tremendous
emphasis is placed on the professionalism and competence of teachers. The
responsibility for maintaining and developing competence rests on the

individual. In this respect teaching is no different from other professions.
The self-motivating professional will seek out opportunities for improvement

and much will flow from critical self-appraisal and a receptiveness to new

ideas from many sources.
Much help will be, or should be, available from the school in which the

teacher works. Evidence about effective professional development experiences

in changing classroom teacher behaviour emphasises the importance of
school based activities, cooperative planning, group work and supportive

follow-up in the classroom.
Given these two important principles, that is, the personal responsibility

of the teacher and the importance of many professional development activities

being school based, the administration of educational systems have to work

out what they can do most effectively to support these principles but also to
provide the other parts of a comprehensive and clearly articulated personnel

management program.

A Comprehensive Personnel Policy
The features of a fully developed personnel policy for a modem educational

system are set out below. The adoption of policies SIMilar to the ones noted

should enable a system to move forward in a systematic manner even if it

takes time to provide and develop the resources
1 The system should have a philosophy and commitment to caring about

what happens to teachers as individuals and professionals. This would

imply such activities as-

a record system which documents the professional development of
each teacher;
a requirement that all teachers participate in professional

development;
a view of a teacher's career as a continuum from pre-service through
induction to inservice and various stages of development along the

way;
- individual counselling on possible career paths and the commitment

to assistance in developing new skills as required, ar.d
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an acceptance of the view that a weak teacher or a tired teacher
often results from the failure of the system and that early diagnosis
might lead to successful rehabilitation.

The development of this kind of philosophy does not imply that the
system has a 'Big Brother' role. Within such a framework the roles of
the individual, the school and regional offices would be delineated.

2. A system should develop a conceptual framework which would provide
rigour and accountability for its personnel programs The features of
such a framework would include:

the establishment of goals and objectives for programs;
the specification of the responsibilities of various parts, le
individuals, schools, administration, tertiary institutions and so on;

- the identification of likely career patterns with key points of
transition and the specification of required new skills and
performance levels;

- the spelling out of criteria and standards by which to evaluate
various activities within the personnel program.

3. One obvious requirement but one worth repeating is that teachers will
perform best under conditions of service that are professional. They '
do not expect to have everything their own way. However they do expect
classroom activities that are reisonable, good human relations with
their colleagues and their leaders, continuity and some stability in
curricula and respect from polit clans and the public for their efforts.
Recent developments in th_c Australian states and territories through
rapid unvalidated curriculum changes and capricious organisational
upheavals have not built up the confidence and professional zeal of
teachers.

4. The Implementation of personnel programs and in particular of
professional development should have operational guidelines that
would include:

- the designation of appropriate activities to achieve various
objectives;

- a system-wide program to anticipate priorities and needs;
specific programs for new skills such as those involved in the
principalship;
the provision of trained personnel to lend professional development
activities in school and in the system,
guidelines and where appropriate specific assistance for formal
study,
technical and consultative services contributing to professional
development, including an information service accessible
throughout the system,

- systematic procedures for evaluation and feedback
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5. Teachers participate in many activities supplementary to their teaching
duties, for example, curriculum development counselling, evaluation
projects and other committee type work. Many of these do contribute
to professional development but perhaps more could be made of such
opportunities to obtain further benefit.

6. A system policy would give attention to the provision of resources on
a consistent basis. It is not satisfactory to rely on spasmodic handouts
from the Commonwealth Government to supplement meagre
resources from the system's funds. The quality of professional
performance is crucial to the qt.....dity of education and the provision
of resources to improve teachers in action must surely have a high
priority. If schools are the centres of certain types of inservice activities
then resources such as trained leaders, support materials, information
and funds should be obvious provisions. The same logic applies to all
sections of personnel services. Again it is possible to set tangents for
attainment and move to achieve those tangents when possible.

Further Development of the Theme
This chapter has given an introduction and an overview to the theme of
professional development as it concerns educational systems The
contributions to this theme take up selected aspects of this topic and discuss
them in some detail. In some cases the contributors take up more general
aspects of professional development and thus have added further dimensions
to the discussion.

As a guide to development of the theme the following framework was
established:

Personnel Policies of Modern Organisations

Responsibilities of organisation.
Principles related to professional development.

- The needs of an educational system (promotion, administrative
personnel, relating to the community)
Special training for people in staff development activities
Evaluation pohckts and professional development.

Principles for Planning Professional Development

Principles of adult learning and program planning
- Principles of group dynamics and social interaction

Strategies for teaching/learning (audiovisual, computer, satellite, other
technology).

Existing In-Service Education Provisions

Commonwealth support.
State systems
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- Independent schools.
- Tertiary institutions and professional associations.
- Selected overseas patterns.

Support Services

- Curriculum and research services (role, professional development
opportunities).
Teacher centres.

- Public understanding (as affecting school roles and teaching
effectiveness).

Patterns for Future Development

- Principles and patterns arising from consideration of adult learnil g,
behaviour modification, group interaction.

- Future staffing patterns.
- Inter school cooperatives

Roles of Commonwealth and States.
- Roles of tertiary institutions and professional associations.

Summary Statement

- Implications, priorities, financial considerations, maximising return.
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PERSONNEL POLICIES IN
MODERN ORGANISATIONS

William G. Walker

Staid, conservative and non-personnel procedures are likely to contribute to staid,

conservative and non-creative educational systems (Heald and Moore 1968)

Throughout Australia and much of the world beyond there is a clear and

urgent demand for change in educational structures. At the UNESCO
Wo'kshep on Managing Structural Change in Education held at the Australian
Administrative Staff College in 1982 there was strong agreement among

senior educators from Asian and Pacific nations that planning for structural

change was, like all educational endeavours, essentially a human exercise. As

Harm (1973, 72) editor of the report which appeared following the
conference put it, 'Any detailed plan for structural change should include
strategies for implementation, evaluation and training of personnel'.

In a keynote paper on change strategies prepared for the workshop Beare

and Millilcan (1983, 5-19) went to some pains to draw attention to Leavitt's
four key dimensions of a complex organisation which must be grappled with

if change is to ensue, i e. task, structure, technology and people. The
implications for personnel policies in educational orgamsations were only

too obvious to those attending.
It is axiomatic that since a school system is a system there is no avoiding

the necessity of stability, order and organisation Any formal human system,
educational or otherwise, must recruit, select and train personnel, develop

salary and employment policies, assign jobs, orient and induct staff and,
inevitably, develop office systems and records. Moreover, there is no avoiding

responsibility for the mich more demandingtasks of encouraging motivation

and of maintaining morale.
In a complex educational institution the term 'personnel' might include

in addition to teachers and paraprofessionals, clerical staff, gardeners,

ci stodians, cleaners, cooks, waitresses awl many others. In a large

independent school a half dozen trade unions might be represented.
Moreover, in the vast centralised public education systems of Australia senior

administrators are known to lead some of the most sophisticated and complex

educational environments in the world.
It is clearly not the task of this brief paper to concern itself with the

minutiae of the personnel administrator's role. It is, however, essential that

it spell out the key goals of that administrator. These might be stated as:
1. To recruit and select competent teaching and non-teaching staff and

to employ such staff ;al terms of established salary scales and conditions.
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2. To provide an environment in which the employee participates to his
or her maximum ability in the interests of the students enrolled in the
system.

3. To ensure the professional growth of each employee.

(Moehlman 1951, 384)
It takes little effort to see that each of these personnel tasks is in itselfcomplex,
politically sensitive and professionally demanding and that an adequate
discussion of each would call for a text book of its own.

The Organisational Animal
If there is one thing that we have learnt from nearly a century of research
and systematically observed practice in management it is that apparently
simple solutions rarely work in complex organisational settings. One useful
means of looking at the complex organisation 'school' or 'school system' is
through the eyes of a physiologist or scientist of related interests.

In one of the classic descriptions of the living organism 'school' the
geneticist Schwab (1964, 54-5) wrote:

In brief, as aa object of research, a school as an administered entity is an animal,
a stochastic series of an especially complicated kind. Each given moment of its
tenure is in large part the consequence of previous moments of that tenure, each
given moment may be filled bya vast number of alternative actions and inactions,
each of which will modify in a different way the character of the next moment.
If, for simplicity's sake we freeze thf flight of time's arrow, weare still faced with
the same high order of complexity that faces the physiologist who attempts to
study the complex interaction of parts which constitute a living organism in a
relatively steady state.

Following the animal analogy it is easy to see that organisations are born,
proceed through infancy and adolescence to maturity, grow to old age and
ultimately die. Furthermore, they marry, have offspring, suffer loss and are
subject to pathologies. The organisation chart might be seen as their
backbone and the formal and informal communication nets as their
sympathetic and parasympathetic nervous systems. They have intelligence,
choose among alternatives and depend mightily upon communication for
their survival. Their bloodstream consists of people. Such organisms survive
and flourish only to the extent that they are open to their environments.
Where dynamic interac on with their environments ceases or is badly
blocked, they die. The awareness of this should lead us to approach the
animal 'school' with caution and t develop respect for those who constitute
its bloodstream.

To re-state the obvious: there are two key dimensions in the analysis of
an institutional animal: structure and people Without these two key
dimensions there is no organisation Ipso facto, both elements are crucial in
the make-up of the organisation. Structure - its size, shape and complexity
- influences profoundly the ways in which people carry out their
organisational tasks. (Indeed, as we shall see, when structure is inadequate

258

26' 0



to meet human needs it is bypassed, as often occurs in bureaucratic
frameworks). Structure is merely the skeleton. it is people who flow through
the brain, heart and muscles. It follows, therefore, that the health of the
animal is largely a function of the health of its participants. In common
managerial terms the organisation is as good as the personnel who work in it.

Any organisation worth its salt is deeply concerned with the health of its
members. Indeed, this concern is unavoidable when one is seriously
interested in organisational effectiveness and efficiency, as is reflected in the
plethora of research in the area of organisational climate which, following
Halpin and Croft (1963), has appeared in Australia and elsewhere in recent
decades.

The Personnel Function
Perceptive managers and leaders have always recognised the importance of
the pc le factor in moving to the achievement of organisational goals
(Walker 1981). Caesar was as concerned about the morzle of his men as was
Slim two thousand years on Niccolo Machiavelli, in 1532, recognised the
significance ofloyalty as clearly as did Peter Board (Walker 1957) four hundred
years iater.

Modern management theory, too, has long emphasised the crucial role
, if the person in organisational achievement, however defined As early as
the 1900s, the American Taylor (1947) saw the importance of motivating
workers, while Fayol (1949) in France emphasised the significance of
manager-worker relationships. A little later Mary Parker Follett (Metcalf and
Urwick 1957) described the importance of conflict in enterprises and later
.b.ain Eltua Mayo (1946) took the Copernican step, following his researches,
of identifying the power of the group in influencing productivity. As the
century progressed, the importance of the 'people factor' was more and more
evident, with contributions from research by Maslow (1954), At vris (1962)
and Presthus (1962), to name but a few, being .videly accej rom this
rapidly growing mass of theories, principles, assumptions _nyths grew
that modern organisational function known as personnel.

Indeed, the need for the development and support of personnel has now
been spelt out not only in ubiquitous written personnel policies but, mirabde
dictu, in the establishment of personnel departments. In spite of this
contemporary recognition however, the pesent author notes with chagrin
that one major collection of writings to which he contributed, Designing a New
Education Authonty (Walker 1973a, 212-32) has no d Ester specifically on the
topic.

It is sometimes claimed with justification that in the early days of personnel
departments the officers appointed were too often not ca. able of doing a line
job satisfactorily and thus were accused of being assisted to do a 'lateral
arabesque'. In the past decade or two, however, there has developed a new
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awareness of the role of personnel officer, which has resulted in the
appointment of better qualified, more widely experienced and more
successful practitioners to this position (Walker 1973b, 27-9).

In educational organisations the role of the personnel department is. as
we have implied, almost it iably defined in terms of:

maintaining an adequate supply of qualified teachers for the schools
selecting, placing and promoting teachers
exer, .,mg evaluating, super ising and certificatory control over schools
and teachers
the professional development of teachers

(Knezevich 1975, 441-50)
Of course, each of these functions can be broken down into a number of sub-
functions. For example, included in the first is the relatively new function
of assuring equality opportunity, while the second might include negotiations
with teachers' unions and the third the role of school councils in teacher
assessment.

It is appropriate at this stage to highlight some issues in personnel adminis-
tration, if only to draw attention to the range and complexity of the
responsible officer's role.

Women in Education
One of the most significant contemporary personnel issues relates to the
status of women in educational organisations. It is well known, for example,
that the majorit; of teachers in Australia are women, but that the proportion
of male principals and senior administrators is very much greater than that
of females.

An important response to this fact is well documented in the report on The
Australian College of Education-sponsored conference on 'The Participation
of Women in Educational Management in Australia' which was held in
Melbourne during 1983. If anyone has doubts about the personnel implica-
tions of the issues raised it is only necessary to read any talk given at the
conference. The convener (Randell 1983, 2) captured the spirit of the meeting
in her introduction,

The struggle for equality for women will continue, but the Conference has
strengthened the conviction that the fight is worthwhile, renewed the faith that
significant progress can be made and expanded our national network of women
who will continue to provide support and encouragement

Yet it would be naive to assume that the problems faced by personnel officers
stop with questions of the balance of the sexes and of seniority of women.
There remains the smouldering issue of educational programs for girls and
the supply of teachers and facilities to meet the sub.,-quent changes in
educational directions. In the Second Annual Repo.-t of till. Victorian
Commission for Equal Opportunity (1979, 25) the Commissioner identified
one problem arising from complaints received as:
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Difficulties and Issues Involved in providing the te education for both
sexes, the rate of conversion of technical schools to co-education and the facilities

required to conform to the Equal Opportunity Act

The challenges to the personnel officer in this arena are clear as to make

further comment unnecessary

Industrial Relations
A very visible aspect of personnel administration in the contemporary
educational environment is that of industrial relations. The three front page
headlines of the January 28, 1985 issues of Education, the journal of the New
South Wales Teachers' Federation read, 'Total Opposition to New Super
Scheme' (rejection of a superannuation scheme int.oduced by the state
government), 'Plan Demanded for Extension of Release Time' (a demand
for the extension of release time for infants and primary teachers), and `Paltly
Budget Allocation' (a call for decreased teaching nours in Technical and
Further Education i'istitutions). The 24 page journal is largely devoted to
salary and conditions of work issues, nearly all falling clearly into the lap of

the personnel administrator.
The politicisation of the teaching profession in Australia is very well

advanced, as Mitchell showed so convincingly in his Teachers, Education and
Pol;!;cs (1975) and as did Hzrman in his Politics of Education (1974). More
recently, Hince and Spaull (1984, 85-115) have reviewed the development in
Victoria of a new industrial relations agreement to replace what they refer
to as the 'inherently defective and increasingly unworkable Teachers'
Tribunal'. In an optin. tic conclusion they assert that the new .ystem owes

its 'great promi,. to:
a clear definition of the need for change
an integrated approach in planning change
a consensus proposal al rived at after a long and difficult passage.

While easy to state, none of these functional steps can be .,,:en as anything
but a demanding and highly complex task for qv. personnel administrator

A related area of considerable concern for personnel managers in the
public sector is the establishment of appeals me,...hanisms. Such procedures,
rightly or wrong, are rare in the private sector, including the non-government
schools. In a report to the Third Parliamentary Seminar of the Joint
Committee on Public Accounts the present author (Walker 1982, 4) pointed
to the view of the then Chairman a the Commonwealth Public Service
Board, Sir William Cole, that almost significant point of difference affecting
personnel administration in the public and private sectors was the present.e
or absence of a system of appeals. It seems that the considerable autonomy
enjoyed by the heads of independent schools with regard to selection,
recruitment and promotion of staff helps to explain the marked attraction
which su -di schools have had for the Australian public in recent years.
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Assessment of Teachers
A traditional concern of the Australian state education departments has been
the evaluation and assessment of teachers. The control of teachers and
teaching has historically rested not only with the principal, who has both
supervisory and inspection functions, but with the district or general
inspector (superintendent, education officer) who was, and in some cases
remains, 'the eyes and ears of the Department'.

There is a considerable descriptive and interpretive literature on this
question of inspection and the history of its development highlights the
gradually changing nature of the teacher as a professional rather than as a
technician. It is perhaps worth making the points, however, that teachers and
administrators continue, after 150 years of inspection in all its forms, vainly
to seek the holy grail in the form of a system which at once motivates the
professionc: teach2r, contributes to hisor her personal growth and yet protects
the rights of the child and meets the expectations of interested members of
society.

Little Australian research has been carned out in the area of teacher
assessment, but there is much spec-lative writing about the relationship
between centre and periphery and about various forms of 'loose coupling'
as Weick (1982, 677-80) referred to it.

Where we have set up personnel divisions, as in the large state and catholic
depaitments of education, we have too often permitted the bureaucratisation
of wilat should clearly be recognised as a flexible and fragile function. Kandel
(1938) drew attention to this phenomenon as early as the 1930s, while the
present author went to some pains in 1977 to review the comments of
numerous observers on this issue. Earlier he often quoted Fred Enns
(1965, 81-95) of the University of A lberta:

. . learning can best take place in an atmosphere of stimulation, freedom from
restrictive influences and in a psychologically supportive climate It therefore
becomes one of the functions of administration to counteract the impersonal,
demanding, often threatemag aspects of the large organization The
professional needs to be free to practise his profession

Education then, flour ishes amid vitality, flexibility and stimulation One oc
the issues which must concern any thinking observer of personnel
management is what Charles Bingham (1981, 88) of the US Departmentof
Transportation refers to as bvermanagemene the creation of a managerial
overburden, which he claims has reached the point of confusion and
complexity where it hampers effec..ve management, public accountability
and interferes with the evaluation of performance. These pathologies
contribute in part to the growing complexity, time delays and ha.sseling which
burden major management systems, including the personnei

He concludes, 'one of the nastier ironies which we federal managers face
is the fact that out own managerial systems are frequently as oppressive as
the regulations we have imposed on others'
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One has hardly to go to the USA to hear a similar cn de coeur from contem-
porary Australian state and federal educational administrators, not to
mention the principals of individual Australian schools. Yet it would be
inaccurate and unfair to avoid mentioning many other stressors, ranging
from the post-industrial ascendance of the microelectronic classroom
(Culbertson 1982) to the impact of the liberated spouse (Walker 1983) But
therein lies a whole new chapter.

The New Personnel Manager
The traditional view of the personnel department has tended to be one of
an unexciting, service-oriented, record-keeping, status quo-seeking area. The
contemporary view is quite different, as the issues referred to above clearly
imply. The growth of professionalism and politicisation in large part has
moved the personnel function quickly from a reactive to a pro-active stance
As Heald and Moore (1968, 182) put it

Personnel decisions are the most potent decisions a systems executive can make
if either the direction or the rate of change is to be altered Changes in the systems
of human component are stimulated most by adding new components, changing
the behaviour of retained components or through the rearrangement of the
manner in which component Interaction is accomplished. If additions, changes
and rearrangements are stimuli to systematic alteration, then the skill of th^
executive officer will be measured largely through his capacity to get appropnate
organisational responses ab end products of his personnel decisions

The literature of management is full of pointed reminders about the need
for dynamic personnel procedures Drucker (1980, 121) for example, urges
businessmen to change the personnel policies of their enterprises:

It makes little sense to subject all employees to training programs, to personnel
policies and to supervision designed for one group of employees, and in particular
designed, as so many of the policies are, for yesterday's typical entrant into the
labour force the fifteen or sixtee 1-year-old without any experience More and
more we will need to have personnel policies that fit the person rather than
bureaucratic convenience or tradition.

Again, Mice Sargent (1981, 78-9) in her iconoclastic The Androgynous Manager,

points out that contemporary changes in management style are particularly
evident in the personnel function where the appropriate departments are
working on building relationships with line managers to increase their
effectiveness as developers of human resources. She quotes with approbation
Yankelovich who has concluded that the values of the new breed of workers
indicate a growing fot.us on psychological wellbeing as well as on economic
security.

Byrt and Masters (1980, 147) writing on the Australia of the mid-1970s
pointed to the tension which exists between the line manager and the
personnel manager with respect to the de% elopmcnt of staff They asserted'
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Ideally, the personnel department should operate so as to provide sery ice, advice
and innovation to other departments. it should audit and co-ordinate their
activities. However, the ultimate responsibility staffing should remain within the
departments

The authors are pessimistic about the future of the personnel manager In
a later book, The Human Variable, Byrt (1980, 151-3) presents a heart-rending
case study of Fred Raymond who threw in the towel as personnel manager
after only two years with the Speciality Manufacturing Company. Ichabodf
Ichabod.'

There is patently an in-built tension i . the relationship between the line
manager and the personnel manager. It is still widely accepted in industry,
government and education that the professional progress and development
of the "ndividual staff member is the prime responsibility of the line manager.
It is for his reason that Ordway Tead (1957) argues in his classic, The Art
of Admint tration, that the key role of the administrator is to be an educator, to
prepare ti oroughly those who are to succeed him 'jutting this in the simplest
terms, Tezd asserts that administrators and managers work to make
themselves redundant.

The thin line between the viewpoint of the line manager and that of the
professionally trained organisational developer is only too obvious, but there
has only recently developed a powerful appreciation of the need for well
educated personnel officers Yet in education of all places the educated
personnel manager is the exception rather than the rule!

Generally, throughout both the public and private sectors of Australia
business, ma, ufactunng and comm.- -ce, to say nothing of the statutory
corporations, government, the armed services and the union movement,
there is now a recognition that the personnel functions calls for special insights
and skills. While it is still assumed in some quarters that these are best
obtained solely through experience in the workplace there is a growing
recognition that the activities of personnel officers and their colleagues can
be enriched at training programs, offered by a variety of educational
institutions. Sadly, in most such institutions in Australia it is the educators
who are most noticeable by their absence.

Conclusions
Schools and education systems, like all enterprises, are living animals As
such they are subject to the same pathologies as are other living organism 3.
The behaviour of educational organisations is a function of those who inhabit
them, and since they are systems, are led and inhabited by people who are
required to accept defined responsibilities within them. While .'very
administrator or supervisor has a perm. mel function, so diverse and
specialised have modern organisations become that key support staff in the
form of personnel officers arc now the norm
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Since people are the chief components in enterpnses it is essential that they

be chosen with care, guided with humanity and led with sensitivity if they

are to work cooperatively towards organisational goals. This implies that such

functions as selection, recruitment, promotion and assessment be the
responsibility of specifically chosen and thoroughly trained professionals and

that particular efforts be made to ensure that those who pursue personnel
functions in educational institutions rise above the rigid structures which have

too often blighted education and its practitioners.
Moreover, the Australian educational community badly needs data which

will assist in defining and analysing the role of the personnel administrator.

Without such data personnel procedures may well remain the staid,
conservative and non-creative phenomena highlighted nearly two decades

ago by Heald and Moore
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PRINCIPLES FOR PLANNING
PROFESSIONAL DEVELOPMENT

John Docker

This paper examines some of the principles of planning processional
development. It is written in the following sections-

1. the meaning of professional development;
2. the professional development network;
3. the characteristics of successful professional development actie ities;
4. necessity of obtaining a climate to support staff development;
5. adults as learners;
6. meeting teachers' needs,
7. the negotiation of activities, contents and methodology,
8. the program planning the RPTIM Model;
9. the influence of technology on teaching and learning,

and the conclusion.

The author of this paper, together with Dr D. Fisher (Tasmanian Institute
of Technology) and Professor P Hughes (University of Tasmania) conducted
an intensive evaluation of professional development activities in Tasmania
during 1983-85. This evaluation involved distributing questionnaires to over
1000 teachers to analyse the effects of year-long award bearing inservice
education courses and making intensive case studies over a year-long period
to examine the nature of c urrent professional development in thirty schools
(Docker, Fisher and Hughes 1985)

1. The Meaning of Professional Development
During the two years of the Tasmanian evaluation, there was much debate
on the meaning 'Jf professional development. As a result of this discussion
in all the schools involved in the case studies, and in many other forums, it
can be concluded that teaches ascribe a broad meaning to the term
`professional devehpmene. The .-neaning should embrace personal as well
as professional growth. Most teactwrs perceive these two broad aspects to
be closely interrelated

The statement adopted for this evaluation remeed onsiderable support
in all schools. It stated that:

Professional development aims to int rease teat ht rs knolAlcilge cf understanding
of, and expertise in their pro-~airmail work, through at t Int silesign«I to attain
this goal, (Adapted from Moran. 1980
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Most teachers believe they have a professional obligation to undertake
continual learning. The development of teachers is viewed by most as a
lifelong process of learning If the status of teaching as a profession is to be
improved, we must confront the disparity between what we are doing and
what we can do. Teachers and administrators should show determination to
expand their knowledge and skills. Such an approach is the only way of
meeting the chancngcs raised by a changing society, technological change,
other forces impinging on the curriculum, and of serving the children we
teach.

Teachers recognise that professional development is their responsibility.
However, while teachers accept responsibility for their own development they
generally appreciate assistance, guidance and encouragement from the
principal and senior staff of the school. Support should also be provided from
the Education Department or the boards of independent schools

2. The Professional Development Network
In professional development work within an educational system generally,
it must be recognised that people working in the developmt at and the
evaluation of the curriculum, consultancy, staff development, teacher
education in tertiary institutions, and school-based curriculum and staff
development are all inextricably linked; no one activity can take place without
influences from the other activities. The nature of the interrelationship of
these elements is shown in Figure I.

Figure 1. The Professional Development Network

2, Professional Des( lopment,

Senior stat: j *Curriculum Deselopment
Developum

Deselopmentk'
(School Department )

Adapted from Goddard (l985, 237)

:Staff
Development

In this figure, institutional development involves organisational dcvelopme. t
Including modifying the school climate or work environment Staff
development refers to training staff in specific skills All parties to the
professional development network have an important part to play in the
process, and only in this way c an the needs of all tea( hers be reasonably met
It is up to each to work out what they can do best, and how to assist the needs
expressed by teachers and schools
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All parties servicing the needs of teachers and schools should extend and
strengthen the practices at all levels to Identify needs and establish communi-
cation and links. Schools in turn will need to devise strategies, possibly
through working parties and committees, to meet whole-school needs The
effective and efficient provision of support services can only be achieved when
the needs are clearly known. Also within each school all these aspects of
professional development must be considered and acted upon, if
improvements are to occur within a school. It appears that there must be
a balance between all the factors of the professional development network
to gain improvement in schools. If one element is overlooked, it is suggested
here that the possibility of change within the school would be minimal.

If changes are to succeed, it appears essential that all parties within this
network must contribute to major efforts planned by an educational system.
During 1986 and 1987, the Education Department of Tasmania is planning
to focus on revitalising the secondary curriculum in response to social and
technological changes in our society. In planning this change, all parts of the
educational services of the Education Department of Tasmania are
combining their efforts Likewise, schools will need to consider for
development, areas such as senior staff development, school climate, and
school staff development practices, if real changes to the curriculum and
professional skills are to occur.

3. The Characteristics of Successful
Professional Development Activities
The evidence from the Tasmanian evaluation suggests that some types of
professional development activities are more successful than others Teach,...s
believe that strategies for implementing successful school activities should
be varied, and include:

small groups
large groups
time for reflection by indic, 'duals and groups
time for sharing ideas and values between participants
the staff s-ttin,; priorities for action
the procedure for developing consensus
use of different time modules (for example, pupil free days, weekend
seminars or workshops, free time during a teat her's day), and
a thorough program for the reading of professionally related materials

People organising and leading these activities will nerd skills in areas sue b as

interpersonal processes (facilitating)
communication
working with groups (group dynamics)
team work, and
decision making

In order to plan and implement more successful ac twines, sc hook should.
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identify needs of teachers and develop plans based upon these needs
develop a school policy with guidelines and procedures
consider the priorities of both the state education department and
schals
pay attention to adult learning characteristics
use adult learning theories
use knowledge of processes or strategies to obtain change
provide a supportive climate
apply knowledge about what has been learnt about motivation
relate activities to the real problems of the practice of teaching
select leaders by expertise rather than seniority
create time for staff to be involved in professional development
activities, for example, by block staff release or increasing teacher relief
days, and
allocate resources to allow the activity to be implemented, and
maintain changes in teaching practice

Naturally the strategies applied in different schools would vary. It is essential
that schools have carefully assessed where they are They must evaluate their
current situation in order to determine where they are heading.

3.1 School Improvement
School improvement obviously requires successful staff development
Activities planned for involving a school staff should consider what is known
about successful staffdevelopment practices. School improvement takes time
and requires teachers to talk and reflect about their practice.

Research in Tasmania and overseas by Lieberman el at (1984) and Little
(1984) suggests that successful school Improvement involves:

schools identifying clear goals over a number of years
directing staff development activities to achieving these goals
building collaboration and cooperation among school staff
providing time for learning
allocating financial resources to professional development
recognising the complexity of the craft of teaching
expanding teachers' awareness of their perceived needs
being sensitive to the isolation of classroom teachers
working with teachers and making provision for them to talk together
and share concerns
determining the needs of individual teachers as well as the priorities
of the school as a whole
encouraging teachers to increase their knowledge and skills
constructing flexible and varied staff development programs that are
specific and manageable
protecting and promoting teachers' ideas
being clear about expectations and having high expt ctations
recording the activities and involvement of staff
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Schools must consider the scope of the changes they are attemptig.
Whole-school reviews are often unmanageable, and when undertaken, may
take many years. Schools should only undertake workable tasks in a set time
period.

A comprehensive list of staff development practices to guide schools is
available in the RPTIM Model developed by Steven R. Thompson. This
was developed after a study of the most successful school practices
encountered and an examination of the literature concerning staff
development. The acronym RPTIM represents these stages of readiness,
planning, training, implementation and maintenance This model provides
an excellent basis for planning professional development activities and to
assessing what the current practices are in any school This model describes
thirty-eight practices which should be used when designing staff development
in schools. These practices are shown in Table form later in this paper.

4. Necessity of Obtaining a Climate
to Support Staff Development

4.1 Research Background
There is an increasing body of empirical evidence which suggests that one
of the key features of effective schools is a healthy, positive climate
characterised by supportiveness, open communication and collaboration
(Owens 1981, 226).

Litwin and Stringer (1968, 5) define climate as:
The perceived subjective efforts of the formal system, the informal 'style' of
managers, and other Important environmental factors on the attitudes, beliefs,
values and motivation of people who work in a particular organisation

Hoy and Miskel (1982, 185) likewise define organisational climate as 'the set
of internal characteristics that distinguish one school from another and
influences the behaviour of people in it'. The organisation climate should be
such that constructive change is encouraged, and some analysis would be
necessary before the start of any program involving change. The
organisational climate can be changed as it consists of internal characteristics
which are subject to change.

Sergiovanni and Starratt (1979, 70) said that the need for an emphasis
upon c ,-anisational climate is clear

A healthy climate frees supervisor and teacher to work more fully on educational
matters it permits the supervisor to tat e a (L.,: t lead in educational matters
when appropriate, but draws out the leadership talents of ethers as well Here
relationship becomes a process rather than a set of perogatives assm sated with
the supervisor's role

The working environment of the school has a significant impact on the
commitment of teachers to professional development (Wood, et al 1982, 28)
According to Edwards (1983, 29), effective st;:tf development can take place
only if a suitable climate has been estabkhed
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Little (1981, 1) also highlighted the fact that an attitude supportive of staff
development must be part of the belief system of all staff members if
professional growth is to occur. She suggested that this group attitude toward
staff development is governed by the nature and extent of Interpersonal
relationships within the school. Little concludes that:

The success of staff development activities structured, unstructured, formal
or informal - depends significantly upon prevailing attitudes wit'an the
organisation in which it is hoped that new id as will be implemented

Duignan and Johnson 0983, 1) regard staff development as a 'fundamental
and ongoing process which is part of the everyday operation of the school'.
This requires that 'the desire for development must be embodied in the
philosophy, ethos and organisation of the school, and it should permeate every
aspect of its life'.

They go on to suggest that two shared expectations of 'collegiality' and
`experimentation' are necessary if staff development practices are to be
successful. Six critical staff practices were identified in a selection of
Australian schools as being associated with these norms These are

shared talk
joint preparation
informing
inservice, with reporting back to staff
mterschool joint preparation, and
social contact.

(Duignan and Johnson 1983, 6)
Brooko,.,er et al (1978) found that school climate can affect the behaviour and
academic performance of stuc'ents These findings were also supported by
Rutter et al (1980), Madaus (1980) and Fisher (1982)

When summarising the research effective schools Purkey and Smith (1985,
356-7), stated that.

The most persuasive research suggests that student performance is strongly
affected by school culture composed of values, norms, and role, existing
within institutionally distinct structures of governance, communication,
educational practices and poll( ies, and so on Successful schools arc found to
have cultures that produce a climate or 'ethos' conducive to teaching and learning

(which) will %ary, ca part in response to II composition of the staff and
student body and to the en\ I I onment in which the school exists, leaving each
school with a unique climate or 'personality' Nexertheless, academically
effective schools arc likeh to possess a cluster of similar characteritics that
encourage and promote :ancient ac hiexernent

They then explain that professional de% elopment is a krti charac wrist ic in
their model for creating an effec tive st hool (pp 385-9) They stress the import-
ance of, the relationship between school climate, effec ttve sc hools and staff
development pract es
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There are many instruments now available which administrators can use
to ass?..-...s various aspects of school climate (Owens 1981, Fisher and Fraser
1983 Docker and Fisher 1985- Fisher, Docker ana Fraser 1986)

4.2 The Tasmanian Evaluation
Work Environment Scale and RPTIM Model

During the Tasmanian evaluation a strong relationship between school
cl:mate and staff development practices was suggested (Docker el al 1985)
This folloved an analysis of two surveys administered to school teachers in

these .--thools in Tasman? during 1984
The two surveys based upon the Work Environment Scale (WES) and

the RPTIM model of staff development practices obtained scores of
perceptions of the 'actual' (what exists) situation and the `preferred' (what

should be) situation in their schools.

4.3 The Work Environment Scale (WES)
The Work Environment Scale was developed as a way of measuring humaa
environments. This approach involves assessing the psychological and social

dimensions of an environment, as they are perceive(' insiders or outsiders.

In 1974, Moos developed the WES scale to exanur ee dimensions of the
psycho-social environment The three dimen. were relationships,
personal development, system r ntenanct and system change

Full details of the WES, its use In Tasmanian schools and detailed analysis

of results can be found in an article by Docker and Fisher (19P c). Validation

is examined in an article published by Docker, Fisher an ' Fi aser (1985).

4.4 Description of the RPTIM Model
This research-based model was developed in the United States by Steven R.

Thompson. The model is `a definite attempt to describe a research-based

process for designing inservice education that is both systematic and
comprehensive'. (Wood et al 1982, 28)

Wood et al (1982) provide full details of the stages, practices and results

that occurred in the United States A similar description, with Tasmanian
results and compa-ison with those results for the United States has been
reported by Docker, Hughes and Tanner (1985)

4.5 Implicaticns of the Results
The results of these WES and RPTIM surveys have shown that some schools

have, better school climates and staff development practicesthan others State
primary schools recorded the highest scores byschool type (primary, high,
K-10, secondary, colleges) in both surveys Furthermore, within each school

type there is a range of climates and staffdevelopment practices Schools with

goof; ork environments also have good stall development practices,
suggesting that there is a strong relationship between school climate and staff
development practices in individual schools and by school type
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The argumen_ for this strong relation.hip is further enhanced by a detailed
examination of the school case studies on professional development Schools.
both primary and secondary, that recorded good actual WES and RPTIM
`what exists' results show more positive staff responses to questions about
professional development These schools usually had a whole-school
philosopoy and policy for staff developntent that involved all members of the
schools' staff.

This philosophy and policy was invariably characterised by.
staff development activities involving all staff over a weekend or for
extended periods after school;
the encouragement of the personal development of teachers, the
principal being involved in these activities in a leadership role; and
the allocation of resources to support activities which, where necessary,
bring about justified change

Teachers in these schools reported that the principal was support ye of staff
and staff practices were conducive to staff development, thus emphasising
most positively, relationships of trust and motual support. In addition,
discussion and dialogue among teachers is encouraged, and there is a willing-
ness to share expertise and experience in developing better ways to improve
teaching in that school. The same could not be said of responses from schools
that scored low on both surveys.

A study of the literature reveals that there is evidence to suggest that a good
school climate is a prerequisite to any men ;ngful improvement in schools.
These findings would tend to reinforce this link. Furthermore, discussions
about these findings with knowledgeable school practitioners would suggestthat this relationship may well be interactive. Although tills statement cannot
be substantiated statistically from the Tasmanian data, it can be inferred that
a good school climate is one which is characterised by the qualities already
mentioned. Both the WES and RPTIM surveys provide starting points for
schools to reflect on their own situations and improve their school climate
and staff dcvelopment practices

The hypothesis from the data therefor, is that char -s to factors in the
school climate are most likely to change staff development practices 1 his
is a two-way, interactive :elationship If one is improved, it is likely to improve
aspects of the other.

5. Adults as Learners
Much has been pub!ished about motivation and commitment to learning
by adults Keller (1978 19) summonses these in his statement that 'changes
imposed from above om work; irctead, changes in work habits and
attitudes come only from staff membei s themselves' Both Auchmuty (1980)
and the Vickery Committee of Inquiry in 1980 (cited in Reynolds and Clark1982, 77) endorse the view that staff should have ultimate responsibility forthe'r own professioral development activities. The Karrnel Report comments
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that 'teachers' own experience and self perception were an Important starting
point for further professional development'. Liebermann (1981, 583)
emphasises the critical importance of this stage of planning for professional
development by stating that 'any improvement efforts in sch( 31s must begin
with the concerns and needs of teachers'. This view 's also endorsed by
Christensen et at (1983, 22).

The attempt to understand how adults learn must be of concern to any
educator who is planning professional development activities. As France
(1981, 5) emphasises that 'learning, which itself normally involves social
interaction, depends ..,n individual motivation, and professional education
strategies stand or fall by their capacity to win personal commitment'.

Although a considerable amp .nt of research has been done in the area
of adult learning, the results demonstrate the need for further research.
Burrello and Orbaugh (1982, 386) comment on the lack of attention given
to the learning processes of adults, and the application of this research in
classroom teaching. Furthermore, Andrews (in Christensen et al 1983, 6-7)
believes that educational programs are not designed for adults becauseitinstructors are not trained in adult learning processes. Power (1981, 166)
quotes from the literature to suggest:

that din-service programmes are to promote professional development, they
must treat teachers as professionals, building upon their experience and maturity,
supporting their efforts to diagnose problems, and recognising their autonomy
and individuality

The research by Knowles has been further extended by Christensen et a/
(1983, 6) who F u ggest general characteristics of adult learner; Such adult
learners.

have a problem-centred orient;qion;
prefer to re-define the problem while in the process if learning;
move into learning situations through the `expertentia: Imperative';
have physical and social experiences and persons lay differences that
must be carefully acknowledged, and
a -, judgemental, hiving only so much energy, expending that energy
on projects and in vays that meet person; I needs

Wilson and Killion (_982, 36-7) emphasise the requirements for adult
learners for participation and personal interest France (1982, 5) comments
that 'activities need to be compatible with the preferred learning style of the
individual'

When planning a professional development program it is essential to
recognise that members of a group may have different, preferred learning
styles. For maximum effectiveness, the structure of the learning environment
should match the preferred style of learning of the participant (McCarthy
1982, 20).

This research demonstrates the necessity to plan fer adult learners in a
flexible, adaptive manner and relates the need for acult learning principles
in the planning of effective professional development activities
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Good lad and Klein refer to the futility of programs for the development
of teachers which treat teachers uniformly as a group. They state that

It is unreasonable to believe that teachers' behaviour patterns will be changed
by attending lectures, participating in bnefonentation sessions, reading manuals
or eve'. attending a course where the instructor talks about instead of demon-
strates new procedures It is as though we do not expect anything to happen
anyway so we just go through the established literature (in Goldsberry and
Hoffman 1983, 1)

This is reinforced by Wood and Thompson (1980, 374-8) in an article which
presented a list of principles related to adult learning that are relevant to staff
development programs. Four assertions, listed below, --e included in this list
of principles.

adults will commit to learning something when the goals and objectives
of the inservice are considered realistic and important . . to them,
adults will learn, retain, and use what they perceive is relevant to their
personal and professional needs;
adults want to be the originators of their own learning; that is, they
want to be involved in the selection of objectives, contents, activities
and assessment of their inservice education;
adults will resist situations which they believe are an attack on their
competence, thus the resistance to imposed inservice topics and
activities.

One of the most important pieces of information that can be gleaned from
this list of principles on adult learning is that effective inservice development
is dependent upon offering activities that are congruent with the needs
perceived by the learner These perceived needs may well be developed and
expanded during the activity

6. Meeting Teach, s' Needs

6.1 Research Background
The report by the Commonwealth Schools Commission (1979, 33) identified
four ievels of inservice education needs

the needs of individual teachers;
the needs of functional working groups of teachers and other people
associated with schools,
the needs of a school as a whole; and
the needs of school systems.

A balanced staff development program should involve eat h of these four leycls
of needs and reflect their relative importance Reynolds and Cla.Ke (1982, 12)
however, point out that 'the actual categories are not as important as the
recognition that there does exiFt a hierarchy of groups with differing ,reeds
and that the needs of all are relevant'
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Given the tendency within inservice education to focus on school nsds
and school-based programs Reynolds and Clarke warn of the danger or over-
commitment to organisational goals at the expense of individual goals There
is some empirical evidence to support the widely held claim that a
pre,:essional development program is regarded by teachers to be irrelevant
unless it 'addressed itself to what they perceive to be their own needs'
(Reynolds and Clarke 1982, 14). Staff development must focus on areaswhere
teachers perceive the need for improvement (Sergiovanm and Starratt 1979,

Wood, McQuarrie and Thompson 1982; Iwanicki and McEachern 1984) if
meaningful changes in behaviour are to occur. The needs of individuals are
dependent upon the stage of career and associated environmental factors
discussed previously.

Morant (1981) discussed four needs of teachers - induction, extension,
refreshment and conversion. Christensen et al (1983, 3-4) comment further

on adult development theories which influence career cycle views They
believe the developmental task models of Levinson and Erikson are most
relevant. Levinson describes transitional penods of adult development in the
perspect've of life-age, while Erikson relates crises which have effect on the
eight psycho-social stages of growth he identified. The importance of these
theories lies in their presumption that understanding career cycles of teachers
is in the attempt to formulate a depth of knowledge to assist in the assessment

of needs for teachers at various stages of their careers.
The impotance of the link between career stages, needs and to the planning
effective professional development activities is discussed by Christensen

et al. (1983, 21). Morant also believes that career stages are linked to
motivation and should be approached flexibly. Burrello (1982) mentions the

necessity for response to changing needs. France (1981, 155) Indicates 'the
difficulty of identifying the real needs of the individual'. These concerns need
to be examined if there is not, in Reti's words (1982, 111), 'a mismatch between

the content of a course and the expectations of its members'.
A further critical element in the planning of professional development

activities based on the needs of teachers, is what Ren terms (1982, 93)

personal or 'teacher-centred' needs.
Fessler et at (1983, 12) comment that 'the concept of staff development and

professional growth should be broadened to include concern for the personal
needs and problems of teachers'. However, France (1981, 162) states mot e

strongly that-
The interweae between personal and professional motivations is so dose that
to see professional development solely in technical or even vocation d terms and
to expect adults to undertake a formative learning experience without fully
engaging their total commitment as a person and worker is likely to be
unproductive

A model which recognises the multitude of factors that affet t an individual
teacher and his willingness to participate in professional development
activities is the career cycle model proposed by Fesder f: al This is reproduced

in Figur^ 2
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Figure 2. Dynamics of the Teacher Career Cycle.
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This model recognises the influences of both .e personal environment
and the organisational environment on the career cycle of a teacher.

In this model, the authors do not tie features of the career cycle to age as
most models of teacher development do, for example, the wind down of a
career being associated with years just before retirement, but rather they
postulate that teachers will move in and out of various sections of the career
rycle as factors in the personal and organisational environments bring
varying pressures to bear. Fessler et al (1983) construct several scenarios to
demonstrate the application of the model in explaining how personal and
organisational factors affect the career development of a teacher.

The implications of this model for professional development are clearly
enunciated by the authors when they state that:

The traditional inservice and professional growth activities that emphasise
improved teaching skills are appropnate at certain points in a teacher's career
The concept of staff development and professional g. (As th should be
broadered to include concern for the personal needs Ind problems of
teachers
Organisational poll( ;es should be examined to pros ide support for teachers
at various phases of their career (Ades
Approaches to staff decelopment and growth that achocate personalised,
individualised support 9.stems should be empnasised

( Fessler et al 1983 12-3)

Thus it can be under. rood why the Advisory Committee on the Supply and
Education of Teachers report (in Goddard 1985) said 'it has been found that
the basis for change and the effectite identification of the need for training
and its implementation is the quality and climate of the school'

Bell (1985b, 247) considers that-
every school should have an agreed procedure that.
(1) The needs for in-service training and professional development of individual

teachers and of groups of teachers within the school and the school as a whole
are reviewed, and

(2)The priorities kr in-service training. aad the mos( appropriate means c
meeting the different needs identified, art assessed in consultation with the
school community and in the context declared curricular aims and
objectives

t_:'early the term `heeds' and 'needs assessment' must be defined. Kaufman
nd English (1981, 56), defining the important term 'need', state that

On the one hand, need is conceived of only as a noun as a gap between current
outcomes and desired or required outcomes On the other, the term is used
differently, sometimes referring to an outcome gap. and at others to a process
or solution gap

Reti (1980, 93) also comments that the term 'teacher's needs' is one of the
vaguest and most loosely used expressions in the still ;11-defined field of staff
development. He suggests that the term springs fro n the lips of those
responsible for insc vice training, and comments
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But what is it that teachers are supposed to need, and according to whom? And
if they do have professional needs, how arc these identified and how validly'
And having been identified, how far can they effectively be met? These are
fundamental questions, some of them seldom even asked, let alone answered

Kaufman and English (1981, 53) state :hat:
Few topics in education are 'hotter' than needs assessment A number of models
and concepts are available, but considerable confusion exists abo'it such basic
questions as (1) what is 'need? (2) what is a 'needs assessment'? and (3) when
should a needs assessment be made and, if it is, which of many asailable models
should be used?

'Need' is obviously a difficult concept ;n education and 'needs assessment'
can be a deceptive process. However, needs assessments are an essential part
of 'effective professional development programs, as diagnosed needs of
constituent interests should be the b sis for the development of activities to
fulfil these needs. Usually i'service education claims to meet t ese assessed
needs.

Kaufman (1931. 31) suggests that a needs assessment is:

a tool Iry determining valid and useful problems which are philosophically as
well as practically sound. It keeps u. from running down more blind educational
alleys, from using time, dollars, and people in attempted solutions which do not
work. It is a tool for problem identification and justification This tool has been
a long time in evolt ing, and more will be done in future years, even future
generatior s.
Needs assessment is a humanising process to help make sure that we are using
our time and the learners' time in the most effective and efficient manner
possible Do we owe our children and ourselves any less?

Kaufman (p.29) concurs with Cuba and Lincoln (1982) that values must be
considered Alen determinations of 'what is' and 'what should be' are being
delineated. Val s of people, individually and collectively, are an integral and
undeniable fact of needs assessment and planning.

Marshall et aL (19826, 6) suggest that a reds assessment should form the
central focus for planning and implementing of programs for staff
development. They suggest an evaluation of staff development should take
place. This evaluation would include a needs assessment on which a staff
development program can be planned and implemented. Staff should
participate mainly in the implementation, stage Marshall suggesta that there
is little consensus as to the best method of assessment Generally, the
procedures can be classified on a continuum from informal to formal. Some
people have tried to develop .nstruments and define 'best' ways of asse-sing
.seeds, but most au:hors agree that it is not simple and that needs. once
articulated need to be developed

Marshall conducted a study to compare two methods (an informal, person-
to-person inethod, and a formal. systematic lata-gathering methrxll for con
ducting a needs assessment for insers it r education -ind examined their
consistency of information and c ompara:ise validity He wncluded that
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either the formal or informal types of needs assessment were equally valid
for obtaining information to plan and implement staff deselopment
programs.

Of the informal process, he comments that:
Nonetheless, for the individual depth provided by the personal one-to-one
interview I -ocess, it was found to be difficult to duster the needs into meaningful
cat.-gones for planning. The critical element here is that staff development
progr.ms are implemented for groupings of teachers has mg like needs. With
in-depth information on each teacher. no two were alike After spending several
hours on the analysis. it was discovered by the researchers that they had to pull
back from the detailed teacher profiles The information was found to be useful
in developing clusters for planning at the macro level, however, at the micro-
rnediation level, the uniqueness of each teacher's concerns clouded the process,
'raking it nearly impossible to glean the generalisations necessary for useful
plannit.g. Thus, as a general pnnciple it seems that needs identified at the macro
lzvel can be meaningfully utilised in the planning process. regardless of the micro-
trw.dii.tions that constitute the macro need In fact, the micro-mediations may
confound planning by over-emphasising the uniqueness of individuals to the
point that the common thrusts are lost
It was evident that the informal process pros ided specific, indis idualised
information, while the formal questionnaire pros ided more generalised
information The more inch% idualised information was more difficult to work
w_di since it had to be synthesised and categorised on a post hoc basis. But it
did pros ide insights into sortie needs that %ict-e maskt d m the a priori categorisa-
tion of the formalised assessment As related here, each method had its st, en gths

and weaknesses

Marshall el al concluded that it wa: appropriate that managers of staff
development programs put aside their bias concerning the validity of one
method over another, as in their opinion either method can prov'de valid
data The decision as to which -nethod should be used in a gis en program
would be better made by wrisic'ering the primary purpose for the assessment,
time and cost. efficiency. st-condary uses for the information. and similar
concerns.

It is also interesting to note that in longitudinal studies of the needs of thi.7e

grout, of teachers over fiffeen. tw .ntv-four and forts month period_
Marshall el al (1982a) reported that the general ( ategorie; of nerd remain
stable over one, two and three periods However. while the groupings of needs
remained stable. i .sa, reported that the xpn,sed needs of individual
teachers changed considerably over these same period,

6.3 Nec,Is Identified in th Tasmanian Evaluation
Methodology and Findings

During the Tasmanian esaluation of professional I( se tot men; the thirty
s( hook that «implctrd t hr ( ase studies ( al h condo( d an in-depth nerds
assessinen; of both tea( her and s( hool nerds In an inters irw s( hedule
common to all the s( hook. three questions related f. I nt ids
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Do you have any professional needs that could be sened by school-
based activities?
Do you have any professional needs that could be served by s stem-
based activities?
Could you indicate specific professional development activities in which
you would like to participate

More than 50 teachers answered these questions, and the evaluators then
probed for further meanings. These responses were summarised by
evaluators and then discussed at staff meetings in schools so that they could
develop policies and a program to meet these needs.

Briefly, the results showed that support was high for school-based activities
in primary schools and district high schools Moderate support was given
in high schools and secondary colleges, although many staff members
preferred subject-oriented activities rather than whole-school :eminars.
Preferences were expressed for developing activities in curriculum innovation
and development, staff conferences or seminars, 'hands on' workshops, and
`subject knowledge' workshops. Most interviewees considered these activities
would establish either a common set of attitudes and purposes among staff
or a common philosophy. Perhaps whole-school activities could be viewed
as a process to encourage development of a common vision of school goals
or specific developmental activities ar ong staff.

More than half of the teachers interviewed suggested they had needs that
could be serviced by system-based activities Courses at tertiary institutions
and the Centre for Continuing Education for Teachers (CCET) were often
favourably mentioned Considerable support was also expressed for Ideas
(Commonwealth Schools Commission) seminars Visits to areas of educa-
tional specialisation, such as mathematics, science and environmental
centres, were recognised as places for dissemination of useful information
and practical advice.

In response to the question about futs.;:-^ needs, most evaluators expressed
surprise about the wide variety of needs cit:d Seldom did more than two
interviewees in an sc hool express the same need This ob mush Indicated
a problem for administrators when at'emoting to structure the needs of
individuals and schools into a school developmen! program.

When considenng future needs, most interviewees suggested activities that
would improve their performance in the classroom '-lowcver, when three
or four people mentioned mathematics, they all wanted diflerent things such
as remedial mathematics, programs for the gifted, diagnovic programs, or
use of computers in mathematics This was true of primary, high and
independent schools. There was no significant agreement within the range
of suggestions, except for computer awareness and behaviour management
Similarly, when a need for eva' :anon was expressed, some schools wanted
to conduct evaluations, othc , to understand tic' process or think through
key questions involved in sc hod evaluation, whilst some wanted to develop
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and refine evaluation instruments. Others were thinking of political processes
for getting staff to communicate, interact and establish common goals.

No doubt the lists of needs devel xi by school evaluaton were of use. Part
of the evaluation process was to draw up a list of expressed, individual needs
to be discussed by staff at regular staff meetings Following such discussions,
summaries of school needs were to be developed. Some evaluators asked staff
to discuss Issues relating to different needs in small groups and then seek
consensus in order to specifically pinpoint school needs. These lists, and staff
discussions, gave the evaluators and senior staff of schools the opportunity
to take some Initiatives in promoting the type of professional development
seen as important by staff.

In order to obtain a more useful, systematic view of state-wide needs, the
information from the case studies in different schools was summarised and
analysed. It was then decided to develop a systematic needs assessment using
a modified Delphi technique (Docker, 1985).

A stratified sample of 200 teachers was selected to include four specific
groups. The first group comprised of 20 were regional and services'
superintendents; the second group 30 evaluators of school case studies, the
third group 50 senior staff in schools services, and the fourth group 100
teachers in primary, high, K-10 schools and secondary colleges These groups
were also selected to allow for a balance of tn,..es and females, and to reflect
the range of the age groups within the teaching profession

The data was analysed by a computerised program that allowed Chi-
squared tests to be performed on the data Cross references were made to
teacher's age, sex, specific group and statds. Details abotit the analysis of the
data are provided in the evaluation report (Docker et al 1985, 223-47). The
most important five statements in each area of needs are presented below

Classroom leacher
Individualisation of
student programs
Motivating the
unmotivated

* Curriculum update
Way students learn
',Hera( y skills

General School

School management
Sc hool ('s aluat ion
School climate
Comint.nic ation
Behas lour
management

Primary Subject
Language
Reading
Mathematics
Children's
literature
Science

Thocc marked by asterisks t-ernamed in the top five statements in eac h of the
three general areas abose after each round The other three steadily climbed
to reach the top five

Of statements which attracted a minority of support, most climbed
marginally, usually one to three places The only exception was statement
20 about the classroom teacher's needs for computers This attracted very
strong support from a minority, and the statement rose in priority order to
number 14 It would appear that the opinions of minority groups c hanged
other participants' opinions to some degree, usually resulting in a slightly
higher rating Some areas of need suggested by pain( !pants did receive
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considerable support, while others did not Cross referencing different
variables and then applying Chi-square tests indicated variations of opinions
about some statements according to sex and status of respondents.

6.4 Summary of Discussion of Needs
Overall, this research would suggest support for Marshall's research that both
formal and informal needs assessments obtained reasonably consistent
information on which staff development programs could be planned and
implemented. Most needs expressed as high priorities in the formal
assessment above, were mentioned repeatedly in the original data obtained
from the school case studies.

The conclusions from the needs assessments that were part of the
Tasmanian evaluation, would suggest that in a developmental model of
professional development, needs and motivaton arise essentially from
teachers Therefore, such needs as expressed by staff, should form a basis
for a professional development program. In addition the needs of students,
the community, priorities of the Education Department, social factors and
other people may enlighten and broaden the views of teachers. All these
factors should be considered when establishing the needs for a professional
development program in a school or for a system

From this research it would appear that schools should:

determine neetis of both the individual teacher and priorities for the
whole school;
ncourage and extend opportunities for professional growth and

promote e. wide range of professional development activities,
construct flexible progra.as so that on' can respond to needs as they
vary throughout a school year; and
keep a record et the acti\ itie:; and invol \ ement of staff.

Despite the diversity of teacher opinions, both formal and infermal methods
of establishing needs used in the evaluation, point to agrted strategies and
preferences fron the perceptions of teachers These starting points are listed
in order to assist developing an informed debate.

Preferences for professional development actin flies may be liven to
expressed needs that-

respond to the needs of teachers
have immediate apple anon to the classroom
are based on sound theoretical pre«.pts and researc h
are attended by teams -if staff, and therefore maximising opportunities
to rromote 'collegiality'
are properly planned, has ing clearly stated purposes and are of high
quality
'Toss suble( t boundaries in semndar s( hook
use approaches that enwurag,- tea( hers to retie( t oixin the appropriate-
ness of their theth(xls of tea( how, (for ( \atypic. apply mg ( iini( al
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supervision, applying action-research, applying classroom
environment scales
review and develop the school curriculum which should generally
be confined to specific and manageable tasks not to total school reviews,

and
broaden the perceived needs of teachers

In addition, whole-school seminars should be carefully planned and

be based upon the needs of teachers in the school
not be imposed by the senior staff
involve staff in organisation, development and review
involve expertise from outside the school which may consist of advice

on planning; or from a consultant or the leader of a workshop
should consider research-based, effective taff development pra tices

such as the RPTIM model, and
choose leaders because of their expertise rather than their hierarchical
position in an hierarchical organisation

General areas of the curriculum and varying the scopeof teaching methods

were often mentioned as needs during the school case studies. Care should
be taken to identify precisely the foes within the school, and to plan activities

to achieve this. Aspects related to the curriculum often mentioned as priorities

in schools include:
curriculum policies
curriculum review
processes of curriculum development
revision of content or subiect areas
teaching methodologies (range of teaching styles)
curriculum trends (futures)
philosophy and objectives
specialist needs
achievement testing and diagnostic assesinent
curriculum skills of communie anon, w. sting, thinking, c ale illation

communication over whole-se 11001 and between subiee t departments
interpersonal processes, and
integration of subjee is through apply ins; thematic approm hes

Aspects of the c raft of teaching, frequently mentioned as needs, were

evaluating current edue ational practi«.s
handling disruptive children
be.:ha)iour management
motivating children
raising self-esteem of < hacker' and tea( he rs
catering for children with diflere.it ahilmes
classroom management
specific teaching skills, and
interpersonal skills
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Strategies suggested for evaluating the craft of teaching Include
peer supervision (clinical supervision)
analysis of clas_ room environment
use of outsiders, especially consultants
visiting classes to view other teachers
continuously planned activities (not `one -off events)
tackling one, or a limited number of areas, at any time
ensuring that improving teaching practice is an in.,ervice priority
within the school
allocating money for professional development
using outsiders to assist teachers (process consultants)
maintaining a positive climate and emphasis on the growth of teachers
involving all teachers and administrators in the school, and
using a wide variety of techniques and providing choices for teachers

In summary, it should be a clear expectation that the school principal assess
the needs of both teachers and the school as a basis for planning a professional
development program. Tim well involve people outside the school.
Services branches within the sy. .rn should respond to and develop strategies
to support the expressed needs of teachers and schools

7. The Negotiation of Activities, Content and Methodology
From the study of 0- needs elucidated from the literature and in the
Tasmanian evaluation, the author would argue that such needs are only
expressed areas of interest Once participants have opted to attend an activity
in one of these areas, the organiser of the activity should then negotiate the
contents with those attending before, or at the beginning of, the activity Fc.,r
instance, a group attending a seminar on school climate ma, be interested
in the results of studies, the theoretical basis of the concept, planning a process
to Involve staff in the school, Instruments used e. aluation, or developing
strategies for improving aspects of the school climate

Our studies would suggest it is one thing to get the contents of the 'title'
right, but another to cater foi a vast range of cl4ferent needs of adult learners
who are attending Perhaps all proposed prof( ssional development activities
should have a clear statement of purpose as to what the activity is about.
Individual needs should then be negotiated with the group prior to, or at the
beginning of the actiN ity

Although the Tasraanian sample in the needs assessment was latively
small, it could be argued that the profess started from a reliable and valid
data base (.,t ho.tl ase studies) and ianfied the pert coons of ;ca( hers during
the series of questionnan es Perhaps this is a more realist it approto h than
one in who h a small group of Mut a.ors !et !de about what teat hers need
from a limited base of infttrmation and then draw up priorities in mm st
act', tties
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A number of characteristics of successful activities were listed in Section 3
of this paper. It is suggested that planners of professional development
activities should encourage leaders to use a wide variety of teaching
techniques, consider different venues and seminar formats, vary the size of
groups and use teaching aids. In this way leaders should cater better for a
wide variety of teacher learning styles. Good professional development should
be modelled upon good teaching techniques and reflect concern for the needs
and learning styles of individuals. They should also value the contribution
to be made from the participants. Generally, a group often teachers attending
a seminar or discussion, bring with them over a hundred years of teaching
experience. Leaders must develop strategies to allow this huge repertoire of
experiences to be discussed and reflected upon by participants The teachers
should be the experts in the craft of teaching and professional development
activities should be built upon their experiences

A survey encompassing a sample of over 600 teachers, studying year-long,
award-bearing courses offered through the Centre for Continuing Education
of Teachers (CCET) in Tasmania, indicated some most encouraging results.
These included

88% of the teachers in schools said they have been able to use in their
work the things learnt through their subject study in their classroom
or school;
68% said their knowledge of the subject area had increased,
40% stated that they felt they were more confident teachers as a result
of the study;
35% stated that they were better able to look after the needs of
individual students; and
34% stated that they had improved their teaching skills

However, when these results were cross referenced against the thirty subjects
studied by the teachers, large variations occurred in responses to the questions
above in other questions on the survey This would suggest the lecturers of
courses should also spend time in discussing methodologies, teaching skills
and methods of relating to teacher needs, so that the more successful
experiences of lecturers ....nd teachers are discussed Teachers perceived a wide
variation in the ability of lecturers to relate the subject knowledge to teacher
needs, and thus perceived that some subjects are much more suc, essful than
others, when measured by the questions above

Another group of CC El subjects in the senior staff devclopment program
(Docker, 1985) included evaluation, curriculum and administration These
subjects all received far higher percentages to the questions above The
methodology used for these subjects appear to be critical to their success. It
is essential to use adult lea' ning techniques and base the course on problems
and issues encountered in the workplat e Most t curse participants do not
expect to be told what their prob:ems are and what should be don,' n solve
them They value and expect to use their own school expertise and experience
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derived from schools In addition, the experience and research of others is
used to provide further insights into the experience of the participants

The course coordinator of the evaluation course starts by asking senior
staff to come to the course with problems or issues they wish to study. The
problems are then studied by individuals, or in small groups if the Issue is
common to a number of participants. Knowleige on evaluation is provided
when and where It relates to the Issues under examination.

Plenary sessions are held so that participants share their problems,
approaches to data collection ar.d imerpretation, and methods of ensuring
reliability and validity. As no formal lectures are held, It is not as comfortable
for lecturers as delivering a sequence of lectures or seminars about evaluation.
In fact, our experience is that the demands on lecturers are high because
more contact is needed to help teachers with their own area of study. On the
other hand, the course is built at ound dialogue between the coordinator and
participants about their needs; they are free to move at their own pace, and
they can extend their insights when appropriate. The approach develops a
partnership between schools, senior staff, tertiary institutions and employers,
tackling the educznonal problems of schools. Another subject called
curriculum workshop, using a similar methodol gy, Is proving a most
successful way of examining the secondary curriculum

B. Program Planning The RPTIM Model
A I outcome of the Tasmanian evaluation was the perceived agreement of
teachers and administrators as to the value of the RPTIM Model for
planning staff development in schools and education departments. It offers
an overview of the key stages in professional development and details specific
staff development practices Wood et al (1982) concluded that the survey
Instrument had face validity His findings concluded that.

the 38 practices which defined the RPTIM model were valued and
appropriate to guide stall development in schools (see Figure 3),
the iv ;latices were generally neglec ted and not practices to the extent
they were valued when staff devc lc,pment is planned and delivered, and
more attention needs to paid to 'readiness', 'unplementation' and
'maintenance' in staff development programs

When used in Tasmanian sc hoofs the results gained from administration of
the instrument supported these view~ Obvious]) muc h needs to he done in
sc hools to inc rease the effectiveness and efficiency of staff development
programs, and to ewe( t thew things to 0« ur in a cry short time would not
1w realist it

The model highlights the essential problem of c reating a good working
innate within the school before staff development ac tiN Ines c an successfully

o« ur However, when considering the implit awns of these findings it is well
to remember that although the study was «intim led in tic hmcls, it is not only
there that ac non must 1w taken
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Figure 3. RPTIM Model Practices
Stage I: Readiness

1 A posture school climate is developed before other stall deeelopment fl. its ate
attempted

2 Goals for school imprewernent are written «illabordaecle be te de hers, pare nts and senior
staff in schools

3 The school has a written list of goals for the unpreneine at of se hool programs during
the next three to flee years

4 the school staff adopts and supports goals for the 'wren ement of se had programs
5 Current se hool practices are examined lode-tern-line which ones are congruent with the

school's goals for improvement before staff development acne ines are planned
6 Current educational practices not yet found in the school are examined to determine

which ones are congruent with the school's goals for imprenement before staff
development actrvities are planned

7 The school staff identifies specific plans to at hies e the school's goals for improvement
8 Leader-MT and support during the initial stage of staff deeelopment ae tie it) are the

respor.....bilitv of the principal and regional and State administration and sere tees staff

Stage II: Planning
9 Differences between des.red and actual lira( tie is in the se hot)] are examined to ident Ile

the in-service needs of the staff
10 Planning of staff deeelopment utienusrclies in part. on information gathered directls

from school staff members
11 in-serene pl, iners use information about the le arning stele s of mum 'pants when

planning staff development den. ines
12 Staff development programs include objec Ines fen in-se reiec ac tieittesices t ring as WU( h

as five veers
13 The resources (time, morns, ix ople and mate rials) as ailable for use in stell des( leyine nt

are identified prior to planning 1n-sere u e ac tie itie s
14 Staff development programs in( lude plans for de tie tie s to be «diducte d during the

following three to fie( years
Spec ifi«dgectre es are written for stall (1(%1101nritern ac tie ItIf

16 Staff deeelopment °h)m Imes ine lude obit nee.. for ail litid«le% (!opulent Int w outlooks

and feelings)
1/ Staffdevelopmrnt objet tivc s in( lud«ilet« nee s for ine re .mid knowl, elge (new information

and understanding)
18 Stall dee clown( nt obi« tie es include obit( tie( s for skill de se loom( in (new work

behde lours)
19 Leadership during the planning of in-se re let programs is shared mnng te .1( rs and

administrators
Stage Training
20 Staff development tie Ines in( kid( the use of le arning trams in wine h two to sc ee n

participants share and disc u n learning (Ape rie s

21 Ind]. 'dual school staff tin min rs c hoos«tbi« use s tor then less n prole ssional arning
22 Indieidual school staff me mix rs c Mom the staff de se lupine 111 m its nu s Ill V. hi( hi the

participate
23 Staff development de tie 'ties In( leads xp(I t noel /1( MIMI, III Wilk h p/11-111 11/e1111, Its out

new behaviours and tc (brogues
24 Peers help to teed, one amain he se re mg as in-se re i« le tide is

25 Se hoed prim 'pals partie 'pale in stall de se lopme nt tie tie rtic s 5511h the ir staffs
26 Lead( rs of staff des( lopment tie itie salt m I( I( eading to the it- spe fled rattle I

than Jheir position
27 As partu giants in stall de %e )opine nt at tie nu s fx a um( Inc it asingis i onunix tell I( ad, rship

behaviour bee citric s le ss dire( cue( n- task -curie in «1

28 As pante ipants in stall de ee !opine tit ac me s be 11/1111 111111 isingls c nntide lit in the it

abihue the le ad( r transh rs int re esing sponstbillte to the mat ie pants
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Figure 3 RPTIM Model Practices (cone )
Stage IV: Implementation
29 After partu mating in in-s( ry u c at is ities partu ipants hasr < u ss to support si

to help implement rats behaviours as part of them- regular work
30 School staff-members who attempt to 'mph merit raw Iearn.ngs are ret ognised for thcir

efforts
31 The leaders of staff dr elopment at to. hies y isit the lob setting when needed to help

the ice participants refine or re). Iew pre). 'oils learning
a School staff members use peer super ision to assists one another in iinplernenting new

work behas tours
33 Resources (time. money people and materials) are allot ated to support the implementa-

tion of new practii es following staff dmrlopment acmities (funds to purchase new
instructional materials, time for planning. and so torh)

34 The school print 'pal actnel). supports efforts to implement changes in professional
bchm. tour

Stage V: Maintenance
35 Senior staff systematically monitor the implementation of new to ac fling prat tit es
36 School staff members use sYsternatic techniques of self-monitoring to ma.ntain nevi work

behas tours
37 Student feedback is used to monitor new practices
38 Responsibility lot the inaintt name of new si hoot prat tars is shared by bi.th teachers

and administrators

Nice After WOOd, M. Quarrie and I honipson (1982) Items 2. 8 13, 33. and 3 ) we re
slightls adapted as show n for the Tasmanian ski,. ex

---
The appointment and anther professional development of people in the
support services is essential to ensure there are highly skilled people to assist
schools in .he design and execution of staff development programs Whenever
funding for education becomes more limited, such people are often
considered expendable Yet, without them, many programs will be imple-
mented in an ad hoc fashion, fragmented and, be in danger of not continuing
after the initial flush of a new idea has faded

Along with providing this external support, there is a need for continuing
discussions with and among principals and senior staff about such matters
as the RVI'IM model and what constitutes an effective staff development
program Development programs for these people are also desirable to help
them develop the skills necessary to play an effective role in professional
development.

9. The Influence of Educational Technology
on Teaching and Learning
In this section, an attempt will be made to apply the principles discussed in
earlier parts of this paper, using educational technology as an example. The
term 'educational technology' is taken ti refer to a planning and design
process that attempts to utilise the best combination of human resources and
technological innovations to accomplish a desired educational objective. An
inventory of any school will show that the amount and variety of available
hardware and software is usually staggering The array of new information
technology available, or potentially available, to s( hulls has greatly increased
in quantity and sophistication in recent years
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9.1 Current Practice
Most teachers would agree with the generalised statements listed below,
relating to current practices of teachers and the uses of educational technology
in schools-

teachers teach as they were taught, therefore there is a predominance
of teacher talk and direction
teachers lack knowledge, confidence about computerised technology,
and therefore, the desire to use computerised technology
teachers consider preparation of lesson aids for usmg technology as
time consuming and of low priority
teachers do not plan ahead for the use of technology
teachers need more skills in classroom management to effectixely use
a variety of technological hardware
teachers need to develop skill. to evaluate materials a.id software
teachers lack time to adequately evaluate the large quantity of
audiovisual aids
teachers are easily sold different types of technology and educational
kits by salesmen, and
teachers use audiovisual programs for a whole class of students at any
one time

It could be ..gued that school staff management of educational resources
is generally ad hoc as outlined below

schools possess a large quantity of hardware which is poorly used
schools usually have no criteria for selection and siting of technology
or the allocation of resources
schools generally have out-moded approaches to their use of
audiovisual material (there is often no central listing and therefore
location of equipment is a problem)
school timetable structures usually mitigate effective use of films and
videotapes
school equipment tends to be scattered aroLud schools causing people
to move to different area, to obtain resources (lac k of intershelving
storage space)
adults have most computers in one specialised classroom
central offic es in educat -in departments often rake decisions on what
audiovisuals to buy that is, they are not professional teacher-use
decisions linked to the curriculum
school time allocated to staff discussion of effec five use of technology
is usually minimal and staff disc ussion generally uninformed
school budgeting for technology is short-term and often viewed as 'icing
on the cake', and
schools usually allow inadequate budgeting for installation
maintenance, for example, networking of computers in a school
requires expensive cabling to b laid
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9.2 Outside Pressures
In industry the pressures and incentives to modernise practices and methods
are provided at the marketplace Education is not subject to these competitive
pressures and as a result there is often a tendency to be complacent. We are
now at the stage where much of the knowledge that was previously gained
in formal ways in the classroom is acquired from a world rich in information
As Galbally (1985) stated, . the question is whether the revolution in
technology determines the future of education, or whether we will be in a
pcsition to use technological change to furher the goals and objectives
of values of our own choice'.

It is often suggested that we missed out opportunity to teach about
television Our patterns cif teaching in schools relate to critical analysis of
texts when most adults read no more than one or two books a year. At the
same time, they watch nearly four hours of television a day Perhaps the critics
may be able to say the same about computers in a decade. If we continue
to ignore the Impact of computers in society. will multinationals develop all
the educational software fcr home users with the aim of bypassing the formal
educi-t:on system? There is already evidence of this in the United States

One of the recommendations of the recent Quality of Education in Australia
report states

Education authorities should g.' attention to four aspects of the impact of recent
technological change on schooling the acquisition of skills in operating
computers. the employment of the ness tee hnology as a teaching tool. the role
of technological change in UK ial and economic development. and the teaching
of mathematics and science (Karmel 1985)

Their viewpoint is clear. n is now up to individual states to develop and
formulate coordinated strategies to deal with these guidelines.

In addition, teachers and the public are being barraged through the media
and corporations about new information to hnologies includinginteractive
television and the pow-mal of domestic satellites.

9 3 What Should Be
Our experienc e must suggest that professional development ac t n Ines reflect
lassrcxcm tea( hing Seldom is tee hnohAry used well

Video tapes and computers could be used in most teachers' homes and
yet we are still coming to grips with them_ new tools in an educational setting.
It is clear that Australia's domestic satellite system and the pressure for
computer literacy in skills has caused educators to re-examine their atinudes
towards commune aeons tee hnology The task is immense and we have no
real answers

However it is clear that professional development prat tic es should model
good teaching Professional development should be at the forefront in
pioneering the use of educational media In this way tea( hers can reflec t on
its use and consider the implic aeons for their c lassroom This is par of setting
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a receptive and reflective climate to allow for changes in professional
knowledge and skills. Senior staff in schools need to be pro. ided w ith an
Information base for managing change within the school. Thi may Include
detailed reflection on current practice. changes in school structures,
advantages to the a-t of teaching, and an examination of funding
Implications

Teachers would need to reflect upon the purpose of using educational
media. Perhaps the initial question to be answered is: What technology can
be used to teach better what a child needs to know' It certainly has the
potential to provide teachers with assistance in developing new pedagogical
models allowing new ways for teachers to spend more time with individuals
and small groups Interaction between teachers, learners and curriculum
materials should be enhanced, or at least varied, by the use of technology

9.4 The Example of Computers
During the last four years nearly one thousand teachers (15 per cent of the
teaching force) have studied a CCET year-long, award-bearing course in
computers and education in Tasmania. While this is a healthy starting point,
we are only now aware of the amount of knowledge needed by teachers before
a school staff can wisely decide on the use of computers for learning and
allocating appropriate resources Already many of these teachers who have
completed a year-long course in the last four years need a refresher course
to bring them up to date The implications for systems support are immense.
To the author it would appear that to come to grips with the implications
of computers alone, the following steps need to occur in the area of teacher
development as a matter of urgency

1 As the changes stated above will appear ;:-I most schools during the next
decade, the urgent need is to create an informed debate on these issues
among teachers, parents, business and business leaders. In this way
resources can be thoughtfully gathered and decisions made sequentially
to allow for the maximum potential of technology in aiding teachers
to improve educational practice Essentially teachers all need to know
how computers and other technologies can help then,

2 It is apparent that the following commitments within the professional
development of teachers need to be undertaken
(i) Large scale retraining is essential if teachers are to make

computers an integral part of classroom instruction. This does not
have to be at a large additional cost This should be treated as an
emergency situation.

(ii) Retraining of teacher, would be accomplished best by a 'cascade
effect' Resource people in sc hools would then train teachers and
parents, dills accelerating and multiplying tut- impact of additional
inservice In addition, training of new teachers about new
information ter hnology (NIT) should be a prominent part of pre-
servi«. training
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Oil) Key areas for inservice should be directed to
investigating background to technological advances and NIT
in contemporary society
the potential uses of the technology in classrooms and s( hools
the classroom and school management of teehnc!ogy
the development, design and evaluation, of computer software,
and
providing `hands-cn' experience in the use of self-paced,
multimedia packages.

Such inservice programs should use the best training and learning techniques
available to assist teachers and possibly parents. Self-paced, multimedia
packages should be considered an essential tool in such inservice training
programs The purpose of these activities would be to provide an informed
debate so that teachers can decide what the use of computers should be in
schools and how they can be better used to teach what children need to know
In this way the purpose is defined before resources both human and financial
are allocated and possibly wasted.

10. The Conclusion
There is a rnassi%e task ahead for those involved in professional development
of teachers. h is a time of diminishing funding in education historically
when an emphasis on the development of human resources becomes
prevalent If improvement in the teaching profession is to occur then educa-
tional systems should clearly state the expectation that teachers should be
involved in inscrvice programs. Professional development activities should
be planned and implemented to assist this change

Organisers and leaders of activities should apply the knowledge of
successful programs that we now possess Needs of teachers and schools must
be articulated so that provision of services ,:an be planned These professional
development programs should apply state-of-the-art technology to assist the
purpose of the activity, while paying attention to the people and processes
involved Above all, professional development activities should model good
teaching practice and be an example in promoting change in the professional
knowledge and skills of teachers. This debate should start with the leaders
of professional dodopnnent activities and flow through to teachers by
example and experience.

Leaders of education systems should set expectations that all members of
the teaching service, from the most senior administrators to the youngest of
eachers, be involved in professional deelopnnent This should be supported

with appropriate resources and accountability mei hanisms All leaders in
professional development activities. whether in or outside si hools, should be
encouraged to apply the knowledge that we now possess about successful
professional development activities
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POLICIES FOR PROFESSIONAL DEVELOPMENT:
THE 1981 NATIONAL REVIEW

OF TEACHER EDUCATION

Lawrence Ingvarson and Frank Coulter

Introduction
In 1983 the Commonwealth Schools Commission (CSC) and the
Commonwealth Ternary Education Commission (CTEC) were requested
by the Minister for Education to conduct a joint review of teacher education
in Australia. This chapter pros ides a bac kground to that National Review
of Teacher Education together with a summary of the findings and
recommendations contained in the report Professional Development and the
Improvement of Schooling Roles and Responstbilates (Coulter and Ingvarson 1985)
which was prepared for the Schools Commission as part of its contribution
to the joint National Review of Teacher Education

The present Australian College of Education project on professional
development is a recognition of the essential link, that must be strengthened,
between the rhetoric of unpro mg the quality of education and concrete,
long-term policies for the coordinated funding of professional development
Earlier chapters in this book have retie( ted the clear findings frc m recent
research on educational change that in-service education is crucial for the
implementation of policies for improvement, regardless of whether those
policies emanate from the school itself or governments SeNeral chapters
illustrate the trend towards m hool-fiwused professional development or school
impnwement strategies and what is being learned about the complex political
and organisational issues ins oked in putting them into practice

No stronger need emerged from the submissions received and the
information analysed in the course of our Review than the need to enhance
the c,.pac its of m hools to plan their own long-term policies for professional
development, based on Ica ally identified c trim ulum priorities, and in order
to make an effectw,- response to changing Gmrnment priorities No greater
deli( len( y emu get !non the ties iew than the 111,11)11os of c uf-rent Colmnon-
wealth and system-le)el professional development polo its to provide the
coordinated internal and eternal support who h m hools require to develop
this calm( itv as a routine part of then operation

Background to the Review
The National Res u w of 'lea( her Education was Ion shadowed in the
Commonwcalth (1(wernment's 1983 Funding Guidi Imes (Department of
Educ anon and Youth Affairs 1983, 4) in the follow ing tc rills
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The Government considers that it is time to review arrangements and dire( tions
in respect of professional development of teachers The Government believes that
the important goal of enhancing the morale and effectiveness of tca( hers must
be pursued in part through politics directed at improved professional
development, both pre-service and in-,crvice Protessionar development
.urrently is supported through the Schools Commission's program, and the very
substantial allocations made lo the Commonwealth for teacher education
through the Tertiary Educatior, ommission Primary responsibility for the
general support of the professional development of teat hers re 's with employll.6
authorities and th^ profession itself The r -r-monwealth's support in this area
should m general be in pursuit of spec na. objectives The Government
believes that insuffic lent attention h .en in recent )ears to defining and
co-ordinating the native roles and r -esponsitylities of these nous
parties in professional development Accordingly, it propos..s that the Schools
Commission and the Tertiary Education Commission should undertake a joint
review of these matters and report to the Government in 1984

These were ominous guidelines for those w!io worked with State and
Regional In-Service Education Committees whose job it was to meet the
strong demand for courses and school-focused development activities arising
from locally identified needs The question Who should pay, and for what,
in the area of professional deelopmen0. had been raised in no uncertain
terms The guidelines reflected pressure that had been placed on the
Department of Education and Youth Affairs to justify why the Common-
wealth Government should be subsidising professional development costs for
teachers Did it provide this kind of support for other occupations.) What
returns did the Commonwealth gain from this irn stment both in terms of
political benefit or recognition and in terms c identifiable educational
outcomes.)

Features of the Brief
The same guidelines set out thc essental features of the brief for the Review
which were that the Ternary Education Commission and the Schools
Commission should consult and prepare coordinated advice in 1984 on the
direction, effectiveness and coordination of Commonwealth policies on the
allocation of resources for improved pre-service and in-service teacher
education, r articulady as it relates to the Governme nt's objectives in
education (p13) This brief meant that the scope for the National Review was

to be much broader than simply a review of the Schools Commission's
Professional DeNelopment Program

Aims of the Review
Within this brief the two Commissions prepared a mots itet di( set of aims
for thc Review There were file broad categories of antis The first was
directed toward an analysis of what had been accomplished by the most
recent State and National Inquiries into Bather Education As thc reports
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of these inquiries were published comparatively recently, it was consul-Ted
important that account should be taken of their findings and an assessment
made of the responses which had been made to their recommendations The
second and third categories of aims were concerned with the kinds and level
of provision of pre-service and in-service teacher education, and with the level
of coordination between the efforts of the various parties involved

The fourth category focused on teacher development needs as they relate
to the Commonwealth Government's educational priority areas This
included an assessment of teacher development needs implied by the
Government's policy to Increase student participation and equity in
education, its Computer Education Program and its other educational
programs in schools The final category was concerned with reviewing the
current roles of the two Commonwealth Education Commissions in relation
to teacher education and with preparing advice on the need for coordination
between the Commissions with respect to teacher development, including
he possibility of establishing advisory and/or coordinating mechanisms

between the two bodies. A general category was also included in the brief
inviting advice on any other issues relating to teacher development which
were relevant to the question of teacher quality.

It was agreed that the Schools Commission should concentrate on those
areas which relate to the continuing professional development of teachers,
particularly in-service activities which carry no formal credit for academic
awards. This was because the Schools Commission had, since its Inception
in 1973, had a significant involvement in that aspect of teacher education
through its Professional Development Program and other Specific Purpose
Programs. It was agreed that the Tertiary Education Commission would
focus on those aspects of the Review which related to the provision of 'award'
courses at both the pre-service and post-experience levels

Policy Changes
Although the two Education Commissions focused upon the particular
aspects of teaclier education for win( h they were presently responsible, they
were mindful that teacher education is a continuous process whose various
facets are closely linked and Interdependent Unfortunately. that inter-
relatedness of responsibility was not reflected as fully as it might have been
in the conduct of the Review during 1984. The two Commissions followed
parallel but largely separate paths ;n preparing their advice

Before the review commenced, the 1983 Funding Guidelines made a cut
of 40 per cent (from $17m to $10m) in funds allocated to the Professional
Development Program (PDP) for 1984 Consistent with its new guidelines
the Commonwealth Government re-allocated the $7m to two of its new
Special Purpose Programs, Participation and Equity, and Computer
Education, to meet their in-service education costs In addition, the new
guidelines (which arrived after State Government budgets for 1984 had been
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set) stipulated that State PDP committees could spend the money that they
had left only in ways which were consistent with Commonwealth objectives
in education: (twelve areas were specified on which PDP funds could be
spent).

Without waiting for the outcome of a review, the Commonwealth Govern-
ment had made the most dramatic shift in policy for the PDP in the history
of the Program. State PDP Committees had lost most of their discretionary
powers in the area of policy-making. The Program Guidelines for 1984
indicated that State in-service education committees were required no longer
to play a responsive role in relation to topic areas for professional development
activities, a role which the Schools Commission had encou; aged over the

'ous ten years. Specifically, the new Guidelines required State
Pi ofessional Development Committees to become agencies for supporting
in-service activities related mainly to national objectives rather than agencies
responding to needs determined by client groups such as schools, teacher
associations, and employing authorities.

The new Commonwealth policy made the assumption that professional
development needs related to its priorities were uniform across the States,
and that States were similar in the degree to which they had, or had not,
already done something about them. The perceived inflexibility of the new
Guidelines meant that proposals for activities which were supported by strong
local expressions of need, such as school leadership and managing student
behaviour, could no longer be funded This placed PDP committees in
conflict with many groups of teachers and administrators whose activities
had been supported in the past

Decisions taken by the Commonwealth had, in effect, weakened further
the limited capacity which State and regional PDP committees had to act
as coordinators of professional development planning, both by reducing their
funding and by removing their responsibilities to set priorities Also, at the
same time as national and State inquiries into teacher education, as well as
the CSC itself, had been calling for better coordination of professional
development planning and provision, the Commonwealth was fragmenting
responsibility for professional development. It was doing this by establishing
new categorical programs (Partic ipation and Equity, Computer Education
and, more recently, the Basic Learning in Primary Schools "rogram) with
their own funding elements for teacher development The task of those
responsible for coordinating resources for professional development within
employing authorities was not becoming any easier. Experier«i since 1973
has shown that State level Special Purpose Committees tended to function
as independent entities with a strong sense of territoriality

While the trend toward tying teacher development funding more closely
to Special Purpose Programs was seen by the Commonwealth Government
to be the most effective way of ac hieving its objectives and ensuring that the
money reached its target groups, concern, if not confusion, was growing at
system and school levels about the overlap in functions between the various
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Special Purpose Program Committees, State PDP Committees, System In-
Service Education Committees and, in some States, School Improvement
Program Committees. It was possible for schools to make the same
submission for funding to as many as four or five committees. Consultants
might also come from as many different programs to work with schools and
with as many different theories about change.

Perhaps the most worrying feature of these oevt,;opments was the extent
to which they reduced the likelihood that more effective, long-term designs
for in-service could emerge. Several State PDP committees had developed
policies for supporting school-focused in-service initiatives and were
encouraging schools to formulate policies for professiona! development linked
to school-defined curriculum needs. Another trend was the movement away
from one-off short courses with little follow-up which experience and research
was showing to be ineffective in helping teachers to actually implement new
methods. Without coordinated system-level support, in terms of consultants
and replacement time for example, it was unlikely that these two trends could
prosper. The fragmentation of professional development policy-making
amongst several special purpose programs was also reducing the likelihood
that coordinated planning negotiation of longer-term specialist training
courses and school-based consultancy work could take place.

Since 1975 funding for the PDP had dropped from approximately $30m
to $10m (December 1983 prices), a decline of almost 66 per cent in real terms.
As a proportion of total CSC grants, PDP funding had declined from over
3 per cent in 1975 to less than 0.8 per cent in 1984. Since the introduction
of the PDP in 1974, Commonwealth Guidelines had indicated that one of
the purposes of the program was to support the provision of appropriate in-
service education activities for Schools Commission cpecial Purpose
Programs and priority areas. In 1976 the PDP allocation was about 23 per
cent of the total grant allocated for the Special Purpose Programs it was
meant, in part, to serve In 1984, when the Program Guidelines for that year
now stipulated that the sole purpose of the program, with minor exceptions,
was to support Commonwealth education objectives and Special Purpose
Programs, th: PDP allocation was less thaa .5 per cent of the total funding of these
programs This reduction in funding for the PDP (from 23 per .rent to 5 per
cent of .'ne coal grant) had occurred over a period of time when, judging by
recommendations from reviews of several Special Purpose Programs, such
as ESL and Spec 'al Education, in-service education needs both in terms of
specialised (long-term courses) training and school- focused approaches had
intensified

A new element which the Commonwealth Government Guidelines for
1984 had brought into the equation of who pays for what was the cost of post-
initial teacher education through CTEC funding of award courses in
umver - faculties of education and colleges of advanced education. Such
courses, undeniably, comprise an important investment in professional
development in Australia, and in 1933 the CTEC estimated that 30,000 of
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the 180,000 teachers in Australia were enrolled in award courses (an
Investment of between $60-$70m, based on 15,000 efts x $4500; efts =
effective full time students). An interesting aspect of the introduction of this
el-ment into the discussion of funding responsibilities, together with the
statement that the primary responsibility for the general support of
professional development rests with the employing authorities and the
profession itself, was that these reasons could have been used back in 1973
to justify not establishing the PDP in the first place The Commonwealth
Government was not only indicating that in its view higher degree and
diploma courses in education could be more closely related to serving what
it called national objectives; it was also making explicit that in its view some
States had not been pulling their weight and had used Commonwealth PDP
funds as a substitute for funds which they would have spent themselves in
the absence of the PDP on their own priorities for in-service education. This
is one of the perennial problems with categorical grants for special purpose
programs. Had the PDP had the unintended effect of reducing what pressure
there might have been for employing authorities to take up funding
responsibilities for professional development? Had Commonwealth policy-
making had the effect of reducing rather than stimulating professional
development policy making within employing authorities at a time when,
according to many State and national inquiries into teacher education, the
crucial relationship between in-service education and serious policies to
improve the quality of education was increasingly recognised

This introductory section has given some of the background surrounding
the National Review of Teacher Education which was conducted in 1984.
The Review was tP take place in the context of considerable flux and re-
orientation of Cta,..,nonwealth policy. The guidelines for 1984 from the new
Labour Government had indicated its dissatisfaction with the current balance
of funding responsibilities between the Commonwealth, employing
authorities and the profession. It had indicated that it wanted the ageing
Professional Development Program to be tied more closely to serving
Commonwealth Government objectives rather than employer or teacher
initiatives. And it had indicated that in the future the best way to support
the professional development requirements of its Special Purpose Program
was to build an element for that purpose into their funding allocations At
the same time the Commonwealth Government was indicating that it
regarded 1984 as a transition yea' and that new approaches for allocating
recurrent resources would be developed for 1985 and beyond

The Government wished to give attention to more efficient strategics for
enhancing the quality of schooling through Commonwealth funding lb
provide advice on how this might be done it had appointed a Quality of
Education Review Committee in August 1984, a temporary, alternative
source of advice to the Schools Commission, to be chaired by Professor Peter
Karmel This Committee was to shape its adv i«. in line with the Govern-
ment's decision that the additional funds to be provided from 1985 through
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the General Recurrent Grants program (the additional funds, or 'betterment'
money, represented about $18m (5 7%) of general recurrent grants for
government schools in 1985 and $10 6m (1 1%) for non-government schools)
would be pros ided on the basis of satisfactory resource agreements with State
authorities (Elements, which might be the ubject of agreements, included
class size, specialised resource teachers, professional development and cash
grants to schools, amongst others) The Government was indicating that the
increased general recurrent grants provided might be reallocated to special
purpose programs or Government priority areas in order `to ensure that its
funding of schools is directed toward achieving a higher quality of education
in primary and secondary schools' (p64).

The Schools Commission itself had submitted reports to the Government
during 1984 which were very relevant to the Rev iew of Teacher Education.
In Funding Policies for Australian Schools (April 1984) the CSC introduced the
concept of resource agreements partly out of concern that 'the
Commonwealth's contribution to the general recurrent resources of
government schools in most States lacks a specific focus' (p18) Based on
submissions and information gathered, the authors of the Review came to
hold the view that one specific focus for negotiating agreements should be
piofession.: development, a direct implication of the Government's stated
commitinatt to improving the quality of education, Another concept
developed in Funding Phlicies for Australian Schools was the 'Community
Standard' This provided a funding base for Commonwealth general
recurrent grants that was derived from judgments about the basic educational
needs of schools Among the various elements included in the proposed
standard, such as class sizes and teaching staff, were elements for staff and
parent development (Four days replacement per year and $10 per student
respectively ) Most Important for the Review were the principles which
underpinned the setting of these resour«. standards One of the five
print 'pies, for example. was 'Participation in the Exert ist of Responsibility'
The School~ Commission expressed the view that

Greater opportunity should be pro\ RINI for indi 'dual st hool omrnunitics to
initial(' Ill (1(1i...1011S about rsour«. use in hook vv ithin gi en overall rsoun
entitlement I his applies cite( ialk to de( isions on the t kie of betterments For
.4 hook in s tt ins tilt n are. and will t ()mimic to be, t onsiderabl benefits from
du allot allot) of n sour( is at the s Itto iev(I i ioutAct, it ,s highl desirable that
win It d e cot laitsed resoun allot anon model prevails, the t multiunit . he linen
the typo% Mutt% to iw imob.cti in the poh(v plot :SS 1f)71

]his print 'phe be( atilt ( entral 1(x us for the n ( ommendat ions of the Review
of "Ii.ac her Edut alum Ont. ohs ions area w here there ( oulcl be a devolution
to st Fix)! level of restmrt c allot alum respo ) sibiln v was that of professional
development Ev ulen( e Iron) restart h and (Aperient c had indit dull that the
intik i lual s( hoof is the ham( unit oft hange and impiovement in the quality
of st hooling With tint retionary n court es the ability o4 st hools to plan
collaboiatively their own long-term policies for professional development
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based on school-identified curriculum needs would be greatly enhanced.
With such responsibility for decisions about the allocation of resources for
staff and parent development the level of commitment, essential to real
change, would be increased. If the objective of Commonwealth policy was
for schools to accept responsibility for certain kinds of problems, then it
seemed to the authors of the Review that Commonwealth policy must be used
deliberately to stimulate policy-making at the school level through such
enabling conditions. This is one of the fundamental lessons of research on
the implementation of policy change. However, this perspective on
empowering schools and allocating discretionary resources as part of a
school's ordinary, routine annual budget runs counter to some aspects of the
Special Purpose Program strategy for implementing (hang (using
categorical grants). The Schools Commission had commissioned reviews of
most of it Special Purpose Prograi.is during 1984.

Findings of the Review
The findings of the Review were based upon an analysis of three major
sources of information. Only a summary of those findings can be presented
within this chapter. The three sources were the reports of the recent inquiries
into teacher education, the documentation relating to the Commonwealth's
Special Purpose Programs and Priority Areas, and data gathered from a
survey of groups concerned with continuing professional development

Recent Inquiries into Teacher Education
Each mainland State had conducted an inquiry into teacher education since
1978 The Commonwealth Minister for Education had commissioned a
National Inquiry into Teacher Education (NITE) in 1978. In addition, an
evaluation of the Professional Development Program commissioned by the
CSC had reported in the same year (Batten 1978) Each inquiry was a major
undertaking with broad terms of reference, including pre- and in-service
education with the analysis of contemporary and future so( ial trends.

There was a high degree of unanimity in the recommendation of the
inquiries, particularly the need for a much greater investment in ongoing
in-service education during a teacher's career The reports also stressed the
need for higher quality pre-senice programs and most recommended that
four years be the minimum period of initial training. All called for more
support for research and development in teacher education and evaluation
of programs

Little had happened, however, that was a direct result of the National and
State Inquiries. a sobering finding for the present Review Hopes that, with
the problem of teacher supply largely resoled, greater attention «iuld now
be given to the enhanceinent of tea( her quality and 5( hod improvement were
not fulfilled
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A significant factor influencing the lack of implementation was the belief
that more than sufficient resources had been directed to pre-service teacher
eduition, as witnessed by the oversupply of mcchers at that time A major
thrust of the Commonwealth Tertiary Education Commission's policy for
the 1982-84 triennium was that teacher education enrolments would be
restricted to approximate predicted teacher need, and that the funds so
released would be used to maintain enrolments in higher education at their
existing levels. The expansion of new programs in technology, science, and
business studies was to be facilitated by a reduction in the level of teacher
education. This policy was in conflict with many of the NITE Report's
recommendations. Given this shift in higher education policy, it is
understandable that the CTEC did not give strong support for, or assume
direct responsibility for, implementing the major recommendations of the
Report of the NITE.

In summary, a basic reas-in why little substantive change followed the
inquiries was that neither the Commonwealth nor individual State Govern-
ments saw the implementation of their widely applauded recommendations
as its particular responsibility. In other words the inquiries did not effectively
address the question of how the responsibilities of the various parties might
be defined, especially in the area of continuing professional development,
nor how their contributions might be coordinated more effectively. These
were the issues of central concern to the 1984 National Review of Teacher
Education.

Implications for Teacher Development Arising from the
Commonwealth's Special Purpose Programs and Prior'ty Areas
A second source of information for the Review were the polic statements
of the CSC relating to its Special Purpose Programs and priont areas Since
its inception in 1973 the Schools Commission had used categorical grarts
as a strategy to direct the attention of school and system authorities to certain
target groups such as the disadvantaged, ethnic schools, the disabled, and
the isolated. It has also provided blc :k grants (through the General Recurrent
Grants Program) aimed not only at assisting the school and system
authorities to operate at acceptable standards of recurrent resources, but also
at underpinning the Commonwealth's specific purpose initiatives and other
priority areas such as the education of girls, Aboriginal education and parent
parnc ipation

Part of the brief for the Review was to exa.nine

the kind of provision for teacher development needed to support
Special Purpose Programs and the priority areas;
the extent to which appropriate teacher development was being
provided;
the means by which in-service education might be better coordinated
in the future to support Commonwealth Programs and priority areas
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Fortunately for the Review, most o. the Special Purpose Programs had
individually been the subject of recent Reviews and this material, together
with policy documents of the Schools Commission, formed the main basis
for the analysis of teacher development needs.

In summary, the reviewers of Programs (e g Ashby and Taylor 1984,
Campbell and McMeniman 1984, Cahill et al 1984) identified in-service
education as crucial if the Programs were to make any difference to what
was done at the school level The need for two main types of in-service
education provision stood out in particular, tt it which focused on furthering
the specialist skills of individual teachers (e g in ESL (English as Second
Language), Special Ed) through medium to long-term courses usually
requinng study leave; and that which focused on strengthening the capacity
of the school to respond and to Incorporate a particular Program's objectives
into an overall curriculum and staff development policy developed by the
school community. Both types of in-service rail, d issues for the provision of
resources which could be effectively addressed only by the coordinated
commitment of employing authorities, the Schools Commission, and the
teaching profession itself.

In every priority area, whether it was Aboriginal Education, Computer
Education or Multicultural Education, a need was identified by the reviews
for medium (one term at least) or long-term courses to provide individual
teachers or consultants with specialist training that would help them to play
a leading role in the development of relevant programs in schools. For some
priority areas, such as ESL, the need appeared to be critical. Short in-service
activities hail a place in sharing ideas and information but they were seen
as inadequate preparation for new, specialised teaching responsibilities. For
example, the total Commonwealth funding for the ESL Program in 1984 was
about $57m (most of which was used for paying the salaries of about 1,7o0
ESL teachers) Campbell and McMernman's (1984) review of the ESL
Program indicated a shortage of specialist ESL teachers The Review of
Teacher Education showed that $167,000 was allocated to ESL from the
emaciated Professional Development Program and less than this from the
ESL Program itself. In other words, investment in training, or retraining, was less
than half of one per cent of outlays for operating the Program, enough only to provide
one term full-time courses for about thirty teachers A similar situation
applied to other programs, apart from PEP and Computer Education which
have professional development elements included in their funding

It was also clear from the reviews of Special Purpose Programs that
specialist training was insufficient In-service education resources were
needed within F c hool s which would enable staff to work through the
implications of the particular programs for the school as a whole and thereby
identify the professional development requirements arising from the need
to integrate program objectives across the c urnculum It was clear that these
enabling conditions for professional de. lopment, rue h as time, money and
expertise, needed to be built into the normal recurrent funding and staffing
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allocations of schools These enabling conditions were seen as necessary. not
only in order that schools might better assimilate and implement current
Commonwealth objectives, but so that they m.gnt be better prepared to make
a response to future national priorities as well as needs that are of kcal
significance.

One implication of these Reviews is the need to recognise that, in a sense,
educational improvement is fundamentally a local enterprise: change comes,
if it comes at all, from within. It is characteristic of Commonwealth Programs
that the knowledge required for their success does not lie in the program
policies themselves, despite the powerful rhetoric for equity and reform. Nor
does it lie in the heads of the policy-makers or those who administer the
programs. Policy statements such as 'break the cycle of deprivation and
improve the educational achievement of disadvantaged children', or 'develop
a curriculum which will foster more equal outcomes of schooling' are not
accompanied usually by suggestions about how the policy might be
implemented successfully. The knowledge required to make these programs
succeed resides, if it exists at all, with the people who teach and administer
schools. The issue of teacher education needs arising from Commonwealth
policies may therefore be better defined in terms of how to mobilise the
knowledge and cooperative effort of practitioners in the service of policy
objectives. It is for this reason that such heavy emphasis is given in the
recommendations to directing resources to the school level.

Another implication from the review in relation to Commonwealth
priorities iF .he need to reappraise the ways in which tertiary institutions
might become more directly involved in school-focused curriculum and
teacher development. This issue is also taken up in greater detail in the
recommendations.

In summary, a factor which has contributed to the limited provision of
pre-service and in-service opportunities for teachers in the priority areas has
been the separation of Special Purpose Program planning from planning for
relevant professional development. More attention needs to be given to the
condition affecting the implementation of change in schools. There isa need
to analyse in greater detail the knowledge and skills which teachers will
require and the appropriate strategies for acquiring them before the
launching of new Special Purpose Programs, as has been done in the case
of the Computer Education Program. In terms of the brief for the Review
the analysis of Special Purpose Programs pointed to the need for three levels
of professional development policy-making and coordination in relation to
Commonwealth priorities: the individual school, the system, and the
Commonwealth levels.

Survey of Professional Development
The third source of information for the Review was data gathered in a
comprehensive survey of education authorities and groups concerned with
in-service education in Austr'tlia
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During 1984, surveys were conducted across all States and Territories in
order to gather information about current levels of funding for professional
development and views concerning the coordination of Commonwealth,
system authority and teaching profession responsibilities. System authorities,
State PDP committees, and parent, teacher, and principal organisations were
included in the surveys. The Information gathered was very extensive and
only a section of the findings can be presented here. Full details can be found
in the Report to the Schools Commission (Coulter and Ingvarson 1985).

Funding
Since 1973 the Commonwealth Schools Commission has played a significant
role in the funding of professional development for teachers. However, as was
indicated earlier, its contribution through the Professional Development
Program has declined steadily over recent years. Table 1 sets out the State
Government and Commonwealth levels of funding. The categories of costs
included were: payments for replacement or relief teachers; salaries for the
administration of professional development, study leave awards and teacher
exchange; payments to tertiary institutions for award and non-award courses;
teachers' centres; consultants, and course costs; other than those covered by
the previous categories.

Table 1. Funding for :rofessional Development'
(='000, estimated December 1983 prices)

T 1977T 1980 1983 1984

NSW n a n a 11,168 14,176

Vic 40,158 25,316 19,617 14,444

Qld 11,969 8,549 9,800 10,650

WA 873 1,530 2,573 2,401

SA n a 7,433 6,437 6,300

Tas 1,714 1,530 2,573 1,980

NT n a 2,695 2,673 2,727

ACT n a n a 2,638 2,983

Total - 56,795 55,660

Commonwealth PDP2 29,536 18,180 17,989 10,611

1 Excludes professional development expenditure by offices of Catholic Education and
Independent Schools from their funds

2 Excludes
(a) Commonwealth funding for award courses in tertiary institutions which in 1934 was

estimated by the CTEC to be of the order of 562m (15,500 students x 54,500)
(b) Commonwealth funding for the Education Centres Program and the Schoo;a Exchange

and Travel Scheme (52 4m)
(c) Spending on professional development from Specific Purpose Program funds
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The estimated State and Territory investments in professional development
are conservative. They do not include the salaries of desk-bound staff in
Curriculum and Research branches, staff concerned with student welfare and
guidance or the salar,es of senior education officers with fractional
responsibilities for professional development. Their inclusion would have
doubled at least the estimates of State expenditure. Funding from Offices
of Catholic Education was approximately $16m in 1983. Information from
non-systemic schools was not gathered. Table 1 shows that State and Territory
contributions to professional development in 1983 were about four times the
grant for the Commonwealth's Professional Development Program. In 1984
the ratio had changed to about seven-to-one. It is, of course, not possible to
say what an appropriate ratio of State the Commonwealth funding would
be, but at least a detailed estimate of the funding situation had been made
for the first time.

The marked decline in funding for Victoria and South Australia over the
1977-84 period is mainly attributable to a sharp reduction in the number
of study leave awards (e g. from 1,000 to 150 in Victoria).

Table 2 provides a more detailed breakdown of funding for 1984. There
arc marked variations between the States in funding for replacement, or
emergency, teachers, consultants, and the costs of courses. The most notable
area of increased expenditure across most States was for consultants. In 1984
it was about half the State and Territory investment in professional
development but, like professional development generally, funding for this
kind of support fluctuates from year to year.

It is worth commenting that the gathering of this information was not a
straightforward task. We gained the impression that for several system
authorities it was the first time that expenditures related to professional
development had been brought together as a distinguishable budget or
resource allocation. (We also gained the impresson that the scale of
investment by most system authorities was greater than that for which the
Commonwealth had given them credit). It was clear, in other words, that
most system authorities did not have a policy or an overview of their
investment in professional development or school improvement. This was
an important finding for the Review because it made little sense to call for
greater coordination of Commonwealth and system author ity roles and
responsibilities if, in the first place, system authorities did not have their own
specific professional development policies with which the Commonwealth
could coordinate A professional development policy is about much more
than the provision of short in-service courses. It is concerned with how an
employer plans over the long term to make the most of its most important
human resource, teachers. Decisions about the allocations of key resources
to professional development, such as study leave, replacement staff numbers,
consultants, curriculum coordinators, course costs and curriculum branches
are all relevant to such a policy, but were apparently being made
independently of each other in separate sections of system authority
bureaucracies.
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Table 2. Provision for Inservice Education 1984
($'00( in December 1983 prices)

State/Territory Funding (Government Projected)

N S W Victoria Queensland W A S A Tas N T A C T
-

Total
(i) Teacher replacement and relief for 1,869 3,235 1,370 35 860 341 140 600 8,450non-award in service (13%) (22%) (13%) (2%) (14%) (17%) (5%) (20%)

(u) Staffing for inservice administration 1,607 950 1,332 1,010 1,000 464 150 310 6,823and support (11%) (7%) (13%) (42%) (16%) (23%) (5 5%) (10 5%)
(iii) Study leave awards and 3,166 3,306 1,113 70 160 - 100 374 8,289teacher exchange (22%) (23%) (10%) (3%) (3%) (0%) (14 5%) (12 ri`, )
(iv) Contributions to courses in 30 25 59 1 5 - 67 430 612tertiary institutions (0 2%) (0 2%) (0 6%) ( 06%) (0%) (3%) (0%) (14 5%)
(v) Funding for Teachers' Centres 925 506 79 30 211 100 336 2,187

(0%) (6%) (5%) (3%) (0 5%) (11%) (3 5%) (11%)
(vi) Consultants 5,954 5,254 5,230 936 4,250 781 2,100 871 25,376

(42%) (36%) (49%) (39%) (67 5%) (39%) (77%) (29%)
(vii) Costs of activities/courses 1,553 747 1,039 270 - 116 137 61 3,923

(11%) (5%) (10%) (11%) (0%) (6%) (5%) (2%)
Total $ 14,179 14,442 10,650 2,401 6,300 1,980 2,727 2,982 55,661

(100%) (100%) (100%) (100%) (100%) (100%) (100%) (100%)
Estimated number of govt teachers 46,676 41,589 20,878 12,076 14,498 4,999 1,596 2,681 144,157
Estimated expenditure per teacher ($) 303 347 510 198 434 396 1,708 1,112 386(Av)
Commonwealth Funding (PDP)

Commonwealth PDP 3,700 2,662 2,015 904 860 273 139 108 10,661Education Centres
2,273Schools Exchange &Travel Scheme

171
Total r $ 13,104
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Table 2 shows that the annual investment in professional development
ranges from about $200 per teacher in one State to more than $1,000 per
teacher in the two Ten-itories. The Australian Capital Territory hasa staffing
allocation to cover replacement costs and the Northern Territory has high
costs associated with travel (by plane) for teachers to attend in-service
education activities.

Another fact which emerged from the survey on funding was the contri-
bution which teachers themsehes made to the overall costs of professional
development. In-service education in teachers' own time (out of school hours)
accounted for 35 per cent of the total in-service days. This represented a
contribution equivalent to about $24 million (based on days provided in
school time, excluding full-time release for award courses). The combined
Commonwealth PDP and State contribution was about $16 million for
teacher relief which covered only a little more than one-third of the cost of
that in school time. This meant that teacher contributions by taking extra
supervision and teaching responsibilities contributed, at a conservative
estimate, the equivalent of a further $28 million to in-service costs. In totai,
thereto' e, the contribution of teachers to the total cost of in-service, through
the use oftheir own time and extra teaching duties, amounted to an estimated
$52 million. It is the most significant single element in the overall pattern
of in-service education expenditure. (This also excludes the contribution
being made by approximately 30,000 teachers who are doing part-time
studies for award courses.) It would be Interesting to know how many other
occupations make this level of contribution to their own professional
development.

Responsibility
The survey indicated that uncertainty about the respective responsibilities
for professional development of the Commonwealth, system authorities and
the profession itself had grown over recent years. Across all the State and
Territory responses, no common view emerged which might have formed
a basis for sharing or demarcating funding responsibilities

There was a consensus that the Commonwealth should provide a broad
framework of purposes and enabling guidelines, developed in close
consultation with teacher organisations and employing authorities, when its
funds were involved.

However, consistent with what has been said in the previous section on
funding, employers themselves produced disappointingly vague statements
when asked about their own responsibilities and purposes for professional
development. There is clearly a need for teacher organisations and employing
authorities to negotiate their own agreements in this area before
Commonwealth-State negotiated agreements can be fully productive. This
is an area in which the existing inter-systemic State PDP committees are
impotent. They do not have the power or the responsibility to undertake such
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negotiations. Their responsibility is largely limited to allocating funds to cover
course costs. They cannot initiate system-level policy-making about the full
range of resources relevant to professional deve nment.

To varying degrees across the States and Territories the existence of State
PDP committees, marginal to system administrations, appears to have had
the unintended effect of reducing what pressure there might have been over
recent years, when the need for ISE has intensified, for employing authorities
to look at professional development on a whole system basis requiring
concrete agreements with unions and stable proportions of recurrent
expenditum As one system authority stated in their response to the Review,
`We gave the responsibility for funding in-service c urses to the
Commonwealth in 1973'. Such a point of view indicatcd that the PDI' had
appeared to replace rather than stimulat - professional development policy-
making within that system.

It was apparent that any permanent resolution to the problem of respon-
sibility must therefore involve the establishment of a closer link between
Commonwealth and State effort in professional development, and an
administrative structure which integrated that dual commitment. In addition
the multiplicity of committees and administrative structures set up by the
Commonwealth to service the teacher development needs of their programs
tended to inhibit such integration with existing State/Territory in-service
structures. It is for this reason that the recommendations wet e directed
towards ti 2 establishment of coordinating structures which would have the
c1pacity to:

a. integrate State and Commonwealth effort through a single professional
development unit .v.:thin each system employing authority, and to

b confer on that unit the responsibility for overall planning and
coordination of professional development within that system, including
that which relates to specific Purpose Prcgrams of the Commonwealth.

This implies that the respor.sibility for professional development would reside
with a central professional development committee and its regional
committees for each system. This would replace the existing arrangements
which confer that responsiElity on as many as ten committees, in addition
to the inter-systemic professional development committees, with associated
problems of overlap and duplication of effort It was expected that such
coordinating committees would develop policy guidelines for the deployment
of ail the major resources related to professional development as outlined in
the, earlier sectior m funding.

Coorciirlaiion
Respondents to the survey commented extensively and strongly on matters
related to the coordination of Commonwealth and State roles in professional
development during 1983 and 1984. The strength of their responses stemmed
from: the perceived Inflexibility of 1984 PDP Guidelines, which stipulated
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that PDP funds could be used only for Commonwealth priorities; the lack
of consultation and opportunities to participate in plannin, and priority
setting during 1983 before the policy was changed; and the lack of sufficient
lead time or forewarning before State PDP committees were expected to
change their mode of operation. In short, respondents shared a concern that
any semblance of coordination between the Commonwealth and State
agencies in planning priorities for inservice education had broken down over
the past year.

The undermining of morale and initiative in the PDP was a matter of some
concern. Respondents conveyed the impression that their former planning
efforts and the practices developeci over time had been treated as worthless,
that there was not much point to the program now. A program with only
centrally determined priorities, with which local groups were expected to
comply, conveyed the implicit message that Commonwealth-State coordina-
tion of planning was regarded as unimportant or pointless. It also implied
that, in the absence of Commonwealth direction, attention and action would
not be directed by employers and teachers to important areas of need. Once
again the important point is that Commonwealth strategies can stimulate
local policy-making and initiative with respect to professional development,
or discourage it. Recent Commonwealth strategies, in the view of
respondents, appeared to have had the latter effect.

Several State employing authorities indicated that they were in the process
of encouraging the shift in emphasis of the PDP in the direction of school-
focused professional development by providing guidelines and funding for
what they variously called: 'School Development Programs' (SA); 'The Total
School Development Program' (NSW); and 'School Improvement Programs'
(Tasmania). Confusion and uncertainty had arisen recently because State
PDP committees were unclear whether their support for school-focused
activities was consistent. with the Commonwealth Guidelines for 1984. In fact,
some regional committees in Victoria ceased funding development proposals
from single schools based on their interpretation of the Reviews of
Commonwealth programs (and the guidelines of programs such as PEP)
emphasise the importance of the school as a focus for support.

However, it became clear in the course of the review that the problem of
Commonwealth-State coordination could not be satisfactorily resolved by
tinkering with the existing PDP consultative machinery. Tl e kind of
coordination required can be provided only by system authorities who
undeniably have the responsibility for professional development policy, or
what is sometimes inelegantly referred to as 'human resource management'.
This position means that, perhaps to a greater extent than has happened in
the past, systems might look at ways of definir g professional development
needs and policies in terms of system-level objectives and plans for school
improvement. It has not been uncommon in some systems, for example, for
curriculum development project teams, in whose work several hundred
thousand dollars may have been inves .-d, to fine that the essential, and
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equally large professional development resources they need in order to enable
teachers to make effective use of their ideas and materials are either
unavailable, or available only in the form of small amounts for one-off short
courses from inter-systemic professional development committees disbursing
Commonwealth funds. The current strategy of tying professional
development elements to transient Special Purpose Programs will undermine
rather than promote system-level coordinated planning and thereby put at
risk the long-term implementation of Commonwealth priorities. Under the
current situation there is little inclination for system authorities to coordinate
their resource allocations closely with inter-systemic PDP committees when
they cannot ensure that the policies of such committees will integrate well
with their own priorities. Once again the mplication was that inter-systemic
State PDP committees should be replaced by system-level professional
development committees with the authority and responsibility to coordinate
all the major resource allocations related to professional development.

Implications for Policy and Recommendations
A number of concerns about the current arrangements for the coordination
and funding of professional development have been outlined in this chapter.
What these concerns implied for policy, however, was a matter for
interpretation, based in part upon the Review team's assumptions and values.
Before outlining the recommendations of the Review it is important,
therefore, to make as explicit as possible the underlying assumptions and
principles which shaped them. These principles and assumptions were that

a. Teachers are the most important educational resource possessed by our school systems

This implies a need for employing authorities and teacher organisations to
develop explicit funding policies for developing and nurturing that resource
over the long-term of a teacher's career;

b. There is a need for greater teacher participation at all levels in policy-making and

decisions about their own professional development

This is essential if the degree of commitment from teachers and teachers'
organisationc necessary for its efft:tiveness is to be generated. Inservice
education is not something that is dope to teachers.

It is a vehicle for enhancing the autonomy and professional self-esteem
of teachers, as well as a means of improving the level of teaching sxill and
competence.

c. Thew u a close link between quality of education and the quality of teaching which

u enhanced by on-going professional development

If Commonwealtl, system or school policy is to lead to change it must be
through what teachers do, how they do it, and what it means to them. Every
inquiry and review over the past decade has recognised this, but their
recommendations have bee -I largely ignored and funding for professional
development has in fact declined. The time has come to act on their
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recommendations and to recognise that talk about improving the quality of
education is empty rhetoric if it is not accompanied by concrete funding
policies which give professional development a higher priority. As long as
there is a need for improvement 41 education, there will be a need foe
professional development.

d. Responsibility for the funding and provision of professional development is one
which is shared between the profession itself, employers and the Commonwealth,
and, effectwe coordination of roles and responsibilities for inservice education is
dependent upon a clearer delineation and acceptance of responsibilities by themajor
parties involved

It was clear from the Review that as the Commonwealth has a concern with
improving both the general qual;ty of teaching and the implementation of
its special programs it should make a substantial commitment to professional
development. As there will always be a need for professional development
it should therefore be supported by a set percentage of recurrent funds as well
as by funds directed to special programs.

State and Territory employing authorities should provide the major
proportion o.' funding because, as employers they have the primary
responsibility for sustaining and improving the quality of education in their
schools.

The underlying principh of shared responsibility implies that a major
priority area within Commonwealth-system authority negotiated resource
aE -ements should be professional development. Effective professional
development requires long-term Warming and therefore the shared financial
commitment of the Commonwealth system authorities should be on-going,
stable, and predictable.

e Commonwealth initiatives will be more effectively implemented over the long-term
if they build upon and integrate with existing employing authority support systems
and initiatives, rather than lead to `marginal; inter-systemic or temporary
administrative support systems This is especially the case for continuing priority
areas such as professmal development

It is believed that Commonwealth policy w11 be most effective when it
stimulates, rather than replaces, policy-making and long-term planning for
professional development at the system level and the school level. This implies
the need to transfer responsibility from existing inter-systemic State PDP
and Special Purpose Program committees to new system-level professional
development coordinating committees with a responsibility for planning the
coordinated allocation of the wide range of system resources related to
professional development. Such a move would also be designed :o overcome
the limited conception of professional development which equates it mainly
with short in-service courses alone. The precise nature of such policies would
be, of course, the subject of employer, teacher union and parent organisation
negotiated agreements related to system priorities
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f. An enhanced capacity within schools u necessary for staff and parents to make long-

term plans for professional development relevant both to cumculum needs they have

identifitd and to the successful implementation of Commonwealth and employing
authority pri only programs

This is one of the central principles underlying the recommendations of the
Review. No clearer conclusions emerged from this Review than that the
successful implementation of any education program depends upon the
cooperative participation of the school community in the identification of
needs and priorities and in the planning of a long term professional
development program to meet those needs. It was equally clear that current
mechanisms for funding professional development were ill-suited to meeting
this need.

An impediment to moving toward a funding strategy focused on
promoting in-service education as part of a carefully considered school policy
is the isolation of the present inter-systemic Professional Development
Program Committees. By their cry nature and level of funding they are able
only to deal with a small part of the general planning and allocation of
resources which would be relevant to stimulating school-based professional
development planning.

Such planning required the coordinated provision of resources and support
structures both internal and external to the school The major parties in this
coordination of support would be employing authorities, teacher and parent
organisations, and the Commonwealth Schools Commission. The minimum
elements of internal sun--)rt which schools would require to develop and
implement policies and plans for professional development appear to be time,
a 'development fund' and provision for a curriculum/staff coordinator
through a time allowance built into the staffing formula. Details of these
resources, and how they might be provided and used are given in Chapter 7
of the Review

These discretionary resources would be allocated to each school as part
of its annual recurrent funding (in much the same way as schools might
receive routine allocations for equipment or materials) The purpose would
be to place a capacity for exercising responsibility for professional
development where it can be effectively utilised for the benefit of the school,
and where it would engender wider school commitment through greater
participation in its planning Schools would be held accountable for
developing a policy for on-going professional development. A representative
committee, such as the curriculum committee of the school, would plan ahead
for the effective use of the school's developmental resources. Teachers and
parents wishing to attend short courses would apply for support to such a
committee. In a sense, this situation would place the buying power for
professional development in the hands of school communities There is no
reason to believe that, in Itself, the placement in schools will affect the ability
of short courses to go ahead if they can attract applicants and meet needs
identified at the school level.
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A number of concerns which might be raised about the principle of
directing discretionary funding for professional development to the school
community level are raised and answered in the Review. It is wcrth
mentioning that this principle is in line with current practice in some systems,
although inadequately resourced as yet.

g. The resources for educational research in universities and colleges can be used in
more effective ways for professional development if in-service education and
educational research are regarded as inter-dependent The collaborative involvement

of teachers with tertiary institution staff in attacking real educational problems that
they face is an important avenue for professional development.

It was clear from the Review that there was a need for greater coordination
between the two Commonwealth Education Commissions so that tertiary
institution resources and courses might better complement the teacher
education requirements of Commonwealth priority areas. Special emphasis
was placed on increasing the capacity of tertiary institutions to integrate their
resources with the overall planning and provisions of in-service education,
both through short and me 'ium term courses, and school-based consultancy
of an on-going nature. There was also a need to allow more flexibility so that
medium -teen courses (one term or semester full-time study orone year part-
time study) could be credited toward a qualification.

It was also recommended that limited term categorical funding be
provided to assist terttat7 'ttbtitutions to establish professional development
programs relevant to new educational priority areas (such as Computer
Education).

h. There is not a need for a great expansion oz the quantity of in-service education
but there is a need for more effective approaches to be used The time It takes to
learn new teaching skills, to change attitudes and to successfully implement change

has been underestimated Too marp, activities are short, one-off events isolated firm

problems arising from practice and the kind of supportive follow-up required to
integrate changes into routine practice

While there will always be a need for short courses which are planned on
a State or regional basis it needs to be recognised that they are capable of
achieving only limited objectives One reason why the one-off short course
is still the most common form of in-service education is that the present
isolated inter-systemic PDP committees have limited authority to coordinate
the human resources required for more cffective designs for professional
development This should not be taken to imply that short courses for
teachers or parents are not of crucia' importance when planning strategies
for change The point is rather that short courses alone, isolated from
supportive policies at the school level and sustained external support (e g from
consultants) during implementation are unlikely to lead to changes in
practice

318

320



Recommendations
The specific recommendations which were made to the Commonwealth
Schools Commission by the Review team are listed below. They reflect the
concern of tilt.: Review that professional development effort be more
effectively coordinated between the various bodies involved, including tertiary
imitutions, that it be placed on a more stable and predictable footing, and
that an appropriate balance be established between support for system-level
activities and support at the level of schools and their immediate
communities. The following recommendations are therefore grouped
according to their emphasis on coordination (recommendations 1 and 2);
their emphasis on funding at various levels (recommendation 3); and their
emphasis on how the tertiary sector might coordinate its efforts more
effectively with other agencies (recommendation 4).

Recommendation Concerning Coordination at the
Commonwealth Level

1. A joint committee on teacher education should be established,
representative of the two Commonwealth Education Commissions,
State/Tenitory employing authorities, and national teacher and parent
organisations, with responsibility for
a. planning and coordinating support for teacher education related

to national educational objectives;
b providing an avenue for regular consultation between the

Commonwealth and the State and Territory Professional
Development Coordinating Committees;

c. assisting the two Commissions in providing the Minister with
advice on current and emerging professional development needs;

d. monitoring the adequacy and effectiveness of current provision for
professional development.

Recommendations Concerning Coordination
at the State/Territory Level

2.1 State/Territory Coordinating Committees on rrofessional develop-
ment should be established within each system emplging authonty with
responsibility for:
a overall policy development, planning and resource allocation for

professional development and school Improvement in relation to
Commonwealth and system priority areas and curriculum
programs,

b liaison with tertiary institutions on matters relating to the provision
of award and non-award courses serving Commonwealth and
system educational priorities,
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c. cooru'inating system consultancy and advisory services where they
relate to professional development and school improvement for
both Commonwealth and system priority areas and curriculum
programs;

d. establishing guidelines for the expenditure of funds disbursed to
Regional Professional Development Coordinating Committees for
professional development and school improvement;

e. other responsibilities as directed, for example, by the State Minister
for Education.

2.2 System Coordinating Committees on Professional Development
should replace the existing committee structures and thereby integrate
the in-service roles and responsibilities presently carried out by the
State Professional Development Program Committees; system-level
in-service committees and the several Special Purpose Programs
Committees. (It is recognised that the proportion of Special Purpose
Program funds allocated for professional development will vary
according to the stage and nature of the program, and also that in the
short term some continuing programs, whose funds are wholly
recurrent, should continue to be supported entirely from the
Professional Development Program.)

2.3 System and Regional Coordinating Committees should be represen-
tative of teachers, parents, and employers. (Some systems might
decide to add representation from the tertiary system.)

2.4 Each System and Regional Coordinating Committee should assume
responsibility for monitoring the adequacy and effectiveness of its
policies, and for producing annual accounts of expenditure.

Recommendation Concerning Funding
for Professional DevcIopment

3.1 The existing Commonwealth Professional Development Program
shculd continue to support the teacher development needs relating
to Commonwealth programs and priorities.

3.2 To strengthen this support in a manner consistent with the recom-
mendations of the recent reviews of Special Purpose Programs, a
proportion of categorical funds associated with each Special Purpose
Program should be designated for professional development. The
designated proportions should be determined by the Commonwealth
Joint Committee in consultation with system employing authorities.

3 3 Those program funds should, in the first instance, be directed to the
relevant State Priority Program Committee (or the Joint Committee
where relevant), and then the element designated for professional
development should be directed to the relevant System Coordinating
Committee for Professional Development.
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3.4 Tse responsibility for professional development is one which should

continue to be shared by the Commonwealth, the employing

authorities and the profession itself, and

3.5 the Commonwealth's financial commitment to that shared
responsibility should be directed to in-service education relevant to
specific priority areas and also to the general enhancement of the
quality of schooling in order that there be a national teaching force

which is capable of responding flexibly and effectively to changing
educational needs and priorities.

3.6 In order that the Commonwealth may continue to support the efforts

of employing authorities in improving the overall quality of the
teaching profession consideration Should be given to allocating a
proportion of the Schools Commission's General Recurrent Grant
under one of the following two options. (The rationale for these options

is provided in more detail in Chapter 7 of the Review.)

3.6 1. (Option 1) Resource agreements negotiated between the Common-
wealth and the States/Territories systems authorities whereby an
element of the additional funds provided through the Common-
wealth General Recurrent Grant be designated from 1986 onwards
for professional development under a matching arrangement until

a Commonwealth contribution of $22.35m* is reached by 1988,
thereafter to be maintained at the same level."

3.6 2. (Option 2) Resource agreements negotiatedbetween the Common-
wealth and the States/Territories systems authorities as a result of

which an element of the additional funds provided through the
Commonwealth General Recurrent Grant is designated from 1986

onwards for professional development at a level commensurate with

that recommended in Option 1.

3.7 At least 75 per cent of the element for professional development within
the Commonwealth Recurrent Grant should be directed to schools

as a school development fund disbursed through System and Regional
Coordinating Committees under guidelines negotiated between the

Commonwealth and the States/Territories systems.

Based on 5% ($17 7m for government schools and 0 75% ($4 65m) for non-government

schools The details of the matching grant formula for State/Territory contributions would

be a matter for individual Commonwealth-State negotiation, but in order to maintain the

current levels of overall State/Territory investment in professional development the system

authority contribution to a matching grant agreement would need tobe approximately 1 5%

of recurrent expenditure on teaching staff salaries

" This element within the Recurrent Grant might be designated for areas such as course costs,

1n-service replacement costs up to 25 per cent of this clement, and consultancy costs
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3.8 Consistent with the principle ofshared responsibility it is suggested
that employing authorities should also contribute to school-focused
professional development by providing:

an additional element toward the school development fund;
a set number of in-service replacement days per year for each
teacher and/or a set number of pupil-free days per year;
a time allowance within staffing formulae to permit a staff member
to take responsibilities for staff/curriculum development
coordination.

Under Option 1 the nature and level of these system contributions would
be the subject of the negotiations between the Commonwealth and the
systems.

Recommendations on In-Service Education
Provision within the Tertiary Sector

4.1 With the aim of increasing the capacity of tertiary institutions to
respond flexibly to teacher development needs, it is recommen led that
the CTEC be requested to explore ways in which tertiary institutions
may be funded to provide:

a. single units of study for teachers wishing to add to or upgrade their
basic qualifications;

b. term or semester-length postgraduate programs which might be
subsumable under a full-length postgraduate diploma or degree;

c. easier access to upgrading courses for two and three year trained
teachers;

d. increased participation by tertiary institution staff in non-award
in-service activities through the establishment of a non-award
student load formula.

A proportion of Tertiary Education Commission funds should be allocated
as categorical funding. These should be limited term funds designated for
specific programs in new educational priority areas thereby providing tertiary
institutions with additional flexibility to respond to changes in school
curricula.

Final Comment
An interim joint report was sent to the Minister early in 1985 and the
individual reports to the CSC and to the CTEC have been circulated
amongst the major interest groups and institutions for reaction and
comment. At the stage of preparing this chapter (June 1985) it is expected
that the two Commissions will prepare a final joint report. The final joint
recommendations will need to be formulated in the context of the recom-
mendations of the 'blue ribbon' Quality of Education Review Committee
appointed by the Minister for Education in September, 1984 and chaired
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by Professor Peter Karma Its brief, to look closely at the outcomes of
schooling to see what the problems are, will mean that it too must examine
professional development roles and responsibilities, particularly in relation
to national objectives and special purpose programs.

It became clear during the course of the Review that, although there is
a need to maintain high quality pre-service teacher education programs,
there is a pressing need for more systematic programs of continuing
professional development. Years of teacher shortage served to focus the
attention of teacher educators on the pre-service phase. Now the vast majority
of teachers are in the profession, and many will remain there for several
decades, the question of continuing professional development is considered by
the authors as being of far greater significance than is generally acknowledged
by either the Commonwealth or the system employing authorities.
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SUPPORT SERVICES

George F. Berkeley

Introduction
Curriculum projects involving teachers result in teacher development;
curriculum projects involving several or all teachers in the one school result
in school improvement, curriculum projects lead to impro red teaching, more
effective use of resources and more effective student learn.ng. Or do they?
Does the improvement and effectiveness depend on particular conditions?
Merely providing the services may not ensure worthwhile change.

Some of the assumptions underlying curriculum development projects -
whether they are sponsored by education systems at central, regional or
district level or initiated at school level need to be questioned. The prolifera-
tion of curriculum projects throughout Australia demonstrates the dynamic
nature of the school curriculum and highlights at least four levels of
curriculum decision-making: at national level via the Curriculum Develop-
ment Centre, state level by education systems; regional Level by education
systems; and school level by school staff. The latter example, often referred
to as the grass-roots model, focuses on the school staff as initiators and
controllers of curriculum improvement and staff development.

For curriculum intention to become curriculum reality teachers and
educational administrators require support from a variety of resource
personnel. The monitoring of curriculum implementation, the identification
of the educational needs of students and society, the recognition of teacher
needs and the identification and selectioa of curriculumpolicy options must
be considered within a broad framework of educational issues. It is the
interlocking of policy, implementation, evaluation and staff developr..ent
which brings together the ex?ertise of policy-makers, researchers, curriculum
consultants and teachers in order to translate curriculum intentions into
reality in the school. The direct involvement of the clients is crucial since the
curriculum intention has to be truly theirs if they are to translate these
intentions into reality.

Someone else's intention will often be distorted or ignored if the clients
do not perceive a relationship between the intention and their reality.
Furthermore the intention needs to have a sound conceptual base if it is to
be translatable into reality.

Curriculum and Research Considerations
Education systems in Australia have established service agencies related to
the areas of curriculum and research to prepare curriculum guidelines,
disseminate information about curriculum issues and the best of current
prat tice, provide suggestions for inservice education, conduct policy-oriented
research, evaluate curriculum implementation, and to monitor curriculum
development in each state and overseas.
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One of the most overlooked areas of curriculum development given the
current structure of curriculum and research services is that of implementa-
tion. Curriculum and research services personnel (at a school, regional or
central level) can focus on implementation strategies to ensure that
curriculum guidelines are written in such a way that they are easy to read,
understandable and suggest practical approaches to implementation. At the
same time those carrying out the ultimate implementation at the school-
community level need to participate in the formulation of curriculum
intentions from the beginning.

Toward the end of the 1970s education systems in this country had moved
responsibilities for curriculum decision-making it varying degrees away from
a central organisation to schools. This shift iii responsibilities brought with
it demands for more support services to assist teachers to develop more
effective teaching-learning programs; to select and use resources; to develop
techniques for student assessment; to determine curriculum evaluation
procedures that would illuminate strengths and limitations of various aspects
of the school curriculum; and to assist teachers in the development of skills
to enhance teacher participation in decision-making. These support services
may be grouped into McGaw's (1977) six potential functions of curriculum
service agencies: curriculum conceptualisation, cut -iculum development,
resource materials development, resource mate als review, teacher
development, and research evaluation.

This broad perspective on curriculum and research services brings into
focus the central task of schools - the curriculum. The term curriculum has
been defined in many ways - ranging from a planned program of learning
opportunities in the form of a curriculum guide or a syllabus, to the sum total
of the experiences children encounter at school. Musgrave (1974, 10)
acknowledged the difficulties in defining curriculum, and, in introducing a
collection of studies in the curriculum raised this issue:

Before attempting this task, however, a brief comment about the term
'curriculum' is necessary, since it has been defined in many different ways. Here
a broad view is taken and the curriculum is seen to be all those learning
experiences arranged by a formal educational organisation for its students,
whether these occur within or outside the premises concerned

This paper bases much of its argument on Musgrave's broad definition of
curriculum. Curriculum consultants and researchers are interested in the
intended curriculum, the curriculum in action, and the slippage or difference
between the intended and the operative curriculum. Piper (1984, 11) captures
the latter notion: 'It is not simply a question of how plans are put Into action,
but of the changes which take place in the plans themselves in the process
of their being put into action'.

Using the implementation of Queensland's Review of School Based Assessment
(10SBA) as an example, there has been con ;derable change at the central
decision-making level with respect to the original stated :ntention of the
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report. The broad range of interpretations at the school work program level
that has emerged indicates the nature of this change. Nevertheless, the agreed
amendments are proceeding effectively

Curriculum consultants must have insights into curriculum in practice,
a working knowledge of theories, a realisation of the interaction between
theory and practice, and an understanding of the processes of curriculum
change. Writing about a language project in South Australia, Riordan (1984,
80) concluded that consultants are likely to contribute best to teacher and
curriculum development when:

a. they are chosen or invitcd by teachers to meet teachers' immediate
concerns and interests;

b. teachers know who's around and what they're good for;
c. teachers know what questions they want to explore;
d. resource people are available to work closely with teachers; and
e. resource people recognise the knowledge base teachers have and see

their role as a building on and expanding that knowledge, that is, they
are prepared to work cooperatively with teachers as co-researchers and
co-learners.

Merely increasing the number of support services will not necessarily ensure
effective curriculum implementation. While Riordan (1984, 80) asserts utat
`the maintenance of support services is crucial if teacher and curriculum
development is to be sustained', it should also be recognised that support
service effectiveness increased when the support personnel meet the stated
needs and intentions of their cliehts.

For example, teachers on the geography syllabus sub-committee of the
Queensland Board of Secondary School Studies initiated the development
of a 'process' focused (Years 11 and 12) semester syllabus entitled Australian
Geographical Inquiries in the mid-1970s, The clients in the schools have been
reluctant to accept the implementation of the semester syllabus. They have,
on the other hand, infused 'process approaches' to geography in other areas
of their teaching program as they have deemed appropriate.

The projects outlined in Appendices 1 and 2 of this paper illustrate the
effectiveness of more client-centred approaches to consultancy and
curriculum renewal which embody Riordan's principles (a) to (e) outlined
above.

Teachers, however, must consider their own involvement in curriculum
projects cautiously. Halliday's (1979, 285) frankness is insightful:

There is a tendency for educators to demand an immediate pay-off. If we can't
apply these ideas directly here and now in our teaching, then we don't want
anything to do with them This attitude passes for a healthy pragmatism we're
practical people with a job to do, no time for the frills In fact, it is simply mental
laziness - a refusal to inquire into things that may not have any immediate and
obvious applications, but which for that very reason may have a deeper
significance in the long run
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Teachers need to develop skills to enable them to reflect upon and evaluate
their own teaching and the curriculum in action in their own classrooms.
In addition to their knowledge of the literature on curriculum, teachers,
through their understandings of n'teir own practices, construct educational
theories. Stenhouse (1975) who advocated the notion of teachers as
researchers and teachers as curriculum developers based his views on the
premise that there could be no curriculum development without teacher
development. Curriculum consultants and researchers must acknowledge the
rex of the teacher as a researcher and curriculum developer and provide
opportunities for teachers to further develop their skills in these areas. These
consultants and researchers need to be equally reflective and learn from
intentions and practices of teachers, students and administrators.

To understand the curriculum in action in schools, curriculum consultants
and researchers must not only focus on implementation but also on
abandonment Morker (1980) in a study of the abandonment of social studies
materials, concluded that the abandonment of innovations is a no* nal part
of the cycle of change and found:

The loss of an innovation's major advocate, unrealistic expectations on the part
of the users regarding how an Innovation will perform, and problems resulting
from the misapplication of the innovation were the primary contributors to the
decisions to abandon the 'new' social studies materials in these seven schools.

So that teachers may utilise local, regional and central curriculum and
research services effectiv?.1y, they must be aware of the services that are
available and their own roles in the context of curricula; 1 development and
research.

It is appropriate here to consider Adams' (1983, 79) assertion:
. . . inevitably the shape and character of any innovation is determined (and that
is perhaps not too strong a word) by the capacities and perspectives of those
involved. In other words people perform within their own skill repertoire and
within the limitations of their own social, political and educational perspectives.

Teachers tu tcl also to realise that p-incipals are the key factors in initiating
and bringing about school change (Mellon and Chapman 1984, 30). They
need to become aware of the professional partnerships curriculum consultants
and principals develop as they work with teachers to improve the school
curricului

The importance of establishing partnerships and collaborative !earnings
based on the intentions and needs of clients is illustrated in Appendices 1
and 2.

'The Inala Cluster of Schools (see Appendix 1) currently operates on a
number of important principles. These include:

a. Those affected by any action should participate in the initiation,
decision-making and implementation of that action.

b. Specific groups within the cluster choose the support .,ervices they want
involved and negotiate and control the work of support personnel so
that their intentions become their practices.
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c. All activities of the cluster are self-critical through the use of an action
research model.

The Brisbane South Drama Resource Project (outlined in Appendix 2) is
a useful exemplar of school-based consultancy related to curriculum develop-
ment which involves the participation of clients, follows Riordan's principles
of operation, and is self - generating. School-based personnel, once they have
learned and applied the skills, inservice members of their own staff and other
schools of the region.

Through their experiences, curriculum consultants usually conclude:
curriculum change depends on a sense of ownership by the clients;
curriculum change is a time-consuming process;
approaches to curriculum change must utilise all available knowledge
and experiences (student, teacher, parent, community and consultancy
services);

the experimental process of curriculum renewal or renovation is the
agent of change, not the individual consultant;
curriculum guidelines provide one source of information for teachers
but the individual school must become the focus of development.

These understandings could well become the guideposts for potential
curriculum consultants.

Other Support Services
In ma .: years there has been a marked increase in the range of the services
that are available to support curriculum development initiatives. Many of
these have been provided by the various educational employing authorities.
However, services have also been provided by teachers' centres, teacher
associations, community groups, universities and tertiary colleges, and self-
help groups. These have been developed in response to the perceived need
for additional non-systemic assistance, especially at local levels, to support
curriculum development initiatives.

Many of these groups and organisations have played a vital role in
supporting and sustaining the impetus of curriculum activities. Current
focuses on such processes as networking, resource sharing, teleconferencing,
materials development, inservice education and professional development,
have enabled these services to complement those provided in more formal
or structured ways. They also act as appropriate vehicles for supporting
teacher and school-based initiatives as well as disseminating the processes
and products of such activities.

The Brisbane Education Centre, for example, has established a Sec:etariat
to represent all the various subject and teachers' associations that use the
services of the centre. This Secretariat is responsible for the provision of
clerical, secretarial, administrative and advisory st. vices to the teacher
associations who are participants in the activities of the centre.
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The Toowoomba Education Centre has coordinated a program of 'teacher
exchange' with a teachers' centre in Arizona in the USA. Education centres
are also actively involved in introducingeducational technology to teachers.
The Atherton centre, for example, provides a mobile service to schools for
the use of the centre's resource materials and equipment.

These support services need to be flexible in focus and structure as well
as remaining highly organised so as to meet the needs and fulfil the require-
ments of the clients involved in the various curriculum initiatives and
developments.

Further Perspectives on Research
The links between research and policy and research and practice are complex.
Policy-makers and curriculum consultants require sound information to
support and/or direct short and medium-term decisions. In a paper that was
both optimistic and pessimistic on the influence of research on educational
practice, Kerlinger (1977, 5) explained and defended the following three
propositions:

there is little direct connection between research and educational
practice;
bodies of research aimed at theoretical understanding of psychological,
sociological and other behavioural scientific phenomena of possible
relevance to educational thinking and practice may have beneficial
though indirect effects on educational practice;
two major obstacles to research influencing educational practice in the
long term are the pragmatic - practical notion that research she). ild
pay-off and that it should be relevant to contemporary social and
educational problems.

These are the challenges confronting researchers who inform policy-makers,
disseminate information about curriculum practices, support teachers in their
attempts at innovation and attempt to refine methodologies to capture a
picture of school curricula in action. Sarason's (1971) work, The Culture of the
School and the Problem of Change contributed to enhancing the credibility of the
influence of research on educational practice. Sarason focused on developing
an understanding of school culture and its relationship to curriculum change
processes. The study provided insights for researchers to examine closely
strategies for implementing curriculum change.

Research by Fullan and Pomfret (1977) has shown that curriculum change
seldom happens as expected. Further, the studies by Hall and Loucks (1977)
demonstrated that curriculum consultants of the past did not emphasise
implementation as a critical part of curriculum change. These works have
provided clear messages to researchers and are clearly summarised by Fullan
and Pomfret (1977, 391):

Research has shown time and time again that there is no substitute for the
primary of personal contact among implementers, and between implementers
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and planners/consultants, if the difficult process of unlearning old roles and
learning new ones :s to occur. Equally clear is the absence of such opportunities
on a regular basis during the planning and implementation of most innovations

While researchers need to address validation and prediction in their studies
there is still a further reed to develop descriptive and explanatory studies.
Doyle and Poinden's (1977-78) paper on The Practicality Ethic in Teacher Decuton
Making and the Australian publication Friends and Cntics. Perceptions on the
Theory and Practice of Co-operative Curriculum Developb:ent (Piper, 1984) draw
attention to the practicalities of implementing curriculum change and suggest
ways to devise appr aches to conducting research in schools. It is necessary
for researchers to look further than teachers' actions to consider curriculum
implementation. They need to look to students, to the classroom and school
environment and to the ecological relationships amongst these variables to
describe and explain what happens in schools. Through a series of descriptive
studies researchers in partnership with teachers, students, parents and
administrators can ccnstruct a picture of factors that inhibit, limit or facilitate
change and identify strategies that will close the gap between the intended
and actual curriculum.

It is considered that if researchers are to be effective, stuaies should be
designed to:

advise education system administratorson general educational issues
and specific curriculum projects;
assist individual xhools with school initiated projects;
inform curriculum consultants on the effectiveness of their activities.

In addition to these roles, the researcher can act as a consultant to educational
and curriculum policy-mat ing committees. It is the use :.iade of the research
that is critical In fulfilling an effective role in ensuring that research
influences policy-making researchers have a re'ponsibility to recognise the
relationship between educational policy formulation and theconsequential
decision making process.

For example, in an examination of current practice in 'Australian Stt.
researchers worked with teachers and students in selected Queensland schools
to document the existing practice. describe the range of these studies and
provide the basis for the formulation of a policy framework.

Some of the most self-evident and yet overlooked areas of the functions
of curriculum services and research sere' ,ffered by educational systems
at various levels are summarised in tl ig

Curriculum vitality is best developed z tined if sch, have available
to them a strong, integrated, w,:1-resout, of support vices in the way
of curriculum designs and materials, adapta,,ons, dernonstrz ..ons, evaluation,
training, consultations, and others. These services and the stimulation they
provide must be aimed directly at the classroom and the transactions that occur
there And their provision must be as im pow:at a feature of educational policy
as the staffing of schools

(Heinze, King, Kraus and Nunes 1977, 4)
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Conclusion
'Curriculum projects lead to Improved teaching, more effective use of resources
and more effective learning'

There is evidence to support this assertion and evidence that support services
can contribute to effective learning. The exemplars in Appendices 1 and 2
indicate the complex nature of support provisions. This very complexity of
project design and support provision, can hide a number of important
questions. These include:

a. At a basic level, to what extent does any intended curriculum change
mirror the needs, desires and aspirations of the client(s)?

b. At a functional level, to what extent can support services be offered
and guaranteed on an on-going basis over the time necessary to
produce self-generating change(s)?

c. Most importantly of all, to what extent are the providers of the support,
at systems and other levels, committed to a framework of support
provision that is client-centred, self-critical and ready to utilise the
knowledge and experience of teachers, students, parents and the
general community?

If questions such as these provide a basis for the decision-making and poi; :y
development about support provisions, then support services will promote
effective learning.

Appendix 1. The Inala Cluster of Schools:
Use of Support Services
The development of the Inala Cluster of Schools in Brisbane West Education
Region in Queensland since May 1984 exemplifies one approach to the
integration of theory and practice. An action-research model after Kemmis
and McTaggart (1982) was adopted and a wide range of formal support
services drawn upon to assist local administrators, teachers, parents, welfare
services and other community personnel who constitute the cluster. The
utilisation of local and outside support services meet Riordan's criteria
outlined earlier. The action research model also promotes the notion of
teachers as researchers and consultants as facilitators in this process. Teacher
development and curriculum development are interrelated within a whole
community context of the two state high schools, one special school, seven
primary schools and eight corn munity and welfare agencies formally
represented on the Inala Cluster Committee. The use of consultants is based
on the notion mentioned earlier that 'the experiential process of curriculum
renewal or renovation is the agent of change, not the individual consultant'.
Researchers involved have remained consultants to the policy-making
committee and its executive

As a result of the process of consultants' involvement and researchers'
reports the Inala Cluster had altered its administrative structure quit(
happily. The current administrative structure is.
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Ina la Cluster Committee!
Policy Formulation
Authorising Agency

Representatives of:
Administrators and teachers in Schools
Parents
Students
Community Welfare Agencies

Inala Cluster Executive
Elected by Cluster
Committee

Ina la Cluster Working Parties on
Communications
Student Welfare
Equal Opportunities
Early Language Development
Participation and Equity
(Incorporating community
Involvement)

Project of Nattonal Stgiujicance on
Establishing school community
liaison networks

The following wary of events indicates the role of support services in the development
of the Inala Cluster and some of the key issues addressed. Because it is not an
intensive case of study it does not reveal in detail the interrelationship between the
events or the complexity of the process Involved

July 1983 The two secondary school principals received a professional
development grant trim QINSEC (Queensland In-Service Education Committee)
to examine education Ii. working class areas in Melbourne Vims focused during
the two weeks on the Dovetol Cluster and schools in the Brunswick area cooperating
with parent and community Iroups to improve the educational outcomes for
students Both principals were impressed by the practical action being taken and
the similarities in terms (lithe nature of the problems and the geographical identity
to the Richlands-Inala area in Brisbane Informal discussions began regarding the
formation of an Inala Cluster in 1984

April 1984 Both Inala and Richlands State High Schools were nominated as
Participation and Equity Program (PEP) target schools together with the Inala
Special School The three principals met and agreed to call a meeting of all school
principals (including state and Catholic pronarN schools). community
representatives and parents Support was received from Brisbane West Regional
Office for this initiative

May 1984 An initial meeting on 10 May agreed to establish an Inala Cluster A
Cluster Steering Committee met on 22 May and its recommendations were
amended and endorsed by a meeting of all school principals on 31 May The first
general meeting of the Inala Closter Committee was set for 11 July PEP
Coordinators were appointed part-time in each of the two secondary schools to act
is school-bared consultants in the development of PEP proposals and action Plans for
consultation with school staff were made
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June 1984: An Ina la Cluster PEP submission was forwarded through Regional
Office to the Departmental PEP Committees to the State PEP Committee after
consultation with school staffs, the Inal: Cluster Interim Executive, regional
consultants and discussion with an officer in Curriculum Services Branch. The main
requests in the submission were for:

employment of a community education officer (CEO);
establishment of a shop front easily accessible to local parents and community
in the Inala C:vic Centre as a base for the CEO;
employment of a research assistant for the Cluster,
funds for the production of a school-community newspaper,
administrative costs.

July 19E4: The first full Cluster committee nymzing discussed the structure of the
Cluster, the concept of working parties, the role of PEP and the election of an
Executive. The two school-based PEP Coordinators attended a seconds, y inservice
conference on PEP.

August 1984. The second Cluster committee meeting discussed and endorsed the
aims, membership aid structure of the Cluster and its Executive, established the
initial working parties, elected the Executive and supported the engagement of a
Brisbane College of Advanced Education (BCAE) lecturer as 'critical friend' to the
Cluster. A PEP Coordinator in one of the secondary schools discussed a school-based
research proposal with officers from Research Branch and conducted the research
with parents, students and teachers.

September 1984 The third Cluster committee meeting decided to apply for funding
through Projects of National Significance; to advertise the CEO's position; to
distribute the first Cluster newsletter to all students in cluster schools and community
agencies involved in the Cluster. One of the secondary schools held a PEP
community-staff forum during the student free days and an officer from Cumculum
Services Branch was engaged in a survey of 'Perceptions of the Inala Cluster' to
enable formative evaluation to result in action early in 1984.

October 1984. The fourth Cluster committee meeting confirmed the appointment
of the CEO and research assistant, established an equal opportunities working party
and elected a deputy chairman.

One of the secondary schools undertook a language and learning classroom
investigation project involving B Ed. students with teaching experience, a lecturer
from the BCAE and officers from Curriculum Services Branch.

November 1984 The report from the language and learning study led to
reorganising the role of the resource teacher in that secondary school for 1984, the
introduction of a whole-school reading program and the introduction of more mixed
ability vs 'streamed' classes.

December 1984. The fifth Cluster committee meeting heard the first of the working
party reports; a report from an interstate consultant from the Doveton Cluster and
the first draft interim report from the Curriculum Services Branch officer on the
perceptions of administrators, teachers, students, parents and welfare agency staff
on the early operations of the Cluster The Cluster Executivt met at least once
between Cluster committee meetings dunng 1984 and more frequently early in 1985
until the shop front was established. The 'critical friend' from the BCAE and the
officer from Curriculum Services Branch were invited to attend Executive meetings.
Local support services involved were Education Department officers working at the
Inala Family Education Centre (speech therapists, guidance officers), doctors from
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the Ina la Child Guidance and Ina la Community Health Centre, Juvenile Aid Police,
social workers from Community House, guidance officers and teachers with
specialist knowledge from schools.

11 March 1985: The sixth Cluster committee meeting decided that fewer full
committee meetings and more Executive meetings (monthly) should be held during
1985. The Executive was asked to oversee the ongoing administration of the Cluster
and to present implications of the reports from the 'critical friend' (BCAE),
Curriculum Services Branch officer, the interstate welfare officer from the Doveton
Cluster, and a report of two Inala Cluster representatives who visited the Doveton
Cluster during their school holidays.

20 May 1985 The seventh Cluster committee meeting received and endorsed
recommendations from the Executive from the four reports. A second newsletter
was endorsed for distribution and reports received from each of the working parties
and the community education officer. The shop front was operating very successfully
indeed. An accountability structure for overseeing the Project of National
Significance was endorsed. Me research assistant and CEO's report on data from
the school leavers' survey was tabled Employment ofan Aboriginal woman to assist
in the shop front through the National Employment Scheme for Aboriginals (NESA)
was endorsed. A regional office PEP consultant was working with one of the
secondary school PEP coordinators in a classroom investigation of attitudesof Year
11 students, who would not normally have returned to school, to the content,
teaching methods and classroom organisation of Year 11 courses. Data from :his
investigation was discussed with the PEP project's officer from Curriculum Services
Branch.

In addition to the support services outlined above, the Inala Cluster hasdrawn
upon consultancy from library and resource services with respect to topic timetabling
and resource management at a whole-school level, special program schools funding,
multicultural education grants and Aboriginal aid and counsellors.

Appendix 2. The Brisbane South Region Drama
Resource Project: An Exemplar of Cost-Effective
Intensive Consultancy Development
The project's principles of operation and model for teacher involvement are as
follows:

i. Project activities are learner centred; both teacher and student needsforming
the basis of the work to be undertaken

ii Work is conducted in an intensive way, over an extended period, in the
teacher's own teaching space Length of involvement varies according to the
needs of the teacher and availability of project team members

iii. Teachers and team members adopt the following model of teacher
involvement for operating !ri the project
Phase I Observing

definite decision by teacher to use drama and participate in project
teacher isolating content and educational aims
teacher as observer
teacher adopting auxiliary roles in dramatic situations set up and led by
the consultant
lesson sequence to last from four to eight weeks
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Phase 11: Parise:paling
shared planning of a lesson sequence
dramatic contexts set up by team member, equal leadership with the
teacher
teacher running segments of up to a whole lesson
shared evaluation

This phase is augmented by a short program of supplementary inservice
workshops and group planning sessions (A willingness to participate in such
workshops is a condition for continuation in the program This phase
generally lasts for approximately one school semester)
Phase 111 Planning and Management
a joint planning (by teacher and consultant) of simple dramatic

situations which explore specific curriculum topics
drama led by teacher
team member adopting secondary roles, observing and assisting in the
planning and management cf lessons
joint evaluation of outcomes

b teacher planning and leading sustained and Involving drama-
team member observing/assisting in planning and management of
lessons, adopting secondary roles
joint evaluation of outcomes

c. teacher preparing curriculum resource mate ials in consultation with
resource team. This phase generally lasts from two to four school
semesters.

This phase is augmented by:
I extended involvement in supplementary inservice courses (these may be

credit bearing inservice units at the BCAE, Mt Gravatt Campus), and
2. use of curriculum resource materials produced by the project team
Phase IV Re-ming and Reflection

teacher planning and evaluating programs using drama
teacher regularly using drama techniques
personal professional recognition for teacher in this field
teacher and class available for demonstration work
assisting as leader with Phase II supplementary inservice workshops
assisting with field-based components of CAE pre-service course units
assisting with field-based components of CAE inservice course units.

Iv The project team work in a school when administration and members of staff
support the team's activities. It is expected that this support from the school
will continue for the duration of the team's Involvement with the school

v Work conducted as part of the Drama Project is integrated into the teacher's
total program and participating teachers ensure that any necessary follow-
up work is completed before the next visit

vi The project team member makes contact with the whole staff, for example
at a staff meeting, at an appropriate time Such a meeting Introduces the
techniques of educational drama to all teachers, and provides samples of work
completed in the school.

iI Workshops, written materials and video resources produced by the team are
a supplement to the classroom based activities Workshops cater for different
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levels of expertise in drama and attendance by participating teachers is
required. Written materials will be of a workable format, relevant to teachers'
needs.

viii. Team members encourage an information exchange and communication
within and between schools about the drama work being planned and taught.

xi. Team members consult with teachers and administrators to establish a policy
for the development of drama in education in the participating schools.

The project staff have extended their effectiveness considerably by developing a
network of teacher-consultants throughout the region in project schools. Hence a
Phase V has been added to Phases I-IV as follows:

Phase V of instance model: Enrichment and Network Communication

Phase V of the model incorporates these intentions
to provide intensive support for teachers who are already implementing
drama in the classroom;
these teachers become part of a network of teachers who initiate drama
programs within their schools and who provide a human resource network
throughout the Brisbane South Region.

There are two Phase V strategies which have been initiated:
a Drama in Schools Drama in schools is one of the enrichment strategies of

Phase V of the inservice model. Teachers from project schools are selected
on the basis that they use drama as a teaching method and are keen to
further develop their drama/teaching skills. A drama/learning program
is developed and presented by these teachers in each of the schools where
these teachers work.

b. Drama Out. Primary project teachers' meeting, Brisbane South Region.
INTENTION The Brisbane South Region Drama Resource Project decided
- to provide intensive back-up to the primary project teachers who were
already implementing drama in the classroom.
ORGANISATION 'Drama Out' established a network of communication in
the form of a monthly meeting where primary project teachers.

workshopped advanced drama/theatre techniques,
exchanged primary drama resources;
brainstormed ideas for episodic drama sessions,
viewed drama videos for critical analysis; and
developed resources for a wide audience.

These are just some of the activities in which the teachers primarily
concerned with using drama as i. teaching method, participate.

Becoming a project school requires specific commitmentson behalf of the staff and
administration involved as well as the consultancy team. Usually one of the three
regional consultants works in a project school for a week at a time. After that week
staff involved have time to apply their knowledge with the support of follow-up
inservice, participation in the Drama in Schools Program or the Drama Out
network The consultant then returns for another full week or more later on and
the process continues In the meantime teachers within each project schoolsupport
one another through discussion, joint planning of lessons or co-teaching. The project
members used to work in several schools over a longer period on a o..e day a week
basis but found the full week per school more effective Follow-up work may also
involve further resources production, trialling and publication.
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This intensive school-based consultancy/inservice model is applicable in many areas

of the curriculum other than drama in education. What is significant in this
exemplar is the process of consultancy support not the actual content.
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SOME CONSIDERATIONS
FOR THE FUTURE

R.W. Rawlinson and M. Guild-Wilson

For years, keen gardeners observe with never-failing interest, the nesting
habits of birds who perform their annual cycle in many back gardens.

The interest has been occasioned not so much by the nature of the activity,
but by its regularity and predictability. Awareness has also been heightened
by the way in which the fledglings find their wings and in the act of becoming
airborne acquire the skill of flying.

What has this to do with the professional development of teachers? While
the analogy, like most analogies, has its shortcomings, it serves to bring into
sharp relief two concepts. First, the young birds survive because of their
repetitive behaviour, second, we have been so interested in the initial flight
of the fledgling that we have paid little attention to their acquired flying skills
nor to the elegance of the fully developed skills of the parent birds who
hovered and soared in supporting the fledgling efforts.

By way of extending the analogy, people use their intelligence to effect
stability and mastery of skills that allow for successful control of events in
the life-spaces they occupy. Like the ever-increasing sophistication of the bird
in flight, they learn to refine their practices thus attaining an ease and style
in their performance. They are emancipated from initial repetitive and
attentive behaviours in order to adapt to change, to consider alternatives and
to demonstrate the flexibility through which they try to effect improvements
to the quality of life.

If educational experience in the widest sense of the term is the most
important contributor to people's development and adaptability, then a
teacher has a highly significant role to play, both as an agent for the continuity
of learning and as an agent for the motivations towards change and flexibility.

On the second point, however, there is an interesting parallel. Certainly
it is that the community has invested substantial resources into the
preparation for entry into the work of professional teaching - the learning
to fly stage; but has shown less interest in the nature and extent of
developmental experiences - the learning to fly with ease and elegance.

If we combine these two thoughts, the case for the professional develop-
ment of teachers becomes both an essential and challenging consideration.
It presumes that there is more to the producing of a professional teacher than
the repetitive refining of skills acquired to function initially in the classroom.
It presumes that the professional teacher continues to experience, to practice,
to reflect, to be free to respond to the needs of not only the children but of
all the others at different stages of their individual development - colleagues,
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administrators, parents and others in the educational community. It
presumes also that while some aspects of development are acquired by
individual effort most of the fully developed skills are practised with others

the learning to fly with the flock in combined manoeuvres.
Without these presumptions about the essential nature of adult develop-

ment, it could be argued that the experience required for supporting the
fledglings in initial flight requires selective attributes and skills, perhaps of
a limited nature no matter how efficiently these are performed. Much more
is required, however, if selected skills are understood in the context of further
development and their place in evolving perspectives and expectations about
the value of educational experiences. The professional teacher is called to
enter the management of ideas and resources which allow overall goals and
strategies for system manoeuvres to be accomplished successfully and
professionally.

The focus of this chapter will be on the role of systems in promoting
professional aevelopment of its teachers. It is not sufficient to say that we need
to commit more resources and time to this task. Resources and time in
periods of limited economic growth are critical devices through which to
emphasise the importance of precisely defined objectives.

It is necessary, first, to consider the basic purpose of professional develop-
ment. There can be no doubt that the basic purpose shared byall professions
is the delivery of quality service. This is a dynamic which not only motivates
a profession, but which also is its reason for being. For if this dynamic is lost,
then the service required can become the province of the technician.

Basic to the delivery of a quality service are four requirements, which are
shared by all professions: the possession of a range of relevant skills and
techniques; a sound grasp of the knowledge which relate; to the particular
profession; a commitment to the values and expectation: inherent in the
profession itself; and an obligation to use professional expertise in the service
of the unique needs of the client.

The combination of the situatii ..al factor and overriding purpose of quality
service demands that the professional person's basic mode of operation be
that of a problem solver and that no solution be offered that will harm or
hinder the client.

The Individual
Turning now specifically to the teacher as a professional person, it is necessary
to ask 'What professional qualities does a teacher need to have to deliver a
quality service?' Louis Ruben (1978) provides a succinct and useful insight
into, the competencies required by a teacher.

To be competent, the teacher must have a repertoire of efficient techniques, a
sound knowledge of the intellectual ideas to be taught, an ability to respond
spontaneously to teaching opportunities that emerge from activates of the
classroom, an accurate perception of the educational process, and a capacity to
interact sensitively and compassionately with the learner.
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There is, however, an equally important dimension which does, in fact,
provide the dynamic for the profession and which is necessary in order to
guarantee that the quality service will not only be maintained, but will in
fact be enhanced. This dimension is the continuing learning and flexibility
within the service itself. As Hadley Beare and Tina van Raay (1982) submit,
the dynamic is a powerful force requiring change to cope with its implication.

It is impossible . . . to demonstrate precisely what societal demands will affect
systems, institutions, teachers and the nature of education itself over the next
decade. But we do have some clues about what kind of teacher is needed to cope
with the likely massive changes, both societal and thus educational.
Clearly, the decade of the eighties will require copable rather than merely capable
teachers. The notion of the capable teacher is static, implying one who is doing
a good job now according to the extant definition of what a teacher is. A copable
teacher is one who can and will adapt and thus be always capable. In order to
have copable teachers, then, it is imperative that we help them acquire through
recurrent education the instruments, evaluate, devise, and implement
educational processes and programs.

The view of professional education as a first accelerated stage followed by
within-service educational cycles has been predicted, examined and endorsed
as an essential need in the professions. Within the past decade it has been
viewed as an obligation of the individual as a member of a professional body;
it is now viewed as an obligation of the professional body itself to ensure that
members are encouraged to take up opportunities and to advise them
concerning access, relevance and implications. The serious responsibilities
for the role of systems are emerging, as noted recently in the document now
known as the Auchmuty Report (Auchmuty 1980).

Professional development has a number of key requirements. The first of
these is the acknowledgement by all parties that it is the teacher who must
do the learning and relearning. While others can encourage and facilitate,
the responsibility for professional growth rests with the teacher as a
professional person. This simple fact lies at the heart of professionalism. The
ultimate motivation and priorities for use of one's time can only be
determined by the individual. In offering reinforcement for this ideal,
particularly to those who feel somewhat cynical towards its sincerity, the
system its...if needs to be warned that the remedy is partly in the hands of
the teacher and partly in the hands of the system as it involves the upholding
of public service principles. (Schlechty and Whitford, 1983)

The second point follows logically from the first: professional development
is a lifelong nrocess. Having de ared this principle, writerson this subject
then tend to give their own particular version of the stages within the process
(Howle 1980; Joyce 1980; Zak 1979). Central to the many different views
would appear to be three particular observations. They might best be
described as social or psychological rather than structural considerations.

The beginning teacher has a basic focus of establishing competence
through practice - of clearly finding out about the real world of teaching,
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of gettin3 on top of the particular and immediate demands of the job, and
of finding out about children's learning and behaviour on a daily basis. This
stage of induction and mastery of basic practices is considered to last abo--t
10 years from the commencement of pre-service education. The demands
of this stage are well documented (Tisher, et at 1978, 1979).

This is followed by what might be called an expansionary phase. Having
masters 4 the basic strategies there is now time to explore other possibilities,
to examine areas of special interest and to build up competencies in specific
areas. This expansionary phase may also be accompanied by a change of
teaching environment, a major new challenge, or a desire to seek tangible
recognition by means of a formal assessment of competence. In decades of
the fifties and sixties, many teachers travelled and taught overseas or engaged
in exchange programs. In more recent times there has arisen expectations
about the need to acquire early promotional status in order to announce
arrival in the expansionary phase. Under these circumstances, some teachers
may have denied themselves potential opportunities for reflection and
comparative study

The third phase, and the one which is probably most critical in terms of
quality of service, is that of regenerative activity. This is the time when there
is tension betwec:i a teacher's perception of acquired 'wisdom' and self-
motivation on the learning curve. It can also be the time when a teacher is
most in n, ed of refreshment in regard to techniques, skills and acquiring new
knowledge. For man, teachers, it can be a time when they have determined
family or civic priorities which allow them less time to pursue work-relater
experiences. Important as other priorities may be at the time, they may oco
at the critical period of adult development when there is a need f.r
reconciliation of what has actually happened in a career and earlier
expectations or ambitions. Unless these issues are resolved by an individual,
it would 7 difficult for a teacher to move into the attitude of gezzrativity
where tht. irtunity can be taken to encourage younger prokssi;mals in
their efforts. The importance of educational and car.-er mentoring has been
stressed as a critical factor in the lives of those who indicate a happy and
fulfilling professional life (Levinson, et at 1978; Valliant, 1977`,.

This third phase and the characteristics which can acconyany it are the
real test of professionalism. Professionalism does recp are an ongoing
commitment to quality service, and quality service does ri quire an ongoing
commitment to keeping up-to-date with new developmt.. its in terms of
knowledge, skills and values. To the young and older teacher, this ongoing
commitment spans a period of some forty years or more - a considerable
period for a professional person to take charge of his or her own destit.y and
to assess its contribution. The loss of a central thrust to the meaning of a
professional career -larks an undermining of the values and attitudes of the
profession itself. It leaves a profession prey to self-doubts which must affect
the clients in its care.
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To this point, we have concentrated on the individual as a professional.
In so doing, we have attempted to highlignt both the general characteristics
of the teacher as a professional person and the central tenets of
professionalism. It is against is background that we now wish to consider
the role and responsibility of systems in promoting professional development.

The System
Education systems in Australia havc a basic commitment to quality
education. State systems have the added responsibility of ensuring that
quality services are available to all. In accepting this responsibility, systems
cannot be seen only as a collection of professional individuals. The system
itself must be seen to be professional in the prinri-les which it endorses and
in the management practices that implement me principles.

To fulfil these charges, systems must have at least four basic commitments.
The first is a commitment to the employment of qualified staff; the second
is to the allocation of staff on an equitable basis consistent with needs; the
third is to provide appropriate opportunities for the ongoing proficiency and
development of all members of its teaching service; and the fourth is the
organisation of career structures in such a way that there is an inherent
motivation to seek recognition for high quality service.

While, at first glance, basic employment qualifications, further specialist
achievements and staff allocation may be Jcen to have little direct bearing
on professional development as such, they are in fact important ingredients
in the dynamics of the process of professional development. They
demonstrate that the system appreciates the quality of its teachers and will
utilise these resources as its most important asset in the service delivery
mechanism. Much of the success of motivation and cooperation of staff
depends on their perception of their value and role in the educational
endeavours of the system.

The induction of newly qualified teachers in to the system provides an
important a -enue for the introduction of innovatory practices at the school
level. The opportunities for an overall professional impact on newly qualified
staff are proportional to the efforts made to incorporate these practices into
the established practices of the school. In a positive collegiate relationship
established members of the profession can have an immediate access to a
source of new ideas; in turn, the beginning teacher can draw upon the
expertise and support of their more senior colleagues. A young teacher, in
reality, works alone in a classroom for most of the day, perhaps with a little
supervision and team teaching as well. Motivation, at this stage, means the
small acts of recognition, encouragement, discussion and enthusiasm the
means by which senior colleagues offer system approval and support the
impact of professional adequacy on the whole of the school staff.

The necessity to provide a quality service for all requires tne system to
,nest in a vast range of professional competencies. It requires the system
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to have a mobile teaching service. Such a requirement does provide
considerable potential for enhancing professional development through cross-
fertilisation of ideas and peer associations. There can be no doubt that there
is, within the system context, a rich source of skills and knowledge ...hich can
be shared among colleagues. Likewise, the movement of teachers to meet
system needs provides a potential basis for interchange and exchange. In a
large system, some teachers may perceive the mobility factor as impersonal
- the reasons for movement of the individual recognise homogeneity and
transferrable competencies rather than the matching of acquired skills and
interests to an area of need.

It must be acknowledged that the significance of the above conditions is
a matter of potential. The reality of the personal identity of the professional
can at best be local and ad hoc in nature. They are nevertheless important
ingredients in the total dynamic of professioral development and deserve
further consideration as the principles involving human relationships and
workplace conditions become more critical in demonstrating quality service
provision.

The third system responsibility is at the heart of quality service.
Undoubtedly, the greatest asset that the system has in furthering the quality
of ea cational service is the membership of the teaching profession. It is
therefore incumbent upon the system to ensure appropriate opportu ities
for staff development in terms which span the expected forty-year
commitment to service which both the system and the individual may make
in a permanent employment relationship. A strategy which looks only to
immediate system requirements or ct Tent teacher gratifications will fail to
meet the test of professionalism - the enduring nature of ongoing
commitment

Notwithstanding the obligation on the individual to advance and plan for
anticipated consequences for effort, the system has the basic task of ensuring
that opportunities do exist and that individuals are urged to participate.

Above all, systems in declaring a commit nent to professional development
must ensure that it is accompanied by carefully developed structures,
professionally organised activities and sensitive leadership. The inherent
danger in a structured approach to professional development is that the
teacher may perceive that there is implicit coercion to fit the system rather
that the system interacting with the teacher.

The history of teacher professional development practices of recent decades
has demonstrated a shifting focus between individuals and programs but
overall tending to stress areas of deficit or upgrading of qualifications or
curriculum. It was anticipated that both individuals and programs in a
manner of conjunction would contribute to the ongoing problem-solving
process within schools and thereby effect change in overall system services.
It is doubtful wnether such anticipations have been met in terms which can
be evaluated appropriately (Goodlad, 1983). In part, this is attributed to the
broad based scope of objectives and activities which have aimed to attract
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a wide range of teachers. In part, however, it may be due to a failure to
appreciate the cyclical nature of preparation and practice phases in longer-
term school improvements.

It could be suggested that individuals may be served in undertaking
separate activities in different ways and different places as the preparation
phase. These individuals then become assets to the assigned work
collaboratively in the practice phase of the cycle - that is, they effect a possible
change of national, state or local significance which can be carried on 1.,
others in a maintenance or refinement phase. The responsibility of the system
is to ensure what Botsman (1982) has termed 'the linkage roles' are in the
right place at the right time.

It would appear that two views of professional development are each
receiving definition. Peter Cameron (1982) provides a statement to this effect:

It seems that over the next decade we will witness a greater need for two types
of inservice education. On the one hand, there will be an increased need for more
school-focused activities, and, on the other, a need to provide opportunities for
programs which focus on individual training needs. At the same time, the need
for opportunities for teachers tr participate in a wide range of other activities
will continue, particularly in view of the fact that, with increased stability in
staffing patterns, the, level of professional isolation of teachers is likely to increase.

There are, of course, areas of professional development where the system has
a direct responsibility to take the initiative and to fashion professional
development programs. This is most likely to happen where there is a need
for the provision of specialist services and in new or revised curriculum areas.
In this case, the approach is two-fold. The first task is to attract suitable
applicants into training or preparation with sufficient lead-time to plan how
their skills will be used most effectively. The second task is to take
responsibility for collaborative staffing allocations as a commitment to the
developmental nature of new initiatives. In effect, this may entail a deliberate
policy in regard to the staggered introduction of curriculum change in a
school-focused setting. It may also mean providing inducements to hold staff
in various locations or roles for the contracted period of the collaborative
commitment.

The fourth system responsibility which impinges upon professional
development is that of career structures and promotion procedures. Inherent
in any oper approach is the potential for extremes. There will be teachers
who will take their professional obligations seriously and, in so doing, take
full advantage of opportunities made available by the system. There will be
others - as with any professional group - who will show less inclination to
pursue the tenets of professionalism.

This diversity of commitment poses a particular dilemma for the system,
for the individual and, indeed, for the profession. Since the system has a
responsibility for the delivery of quality service - as does the professional
person - it has a concomitant responsibility to monitor the quality of service
delivered. Professionalism presupposes accountability to clients and peers.
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The sensitivity of accountability mechanisms in the teaching service is not
less than in any other profession. However, the sharply-tapered nature of a
hierarchical model of system administration can, and often does, give rise
to questions about relative roles and the extent to which the system should
be involved in promoting more rigorous and extensive criteria for its
supervisory and assessing capacity.

There is no easy answer to this dilemma. Tentative moves by systems to
broaden the middle-range bases for a career structure have not been debated
extensively from either a professional or industrial perspective. As a general
principle, however, it would seem that the clearer the system's commitment
to promoting and facilitating professionalism, the greater the likelihood of
positive working relationships among its members. It follows, therefore, that
systems which evidence strong professional leadership and which actively
encourage and promote professional development will generate less concern
for the implementation of directives and measures of accountability
(Walker 1980).

The further requirement is that where it is clear that members of the
profession are in need of professional help or redirection, even perhaps are
clearly unsuited to a role or task, that steps can be taken to alleviate the
situation. This must be done with firmness, compassion, and the
responsibility to consider where the individual's strengths may be recognised
and utilised.

Professional development shot.:d thus be seen as an integral and ongoing
service generally. Evidence of professional development should also be
regarded as a prerequisite for formal progression within the service. If it is
tied exclusively to the promotion structures, especially of an administrative
nature, it becomes a means to an end rather than an end in itself. In short,
the primary emphasis for professional development must be educational
growth and not as the basis for a system of reward or punishment. There
is a clear responsibility on the system to ensure that this emphasis is upheld.

Consistent with the concept of professionalism is a healthy respect that
the individual's judgment of his/her particular needs and the nature and
timing of engagement in professional development activity.

As a general principle, the planning and provision of professional
development programs should be based on an interactive approach where
teachers become directly involved in identifying their needs and helping to
share the guidelines for their structure and delivery.

Professionalism has both intrinsic and extrinsic motivation factors
embedded in the dynamic of development. Career paths provide a tangible
framework in which formal recognition for quality performance can be
regularised. As well as identifying those within the profession who are
qualified for assuming additional responsibilities, system assessment
procedures are, as pointed out above, an important part of monitoring
services. It is important to recognise, however, that such practices can have
both positive and negative implications for the motivation to undertake
professional development tasks
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Three major dimensions emerge from the above analysis: the first s that
professional development is a requirement ofa responsive system and has
as its basic objective improvement of the quality of education, for example
in curriculum change.

The second is the dimension of basic professionalism, that is, the inherent
desire on the part of the teacher to acquire new skills and knowledge which
relate to the growth and development of the discipline of education including
the teaching process.

The third dimension is in many respects an interplay of the first and the
second. There can be no doubt that recognition of the advancement in one's
career is an important motivating factor. The necessity to keep up to date
with system requirements and with developments within the discipline of
education can provide a positive and dynamic basis for professional growth.
Indeed, it could be argued that with strong and sensitive leadership from
within a system, the blend is highly desirable from a career viewpoint.

But there can also be inherent drawbacks if either factor becomes the
dominating motivation. On the one hand a professional cannot be too
`cramped' by system requirements. on the other a professional, who has to
have a commitmen to the system objective, cannot become too detached
from its realities.

In examining the question of system responsibilities, the balance between
system initiative and individual initiative is a central consideration. So too,
is the balance between that which is desirable to promote professional
development and that which is feasible.

The following prepositions have been formlated on the basis of the
concepts which have been explored above. They are not Intended to be firm
options or definitive proposals Each will have its supporters and detractors.

Propositions
The quality of service delivery is dire( tl} related to the system's ( apac Hy to-

1. Delineate an overall set of objectives relating to changing system
needs and stages of professional progression.

2 Devise structures which recognise both the needs of the system and
the prerogative of the individual teacher as a professional person

3. Deve!op programs which are consistent with the needs of the system
and which can accommodate the aspirations of the individual.

4. Provide a variety of ways in which teachers with different needs and
locations can gain access to programs.

5 Provide quality leadership to uphold and promote professional
c -Filopment

6 Develop competence among those responsible for professional service
delivery

7. Devise approaches in hich ale ' ?Antic in terms of resource utilisation
for program deliver}
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8. Ensure that programs reflect the needs of individual teachers, having
regard to their level of knowledge, skills and attitudes as well as their
location.

9. Ensure that professional development programs provide for a
balanced approach to the extension of knowledge, the development
of skills, and attitudinal changes.

10. Involve teachers in the planning, coordination and delivery of
professional development programs.

11. Encourage and facilitate access of teachers to professional
development activities.

12. Take Into account teachers' involvement in professional development
activities 'n considering career progression

13 Take into account future developments and likely needs in planning
profession:.] development programs.

14. Maintain an information base on factors such as teachers'
qualifications, age, experience, career stage, location, mobility, and
special interests.

15. Ensure the coordination of Commonwealth and State resources
designated for professional development.

16. Commit a definite percentage of their budget to professional
development activities.

17. Provide for a period of professional leave for teachers within a given
period of service.

18. Involve tertiary institutions and professional bodies in the structuring
of professional development programs and accreditation procedures,
where appropriate.

Having formulated these propositions, it is now appropriate to examine their
place in a systems context, with particular reference to policy, program
structures and strategies, and resources

Policy
Efforts to maintain vitality and professional commitment to teaching, as well
as to ensure that educational issues are constantly being considered, will need
to be more deliberate than they have often been in the past It will
mean the strengthening of professional development policies and reconsidera-
tion of structures and resources for their implementation.

Professional development should be viewed as 'an educative process,
planned and continuous, concerned with the professional growth of all school
personnel as individuals and as members of groups, thereby making them
better able to meet the needs of the school and its students'. (Berghund and
Rice 1984.) The school community, including parents, should perceive that
teachers are learners as well as purveyors of knowledge. Professional
development should oc( ur within a setting in whit h learners normally work
together.
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Professional development policies should clarify the views and communi-
cate that development opportunities are a natural and integral part of the
school system's functioning and are activities compatible with the primary
task of educational institutions. Without a commitment to an educational
purpose underlying continuous learning throughout a career it will be
impossible to sustain and improve the structures and resources which justify
professional development activities as an effective means _I ensuring the
quality and efficiency of the system's practices (Speiker 1978). Not only the
system but also school communities and indi idual teachers should be able
to reflect on whether professional development practices make a difference
to the manner in which they achieve results appropriate to the goals that they
have set for their work in the school community.

Each policy should provide a framework on which it is possible to discuss
the practical issues of implementation:

who should pay for professional development programs
when should certain development programs occur
who should determine development programs.

Professional development policies provided by the system as overall guidelines
should ensure that the system has a responsibility.

to disseminate information regarding opportunities and resources on
new and critical issues
to encourage teachers to study and discuss educational issues and
practices as they arise in their schools and to make observational
comparisons with other schools, states and countries
to recognise more deliberately the talents and achievements of the
members of the teaching service as its most valuable and accessible
resource for cooperative professional development programs
to understand that individual teachers have different needs, abilities
and interests which will require adaptive and flexible management to
realise the potentials available for planning effective development
strategies.

A response to a system's policy is more likely to be forthcoming if the
school community and individual teacher perceive that professional
development is planned to meet the genuine needs of teachers as they bear
directly on professional work and provide greater contact with the personal
and socia. environment in which that work takes place

An individual policy should declare that the professional has re:ognised
a responsibility.

to ensure adequate opportunity and time to investigate how eff ,rt and
activity deployed on professicnal development will directly relate to
teaching goals and ways sought to accomplish them
to find solutions from professional development opportunities which
are creak d in response to personal situations and career enrichment.
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to recognise professional development as relevant to being a member
of a profession, a member of a school community, and an individual
teacher or administrator
to promote convictions that participation in planned and coordinated
activities requires management skills on the part of the system and the
individual to fully utilise efforts, talents and achievements.

These basic assumptions reflect a commitment by both a system and
professionals within it to a contractual relationship or partnership on the
essential nature of professional development. Without such a commitment
policies are likely to be viewed as too hard to implement, too manipulative
for the benefit of interest groups, and too time-consuming when considered
as one of many priorities in the professional and personal lives of teachers.

In developing a policy statements, each participant - system, school
community, and individual may reflect on the questions that each should
feel are consistent with the goals and philosophy at their particular stage of
professional growth.

Program Structures and Strategies
Teachers and administrators may quite reasonably equate professional
development with access to inservice courses run by system-based committees
at locations outside the normal working environment of the school While
attendance at such courses provides valuable contacts, information and
motivational challenges, the abrupt impact of a short-term intervention
a one-day course or short evening series can have but a transitory effect
on participants.

Teachers report difficulties that may be termed interference factors to a
systematic program of professional development (Coffey 1980) These factors
include restrict'ons in the extent and allotment of relief teachers,
organisational disruptions to school routines, tardy confirmation of
applications and acceptances to activities, poor promotion of the aims and
objectives and their target groups, limitation in enrolments on attractive
activities, inconvenient choice of locations, time and travel difficulties and
non-existent follow-up options Such interference factors can effect
participants and deter further involvement Some participants would not
perceive the difficulties as insurmountable

Systematic planning for ontinuous professional development emphasises
the need for organisation to be carried can professionally leachers who have
always been actiee in community events may fail to realise the extent of
management coordination that will be required either within a school or
region to effect successful ac tivities The roles of junior executives in schools
acting as facilitators for staff developme nt and the roles of professional
organisers for system coordination is viewed ati e rue ia1 to wee rssful programs
(Peterson 1985)
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It is evident that a broad range of activities is currently being used for
professional development by school communities. These may involve

the whole school staff
groups within the school
individual teachers and administrators

Activities include staff meetings, workshops, observation visits, professional
reading programs, cooperative teaching projects, curriculum and submission
writing teams, resource data collections, committee membership action
research, advisory and supervision duties. The theoretical possibil;ties for
types of activities are innumerable. The questions to be asked involve
consideration of the appropriate design and organisation to fit the purposes
agreed upon by a school community and the needs of the individual working
within that community.

Resources
Various accounts of professional development activities indicate that a wide
range of resources is utilised through the use of initiative and forward
planning. The decline in system provision through Commonwealth and State
funding allocations has placed administrative constraints on the range and
accessibility of certain types of activities. Such periods of decline also provide
the opportunity to assess the types and amounts of resources that may be
appropriate for a systematic approach to continuing programs of professional
development. While substantial resources ar! required on a system-wide
basis, greater attention may need to be giv'n to the use of alternative
strategies and resources to meet specific needs in the future.

Resources to be considered include he provision of time, provision of
project grants, utilisation of documents and technology, facilitative
deployment of consultants, skilled staff, parents, staff committees and
working groups It would seem that resources cottitc within school
communities and neighbouring institutions/agencies/interest groups have the
potential to be harnessed to support localised endeavours. When resources
from c side are required, negotiated and coordinated arrangements should
be contracted for a specific purpose

Evidence of self-initiated resource deployment has been reported on an
informal basis in rural regions of New South Wales and discussed more
formally by Harisun (1985) in regard to South Australian endeavours.

Questions relating to resource provision include the commitment of
specific amounts (or budget percentage) for system initiatives, the relation-
ship between years of teaching and the nature and extent of professional
development support, the utilisation of professional expertise by those in
executive positions in schools, and the future use of access networks and
technology.

Professional development is essential for the provision of quality education
and for the achievement of professional excellence While primary
responsibility rests with the teacher as a proles ional person, systems have
an ongoing responsibility to initiate and provide appropriate opportunities
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This involves not only encouragement and support, but also the design
and delivery of professional development programs which meet both the
needs of the system in its pursuit of quality, and the needs of the individual
teachers in their pursuit cf professional excellence.
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SUMMARY AND IMPLICATIONS

W.D. Neal

Review
The propositions being put forward in this study are that:

1. the truly professional person is self-motivating and accepts
responsibility for seeking his/her own development,

2. many professional development activities, if they are to change
classroom and school behaviour, should take place in the school and
should be cooperative planr.ed; and

3. nevertheless the system has a major leadership role in initiating and
maintaining activities which will promote a truly professional teaching
force.

Although this project has been concerned almost entirely with the teaching
service, much of what has been written applies with equal force to the support
staff wno work in schools and administrative services. The principles are the
same; only the applications will differ because of the nature of the tasks of
the employees.

In the 'Introduction and Overview' to this theme, the features of a compre-
hensive personnel policy were outlined. It was noted that professional
development activities were only part, although the major part, of the
system's responsibilities. The features of a system's policies and practices were
stated as being:

1 a philosophy of and commitment to caring about personnel profes-
sionally and personally, as indicated through adequate record systems,
concern for all teachers, a lew of careers as continuous necessitating
guidance and career pattern advice, providing opportunities for new
skills with new jobs And attempts to anticipate and rehabilitate the
weaker teac her,

2 the development of a conceptual framework v ,h;ch would provide
purpose, vigour and accountability;

3 the provision of conditions of service which arc acceptable, ensure
reasonable continuity and stability and which encourage respect and
good human relations,

4. operational guidelines which establish objectives, anticipate the need
for new skills, provide personnel named in teaching professional
development activities, ensure supportive services im luding a system-
w idc information servo e and use systematic evaluation mec hanisms,

5 supplementary duties and activities, such a curriculum development,
which are meaningful and promote professional growth; and
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6. resources for personnel services and professiunal development which
are significant and enable corinuity of action.

The authors who have contributed chapters to this theme have taken different
aspects of the topic and have provided elaborations of the subject matter
pertinent to the role of the system.

Walker has developed the question of personnel policies in modern
organisations. He points out that the two key dimensions of organisations
are structure and people and he stresses therefore, the increasing importance
being placed on people in organisations, especially where change is occurring.
Hence modern organisations are paying greater attention to dr.: personnel
function. Personnel administration is being developed and studied as a
profession of its own. It has been established that specially qualified, well
educated personnel managers have become essential but that there seems
to be inbuilt tensions between personnel management with its concern for
humanity and line management with its emphasis on output.

Turning to modern educational organisations Walker points out that the
increasingly cc_ 4)1ex and varied tasks facing people in them. Apart from
those difficulties inherent in teaching and in administering schools and
systems, the position is more complicated by the politicisation of the teaching
service, troubled industrial relations, the changing roles of women and
developments such as the assessment of teachers. Such complexities make
the need fur an enlightened personnel policy even more urgent and to
accompany that a research program to enable more informed decisions to
be made.

A detailed discussion of 'Principles for Planning Professional Develop-
ment' has been undertaken by Docker. He bases his findings on a review of
research evidence elsewhere plus a detailed account of surveys and analyses
which have been carried out in Tasmania. Docker stresses that most of the
principles underpinning the planning of staff development apply whether
the activity is individual, school or system oriented. In general, they are ones
already mentioned in earlier chapters, namely cooperative planning, variable
according to purpose, well prepared and led by leaders with people skills.
He stresses also the need to see the totality of the educational enterprise when
considering professional development, for example, its position within a
network of linkages Involving also curriculum planning, institutional
dev "1'Dment and management.

.tes research evidence to make the following additional points.
teachers appreciate assistance while still accepting personal
responsibility;
the involvement of the school in many activities is crucial;
the importance of the worker's environment and attitude,
the psychological climate is Important,
shared experiences and resources pay off,
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flexibility in the conduct of activities is needed so that adaptations can
be made to suit emerging tasks; and
a problem-centred orientation is more attractive.

Docker elaborates on the research evidence linking school climate, effective
schools and staff development practices. Several studies are reviewed and
quoted. Tasmanian research, using several established models, further
reinforced the view of the positive relationship between climate and staff
development. The hypothesis was drawn that a lead into staff improvement
would emerge from work on the school environment. The importance of
leadership by the principal and senior staff is an obvious implication.

This chapter takes up also the importance of understanding how adults
!..arn and gives evidence from studies to support the importance of this to
activities with teachers. So much of inservice education has failed in the past
because of the lack of appreciation that teachers are individuals and that
passive force-feeding does not help them or anyone to learn.

In pursuing the idea of assessing and planning around teachers' needs,
Docker has given a useful discussion of general research evidence followed
by a report of evidence obtained in Tasmania. The information from the
latter provided a sound basis for moving forward and the work of the
Tasmanians provides a useful model to be examined by others.

It is interesting to note that while many of the needs identified by
Tasmanian teachers required staff development activities that were personal
or school-based, over half of the teachers identified needs that could be
serviced by system-based activities.

The final comment here on the Docker chapter is to draw attention to the
latter part where he applies principles developed earlier to the impact of
`educational technology' on teachers and schools. The RPTIM Model is
applied to develop an overall program involving 'Readiness', 'Planning',
`Training', 'Implementation' and 'Maintenance'. The proposals presented
and the following discussion seem well worth the consideration of others
involved in professional development.

The approach taker. by Ingvarson and Coulter to review 'Existing In-
Service Education Provisions' consists of a summary of their '1984 National
Review of Teacher Education' as applied to professional development. In the
course of their report they stated.

No stronger need emerged from tile submissions received and the information
analysed in the course of our Review than the need to enhance the capacity of
schools to plan theirown h ig-term policies h, professional development [and]

No ,rester deficiency emerged from the Review than the ability of current
Commonwealth and system-level professional development policies to provide
coordinated internal and external support which schools require to develop this
capacity as a routine part of their operation

It is interesting to note that during the middle of this Review, the Common-
wealth Government switched policies completely and decided that it would
concentrate on supporting inservice education activities related mainly to

354

`36



national objectives. This was another example of start-stop Commonwealth
policies and should be seen, with respect to professional development, against
a fall of two-thirds in Commonwealth funding in any case

Ingvarson and Coulter make the following points.
1. There has been little follow-up on the effectiveness of professional

development programs - (Commonwealth or State).
2 Financial resources for professional development have fallen sharply.
3. Teachers make a considerable investment of their own time (some,

that is)
4. There is uncertainty about who has the responsibility; employing

authorities have tended to regard the establishment of Commonwealth
oriented State PDP Committees as exempting th,m from
responsibility

5 There is an urgent need for coordination and integration.
6 The capacity of schools should be enhanced.
7. Tertia. education staff should be used more effectively
8. It IF not the quantity but the effectiveness of professional development

activities which must be enhanced.
The Ingvarson an.4 Coulter chapter proceeds to list and discuss a number
of recommendatiuns for the future These will be discussed later in this
chapter.

Berkeley has discussed the role of support services in promoting
professional development He stresses the importance of support services
during the implementation stages of curriculum innovation and in particular,
the Jle of consultants. However, he does point out some conditions for
success, namely.

i. consultants must be invited and accepted;
ii. teachers art knowledgeable and their knowledge in terms of what they

want must be used;
iii. coop.:rative planning is important; and
iv principals of schools are key figures.

Berkeley discusses other support services including teachers' cents Leacher
associations, community groups, tertiary Institut, -ns and self-help groups.

The whole discussion is illustrated with case studies of professional
development in action.

While Berekley is disappointed with the impact of research studies on
professional behaviour he does conclude on a positive note. He stresses the
importance of trying to meet the needs of clients and of nroviding support
services on a continuing rather than an ad hoc basis. Fil.ally he says.

to what extent are the providers of the sup ,ort, at systems and other levels,
committed to a framework of support provision that is client oriented, self-critical
and ready to utilise the knowledge and experience of teachers, st dents, parents
and the general ( ommumty.)

Attention is directed also to the case studies which illustrate a number of
iLiportant principles fix- staff development
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Rawlinson and Guild-Wilson tackle the job of looking toward the future
and suggesting propositions that might guide the future development of
professionally oriented staff. They start with an assessment of what 1, involved
in being a professional and point out that the basic purpose is the ,.elivery
of quality service. This involves a Ige of skills, techniques and knowledge
together with commitment to rele ..cnt values, expectations and obligations
in the service of the client. If this concept is applied to the teaching service,
it is necessary to accept the obligations of continuous professional
development, including:

i the view that the teacher is faced with learning and relearning;
ii. development is a lifelong process, and
in the regenerative quality of relearning, almost a renewal, as a key

factor.

Turning to future prospects, the authors stress a number of general
considerations which are important to the professional well-being of staff,
namely.

1. a commitment to employ qualified staff;
ii. the allocation of staff on an equitable basis according to need;

iii appropriate opportunities for ongoing proficiency and development;
at

iv th organisation of appropriate career structures.
From this position, the discussion proceeds to the cyclical nature of the
various phases of teacher development including, as appropriate, periods of
theoretical and practical training even in the mature phase of a teacher's
career.

Rawlinson and Guild-Wilson emphasise that many of the basic principles
behind professional development will apply equally well in the future, for
example:

i professional development is an expectation of all,
is a cooperative, interactive approach;

iii self-evaluation of own progress and needs; and
iv the need for balance between individual initiative and systems

initiative.
That chapter then contains a series of propositions as a guide to future action
in planning to achieve the goals set out earlier. Some of these propositions,
together with other recommendations are discussed later.

Some Implications
The authors in this volume have taken up and extended many of the
guidelines set out in the initial framework for this theme. There is little point
in belabouring some of those points any further. However, there are some
key ideas which were introduced at the beginning, have been elaborated since
and are worth emphasising and re-emphasising After all some of these ideas
had been commented upon a long time ago as the following examples will
show
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In a thesis on 'inservice education' over thirty yea's ago It was stated
(Neal 1954, 58).

Out of this new approach to inservice education of teachers, i t of teachers
working in groups, has arisen an interest in the fundamentals of group dynamics.
Several studies of the findings of this field, applied to attitude changes in teachers,
have been reported from England and USA It seems conclusive that any attempt
to encourage professional growth or to Introduce any change LI teacher practices
or outlook must take full heed of the principles governing the working together
of groups; otherwise there will be little hope of any permeation of new ideas in
the classroom

The same thesis quotes from another appropriate article (Reid 1946):
Let's stop blaming teachers for resisting change and begin to see an environment
in which changes can be made without fear of failure, without loss of friends,
without loss of direction and without too many nights a week of either meetings
or midnight study. Let's become as guidance minded with teachers as we are
asking teachers to be with ch;ldren Let's begin where the teacher is

No purpose can be served in giviag such quotes to say 'I told you so'. They
do Indicate, however, some bask educational principles which are worth
separating out from the broad strategic and global principles outlined in the
first chapter of this theme These educational principles have been taken up
in differing ways by most of the authors but they are worth emphasising:

1 Teachers are people, having the same range of needs, aspil ations,
emotions and learning styles as other adults To iearn they require the
kinds of experiences, strategies, involvements, group interactions and
incentives as everyon. else As Reid said 'Let's begin where the
teacher is'

2 Cooperative action and involvement can lead to commitment on the
part of the teacher, especially in those activities which are dealing with
classroom practices. The same principle applies to teachers/adminis-
trators who are concerned with improving administrative dractice.

3 The use of appropriate research type projects can lead to an
information base which will result in much sounder planning and more
confidence in assured positive responses. The outline by Docker of the
research activities in Tasmania illustrates the possibilities in establishing
needs and other appropriate knowledge before committing resources.
Similarly the evaluative studies given by Docker and by Berkeley in
his case studies, show the importance of systematic review and follow-
up. The whole question of an information base, arising from research
and evaluation, is important to professional development activities, in
a sense not normally appreciated.

The recommendations and propositions put forward by some of the authors
lead to questions of stra,.'ogic significance to the development of a successful
personnel management program
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1. It is significant to see professional development as part, while clearly
the most significant, of a total commitment to personnel policies and
practices more in keeping with modern thought and application. The
trite statements that teachers are the main resources of educational
systems and that quality education depends on quality teaching are
nonetheless true. If this is really believed then the absurdity of some
practices becomes apparent and indefensible, for example, the present
doubtful pre-service student teaching experience, the haphazard Induc-
tion period in the first years of teaching and the lack of training for most
of the people assuming leadership/administrative positions.

2 It was stated at the beginning that a feature of a comprehensive
personnel policy would be the development of a conceptual framework
which would include a statement on goals and objectives, a specifica-
tion of roles and responsibilities, and cruel is for evaluation. Such a
framework woula include plans for res,!arch on current needs and
appropriate educational activities, and generally would ensure vigour
and accountabilky to the whole program.
Who would have this overall guiding responsibility? The suggestion
is that a broadly representative comm;Ltee be formed with the emphasis
on comprehensive representation but mainly on people with
competence and knowhow and not jus` -sted Interest.

3. An essential ingredient in a program of personnel development will
be the use of a full-time core of qualified staff backed by a number of
other staff who will have other duties but will be trained also in the
essential competencies of staff development. For the near future full-
time staff may be working out of regions and head offices while the
back-up group would 1-e such people as curriculum consultants,
counsellors, principals and other selected school staff Most cf the skills
needed by those charged with leadership responsibilities have been
identified, for example:
- sensitivity to and appreciation of individuals;

ability to identify needs in an unobtrusive, supportive way,
ability to work with groups,
knowledge of how adults learn,
leadership strategies, and
understanding of the classroom

What of the Future?
Considerations of resources inevitably arse when developmental proposals
are put forward and the present economic situation does not make the pros-
pects rosy. However Ingvarson and Coulter cloim that the increase would
be relatively small. The main requirement is a redeployment of existing
resources so that they are not tied to Commonwealth Government tp, cial
purposes programs as the bulk of them now are. There is need also for greater
continuity and stability rather thao the uncertainty imposed by
Commonwealth whims.
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Assuming that the first step is the development of an overall conceptual
policy and framework through extensive consultation and research, he
question may then arise as to the priorities which might be adopted in
implementing the program of professional development. Are there crucial
areas which may provide returns that will be marked and even spectacular?
The final decisions will depend on the comprehensive plan. However it is
worth considering such a strategy. As examples of possible key areas there
is ample evidence of the importance of `rose set out below.

The induction of newly trained teachers into full time teaching has been
established by various studies as crucial to later performance attitudes and
self-image There are still many problems to be examined for teachers in their
first few years. Some successes have been reported also. It may well be a
priority arca.

A different set of questions arises with teachers who have been in service
for a period of time and should be mature professionals. Some studies
suggest, however, that after about 7-10 years (it varies, naturally with the
teacher), some revitalisation may be fruitful, especially for those who wish
to remain in the classroom.

It has been well established that those who undertake leadership and
administrative roles need training Yet in Australia it is generally spasmodic
or is not made a requirement Some people move into part-time leadership
positions (heads of departments, principals of small schools). Others move into
full-time leadership positions (principals, superintendents, consultants) All
need training in the new competencies required. Failure to face up to this
requirement in the past may have been the biggest weakness in Australian
educational systems.

A special example of the requirement that training be given to people for
new roles would be the preparation of people who would work in professional
development activities to provide the care and back-up groups mentioned
above.

In conclusion, it is worth remembering that the comprehensive Common-
wealth and State reports on teacher education in recent years have all stressed
the importance of professional development inservice Most of these reports
have been ignored despite the sti ong political pressure which insisted on them
being undertaken In addition to remembering the quote from Reid, 'Let's
begin where the teacher is', it might be worth starting from where the
politicians and senior administrators are
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