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INTRODUCTION:

PROFESSIONAL DEVELOPMENT
FOR TEACHERS IN AUSTRALIA

Phillyp Hughes




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 developraent 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.

Thc project has selected threc themes for emphasis, the individual teacher.
the school and the systemn. 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 onentation — future skills and future teaching
roles. Each of the three themes has this emphasis in mind

Ttke project has been fortunate in attracting the support of very able and
expenienced people, both as co-ordinators of the themes and as contributing
authors. The Theme 1 Co-ordinator was initially Professor Clift 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 recen. 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-ordinating 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 i1 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 monitor:al
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
fiftcen 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
(¢f Bolam, 1979 and 1982). Part of the reason 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 and as
the emphasis on public examinations is reduced teachers recognise the need
to become better equipped in curricuium 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,
paiticularly women teachers, teachers now expect to have a longer teaching
career. This has been accommpanied by a reduction in the cpportunities for
prumotion which means that many more people will spend longer in the
classroom. Thus, if changes are to occur and this, in teday’s society, 1s
inevitable, then they can only occur through changes in the approach of
teachers.




There are also substantial institutional reasons for the growing emphasis
on professional de. :lopment. A major factor in this regard has been the
establishment and nperation 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 beli~f of the Commission that
professional development should be available to all teachers, irrespective of
school system, and that teachers should take a leading role in forming the
directions of professional development (Commc nwealth 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 aud 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 involvernent of the tertiary institutions. With the
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 Frc ;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 will 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 CCET is a linking hody 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.

Thre= national reports have made substantial contributions to the recent
thinking on professional development. Tiicse are the Auchmuty Report
(1980), the Quality o1 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 t 2 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 priorites 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 susceptibllity of funding to fluctuations because of budgetary

circumstances,

¢ thereluctance of school systems to develop administrative structures ior 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 prionties of the Commonwealth and those

of authorities administering schools, and
® the lack of opportunity for effectivc consultation ara negotiation n the setting
of Commonwealth priorities.

The Review Committee stressed that the attainment of the desirable
outcomes of schooling was heavily dependeat on imp.ioving the quality of
teachers:

Teachers must be well educated, adapuive and innovative, changes in
objectives, credentialling and assessment arrangements, the curriculum or

6
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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 cfforts 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 strat:gy was through the
expansion of consultant and advisory services.
Expansion of consultant and advisory services s 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 ard advisory services, the latier is to be preferred.
The Karmel Committee strongly recommended that professional
development should be a high pricrity 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 link=
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 dassroom. 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 1s incomplete and is necessarily only a beginning of a
career of self-mouvated 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
. Pre-service and in-service teacher education programs must be more
responsive tothe social and technological changes which impinge on school
curricula, school orgamsation and the ro' of the teacher.
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6 Frofessional development should be closely related to the development,
implernentation and evaluation of the school curriculum. Consequently, an
essential step towards effective in-service education 1s the formuilation of a
school staff development policy.

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

# Courinuing reseaich and developm_nt 1s cential tc the enhancement of
teacher education “~ngrams

(Coulter and Ingvarson, 1985)

It is clear from anous factors considered here that professional
development for teacners ic not jLst 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 systerrs and the policies and programs of the
Commonwealth Schocls Commission are all therefore vital to the
improveinent 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

Inthis paper the author kighlights the difficulties associated with selecting those
who might undertake training to become teachers and with choosiny teachers for
appointment to schools Factors which impinge upon the selection process are
considered and concern 1s expressed at the poor quality control measures taken with
would-be teachers A plea 1s made for the use of multsple measures to assust selecting
applicants for traiming, the suggestion is made that teac her education 1rstitutions
should look at ways of making selection an on-going education process rather than
- one-off admumstratve task Strmilarly, the selection of teachers for employment
and certification should be @ mults-.taged process, with collaboration being sought
amongst the professionals working in teacher education, educational and employing
authorities, teacher groups and teach?rs working 1n schools

Thas arlucie 1s a shghtly revised version of an earlier text by the same author,
Selection For Teaching The Searck for Quality’ in Husen, T and Postlethwaute,
TN (Eds ) International Encyclopedia of Educatonal Research and
Studses (1n press) Oxford, Pergamnor 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
ofthe selection process for initial teacher t1aining, it has een 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. 1g 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 hittle progress on this difficult question
of teacher selection, either for pre-service programs or for appointment to
a school.

ERIC 15
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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 (O"XCD, 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 :ppointment to schools. As a re ult tertiary
institutions were encouraged to zccept high numbers of students into teacher
education programs to sustain the flow of available graduates. This, of course,
did not enhance the prospec s of inproved quality control. But despite the
change in the employment mz ket i1z 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
atternpts 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 (¢ ¢ 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 the.r 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 opcrated 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
consequence 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 budies 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 zvoid
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.¢ 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 ¢ 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
achievernent 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 hew, in particular, we might admit more students of
aboriginal background to teacher training. If employing authorities decide
to imtiate action designed to meet a need for teachers in a particular subject
teaching area or to attract student teachers from a particular background,
it 1s 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 httle
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)
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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 etal, 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
a‘tracted 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 (Wooa, 1978).

While it might be true that, until credible quality control practices are
developed, teaching will not become an established profession (Howsam
et al,, 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 imnstitutions should
improve "eir 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 passibilities 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 dedlining 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:'ld 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
Mabher, 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 fo 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 wiwn their
programs vr shift out of teacher training.

The advartage 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 e al, 1976).
During tnis initial period of work experience students should be encouraged
toexplore for thiemselves 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
oppoitunity 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) s 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 climinating 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 reccnt 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, :s
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 imjortance 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 wheiher the
student has graduated from an approved/accredited program), the graduate
can be deemed eligible for appcintment 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 scliools.

No matter how graduates are appointed to schools, what is ultimately of
extrem - 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 sciool and its
classrooms to achieve certification. The purpose of such rertification 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 e 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 shou!d 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 clients (ie. 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 (¢¢ 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 1s not seriously regarded except by the insututions that
have NCATE accreditation. (Mertens and Yarger, 1982, pp0-10)
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

ERIC 2"

IToxt Provided by ERI




It is clear from the US 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 threugh 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
Universitics — 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 ccrtification 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 thei: beginning in 1940 (Quirk, Witten and Weinberg, 1973).
There are those who arg i€ that a national testing program will enhance the
integrity of the 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’ (Pugach and Raths, 1982). Others are less hopeful,
claiming that the questions teachers are asked in the National Teacher
Examinations ‘trivialise the prfession’ 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, wil! 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 zppointments 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 casy to achieve (Howsam, 1982) but it would
be a major step forward i, in setting up collaborative we.king groups, matters
such as the following could be high on the agendz: 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. Traine~s consider it tne most important, satisfying, relevant,
practical, worthwhiie 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’
learnings 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
propertion of trainees the practicum remains a confusing, threatening and
disappointing experieuce. The practicum is a c. mplex enterprise since, on
the one hand, it is affected by the expectations and demands of the schools,
the tertiary institutions, the supervising teachers and methoc lecturers, and
on the other, by the nature of the pupils and classroom dyr.amics. 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 t1ainees 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 secms to be rare for educational
theories, in particular 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 mnadequate 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 io address these
questions it is necessary first to review the Australian research on the
practicumn, 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
(findings) of the Australian research. In order to assess the strengths,
limitations and fu*ure directions of the research it was also necessary, however,
to pay some attention to the ways in which the projecis 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 (Australien Journal of Education, The South Pacific
Joumal of Teacher Education, Australian Journal of Teaching Practice), published
reports, ‘in-house’ documents from state education departments and colleges
of advanced sducation, 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 summariscd 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 traininz 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 a.1d 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 resecrch 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.




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 examnined 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 incwuiry 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. Trainees’ levels of anxiety decline over a practice period but their custodial
attitudes increase.
2. School experience is associated with positive changes in primary trainees’
sclf-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 orderiiness,
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 ard had good school facilities.

5. By and large primary trainces 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 :inesduring a practice teaching period. Males become more positive
in their feclings 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 adequatcly implement inquiry «eaching

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
31 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 other projects, a working model for reflective tcaching 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

26

RIC 30

Aruitoxt provided by Eic:




sessions, gather data aboct 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 per cent of the demands on pupils are higher-
cognitive and 50 per cent management onc

4. Low ability primary trainces (t¢ 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 cliberate six-weck 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 orogram)
aud cffective interpersonal relations among the collaborating teachers,
trainees and lecturers.

They were briefed about the compilation of objectives, ddta records and the
phasesin the system (Ze. observation of a teaching skill being demonstrated
by their supervising teacher, data collection, znd post-observation confersnce
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
secorfdary school pupils during a six-weck 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 _sv been considered in several projects that have
examined the value of various forms of school-based or internship | 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
traiaces. Trainees maintained that their confidence in process writing and
theirinsi hts 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 - the internship were achieved.

Rescarch 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
und post-observation conferences, expectations and elements of successful
supervision. The trainees who had been assigned to them were also consulted
and from the totai interview data an excellent supervisor profile was
constructed on 16 dimensions, incuding the arrangement and conduct of
effective pre- and post-lesson discussions, deliberate collection of data about
seaching and being a good teaching model. The report contained no
information, however, about how the trainees performed during practice




teaching or about the effectiveness of the supervisors in enhancing trainees’
skills or capaaity 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 deterr.iine 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 trainec 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, 198; 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

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 curniculum plans
and discussion of one’s own lessons.

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

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

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.

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

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

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

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

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

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 are important components
in workshop programs

I On-site supervisory traning 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 address=d, some of the methodologies
that have been used and a number of the findings. 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 researci) occurs is an index of the credibility and usefulness
of that res=arch, 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 an 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, ¢ 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 tobe effective teachers, and it does seem necessary to link it with some
theoretical framework in crder to build an inter-related effective knowledge
network.

The various preyects address important issues in the practicum but often
the circumstances surrounding the investigations, ¢g small number of
research personnel, time constraints, scheduling of the practicuia, 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 ard 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 ™#cIntyre (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
projectsin 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 al. (1985). These proposals should be evaluated
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and developed by persons, other than Turncey ¢ al, 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
rescarch but they do contain challenging tasks which will require
commitment, cffort, 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 briefly wuih the place of induction 1n professional development,
the characteristics and ffects of induction provisions, assumptions about inductton,
and some innovations that could, with profit, be adopted to induct new and
expertenced teachers into their roles The point is made that induction should not
be reserved for beginning teachers but expanded to include part-time weachers, 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 infroduction of persons into teaching and it is deemed to begin when
trainee teachers commence their pre-service w.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 initiate 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 is done or what
may be done during induction contributes to an individual’s professional
development.

Now induction has in‘ormal as well as formal components. Informal help
and guidance, including advice frem 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 required or sought {Newbury, 1978).
Some teachers prefer to remain as uninvolved in induction as poseible, disy...y
a reluctance to help coiicagues 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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nev.ly 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, a: 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-systemn’ 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 inuucted. A number of investigators ~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 mnore an 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; Veerman, 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 secondasry teachers (Tisher, Fyfield and Taylor,
1979).
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Table 1. T
Percentages of beginning teachers managing and worrying about
teaching ras«s toward the end of their first year of teaching (based on
Tisher, Fyfield and Taylor, 1979- 49)

I I m | v |
Those Those

Teaching worrving managing managing &
task o | 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 ¢ reading) 41 64 23
Controlling classes 39 78 22
Assessing students’ work 37 80 20
Devising schemes of work 35 86 25
Teaching immigrants 30 ] 36 1

* Column IV indicates the overlap between columns I1 and 111

Table 1, which contains the relevant findings, also distinguishes beiween 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 heip in their first vears of teaching Some individuals
believe there are weanesses 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 anecdota! 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, bv 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 1n 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 thz srhool 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 (¢ g 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 (¢g 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
thay appear 1n a normal pre-service education program namely, lesson
plaoning and preparation, dassroom discipline and management, question-
ing and review strategies, procedures for evaluating pupil progress and
moiivation in the classroom Furthermore, where counselling meetings are
inwlved, experienced colleagues also visit classrooms and observe lessons
given by new teachers To alesser degree new teachers are permitted to visit
and observe lessons given by their experienced collcagues.
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The consultants or colleagues who are appointed to conduct conferences,
workshops or counselling meetings are sometimes, but not always, speciaily
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 (¢.¢ 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 in-Service Education Com. iittee, 1981)
containing ideas for school-based induction programs and for professional
development.

The Effects of Induction for Beginning Teachers

Itis 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 actudlly no ~ompelling evidence for
the superiority of one indurtion provision over another (Zeichner, 1979a)
although different forms of released time are better than no provision at all
and supervised released time durirg which new teachers consult with
experienced colleagues, engage in professional activites, visit research centres
and plan teaching activities are superior to unsupcrvised release (Bradley
and Eggleston, 1978): the supervised teacher: »ppear to become more
confident and less frustrated with teaching than unsupervised ones.

The quantitative research literature has littie 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  ‘mation on the effects of the provisions on pupil
achievement. Tt ‘t mean that tho:- fiave been no effects. In fact it
is extremely diffi ashort pr  d of time, to tease out the effects of
induction grovisio, -g quantita: : procedures. Qualitative data such

as new teachers’ expressions of sausfaction about induction and their
opinions that others should also benefit from induction provisions can be
interpreted to indicate that formal provisions shoutd 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 educationalis.s 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 toextend the teachers’ knowledge about the school and the educational system
and how both function;

2 to increase the teachers’ awareness and com prehension of the complexities
of teaching situations and to suggest alternative v ay> { coping with these
complexities;

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

4 10 help teachers (generally through counselhng actviues) 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 of providers.
Only with respect to the fourth objective does there secm to be an acknow-
ledgement that inductees and induction counsellors 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-depend=ncy model (Dean, 1977; Stammers,
1979): it is a:sumed that teachers, new teachers in particular, are deficient
in their know ledge of the educative process and instructional strategies, and
hence must depend upon, and receive advice from other morc cxperienced
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
15 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 ciscussed
in the subsequent section on other induction initiatives
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Other Induction Initiatives

In recent years there have been a number of imtiatives such as clinical
supervision (Smyth, 1983; Smyth and Strachan, 1981), reflective teaching
(Note 6) and personal initiatives in professional development (Tisher, 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 initatives have a number of things in common and are based on three
important assumptions (or beliefs) that have implications for the role of
induction supcrvisors (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 1s 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 solve 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 traimed for their role, but as
induction counsellors they should foster collaborative problem-solving about
instructional strategies, interaction with peers and administrotive 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 instrucional or administrative strategies 1s 1o
gather data (with the help of a colleague) about what occurs in one’s own
classes or with one’s own administrative strategies, and compaie that with
what was expected, what others have experienced, what research says would
occur and what occurs when some of the antecedent conditions (eg an
instructional or administratve strategy) are altered  These types of
comparisons or reflections about one’s job are rarely fostered in pre-service
education programs, minduction or at other stages during a teacher’s career.
The references ated above maintain that encouraging teachers to reflect on
their own job in the manner outlined has a significant effect on teachers'
behaviour, self-concepts, satisfacion with teaching, and sense of worthwhile
accomphishment Of course, teachers must gather data and think about those
things that are generally regarded as educationally sigmificant features and
they must be given techniques for gathering data about these signtficant
features.

It is suggested that inducton could mvalve 4 nunber of personal
imestigations about one’s own job as te icher with collaborative data
gathering and reflecton on that data as mdicated above  Additional details
about what nught he done are 1o be found in the four references mentioned
at the beginming of this secton
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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 1n different countries has a place It does
seemn, 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 1 induction should include collaborative data gathering and
reflection on significant educational featurcs of one’s own teaching job. There
1s a challenge for the profession to take these new initiatives

Notes

Note 1. The European reports incdlude those by Broeders (1980). Gabriel (1957),
Muller-Fohrbrodt, Clocha and Dann (1978), Phillips (1932), “lavior and Dale (1971),
\eenman (1982), and Veenman, Berkelaar and BerkelaarTomesen (198%)

Note 2. The North American reparts inelude those by Cruichshank and Broadbent
(1968). Corcoran (1981), Dreeben (1970). Hunter (1981), Zewhner and Grant (1981),
and Zewchner and Tabachnick (1981)

Note 3. The Austraban reports incdude those by Hogben and Petty (1979),
MacArthur (1981), Otto, Gasson and Jordan (1979), Power (1981), Telfer (1981),
Tisher, Fyfield and Taylor (1979), and Tisher and Taylor (1982)

Note 4. The New Zealand reports indude those by Battersby (1981) and Murdoch
(1978)

Note 5. A small number of investigators in the Umired Kingdom (Bolam 1973,
Bradley and Eggleston 1975, 1978), New Zealand (Battersby 1981, 1982, Murdoch
1978) and Australia (Tisher, Fyfield and Tavior 1979) and North America (Zewchner
19794) have studied the formal induction provisions for beginning teachers The
Austialian study appears 1o be the onlv one ivolving a iepresentative national
sample of primary and sccondary teachers

Note 6. Reflectine tcachimg was developed by Donald R Grinchshank and others
at the Ohwo State Unneraty 1978-81 "The Reflecine ‘Teachmg Indiuctons” Manuab
and Particapants” Gunde are published by Phi Delta Kappa
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THE PROFESSIONAL SOCIALISATION
OF SCHOOL TEACHERS

Don Anderson

The sociahsation of teachers, and of other professtonals, begins before trarming starts
In the case of teaching, experiences at school are specrally tmportant since many
Juture teachers wdentyfy with thar own school teachers and learn habits and attstudes
which will later charactense thewr own practice Socialisation during training
appears 1o be less influential than 1n other professions, evidence indicates that trainees
are closer to practising teachers n attrtudes to discipling, etc at the beginmng of
the courses than they are at the end After a few years of practice there appears to
be a return to something like the altrtudes and beltefs held before tratning commenced
Students in concurrent courses are more likely to acquire tradstional orientations
than students in a secondary end-on course organisation

Generady school teachers represent a broader cross-section of the communuty than
other professionals, and they are better educated, nevertheless, there are calls Jor
even better educared teachers The paper concludes witk a discussion of a central
dilernma for all professional education It 1s this the more tratnees are confined
lo a total instrtution (10 usz Goffman’s term) the greater will be therr commatment
to the profession ard to 1ts traditional practices, the more they are trained 1n a mults-
purpose educational environment, the more cathol and cntical unll be tharr views
The paper concludes unth some questions about the career structure of teaching

Introduction

Associated with most occupations are personality stereotypcs of practitioners:
¢ the solicitor who is formal in demeanour and suspicious by tempera-

ment, it is his/her task to ask not what s right or good about a proposal
but what 1s wrong with 1t, where the catch is. And work habits spill
over into everyJay customs so that it is said that lawyers are the only
people invariably found to be carrying umbrellas on a sunny day;
the somewhat pomnpous, superficially friendly and dogmatic doctor,
made that way by a succession of patients, each of them anxious lor
an unequivocal diagnosis which will label their malady. An expression
of genuine uncertainty by the doctor might be honest but 1t 1s not
wanted by the patients who, until recently at least, accorded
considerable deference to these modern medicine-inen, whose wisdom
encompasses knowledge of life and death,

the public-spirited but conservauve civil engineer who relates to things
more readily than to people, and who would like society to *stay stll’
so that the engineer can get on with improving the physical
environment- bridging it, damming it or draining i,

the avuncular and didactive teaclier who daily has to mantain order
amongst a jumble of fractious children,
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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 socia! 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 personal satisfaction, determines sucial position,
is a source of friendships, and defines personal identity. There 1s some factual
basis for unflattering stereotypes but they are, of course, neither fully accurate
nor complete. For example, the public also accords to coctors and teachers
a high degree of trust; they are also associated with a certain amount of
idealism and are accorded respeci. 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 1s 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 thie 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 vears, 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
carly 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.-- ..., hools, used studentships which paid fees and a handsome
allowance in order to recruit trainces. By these means thousands of voung
people were attracted into higher education from groups formerly under-
represented  country dwellers, lower SES (sodio-cconomic status) and
females
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In more recent times, with the decline in demand for teachers, and the
diminution of the value of financial 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 seck careers
previously dominated by men.

How do certain temperaments become associated with occupations? Isit,
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 strerching 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 psvchology. 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 behavic urs, beliefs and dispositions
which are characteristics of irdividuals in particular context; and socialisation
is the protess wheredy 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 c{ 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 predictatle only in a statistical sense, and that
t, an extent it is people who mould situations. The chicf 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-pretraining - socialisation is
almost always anticipatory. Mental role-piaying occurs as a young person
who has made a career decisior imagines himself or herselfin 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. All 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; 1n
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 tcadhers, especially in the case
of girls. Furthermore, it has been shown 1 numerous studies that school
teachers are particularly influential role models for their own pupils. This
is perhaps not unexpe-ted, 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 cf pre-training socialisation
1s 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

(whichis) essentially practical and task-oriented . [and] that education

students having been socialised for teaching by their experiences as pupil« 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 availabl<) was the most
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important consideration; and in a few cases there was an intention to leave
teaching at the eariiest 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, 181, 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 ‘Li‘e’s Work’ of Student-Teachers

TL Australia England

| Startof | Endofist | Fourth | Second

i Ist year year year year

n = 1089 n-974 | n=537 in=3237
Classroom tcaching | 49 46 41 49

| Teacher education 1 4 l 3 6 6

Research 7 | 19 8 6
Administration l 7 1 5 5 | 4
Planning | l 2 ‘\ )
Not decided 24 26
Will not be teaching L 100 | 1()() .10 100

Source Professions in Australia project and Londoq In« tute of l'ducduon
Scc Andtmon (1974)

Choice by default was also frequent umony the law wtudents in the Professions
in Australia study (it was even more frequent among the English student-
teachers) There were, however, other differences of a more positive natui 2
Compared with engineering, law and medicine entre .0 secondary
teaching in the 1960s were less imoved by consideation: extrinsic to practice
such as soqial prestige, financial rewards or risonal security Expectations
of future income by teacher trainees were inodest compared with the other
professions, 4 fact not unrelated to the s.x and soaal dass origins of teachers.
Notable among the images which he 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 commutted recruits to
education, evidence from three countries shows that their own teachers had
been potent role models This fact 1s cruaial to understanding the process
of becoming a teacher If the beliefs and disposition., of teachers are formed
so early, does subsequent traning in any way modify these, pert aps replacng
those traditional 1mages which were l=arnt when they were pupils with
alternative perspectives? It 1s to these questions that we now urn




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
Carpen. et al (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 o 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 disnc 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 engrineering, 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 cousses. One is the official or approved university
culture which, in addition to imparting knowledge ai 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 stafl, 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 with the university experience, they became more liberal on
political, social and econorric issues; less dogmatic in their attitudes to
knowledge; less pragmatic n 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, tcachers the most disposed to intellectual interests, while
the law and medical students remained the most politically conservative. (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 mzdicine 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 :0 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, hy 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-purpu.e 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
evide nce of professional socialisation in the case of student teacher, all of
whom were destined for secondary schools. This may be accounted for “y
the lesser amount of specifically professional training which they received
n their first two 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 : bout the nature and purposes of teaching which are not
paralleled 1n 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 1n schools Whereas, tor
example, pracusing teachers approve a somewhat authoritarian demeanour,
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student teachers, who came into training with imtial attitudes not dissimilar
from those of practising cachers, 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 ¢f 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 more 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 sha!” 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 gencration

gap represented in these differences To suggest that these student-teachers hold

the values of the counter-culture would be to exaggerate beyond (redulity There

15 virtually nothing in their behaviour which indicates an interest in the

psychology of ahenation, oriental mystiism, psychedelic drugs, community

lving Such a culture embraces only 4 small minonity of the voung  Nevertheless,
there are influcnces which extend to even the most soually conservative of
students, a category which includes student-teachers We have alrcady scen
cvidence that they tend to reject matenalism and soial prestige as values On
the other hand, there s an emphasis on increasing self-awareness and an interest
m better undeistanding of others In the exact comparison with practising
teachers, the student-teachers reject ideas which have been central to traditional
schooling for them, schooling 1s not mamly a preparation for jobs, 1t1s not to
produce people who will conform to society, 1t1s not to stress obhigations to the
existing order and st 1s not to teach rehigion These differences (between 4th year
students and practising teachers) are solarge, and reflect the position of so many
students, that it makes sense to speak of 4 generation gap We are speaking of
students who are among the most socially conservative 1n the umversity They
are not flamboyant adolescent rebels whose 1conodas i displays will later be
replaced by solid middic-class conservatism As with mcmbers of the counter-
culture, 1tas casier to discover what these students reject than it 1s to discern what
their objectnes are At this stage their anms appear, somewhat haaly, asa respett
for the individual student and his night to be different. When they enter
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traditional schooling, where the maintenance of order 1s 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 1n 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=nced early
whereas the end-on course was structured on the traditional 3-year BSc.
followed by a one-vear 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 expesed 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 cheir 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 schoo! 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 cnticism of government policy:
concurrent students became much more cautious;

® on the freedom of teachers to devase their own syllabuses and examina-
tions. the concurrent students were more supportive of teacher
freedom,

¢ on the importance of strict disapline the concurrent students remamned
more traditional,

* on child-centred education more concurrent students became
progressive

* on cmphasis given to factual learning and to traiming students for jebs:
concurrent students became less concerned with teaching of facts and
with job training
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It was concluded that the students in concurrent ~ourses, unlike the end-on
students who comprised the niajority 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 2i1 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.

Friesdships 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
sausfactorily without taking into account the soaal expeniences which
students have - 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 practice teaching. He noted,
moreover, that student teacher relationships became niore 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 iheres
a difference between an attitude in an academc situalion and one acquired in
a practcal session; and that method umits prior to siuden: teaching do not
adequately p:epare students for the reality of pupil-1eacher relationships in the
classroom.

Socialisation on the Job
Professional training generally increases the commitment of those who
survive. This i- especially the case in engineering, law and medicine and with
concurrent cours?s for teachers. Many of those grossly unsuited will have
dropped out before traiaing is completed. As we have seen, tcaininy; can also
socialise recruits for cornventionai roles in the proicssional culture zIthough,
in the case of school teaching, students may be exposed to ideologies wiith
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 gencrally agreed that the ‘reality’ of
clatsrooms 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 is believed to be the traumatic
experiences of many beginning tcachers (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
1s a connection between the extent to which practice teaching during training
1s realistic and the easc with which teachers enter the teaching role Some
stuchies report that teachers devise conforming strategies which enable them
to perform up to the expectations of their supervisors while disguising their
rea] beliefs and dispositions. Battersby and Koh (1980) referred to this as
‘strategic comphance to situational demands . an individual . »mplies but
has reservations about what he does’. Such sirategies include putting on a
front, not saying what you really think and doing favours for other teacuers
in powerful posiions. Other siudies refer to coping sirategies

57

ERIC it

Aruitoxt provided by Eic:




ERI

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 professtons,
these are an outward and visible expression of the nar:owing effect that
occupaticn 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, ar.iwe.ing questions
quickly and superficially ~ tends to dull creative powers. Willard Wailer (1952)
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 they are 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 adulling 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 che extent that teachers
have. Nor dodoctors 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 educauon svstem

® leaving teaching.

The late 1960s and early 1970s was one of those rare periods when major
structural innovations were possible in schools and education systemns It was
the ime of alternative schools, 1t was the time of school-based as.cssment
in Queensland, of \wcondary colleges in the ACT, of devolution of authority
in South Australia and of major curniculum reforms 1n Victoria At the
federal level there was the Schools Commission, the Innos ations Program,
the Curriculum Development Centre and the Fducation Research and
Development Commuttee Few of these innovations wonld get off the ground
today, certamly not the alternative schools, or school-based assessment

Alternative schools were largely a teacher-creation, teachers also participated
in the numerous other structures for chamyge These opportunitics kept a
nuvmber of the more radical education reformers withan the teaching
profession, thev also provided opportumtics Hir those whese «ommitment
to dassroom teaching was fow

Aty pology based on the two dimensions of commitment to teac hing and
of orientation to reform was used by the Professions 1 Australia projeci as
a means of exploning the carcer development of teachers As with niost
typologies a good deal of the diversts and comploaty of the real situation
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is missed cut Also, of cousse, 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)

- T s e T R it

| Table 2. A Typology of Student-Teachers ‘
|
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Orientation to educational practice

Tadtional | Redal

|
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|
|
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Committed
Uncommutted

| - -

Committed-Traditional

This group 1s 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 atiracted
by the idea of classroom teaching and saw 1t 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 career decisions at a relatively
young age. They were indined 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 ghod order
and discipline is essential The role of the pupil 15 seen as being submissive
to the authonity of the teacher and school Wath older pupils relations may
be a benevolent paternalism, but it 1s still basically one of dominance The
committed-traditionals place considerable importance on the autonomy of
the teacher in relation to those things which would threaten (lassroomn
security Parents also must be kept in therr place, which means meeting them
on speaially arranged occasions rather than informally On the other band,
the teacher in this category accepts tne authonty of the educstion department
and has no strong desire to innovate i things hke currrulum or school
orgamsation The commutted-trachtionals are highly comnntted, evinee
considerable job satistaction and remain in the profession

Committed-Radical

The exemplar of this type 1s often found 1 the commumts or progressaive
school satistact on comes from working with childien but not with the
custodial aspectsof the trachtional 1ole The group indudes sorme who resign
from teaching becanse of what they regard as “authottanan dirccnon” by
the education authornties, or distaste for the t wdhitional 1ole of a successful
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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 riost. 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. f they do stay in education it will perhaps be in
administration. Work ¢s a vocational guidance or careers officer, however.
is appealing to them but not the non-d.irective 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-Radical

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
stayin 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 w+!l probably end
up 1n social research or 1n policy-making For them educauon 1s ameans to
social change, for example, as a means of equalising scaial inequaaties The
uncommitted-radical 15 a high scorer on the scale of pohtical hberahsm 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 tramning, 12 per cent left teaching within four
years of graduation and mother 12 per cent resigned subsequently The
survivors wese more from the ‘commtted-traditional” than the others. but
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differences were not all that great except in the 1se of the ‘uncommitted-
radicals’. Furthermore, the evidence from the study by no means supgosts
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.

Per cent Per cent of trainee/teachers
50 who strongly approve

ability grouping

mnsistence by teachers on
pupil respect

use of formal utles by pupils

preparation of pupils
for jobs

i S . !
1967 1969 1970 1984
[Istyr] [3rd yr] [4thvr]

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 becn 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 trcnd to greater
recruitment of older persons who have 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 <ame type of school - public, Catholic or other private i which they
received their own schooling While this 1s understandable, and of course
1s bv no means universal, it does, to the extent that 1t 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 c areer
structures for school teachers are made primarily as a result of influence from
interested groups - teacher organisations, universities and colleges,
govcrnment Many questions are ulumately value preferences. For examnple,
decisions about the organisation of training are influenced by whether the
deasion-makers have a traditional or radical orientation in teacher education.
conservative or progressive social preferences or tend to a gencral or
vocational emphasis in curriculum. Use of research findings will,
nevertheless, improve the quality of decision-making by lluminaung, for
esample, the connections of particular outcomes with social background. with
methods o, recruitment, and with forms of traming

This review has ponted to a central dileinma for all professional education,
but espeaially for teacher educanon It 1s this, the more tramees are confined
ro a total institution (to use Golfman’s term) the greater will be their
commitiment to the prolession and to its traditional practices, the more Yey
are tramed i a multi-purpose educational environment the more catholic
and crincal will be their views Tollustrate the Australian Department of
Detence and the armed services 1as constructed a total mstitution ¢ alled the
Austrahan Defence Force Acadenmv m order to provide university level
cducation for officer tramees® The decision to have a separate military
academy was taken despite the offer of facilities in a ncarby university, the
Academy even has s own mult-milhon dollar hospital. desprte readily
asalable beds m community hospitals The reason for this decision s, of
course, that a unneraty environment 18 not conducnve 1o the uncritical
acceptance of rdeology, particalarly a miltary deology
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Something of the same thing occurs in professional training when 1t is
conducted in a single purpose nstitution. 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 1s common;
they also favour training located 1n 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 .o 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 berter educated, but the price scems to be weaker
professional oricntation. 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 appiies 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 barbarizn 1s above all the professional man. more learned than ever

before, but at the same time more uncultured - the enginceer. the physician, .c

Irwyer. 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 barbanans. perhaps even more so than in Ortega’s day Ortega
would make the Faculty of Culture the nudeusof the amversity and indeed.
of the whole of higher education The students are apprentices to culture and
apprentices to a profession They are therefore taught by the best available
pedagogy to be a good doctor. a good engineer, a good teacher or a good
lawver. and they are also educated 1n the great cultural disciphines

Despite the fact that teaches s are, on average, better educated than doctors,
lawyers or engineers, there 1s nevertheless a commumity concern that teachers
should be even better educated than they are In the United States the
influential report of the Task Force on teaching as a profession. 4 Nation
Prepared has recomnmended that recruits to the professional study of teaching
should first of all have 4 Bachelor degree in the arts and «ciences (Carnegie
Corporation. 1986) It 14 proposed that there should be a new professional
curniculum in graduate «chools of educanon which leads to ¢ Master 1in
Teaching degree. and that this would be based on svstematic knowledge of
teaching and indlude mternship and readences in the schools The same
report tackles the question of nnproved recrutment into teaching by
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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 hi sh 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 r.eeded 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 coreer structure of teaching.
The idea of master teachers whose high talent is vecognised already exists
in some of our systems. But should teaching be seer 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 provicion for ‘work
sabbaticals’ in which teaci- s spend a considerable perind seconded to other
occupations?
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PRESENT AND FUTURE NEEDS OF TEACHERS
ON A CAREER CONTINUUM

Edward Scott

Introduction
A careerit. :aching may be short orlong Whatever, it usually spans three
phases - student teacher, neophyte, mature teacher [he latter phase, wl:ich
normally covers the longest part of a teacher’s career may be dynamic or
relatively static - both 1n 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 identfy the current needs of teachers in the
various piases of the r careers and to discuss their implications for teacher
developmen. m the interest of quality performance

The chimate £ teaching 1s 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 15 no universal pattern of pre-service teacher education 1n 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 (»ncurrent 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« nre 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 teac’.ing),
academic understanding (the ‘what’ of teaching) and ns.ructional under-
standing (the ‘kow’ of teaching), and with a healthy attitude towards s:udents
and with the basic competencies for teaching There 15 a significant measure
of consensus that the competencies which stadent teachers neea are skills
In communication, in curriculum plenning «d nstruction, m student
evaluation, In diagnosis of learning  difficulties, and in classroom
management (Auchmnaty, 1980, Beeson, 1982, Tarney ef a!, 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 expenence

has been shown (Auchmuty, 1980) to vary from six to forty weeks Currently
there 1s 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) 1s there a minimum
requirement for teacher registration

1. The Student Teacher Mix

The time has long passed wher the student teacher was almost exclusively
a late adolescent and recent school leaver Whiie such students are still in
the majority, approximately 25% of students presently entening 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
1s 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, 1n 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 Liome for the first time Many mature age
students have already come to grips with their personal autonomy and have
experic -ed some of its pleasures, its responsibuities and 1ts anxieties. Most
b /e come to grips with their sexuality, and some have expenenced the world
of work. Many have experienced parenthood and have a practical knowledge
and understanding of child development, and 1n 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 {*om that of their school-leaver counterparts

Van Cleaf (1982) argues that the design and implementation of teacher
education progians - induding school experience -~ need to become more
responsive to the differences in experiential background and matunity of
students entering the programs Thes view 15 supported by Coulter (1980)
whose study suggests that

teacher educators may not b giving sppropriate recognition to the fact that

student teachers bring to the traiming situation widely diffcrning personalities,

professional aspirations and teaching sivle, which they strive to express and test

in the process of becotning a teacher (p23)

2. Needs and Concerns
Tn the absence of a sigmificant Australian rescarch iterature on the concerns

of student teachers, some insights can be gleaned from a study by ‘Taylor
(1975) of graduate teacher education students in the U nted Kingdom Taylor
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studied the professional concerns of the students in a six category paradigm,
vz 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, vhich 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 seand 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 thu.., about Taylor's findings 15 that they were consistent
with those of a study by Fuller (1969), which, in turn, werr consistent with
ten other studies over a thirty-six year period Ofhis own study, Taylor says

There s evidence from it that the general level of concerns rises so that the once-

peripheral concerns with the theory of teaching, with pupils and curriculum take

their place alongside concerns with practical teaching capabihities and class
control Itis as if the levels of early concerns 1s as much as the graduate can bear
1n the first part of his training and most of this 1s taken up in developing a coping
strategy which leads to survival in the classrooni and sustamns an acceptable level

of self-adequacy (Taylor, 1975, 157-8)

In generalising from Taylor’s study to the Australian scene, two major
observations should 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 swdents in programs
of differing structure express the same concerns? Would students onented
to other levels of teaching express the same concerns? Second, if the student
group were differ::itiated on the basis of direct entry from school and mature
age, would the concerns differ between the categories of students? Gbviously,
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 tostudv their reactions to their school experierce. One such study, of 240

primary and 203 secondary students, recentlv ro ported by the Queensland
Board of Teacher Ecucation (:934) shows that both primary and secondary
orented students sought more opportunity for the following experiences:

68

ERIC
72




working with small groups of pupils,

studying individual pupils;

joint lesson planning with super ising 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

3.

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 reaswurance from experienced teachers;

opportunities to engage in professional discussion.

Implications for the Professicnal Development of Student Teachers

What does all of this mean for the improvement of the professional
development of student tcachers? There is considerable activity in reconcep-
tualising the nature of school experience in pre-service . acher education
programs. Whatever the models generaied, the evidence above suggests that
programs most likely to accommodate the individual differences of student
teachers in terms of experiential background, needs and ccacerns will be
those which are designed in accordance with three basic principles, vz

the program should be professional in that it highlights its objcc.ive as
contributing to the development of thinking, professional teachers. It should
mvolve the teaching profess:on 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 siudents 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 critical 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 etal (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 sigmficant change 1n attitude to student
teaching by the profession at large. one may search 1n vain for the quality
supervision so urgently required.

There is an urgent need for a 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 quahity
of their profession It s a fact that not all teachers are "good’ teachers and
not all teachers either ur. ferstand the responsibilities of good super ision or
are good supervisors. Teachers’ professional bodies must recognise that
student supervision 1s a sophisticated activity and must be exercised only by
those who manifest excellence 1n teaching and who are trained for the student
supervision role.

Finally, consider ‘what mght be” or a ‘vision sp'endid’ - a schoo!, function-
ing as a student teacher development certre, attached to the training
institution - with a staff of highly qualified, speaally selected Master Teachers
seconded for three year periods to a joint appointment between the centre
and the training institution.

All 1nitial and advanced teaching experience for students would be
undertaken in the centre, where students could concentrate upon developing
basic institutional compete ncies under 1deal conditions of dass size. facihties
and quality of modelling and supervision - unencumbered by the problems
of inadequate materia’ and behaviour managemer: 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 (rcuit Here, of course, the student would face
the reality of limited resources, larger classes and often management
problems But thes¢ could now be given his/her attention witkout the dual
problem of how to teach. However. even 1. the normal school circuit this
vision reqrares students to be placed with speaally selected and recognised
Master ‘leachers who would have a dose relationship with the training
institution - aware of 1ts objectives and expectations.

Of course, the whole nature of the expertence in the development cenrre
would change. The relatonship between Master Teacher a o stud 2nt teacher
would parallel that of dinical professor and intern Ind.vidual pupns and
groups of pupils would be observed, their needs, 1rcerests and abilities
monitored and instructional experiences planned. taught and evaluated
Indeed. the whole program of curriculum and relatea pedagogical studies
would be located within the centre

If we want professional teachers we must prepare them professionally




Needs and Concerns of Beginning Teachers

At the point of entry to the profession the neophyte teacher, as with all
teachers, 1s required to function in three major reles, vz institutional (school
and community), instructional and scholar It is expected that he/she will
be in possession of Schuttenberg’s (1983) deelopmental. academic and
instructional understandings and the essential competencies listed carlier,
viz skills in communication, in curriculum planning and instruction, in
student evaluation, in diagnosis of learning difficulties, and 1n classroom
management.

1. Needs and Concerns

Some idea of the satisfaction beginning :eachers 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 ef al (1979) Subjects were
asked to indicate how personally satisfied they were with certain  ~p=cts of
their work - whether their satisfaction was up to expectation ¢ ‘ess than
expectations The appropriate data are shown in Table 1.

Table 1.
Satisfaction of Beginning Teachers with Aspects of Teaching
Actuality  Actuality

' Aspect of job equal to  lessthan Undeaded
expectation capectation

-

PR

é A feeling of security 78 18 23 '
i Opportunity to help children 649 19 16 |
I Opportunity to develop fricndships 69 17 18 !
I A feeling of csteem tt 19 37 ,
Presuge in the eyces of
colleagues within the school 39 13 38
i Prestige in the eves of people
i outside the school 43 1, 47 <
! A feeling of authority 52 17 31 I
i Opportunity to act indepandentls 65 17 18
{ Opportunity to mflucnce the ’
philosophv of the schod” 46 26 28
| Opportunity to participate in
i curriculum and program planning 61 21 18
| Opportumity to share in the
! running of the school EY) 2t 21
 Opportunity for personal growth 2 8 20 .
i Opportunity for intellcctual
.umulation 7 3 2

{ Opportumity to do the thimgs | bohio
i Tean do well 74 23 19
© A feeling of worthwhile

accomphishment 72 26 21

{(Tisher eral 1979, 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 satisfiea needs were those for ‘professional’ involvement
and a feeling of achievement. The first column in Table 1 is crypuc 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
employeis 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 nnt
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 rhe 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 showr, in
Table 2.

Table 2.
Professional Assistance Needed by Beginning Teachers
Area 1n which assistance felt to be needed Proporti mn (% )* 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 j
Promoung student’s self-concept 24
Parental/community involvement

in the cducauon process 24
Integration across subject areas 24
Approaches to control and disciphne 23
Coping with inu.vidual differences

n intellectual ability 23
Knowledge of recent developments

in theories of teaching/learning 23
Different classroom organisations 27
Coping with new syliabus matenal 21

*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 ¢ al (1979), showed that the major problems

faced by beginning teachers fell into three major areas, z:z. classroom control,

teaching methods, student evaluation. An average of 50% of the beginning
secondary teachers, 86% of the b=ginning primary teachers and 45% of the

beginning infants teachers experie.ced 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 al reported that most of the problems reported
by beginning infants teachers were in the teaching method area.

The national Australian study by Tisher et a/ (1979) found somewhat
similar concerns among beginning teachers. The concerns, each
acknowledged by 20% or more of the sampled teachers, were:

e teaching groups with wide range of abilities;
teaching slow learners;
diszovering level at which to teach,
motwvating pupils;
controiling classes,
devising of schemes of work,
teaching specific skills;
assessing pupils’ ~vork,

® evaluating own teaching.

Following a review of Australian anc 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.
acquining and understanding the school philosoph:.
establishing relationships witk 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 thewe findings it is interesting to note the results of a
Queensland Board of Teacher Education (1981) study which compared
importance attachcd by school inspectors, principals, teacher educators,
expenienced teachers and beginning teachers themselves to a number of
dimensions of Leginning teacher quahitics The mean scale scores for cach
group are shown in Table 3




Table 3. Beginning Teacher Qualities: Mean Scale Scores

o S — e o - e o
' Factor 'Lecturers Inspectors: Prinapals Experienced Beginning
! teachers  teachers

b~ - e - - - - . - + + -

Techmiques of

teaching . 392 375 3 80 3 84 11
Proiessional quahties | 3 69 . 407 392 385
f}’crsonal .
! characternistics 0 : 110 422
Knowledge base tor
«eaching 339 320 321 305

(Queensland Board ot Teacher Education, 1981, 27)

While ail groups ;udged personal characteristics to be the most Important
qualitics of beginning teachers, beginning teachers rated techmques of
teaching very highly also and more highly than did the other groups The
relatively low importance attached to a knowledge base for teaching must
surely be of some concern

Although there are obyious problems in generalising from and between
the studies reported, one 1s tempted, when relaung the above studies, to
suggest that there may be more than a grain of truth in the obsen ation of
Nixon and Bumbarger (1984) that teachers in traiming have serious
reservations n the abiliues of teacher educators to provide them with
programs which will enhance their teaching abilities

2. The Way Ahead

Iaken overall, the research data presented suggest the need for two significant
courses of action. First, one cannot kelp but conclude that there are serious
deficiencies in traditonal teacher educ ation programs ~ incdluding the school
experience component. There would appear to be a need for major program
revision done on a cooperative Lasis being planned in concert by tertiary
institution staff fror., all sectors involved. by teachers, by admiistrators and
by ncw graduates The emerging progranis, to be assured of effectin eness,
would need to be taught as a joint venture between the msutution and the
profession and monitored by a committee of sunilar composiion to the
planning group Second, as the Natonal Inquiry into Teacher Education,
Auchmuty (1980). noted *The imuaton of the beginning teacher ito the
school teaching situation must be considered an mteg.al part of the
professional development process’ (p98)

Schools, 10 mmcreasing numbers, are acc epung responsibihty for the
induction of ncophvtes to the «chool and the teac hing profession It 18 not
mtended here 1o review erther the nature or success of the wide 1ange of
nduction arrangements Suffice1tto -+ vest all s hools recen mg neophvte
teachers should be encouraged 1o provide or therr svstematic mduction, and
to raise some lundamental prinaples for consideration by schools 1 so domg
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An induction program should

! be seen as the first stage n a teacher’s mn-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 (g a Master Teacher or a semior
teacher),

4 be mutually planned by the beginning tcacher and the ‘support’
teacher,

5 be non-threatening and non-evaluative;

6 be needs-based and forward looking rather than remedial,

7 ncorporate target dates for periodic reviews of progress by the
beginning teacher and support teacher dyad,

8 be flexible to accommodate the beginming teacher's rate of development
and should not be unneressanly prolonged.

9. provide freecdom for the beginning teacher to develop an idiosyncratic
‘teacher stvle'.

10 be based on the assumption that the support teacher will be respon.. sle
for sociahsing the beginning teacher into the school community -
tecaching and support staff, students, parents - and to appropnate
professional association,

11 provide for reduced teaching responsibilities for the beginning teacher
in the first vear of .caching and for placement in ¢! .ssroom situations
of a siz¢ and tone amenable to the development of self-confidence,

12 make provision for breakdowns m compatbility betwe _n the beginning
teacher and support tcacher to be arred and appropriate remedal
action taken

The efiects of reviews of teacher education programs will be longerin the
maturity  Pursuing a professional approach to induction, on @ shorter
time scale, has reat posaibihties for development of a more professional
satisfied, committed and capable body of teachers

Carcer-Long Needs of Teachers

Inan AVETdge arcer 1n teac hlng. Spanning ten or moere vedrs, a teag her s
hkely to work 1in a number of differing contests - g m diflerent geographical
regions, m diflerent school systemns, possibly at different age levels, in schools
of different size, i single grade and multigrade dassrooms, i single teacher
and r ooperative teaching dassrooms, m a speaal purpose school and so on
In that career a teacher may also {1l a vanety of positions such as dassroom
teacher (10 ats generie sense), advisory teacher, curnculum co-ordinator,
resource teacher, tmerant teacher, teacher-counsellor. 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. Perscnal Needs

The personal needs of teachers do not differ from those of other people.
Among the human needs identified by Maslow (1970), four (ireedom 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 sausfied
they will command the teacher’s attention and the higher needs will not be
satisfied.

(a) The need for freedom from anxety or threat

Situations which have the potential to create anxiety and threat 1n the
professional lives of teachers include.
* being asked to teach beyond one’s level of competence;
* being asked to accept responsibulities for whizh one is not prepared;
® the introduction of new curricula with which one 1s not familiar;
* being asked to teach in a cooperative teaching situation when one 1s
essentially a ‘loner’;
constant monitoring by one’s superiors;
moving from a system of external exammations to school-based
assessment;
® exposure, in terms of accountabulity, to parents,
® uncertainty as to system/school policies, rules and/or procedures.

This need can often be ameliorated 1n the professional context by such
actwvities 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 intrcduction of curri-ulum and
procedural innovations are planned, the joint planning and implementation
of individualised professional development programs

(b) The need for affihation

In their professional lives teachers nced to establish good relat onships with
their peers and students They need to b accepted by them and to expenience
the feeling of belongingness They want to have <onfidence 1n 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 then 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 todo, 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 commuaity.

(¢) The need for self-esteem

In the professional context teachers gain positive sclf-esteem irom freedom
from anxiety or threat: from knowledge that taey are masters of their
professional roles; from confidence 1n, and awareness of, their abilities and
capacities to cope with the range of situations in which they operate - in
interaction with peers, studen*s, 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 tc expectation, should provide advice and
opportunities through which improved performance migit be achieved

(d) The need for self-actualisation

In the teacher’s professional life this need refers to such phenomena as the
need to exercise one’s creative talents, to self-cxpression, to have a measure
of independence in decision-m ~king, to have the opportunity for involvement
in policy-making. School administrators can contnibute to satisfying this need
through strategies such as involving teachers in curriculum development
processes, through the delegation of administrative respousibility, through
making opportunities for teachers to experience leadership among their
peers, and through encouraging and supporting classroom action rescarch.

By inference, these necds and their fulfilment have implications for system
and school management. Significant frustration of any one of them may well
lead to teacher burnout o1 stress - manifested 1n such symptoms as poor
performance, absenteeism, hypochondriasis, carelessness, constant bickering,
and so on - symptoms which place n 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-sersice
and in-service) that the professional life of a teacher passes through a number
of development stages The first 1s a period i wiich the primary concern
of the teacher is survwal - a stage usually associated with beginning teachers
striving to ‘learn the system’, to be accepted ana recognised as a teacher. The
second is a period of consolidation in which the teacher 1s primarily concerned
with developing confidence n the task at hand. Tue third is a period of
extension 1n which the teachcr 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 upn the school. The fourth period
is or ¢ of refreshment in which teachers need the opportunity to ‘recharge the
batteries’, to regain their enthusiasm, to question their understandi s and
practices. It 1s the period of the weli-documented phenomenon of teacher
burnout.

The development of the knowledge and skills for the periods of survival
and consolidation are nc mally essential components of pre-service teacher
education programs. However, they require complementing by carefully
articulated school induction programs Past the survival stage, development
catcgorisation takes little cognisance of the fluidity of change in the teaching
sitvation. While some teacher needs may be specifically identified with the
stage of a teacher’s professional development (or experience), contemporary
research suggests that after consohdation there 15 a high degree of
generalisation of teachers’ professional needs regardless of the length of
teaching exper ence ‘Teacher burnout, for example 1s not simply a matter
of fatigue, but also a function of inability to cope with 4 rap.ary changing
scene

As mentioned carlier in this paper. a major, systematic study of the
professional needs of teachers was undertaken by Revnolds and Clark (19€ ¢)
in Western Australia In that study, 1336 (or approximately %) of the
population of teachers 1n the state's public, catholic and independent pre-
schools, primary and secondary schools were surveyed by questionnaire. Of
the teachers sampled, 243 (approximately 18%) had two years or less teac hing
experience, 271 (approximately 20%) from three to five years, 218
(approsimately  16%) had from cleven to fifteen years, and 287
(approximatcly 21% ) had had more than fifteen years’ expenience Approxi-
mately 439 of the teachers sampled were male and approsimately 57% were
temale (comparable to the proportions in the Western Australian teac hing
profession as a whole) Approximately 4% of the teachers were in pre-schools,
approsimately 50% were primary teachers, 40% were secondary teachers
and aboui 6% were both primary and secondary teachers or n speciahst
posttions: Approximately 48% of the sample were m adnmimistratne positions
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such as senior master/mastress, deputv principal br prinaipal The majonity
of the teachers (approximately 61%) lassified themselves as workmg m the
metropolitan urea while approximately 597% saw themselves as teachg in
country areas

All teachers sampled were asked to idenufyv the curriculum areas or
subjects in which they felt a need for professional development and to indicate
those aspects in which they felt a need for assistance, vz 1n content, teaching
strategies, progr :mming skills. classroom organisation. student evaluation:
and dealing with atypical students In addition, they were asked to 1dentify
the speamc aspects with wiich they felt they needed help. if any, 1n a number
of general areas of professional development, 22z 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, ol
curriculum orgarssaticy and implementaticn in interaction  with
professional colleagues and interacting with parents and the community at
large: in okill in filling the role of admmstrator in a school commuusty

Although there were some differences related to the age level taught, length
of experience and whether teachi>  + » country or metropolitan areas. taken
overall. the curriculum/subject 1. of primary and secondar, teachers.
ranked in term- ~¢ proporticn of 1ers ndicating that tney needed help,
werz as shown . lable 4

The relatively low proportion of teachers secking assistance 1n teaching
atypical students appearcd directy related to the teacher’s eaperience with
such students

The sampled t: . >rs” needsin the respective aspetts of the broad arcas
of general professional development are described fullv 1in Reynolds and
Clark (1984, 34-62) Suffice 't to report here sume significant findings.
Approximately 56% of teachers reported the need for help in coping with
stress m teaching/admmistration - the imyp tance of this need 15 highlighted
by a Queensland Teachers” Union (1983) study which reported that 43% of
the teachers sampled found the tcaching situation eatremely stressful and
32% feund it muldly stressful Some 53% of the sample reported the need
for a greater knowledge of departmental ohaes regulaiions and procedures.
32% r.eeded help in developing and clanfving a personal philosophy of
education, 01% needed he p i copang with new direcuons and changes in
the teaching role, 59% needed more knowledge of recent developments in
theories of teackong/learning. 52% wanted help m developing and managing
parental and community mvolvement in the educatioral process, and 497
nceded assistancs 1n translating theortes of education into dassroom pracuce
In addition. 2% nceded help with dassroom control and disciphine, 5175
wanted help with classroom technology. 449 needed help with promoting
a posttine classroom chimate O optimese learning
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Table 4. CLrnculum/SubJect Needs of Teachers

e

T |
Primarvy L Secondary I

‘7(77 Rdnk 1%

Knowledgc of S\l]abuﬂ/subjeu content L 61 ' 63
Help with teaching strategies i 64 60
Help with programmiag skills 3 53
|
l
|

T
1
{
b —
i
I

Help with classroom and
resource organisation
Help with diagnosis/testing/assessing
student performance Lo
Teaching atypical students
® the gifted learner %6
¢ the slow learner 44 > 57
® the unmotivated learner .42 .58
¢ the migrant 20 25
_*theAbonignal |2 L0

33

Summarised across all teachess sampled, and averaged for the category,
the development needs 1n the broad general categories referenced above
are shown in Table 5

Table 5. General Areas in Which Teachers Express Needs

Category Indlcanng I

|

|

I Need ;Rank
- - 1

\

l)tvd(»pmg the teacher’s pr()tus.()nal role 31 } 69
Understanding education as a process ' 54 (.
Skills and knowledge of teaching groups i 43 ‘
Skills and knowledge of teaching individuals P32 ‘
Skills and knowledge of curriculuim organssation i
and implementation L3
Interacuon with professional colleagues 30
Interaction with parcuts and with tk
comnunity at large 37
Skl in filhng the role of ~chool administrator ‘ 34

2

Anather uselul, but less extensive, study of teachiers’ pareeptions of therr own
professional development needs was undertaken by Maoore (1983) i a
questionnaire study of 493 primiary and 382 secondary teachers in Victoria.
The ' ults of this study also show that various sorts of teachers have differing
feit nee s which also vary according to location and ume However, some
generalisations are possible Bath primary and secondary teachess appear
to express the need for assistance in curniculum planming, development and
evaluation, in student assessment, in management ci dasscoom behaviour,
andin teaching in multicultural situations As a group, primary teachers felt
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the need for assistance in most subject areas in the primary school
curnculum Secondary :zachers, on the other hand, appeared, as a group,
to express prionties for assistance in identifying, generaung and using
learning resources in developing parent ar 1 community involvement, in
catering for individual differences and 1n remedial educzion techmques; 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 tbe¢ 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 e needs focused designed to meet the anticipated or expressed needs
of teachers (Goodlad, 1975);

3. be determined and planned in consultation with the teachers thev 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 actwvities,

6 be development oriented aimed at enhancing the competence of
teachers over time

7. take cogmisance of how teacher: (as adults) learn (Tough, 1971) ard be
oriented accordingly,

8 be non-threatening to those for vhom the support 1s intended,

9. provide for evaluation of the efficay of the support (Warner and Lipke,
1981);

19 provide for follow-up maintenance of the support (Warner and Lipke,
198f).

Currently a large array of possible avenues for teacher support may be
identified 1n practice Such avenues include.

* n-service prog ams oi differing duration (system sponsored/school
sponsored, in school/out of school, whole school/specific groups),

¢ adwisory teacher services (school provided/system provided, on
request/regular program),

¢ lighthouse schouis (systern sponsored) s apporting strrounding schools
and teachers,

¢ speafic project teams (school developed/system provided),

¢ professiona; seminars (school spensored/svstem sponsored/professional
teacher assoc1ation sponsored/teachers’ umon sponsored),
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professional consultancies (school {unded/system funded),
within school case-study sessions (based on the principle of mutual
support),

® within school individualised teacher development programs - 1n which
senior staff (e g Master Teachers) discuss teachers needs with them
and together arrange and rromtor appropriate support activities:

® tcache. exchange programs (school sponsored/system sponsored, of
varying duration. for varying purposes, involving staff evchanges
within the system/external to the system);

® wvisuing teacher program to tertiary institutions (schoo'/system
sponsored) ~ usually of a ser=ster duration in which the visiting
teacher pursues a non-exam:nable development program mutually
agreed among the teacher, sponsor and tertiary nstitut.on;

® courses, of varying length, at tertiary institutions (award/non-award).

The array 1s somewhat bewildering and most elements of it are expensive,
which tends to emphasise the importance of the principles enunciated

A potentially useful support strategy, particularly for teachers seeking help
in classroom control and teaching strategies, used 1n some initial teacher
eduction programs but seldem 1n schools, 15 ‘Guided Self-Analysis’ - a self-
development program for teachers sponsored over a decade ago by Parsons
(1974). It 15 not so much Parsons’ specific program that has potential as it
is the fundamental principles on which it 1s based. In summary, the program
involves the teacher in establishing lesson objectives, planning teacher-
learning activities to achieve the objectives, recording 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 arcumstances, to seek,
through such analysis. explanation for success or failure 1n achieving the
objec' es Where necessary, alternative teacher behaviours (both structuring
and reactingj arc hypothesiscd 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, ar1n discussion
with, an expencenced colleague (e ¢ a Master Teacher) has proved helpful

Finally, .i.ere arc two potentially fruitful but negles +=d avenues for teacher
support - enc of which is underutilised and the other not utihsed in Australia
First tcleconferenaing, either on a dyadic or nctwork basis with an advisor
or consultant (for example with a teacher in 2 hghthouse school) as a means
of teacher support, 1s underutilised It 16 a techmque (often used with home
tutors in correspondence teaching situations) which 1s particularly applhicable
to teachers i remote areas The second 1s the usc of the natonal and regional
commeraal television notworks for teac her-development in non-prime
viewmng time  Perhaps overarcning policy-makers must be convineed that the
real cost to societv 1s not 1n providing the service but rather in failing to
provide 1t
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Differential Needs of Teachers in Various Cc-texts

A carcer 1n teaching will not end in the educational context in which it began
As society changes, a concusrent necessity 1s 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 engags This has resulted 1n the developmeat of 2 widening
of the range of specialist appointments - a broadening of career outlets for
teachers =t all levels But as almost all teachers have been prepared for life
1n stereotype classroor.s, new knowledge, new understandings and new skalls
must be developed by those who seek to fill management or speciahst
positions.

Table 6 lists many of the spec'ahist 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 t. bring some order into the hst, the respective positions have
been grouped according to the.r area of responsibility. 1t 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 Practicumn, 1s a promotions posttion w..th senior pohicy making ard
administrative decision-making responsibility Each. where it 1s located, is
an important link 1n the school adrumstration chain. The incumbent of each
position needs appropriate managenal skills strong in human relations,
supervision and communication - skils which, even if they appear to be a
natural characteristic of the incumbent, may be sharpened through speaialist
training in Yroadly based programs of school administration In many
instances (and certamnly usually excluding Practicum Coordinators and
Boarding Masters/Mistresses) such skills ar¢ acquired via courses taken at
tertiary institutions prior to appomntment to the position But all too often
such training 1s after appointment and often through speafically oriented
In-service activities

The role of Coordinator of Practicum 1s becoming increasingly important
and should only be filled by those displaying excellence in teaching and a
commitment to their profession and appropriately qualifica in the student-
supervision and staff-supervision roles

The positions of Boarding Master/Mistress are, by their very nature,
relatively few in aumber Persons filling these roles mast have pride in and
comrmitment to the school and its philosophy, sound human relations skills.
warmth, a deep and empathetic understanding of human nacure and a high
degree of both imuative and self-control
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Table 6. Current and Project Specialisations

e

— .
Appointment  Area of responsibility

"

e e

Prinaipal Administration
Deputy Principal ”
Senior Mistress
Senior Master/Mistress
Subject Master/Mistress
Coordinator of Student-teacher Practicum
Housemaster/mistress
Boarding master/mistres.,
Curriculum Coordinator Curnicul'm
(Design and Delivery)
Subject Advisory Teacher " :
Health Educator ”
Personal Development Educator "
Transition Educator
{ Outdoor Education Teacher
Careers Educator
Work Expenence Coordinator
Resource Teacher Speaial Edvcation Services
Remedial Educator " ,
Special Education Teacher of .
¢ profoundly deaf h ‘
. bhnd ' !
¢ physically handicapped :
* mentally retarded
¢ intellectually gifted and talented h '
Advisory Teacher ‘ v ‘
Teacher Librarian Teacher Support Services
Computer Aided Instruction Speciahist "
Audio-Visual Teacher/Adyi,er
Master Teachor®
Welfare Teachers Welfare Teachers
Rehabilitation Teact.cers »
Teacher-Counsellor* Student Welfare Support
Teacher-Soaial Worker® ”
Teacher-Communicatior:s Speciahai®
Rural Teacher Speaal Context Teachers
Itinerant Teac her "
School of the Air Teacher
Distance Educaton Teacher
Museum Education Officer
Zoo Educatiun Officer
A.t Gallery Education Officcr
Botanical Gardens Educ ation Officer
Abonginal Schom feaches

"
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2. Curriculum Positions
Teachers in these positions are, of necessity, stecped 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 skould be enthusiasts (but not bores); they should
listen as well as being heard; they should be visionaries in their deinains and
active in action research They, t00, because of the nature of their roles, should
be above average practitioners of hutnan relations and cornmunication skills

Several of the positions, vz those of Transiuon Educator, Careers
Educator, Outdoor Educator and Work Experience Coordinator interface
with the community. Accordingly, the attributes of good pul.c relations
facilitators should be arnong the appointees’ strengths.

3. Special Education Positions
Each of the positions in this category requi. =s a high degree of professional
competence and integrity. No-one should be appointed to such a position
without «ppropriate prior training. Appointees to positions relating to
children with learning difficulties should aiso be selected because of those
essential personal traits of understanding and patience They should relate
well 1o fellow professionals, b~ able t0 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 inteilectually gifted and talented children should themselves
be scholars and appreciative of the arts They should function as facilitators
working with their students tc design and pursue programs that challenge
and enhance the student’s excelience.

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

4. Teacher Support Poritions
The effectiveness of teaclier support .ervices is dependent, in large part, upen
tv.o phenomena, vz the professional competence of the specialist and
reaprocity of cooperative attitude and support Letween the specialist and
the teacher 1n mutual respect and tre:t. Essentiaity support personnel vili
work in a dyadic relauonship in response to a ielt need and request for
assistance from the classroom teacher Although such specialists, other than
Master Teachers, shc Id be action-research oriented, they must avoid the
oversell and excessive ¢_mands on the school’s limited financial resources
The concept of Master Teachers has been alluded to several times alrcady
in this paper. Thcre 1s an urgent need in schools to retain excellence 1n
tez<hing in the ciassroom That 1s, there 1s need for outstanding teachers to
serve in schools as exeniplars of teaching at us best, 10 be available a-
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consultants and sounding boards for peers. to fill such roles as student teacher
advisors, to be support teachers for beginnming teachers, to be visionartes in
the art of teaching Such teachers should be rewarded for their excellence
in the classroom.

5. Welfare feachers

“eachers chosen to work in Welfare institutions/schools, 1n addition 1o
excellence in tcaching, should have a profound knowledge and understanding
of child and adolescent development. They must be conversant with the Jaw.
They must be teachers who manifest understanding, patience. loyalty and
trust. They must be in constant haison with mainstream teachers and spend
regular periods of sumulation and refreshment in mainstream schools,

6. Student Welfa. Support

The breakdown of the traditional famuly structure. the cconomic mulaise,
and the escalating drug scene pose intreasing problems for schools regardless
of the age range for which they are responsible. Teachers, students and their
Parentsor guardiar s are increasingly in need of specialist help It is believed
that counseliors and social workers dealing with school-home and school-
commumty problems will gain a greater acceptance from all concerned -
teacher, student, parent - and be more effective if they are identified with
the school, se=n to understand teaching and learning, and accepted as one
of a team working in the interests of the student. Thus._ 1z 15 held that there
Is an urgent need to train teacher-connsellers and teacher-social workers who
enjoy dual professional registration and who would be appouterd o
individual schools of 4 minimum size or to cJusters of schools, regardless of
level or source of governance.

There appears vome observation evidence that the increase of working
parents, of working single narents, and of telcvision beg oming 4 surrogate
child-minder, is leading to a higher inadence of speech and language
problems in children To deal with this problem in the «chool context t s
argued that teacher-communic qtions speaialists should be traiped and
attached to «chools on the <ame bags as teacher-counsdlors and teacher-
soctal workers

7. Speciai Context “leac hers

Teachery secking o teach. and by INES0 appointcd to teach, i, speaial contexts
should be prepared for the posting ahead of nme a4 part of th. v individual
prolessional developrnent program. and they should have ready ac e to
professional support “Teachers for WO contexts requre special conaie ration,
vz for rural schools and for aboriginal «chools
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Teachers for rural schools

It 1s not the responsibuity of this paper to address the whole question of r -al
education. But the observation must be made that one of the continuing
problems in rural education 1s the high mobility rate among teadiers and
of retaining sufficient reachers of excellence: Tomlinson «f ¢/ (1983) in their
review of the Commonwealth Country Areas Program were l¢ .0
recommend

That the Schools Commission sponsor a national task force to imesugare the

mayor problems of the recruitinent and retention of teachers for country schools.

and the causal factors of teacher mobility 1in country areas. and to proposc

measures (o ensure more stability in statfing n isolated schools (p33)
Teachers employed by state systems in Auswaralia are required to give 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 communrity acceptance, their unr _paredness
for multigradc teaching and so on

Perhaps the first need for country education is te scrap the emulation of
the urban model Gther steps which might follow include: (1) incorporating
nto all teacher education programs (as is presently done 1n some programs)
modules of study on rural culture, studies of rural conununities, manag=ment
of multigrade classes, rural resource people as visiting speakers or
participants in rural modules, and optional school experience in country
settings, (1) short periods of siaft exchange between rural and urban schools,
(i) mnduction programs for new country appointees geared to the culture
of the context. In the case of appomntments to one-teacher schools as a
beginning appointmer.t. identification of an accessible school as a ‘highthouse’
school to give support - including staff visitations, (iv) liberal conditions of
suppor* for attendance at professinnal development seminars.

Teachers for Aboriginal Schools

It 1s Aust. alian Government policy to support the training of Aboriginal and
Islander teachers in the hope ihat they will, 1in the main, want to teach in
therr cultural schools This program is having some bite. But for many years
to come Aberiginal aid Idander schools will depend upen white teachers
Such teachers often experience considerable difficulty in working in
indigenous schools There are a number of professional needs which they
mu  fu. s
® they must acquire a philosophical and historic al basis for considering
Aboriginal and Islander education which imolves understanding
bicultural developiment, ethno entrism. ctnpowennent and community
development,
® they must vaderstand current assues of Abonginal and Islander
cducation in urban and rural sectors of Austraha,
® they must acquire the skills of curncatum development and resource
INProvisation.
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¢ they must have prior expenence of hving and working with Abonginals
and Islanders in their communities,
¢ they must understand the history of Aboriginal and Islander and
European relations since European colomsation;
* they must acquire the skill of langLage communication in Abonginal
and Islander contexts,
¢ they must be uware of, and understand the 1ssues involved in Australian
race relations
Finally, bere, Australian education has developed many of its specialist
appointments from a reactive stance, often to external initiatives or st:mulus,
rather than from a proactive stance. The consequence 1s 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 issuc, 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 poss‘ble 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 (¢.¢ Auchmuty, 1980, Schools Commission, 1Y81; Jones, 1982;
Queensland Board of Teacher 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, Australa 1s in one of the most
critical peiiods of its history as it faces a complex set of interacting phenomena
destined to result in marked changes in the structure of society - 1n its value
system, and in the quality and style of life 1t offers.
In summary, contemporary Australian society faces the problems of
adjusting to such phenomn» 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, aind, in the realm of industry, concomitant
overproduction and the resulta it increased unemployment and poverty
- with growing rlependence on the welfare state and 2 shift in
emplovment from the industric i to the service and leisure sectors;
* the impact of saientfic achievements such as doning, hurnan organ
transplants, the silicon microchip : nd the harnessing of nuclear energy
(to name but a iew) - achievements with potential for both highly
benefical and horrendous social consequences,
the media revolution,
anag' ,and increasingly malticultural and multilingual population,
the rise and tolerance of pluralistic value systems,
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¢ growing support for human rights and emanapation of mionty
groups - reflected in anu-discrimination and equal employment
opportunity legislation;

¢ the breakdown of marriage and the family - increasing numbers of

single parents, a decrease 1n the average size of families, and an
increasing number of mothers either in, or seeking, paid employment

» escalating problems of drug addiction. alcohohism, hedonism and

epicurean attitudes,

® a decrease in Australia’s historical dependence on Europe and a

strengthening of pohtical and economic links with Asia and the Pacific
region
These phenomena. and many more, exist 1n 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 speculauve Suffice 1t to recognise that
major 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 hfe in the emerging society vill require
ditizens who possess the intellectual skills of enquiry, problem solving and
decision-making, citizens w.io have a breadth of knowledge and creatve
capaaty, the skills of personal autonomy and social competence, ethical
discretion, and cultural awareness; citizens who have career proficiency,
attizens who are capable of evaluating the personal and social efficacy of their
decisions The development of such cuahities must then become the goals
of the school system and the qualities teachers must be competent to foster.

2. The Changing Professional Context of Teaching

The social and cultural phenomena referenced above have indirectly
impacted upon the objectives. nature, and provision of schooling in Austraha
to produce changing professional environments 1n which teachers must
operate A summary of he areas m which such changes may be seen has been
provided by the Queensland Board of Teacher Education (1985) in aes
pamphlet Project 21 Tachers for the Tiventy-First Century The contemporary
scene may be mapped under the rubne of changes 1n (a) content and
pedagogy (curnculum). (by school crganisatton and setings () locus of
decision-making, and (d) equahty and opportunity

(a) Curriculum Change

Unul the carly seventies, schools were mainly organssed on the basis of
relatively prescnbed programs of siudy usingcentrally deternmned syllaouses
of instruction The skills required of teachers were dosels related to the
implementation of these programs Such 1s no longer the sitwation: Conten-
porary school programs reflect marked changes in curriculum organisation,
centent, [)('(ng()g\'. and assessment
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acknowledge the plur al, mulacultural nature ot our socets and seek aorm
of cultural-soial integravon which values mteraction and  free
cominunicaton amongst diverse groups and sub-cultures, 1e the common
multiculture
outhine those areas of knowledge, understanding ard expenence which all
students are to study, 1e the common learning,
bring out in the subjects and themes studied. their beaning on contemporary
social hfe, and their relevance to all human bengs, re the contemprrary relevant
aspects of education
speafy minimum desirable kinds of learnings for all students, nstead of
attempting te corver speaalised, optional and addinonal learnings to meet
particular student and souial interests and needs 1e the basi. essential learnings
define long-term, well- »quenced and svstematic learnings trom  the
begimngs of primars to the end of school vears, e the structure of !zarning
provide opportoniy for students of different levels of abihits: background and
interest 1o study together. 1¢ the common learmng wuctions
speafs ovpiaal learning tasks and methods and wavs of apphing learning to
hfe sitwanons, e the common applied learning tasks (ptH)
The paper goes on to state mat ‘One major challenge to Australian schools
- will be to define core curriculum in such « way as to provide all students
with learning tasks that are well struciured, flexible, socally relevant, future
oricnted and stmulaung’ (p153) If this challenge 1s to be inet and if school-
based curnculi are to be the ‘order of the day’ then there are significant
mplications for teacher development
The first of these 1s that teachers will need to be aware of contemporary
Australian culture, of its umiversal and 1diosyncratic elements, and of
emerging changesin our cultural traditons: They will need an appreaauon
of the diversity of cultural traditions in the many ethnic groups that now form
a signtficant part of Austrahan <ociety. They will need to be <kalled in
curniculuin and wyilabus development and their evaluation They will also
need an understanding of the structure of knowledge, and of the hicrarchical
nature of cognithve and affectine processes It these needs ace viewed as
imperatines there will need to be considerable rethinking of the structure and
content of many preservice teacher cducaton programs Meanw hile, schools
will need to arddross these issues for existing seafl through their teacher
devclopment programs

(1) Changes in content

There arc considaable elements of commonality 1o Le found in the current
statement of aime of schoohngg in the vanous Ausarahian states Repical of
such statements. and llustrative of contamporary emphases, m that of the
Sonth Austrahan Fdncation Departinent, 12
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to help students develop:
® Iively inquining minds, alove of learning. and a willingness to apply effort
to worthwhile tasks
® the abihity to think rationalls
® the use of the imagination
® powers of creative self-expression
® powers of judgement
® physical and mental health
* sclf-confidence, a sense of worth, and respect and conaderaton for others
® a coherent set of personal and social values and a comm-<tment to them
® decision-making and problem-sol- ing skills
® an understanding of themselves and their world
® compctence In intellectual, social and physical skills

* knowledge of skills relevant to adult life and emplow ment
(Stemie. 1981, 19)

Within the spirit of seeking to fulfil these aims two trends are discernible
Firstis theem " . on integration of subjects to form areas of study. The
second, mainly  .ne secondary school level, 1s the emphasis on core and
elective studies Changes in content are less marked 1n the primary sector,
though there is a growing emp asis on an awareness and use of technology
sensitivity to the environment and personal development, including values
and sexuality (¢ ¢ see Beazley, 1984)

The .aajor pressures for change 1n content have come 1n the secondary
sector. The bases of the pressure appear to stem from the devolution of
curriculum development to schools and their commumties (albe't within
prescribed policy guidelines); decreasing job opportunities for school leavers
and a consequential increase 1n students remaining at school beyond the
upper limit for compulsory attendance (see Hughes, 1983); arguments for
greater relevance to the post-school needs of adclescents (sce Hughes, 1983,
Qucensland Board of Teacher “ducation. 1982), arguments that the
secor dary school curriculum s dominated by the tertiary institutions,
miority pressure groups pleading special subjects. and the impact of Special
Purpose Programs (describe elsewhere 1n this paper) as port of the
Australian Government's Equality and Equity in Education Policy

The response by schools tn these pressures 1s mainly being made throvgh
the elective studies component of the curnculum 7his coniponent incr ases
in pronortion in the post-compulsory school years In some states eles tive
studies are chivided into those which meet prescnibed nteria for structure
mnd ngour and are accepted by the appropreite accrediting authority towards
a tertiary entranc - score, and those which are developed by schools for the
development of students but not chgible for tertiary entrence Examples of
clective subjects developed by schools, which may or may not be chgible for
tertiary er*rance - depending upon the state. its (ritenia and practices - are




\

theatre, motor mechanics, career education, transiticn 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 acquinng 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 spscialist in many of the areas of study
they offer and while using ‘professionals’ on a part-time basis may b~ a part-
solution, it is not the norm for schools.

(iii) Changes in Pedagogy
Changes in peciagogy 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. Scveral examples must sutfice.

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 b= 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, contert obiectives, skill objectives and affective (attitudinal and
value) objectivzs of the program. Further, they were required (except in the
case of affective objectives) to specify the criteria for determining how well
the objzctives 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 st 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 Jevel.

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 ~gies 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 1n Assessment.

At both primary and secondary levels there 1s wide recognition of the roles
of both formative and summative assessment This is paralleled b, a growing
de-emphasis of regular formal examinations in favour of less formal,
diagnostic ‘on-course’ assessment The movement 1s more marked in the
primary sector. Secondary schools, committed to a form of creaentialling
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 e..aminations 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 responsibilitres on the part
of teachers (particularly if one adapts a form of criterion-referenced
assessment as 1s the current situa'ion in Queenstand) and may well place
them urder stress if they feel inadequate for the charge (see Campbell ¢t 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 n
assessment, of combining measures of disparate performances to arrive at
an overall assessment, of scaling if norm-based criteria are \» 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 mmitial teacher
education. Among these changes is a movement towards mainsireaming
(mentioned eartlier 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 diagnozis and program and learning materials
design, to work with advisors and consultants to become familiar with
appropriate referral ageucies, and to develop the qualities of understanding
and patie.ice.

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 continiity of
curriculum, pedagogy and assessment. The concept of resource centre
learning, or schools without walls, 1s 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 1s seen by her as exaggerat-
ing the separateness of adolescents. Bella (ppl1-12) states tha. her review of
the hiterature supports the middle schovl concept with aims

® to scrvice the educational needs of the in-between ages 1n a school bridging

the primary/secondary gap,

® to provide optimum individualisation of curniculurn and instruction for a

populatior characterised by great variabihty,

® o promote conunuing progress through phases and levels of the total

cducational program, and

® o faultate the optmum usc of personnel and facihties available for

continuing improvemens of schoohng (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 n¢ unanimity in Australia.
Indeed, a most provocative and revolutionary proposal has emerged in
Queensland (Queensland Department of Education, 1985), u1z. to reorganise
the entire schooi system in three levels, vz, 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 n the Locus of Decision-Making

The most significant contemporary changes in the locus of decision-making
are attempts tc be seen toleaven the former highly bureaucratic, centralised
decision-making processes in two major directions, vz 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 commurities.
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 (cee
Ministerial Papers 1-4, Education Department, Victoria, 1983). The
Ministerial Papers have seen the development of representative school
councils responsible for school policv-making in cusriculum objectives,
resource utilisation and broad organisational policies. The papers have
planned for the establishmentof centralised support services for the schools
and for periodic monitoning of the school’simprovement plan drawn up and
updated by each school council as the broad canvas forit ™ 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 inlividual
school boards in accord with the Victorian model. Under such circumstanres
larger areas or regional councils, covering all schools in the grouping, might
be developed.

Generating and accepting communiiy 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 Opportumily
Perhaps the most significant development in the professional context of
teaching in the western world in recent times has been government funding
of spacific 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 iearn 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
parucipate in shaping the society of which they are a part;
e schouling should support students progressively and consciously to assume
responsibility for their lives,
¢ all citizens have a right to participate in the nauonal democracy, whatever
their backgrourd or arcumstances. This confers on the Commonwealth the
obligation to ensure that all students in Austrahian schools receive a quality
education;
® Austrahia’s international commitment to combat discrimination and disad-
vantage ansing from: socio-economic circunstances, race, gender or dizability,
and to protect natural resources, place a particular responsibility on the
Commonwealtn to er.sure that all stud ‘rts have equal access to education
and its benefits;
¢ the nation as a whole should mobilise 1ts educational resources to meet agrecu
natonal prionties or aceds and to work toward improvements in schooling,
¢ adequate general resources for schools are a necessary but not sufficient
condition for the improvement of educational conditions,
*® incqualities within the society and the disadvantages experienced by students
require the differential distribution of resources to schools and within schools;
¢ parents and students should participate in the devclopment of learmning
programs, 1n decisions within schools, and in decisicas which affect their
schools;
¢ teachers should participate in processes for the development of better schools
and improved teacher practic=s
(Commonwealith Schools Commission, 1985, 58-59)
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The programs are aimed
to assist system and school authoriues-
® 1n making equitable educational provision for all groups of students,

® In fostering related forms of school improvement >nd teacher de velopment,
and

® in responding to issues of national significance. such as the implications of
new technologies or .f expanded participation in secondary education

(op cut, 59)

The precise details of the specific purpose programs funded and proposed

for future funding, through the Schools Commission (re. 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 Purpore Program include
adherence to the principle that programs be developed by the states and
territories tiftough consultation with representatives of the school systems,
parent and teacher organisations and, where appropriate, students.

Table 7. Specific Purpose Programs

rEquzty Programs ! School Development Programs TNatwnal Frionty Programs b
Aboriginal education | Australian community | Education centres
Disadvantaged languages and culwre Education priorities

schools Basic learning in primary |
Participation and schools |
equity Computer education i
Rural schonling Paren® participation in |
development schoohing i
Speaial education Professiona! development 3

—(Commonwcalthghm;ls— 6(—)mm|ss|on, 1985, 76)

The introduction of the eqguiy 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 esscntial
for all teachers - that maybe these are special skills to be demonstrated by
teachers selected and specially trained as either regional conzultants 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 (0 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 alearning
diagnostician, a curriculum planner, a stimulator of learning, a learning
resource consultant, an evaluator of learning materials. Tt 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 that Andrich et al. (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 culturz who objectively expose conflicts facing
society, and mediators between parents and students and between th  school
and community.

Nixon and Bumbarger (1984) argue thac 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 icacher
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 demains
of the curriculum in particular; an awareness of the nature, values and culture
of contemporar; society - its rate and directuons of change and its
continuities; a sensitivity to, and respect for, the culture and traditions oi
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
deacisions 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 mcre socially competent - they must become
more ‘people oriented’.

Knowledge of, and skills in, a number of technical arcas are also essential
to fill the role of facilitator of learning and to ensure equality of opportunity
to learn. These include a kxnowledge of, and skills in, curriculum design,
implementation and evaluation; competence in a wide range of formative
and summative assessment procedures and strategies for critenion-referenced
performance and evaluation, skill in establishing interpersonal relationships;
knowledge of, and skill in, applying strategies of gudance, 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 classroom 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 strategics, and that their professional
behaviour be in accordance with an acceptable code of ethics.

So much for the future professional needs of teachers, if one acknowledges
the recent Carnegie Report (Carnegie Task Force on Teaching as a
Profession, 1966) the extent to which teachers will be able to enhance the
quality of life in the emerging society will depend not only ou their
professional developm-nt but upon fundamental changes in the school itself.
In essence the required changes may be summarised in the words of Tucker
and Mandel (1986, 25), ‘We must invest teachers with a much greater degree
of trust and responsibility to render professional Jjudgements about 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, zecent trends in the professional development of teachers in the United
States and the Unated Kingdom are outlined with reference to the relevant research
and development hiterature Thus 15 followed by a summary of recent developments
tn Austrahan teacher education Attention 1s drawn to several simalar 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 continuun, an increased emphasis
on 'n-service education, and tighter constraints on resources Some future possible
directsons are discussed in the light of these trends and current and emerging needs

The last two decades have seen first, 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 develepment of the teacher This trend has been
evident in the United States and the United Kingdom as well as in Australia.
While maters 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 1s 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 edocation 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, aralyses, and
syntheses. Amongst the particular issues Koehler idenufied for future
research and development were mnvesugations of the processes of teacher
development, and the investigation of ways of providing student teachers with
frameworks n 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
@ 1ging a betier articulation between pre-service programs and the full
time teaching in schools, and by developing more effective provision for the
continuing professional development of teachers.
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The Research and Developmeat 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
resuited 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 comrmittee 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 developnient in teacher
education (Hall «f /. 1985). In this latter project, the concept of a continuum
of teacher edvcation was much more strongly evident. Papers were prescnted
in th2 three major areas of pre-service, induction, and n-service teacher
education. In each of these areas practice recommendations, research
recommendations, policy recommendations, and c:itical warnings were
formulated. Furthermore, in contrast to the previous conference, participants
in this conference included chief state school officers, l-gislators, 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 continuumn; (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 cther hand, debate concerning preparation of teachers continues,
fuelled by considerable community dissatisfaction with standards of learning
outcome in schools (see, for xample, 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 cperation at present,
including those at the University of Kansas and thz University .f New
Hampshire, evidently with promisi- ¢ vesults (Egbert 1484). At the otherend
of the spectrum, one state has - " ar. alternative route of entry to the
professios., through which co. .aates who meet certain requirements
may be hired a3 provisional teav...rs. 1 urirg 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 2 days, and pass several evaluations
(Jaschik 1986). Further, far-reacking structural changes, including the
abolition of major studies in cducation in undergraduvate 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 wor’ in wliich .eachers were involved. Other
developments included the us: of televisiun 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 anc' 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 upless teachers feel they are contribating 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 :ganisation

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 inhereatly
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 nceds 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 saence 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 financial arrangements’, and encouraging schools to do more to ‘fulfil
the vital function of preparing all young people for work’. These znd 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 thelocal level, and requirements to adhere to national priorities (Graham
1986). For pre-service education, the establishent 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 Taching Quahty
(Department of Education ard Science, 1983) and include length and nature
of studies, selection and admussion to courses, traming and cxperience of stafT.

Recent Australian (rends

The growth of teacher education in Austrahia in the early 1970s, coupled with
the mjection 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




astonishing total of 703 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 ir 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 et al 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 1n the first year of teaching. A< a result of the study,
McArthur made a number of suggestions for bridging the gap betw 'n pre-
service iraining and initial teaching experience and for improving the
pracucal 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 du:ing the first year.
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A National Inquiry into Teacher Education (1980} was established by the
Commonwealth Minister for Educaticr in 1978. Its terms of reference
required it to make recommendations . . . on any changes v/hich might assist
in achieving improved teaching and learning in Australian schcols and pre-
schools . . ” (p.xxi), taking into account a rumber of social and educational
factors, and to state its assumptions about the objectives of education in
Australia for the following twenty-five yez1s. The Inquiry addressed a wide
range of issues concerning selection, pre-service preparation, induction, and
in-service education.

The Inquiry considered teacher educa: o1: ¢ » be a process of continuing
professional development, commencing wilt [re-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 recogaised 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 a2 multicultural society.

Further, the Inquiry recommended a four-year minimum period of
preparation for oll teachers, and that graduate diploma in education courses
should be extended in length to a minimum of forty wecks. 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 educatior.. These included the need for clarity of
objectives and of roles of participants, a planned program of gradually
increasing responsibility approprately 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 protessional
development of teachers. This was argued on the basis of much reduced
intake:: of new teachers into the profession, continuing technological,
econoraic, 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 organiscd at the school level, that the ultimate
responsibility for continuing professiona development rsts with the teacher
but that the obligation to participate in in-service education could be
supported by various incentives, anc 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 profes-
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 (¢.¢ investization of community expectations
of education; documentation and analysis of the changing roles of teachers)
and program research (¢.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 char.ge 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 developmeat should be closely related to the development,
implemer- con, 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 =xamination 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 mn these subjects. It also
recommended the development and provision of programs for the
preparation of Aboriginal teachers to teach in traditionally oriented
Abonginal 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 rrograms 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 paralle] to developments in the Un.ted States and the United
Kingdom. These trends may be : smmarised as follows:
® teacher education should be viewed as a continuum of on-going
professional development;
¢ there is a stronglink between the quality of education and the quality
of teaching. A sub-set of this relationship 1s 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-servic= 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 mstitutions, as providers of pre-service education, and
schools is crucial;




® within pre-service education, the provision of effective periods for
vractical 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 in realising a satisfactory level of co-ordination
between the parties involved, 1ucluding 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 t.old soine 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 amove 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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uppe: secondary, and, in some cases, TAFE) until part way through the
course, it would reduce the retrain‘ng effort needed in cases where teachers
arerequired to teach at year levels diffc.ent from those for which they were
specifically 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, incdluding 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 \he 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 com petence’. 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 systernatically 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 plannzd systematic collection of data about
the teaching learning environment and events within it. Clinical supervision,
despite itstitle, is a constructive process whereby teachers critically examine
their own or another’s teaching. It involves the teacher using a collaborating
colleague s ‘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 witk 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 therr own practice at the level of individual classrooms and students.




Another promising approach aimed at improving the quality of school
learning and teaching was developed during a two year project following
carlier pilot studies (Baird and Mitchell 1986). The project involved a group

| of tzachers 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 contrc' 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 repetitious 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 o{fer 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. Marelle 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 \hat have been made available to schools by both Federal
and State governments. The Schools Commissions Innovations and Dis ad-
vantaged Schools Programs have been invaiuable in suppor.ing this form of
professional development as evaluation becomes part of the program. Neil
Russell reviews the changes that Lave 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
professional development.

Colin Marsh discusses the use of materials development and imple-
mentation as a means of professional development drawing on 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 throu gh enquiry,
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 such as clerical
and ground stall wihc may have a part to play School-focused professional
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 1solation 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 has enormous potential
as so much expertise can be pooled and reviewed. The papers in this theme
provide many ideas for realising this potenuial.




BEGINNING SCHOOL-FOCUSED
DEVELOPMENT PROGRAMS

Ken J. £ltis

Hauing noted a chonge in 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 this article examines approaches whick
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 in 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 zre now seemng the introduction of Total School
Development Programs to turn into reality such phrases as ‘the autonomous
school’ (Dutch School Coundail 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 schocl-focused activities, Power (1983) has suggested
a number of majcr reasons why this shift in emphasis in teacher development
should have taen 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; 1ent as well as to organisational
growth;
¢ the professional developmeni 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 know1. about adult learning
and development;
¢ school-focused development represents a workab.., low-cost option for
teacher development in a pzriod of econoniic 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). Involvenient 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 thern 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 mee identified
needs or clearly established goals has been severely underestimated
(Bolam 1982b; Batten 1979).

Tkez 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 kn_wn 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
prefarred. Howey (1980) has offered the following definition:

School-foc: -#d in-service can be defined as those continuing education activities

which facus upon the interests, needs and problems directly related toone’srole

and (esponsibilities in a specific school site. These forms of in-service focus not
only on ind.vidual 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)




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 Guestion of whether
busy teachers in schools are ab}. 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 staf’s on a continuing basis. While school imp1. .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 wiil 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 practica' and class~oom/school specific,
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® fe'low 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 2: to how essential it is that all staff be involved in identifying
objectives and tl.=n 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 ofa coordinating committee in this school was
seen asessential. 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 teachiug 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.




The ke y 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 /. (1981)
suggest<d 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 aeliberations. 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 sctiool 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 have asscce=d 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 to how it might
operate, the initial task of the committee under the leadership of its convenor
will be to determine how to izivolve 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 demonstrate support for the committee,
it will be essential that committee membeis 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 we.e 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 et al. 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 sck Ul as a whole.
They should also be ask- 1 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 niight 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 I1, 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 =1 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 closer ties with
their communities and to establish school-cc.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: schnol 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
improvemen®.

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 thau 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 thz 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 of a more personal
kind (e.g young teachers stil' 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 schooi-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 considerzble 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 be a 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 p-ograms will be greaty enhanced if results of a _‘aff 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 itcelf. As Gress and I. colleagues have said: ‘Staff
developnmiid for changing school climate is concerned with participant
expectations . . It s the changing of expectztions 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 i.ard 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 wurth citing Joyce and his colleagues (1983) once again. Arguing that
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.¢ 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 (¢.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 attempta 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 stzff 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
possihle for individual staff to go to courses already 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 numoer of staff
mught 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 asscciated 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 gre:ter 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
schous, on ti:e other hand, are members of a complex organisation where
there is a high les el of ‘structural looseness’ which may contribute to a low
level of goal consensus, making it difficnlt to establish school-focused
development programs.

Finally school staff should not be misled about the dernands 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 ‘eterson 1980). The workload demanded is, after
all, very high if the program is to be successful.
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The professional development of teachers is related to achieving professional
growth and motivation for continuing renewal of knowledge skills and
cc-upetencies of teaching and instruction.

PROFESSIONAL DEVELOPMENT
THROUGH SUPERVISION

Dawn M. Thew

This paper explores the classification of the professional development needs of
teachers whch vary considerably in relation to developmental stages of a teacher’s
career Teachers may have induction needs, extension needs, refreshment and/or
conversion needs It 1s essential o ensuse that supervision by sensor staff takes account
of where the teacher 1s at and focuses on a collegial/sciool-wide program in planning
professional development  The supervisor of such programs has the added
responstbility of burlding upon the confidence of teachers through good interpersonal
relations and establishing cooperative partnerships to provide a structure jor research-
ing one’s own teaching, using evaluation as g Seedback mechanism to facilitate

a systematic change in professtonal performance as the outcome of such collaboration
offered for professional renewal

In its Bicente:.~ial Report on Education in 1976, the American Association

of Colleges for Tea her Education captured the essence of the task when it
ciauned that

Continuing professional development ceachcs beyond the support 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 1s the development of professional
teacher scholars, capable of high levels of diagnosis and prescriptions;
coordination of the nstructuional effects of other professionals and para-
professional associates, and exercising leadership in school community and the
profession Conunuing 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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® o assist teachers to become professionial educators, expressing
autonomy in decision-making, accountability for learning outcomes
and personal satisfactions of involvement and commitmert ir: helping
relationships with children.
From a situational analysis Power (1983) has indicated the differing
developmental nec 's cf 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 Needs
- 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 Ner .
- 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 Jf excessively repetitious professional expenience (¢ g same post,
same school, similar type of children).
4 Conversion Needs

- period prior to internal redeployment

or

- period prior to external redeployment

or

- period of anucipated promotion

or

- period of ante-retirement.

All of these needs may be 1dentified as applicable within the school staff at
the same time. The selection of professional development activity and the
supervision of teachers in the school mu-t take account cf where the
individual teacher is at.

Communication, management and social skills are required skills for all
teachers, and professiona! 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 1973).
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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 is generally more effective if it occurs in small work groups
especially if changes in behaviour and orientation are expected ov ~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
sbecialised 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, 2t 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 asbate. (Power 1983, 10).

The selection of staff to act as consultants or .0 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 in any professional development
project by virtue of their extensive experience, expertise or responsibilities.
Such a leadership role in professional development activities dues however
still requile the obiigation 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 of assessment,
or as sometimes expressed in popular terms as ‘snooping’ on staff.

Any professional development program should build upon the confidence
of the teachers, challcnge 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 Lehavioural 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.

Skalls 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 achicved.

Programs should thus have clear 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 adaptied 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. Inthe area of interpersonal cmsiderations 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: f. Concepts which are operative in achieving this refer to establishing
a genune parinership for the professional development tasks planned, being
able to delegate responsibulities, involving the participants directly in all facets
of the program or activities planned, being open to new 1deas 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 grecter objectivity in providing feedback can be
obtained. Indirectness of approach for example leads the teacher being
-upervised 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 reiationship relies on a
mutual sharing of ideas.

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.

In implementing strategies for professional development programs the
principles to consider include the variety of modes of observation, such as,
ur of tape recording or video recording, checklists and th= 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 teamns 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 (asks 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




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 Ly 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 e al. 1973). Sharing
interpretations is an essential component of feedback to resolve disagree-
ments, acknowledge problems, determine priorities, plan alternatives and
to agree tonew 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 mterials to assist in their i
acquisition and practice. The Sydney Micro-Skills Series No. 1 to 5 outline ‘
a range of specifically focused teaching skills for «cachers 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; explaning;
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 compo.ents.

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 ly
applicable in the supervision of qualified teachers. The roles identiued as
being interrelated in the supervision prc 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 by partners 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 making a significant impact
throughout Australia on the improvement of the supervision of beginning
teachers. It ishoped that this material will be used more widely for meeting
inducting needs of beginning teachers ar.d the renewal/refreshment needs
of experienced teachers, as well as for those who find themselves in the
superintendent/supervisor role.

Of special attention for superintendents/consultan.s from the material
would be the roie 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 supervis.on so that ‘supervision encounters
could be sharply focused in purpose and task, based on close 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 (-p12-13).

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 ob: .rve 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 concentrat=d 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 illumninates a range of strategies to ke considered in overcoming or
raodifying 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 firther their own competence
and autonomy over time (France and Wootton 1582). Self-evaluation should
therefore begin by defining what th.e *= .cher wants to have happening in the
classroom, then by working out means by which these wanted 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 accountahlity within a total school perspective.

The conflict between the du2’ ~ffacilitator and evaluator is a perennial
one for superintendents. The :valuation car- ... ¢ssened by a skilful
supervisor, Teachers are mc 2ned whe: ey are unaware of the
criteria by which they .l be | 4 or they i; :rently do not trust the
evaluator’s ability to be fair. These concerrs can e alleviated by involving
the teacher in the evaluative process by sharing in the evolving of the criteria
and by basin the evaluation on objcctive observational data shared with the
teacher. This process avoids cross-purposes (Acheson and Gall 1980).

140..

A,




There are also specific areas for professional development which should
be considered for those in administrative positions as superintendents. These
areas aie:

(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 teamnwork and leadership;

(4) skills of democratic discussion in both staff and group meetings;

(5) expression ofnew ideas or plans with clearly stated aims and objectives.

With the emphasis on professional development programs for 2/ 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 alegitimate 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 pro.:ssional
educaors, 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 learming and school-based
expertence, calls have been made for a more integrated approach to professional
development which establishes the learning communuty of the school as a major
context for professional development and the collegial relationship of staff as the
principal medrum for professional growth This paper examines the implications
of this approach for the principal In addition, 1t examunes the professional
development needs of principals and the problems inherent in ensuring that the
principal 1s in a position to more effectively fulfill the role of staff developer within
the school

Teaching ability grows when the teacher 1s a deeply engrossed student
(Chall 1975, 172)

Approaches to Professional Developrient

Even a cursory examination of professional developm.ent 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 zentres have largely been responsible
for program conitent, 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 1s 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
asoppressive, 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 (Luche 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

itoften is, abilities to give kecome drained. With the depletion of energy comes

fatigue, frustration, apathy and defensive behaviour. (Rogus andMartin 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 ..id 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/ner 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/he: 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 stafl developers within the school.

Klopf (1974) suggests that principals who choose t0 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 staffto
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

setung The school must be seen as an instrument for improving the quality of

the life of the person as well as the whole human commumty (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 consumers 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 uloneness of the classroom by encouraging
teaming and developing attitudes essential to working effectively together
‘the prircipal’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) Durector 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 1n a hundred different ways for a question to emanate from
teachers. [t 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 anc functions in a climate of ‘reflection,
growth and refinement of practice
The way to ensure that a teacher becomes a deeply engrossed student 1s to allow
and encourage the teacher to 1dentify 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 fostering 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. Sarctning 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 teacbers te participate in a range of schcol activities.

6. Evidencing Avaslability and Approachability. The principal needs to ke
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 Enterpnise. 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 anuounced 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 famiharising hersclf 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, educatonal bodies, ¢«
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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 =xpertise 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 faztors
which may constrain the Australian school principal from developing the
nonr:s 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 incerpersonal 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 compeience
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 pos-ess’ (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 qrowth. He
concluded:

It is assumed that a good teacher should be successful when promoted to the
prircipalship 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 training in the skills needed 1o 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-ci;,” ;. ~2nt spent more than 50 hours (Chapman
1984, 38) Yet despite this extended work period Duignan found many
principals frustrated at simply not having ‘ume’ 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 ¢ 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 Vice-Principal at which time he/she serves with the
Principal and Vice-Principal in an ‘Educational Cabinet’. Stafl membezs 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 a..iieved wi hout 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 states and 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 Boyd 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

Marelle Harisun

Curvent practice in South Australian schools in professional development links urth
curniculum and organisation development in ‘School Development’ A survey
(1ansun 1983) showed that more than one-third of SA schools were implementing
year-long programs of School Development These progiams integrated the needs
of the whole school community, small groups, mdrorduals and networks unthin
and beyond the school Frunties were implemented 1n a plan funded by the
appropriate Projessional Development Commuttee  Curnculum development and
implementation was seen as only one focus for professional development within
the school

Thas approach has been extended across education :ectors since 1994 Mast schools
now adopt the School Development approack, funded or not,

Key resources have been a facilitatiwe, adult educator’ prnaipal, advisors/
consultants/super:ntendents of schools working as process consultants Sfor whole
school change, time and ttme management, and coordination of education system
resources. " ithin school time and ¢-tra negotiable staffing have Sacilitat+d the
growth of u«s 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 usuai initial response
wh . ed ‘What prcfessional development activities doe« your school
comn.uaty become involved in?, was ‘We don’t do much professic,,ai
development in this school’. Several pages of notetaking later the comment
was, ‘We’ve really done a lot, haven’t we? But curriculum ~cvelopment has
been our major focus - and I can’t see how you can separ-.e curriculum from
professional development’

The basic assumption of this discussion is that ct rriculum processes are
undertaken by people, people develop professiona'’y as they engage in
curriculum processes, and that one purpose of PD is to carry out curriculum
processes for iniproved classroom practice and learning outceornies. 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 itscomn .mty, PD for curriculum needs a broade: 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 way~ 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 indude
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 0’ 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 changes
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 RAND
study (McLaughlin and Berman 1977), thereis 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 1984, 1)
In the above mentioned survey of PD practices 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

149




In approximately one-third of sample schools, PD was organised in a one
year plan, catering for most or all of :hese participants, in a deliberate,
systematic, long-term, school-initiated and school-controlied approach called
School Development.

In SA schools, the most frequent focus of PD activities was tic school’s
curriculum and associated processes. Interpersonal processes (relating,
communicating, making decisions, self assertiveness) 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, Schoul Council, and parents undertaking a
Leamning 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 usec 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"100l 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 initiat ves. The Area Director is responsible
for allocating negouable 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, 1t 1s 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 1978;
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Mari 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 Jor 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 kave 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 implemcnting 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 t2rm possibilities for action were identified
from collated suggestions. Volunteer groups carried out action planning or
developed proposals, while a PD committee coordinated the whole opcration.

A Special Education Subport 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,
thzy 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 and 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.




Some benefits and problems
Benefits of school community involvement :nclude 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 ¢ al. 1978) suggests seven stages of teacher concern
when implementing new classroom practice. Appropriate strategies be‘ng
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 curriculum area to provide relevant reading on the topic.

Developing understanding
Once teachers have some knowledge about a new practice, they usually feel
‘] know a little about 1t, 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,

153

_A5e




¢ 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.

Personal concerns
The next concern is ‘How will this affect me personally?” Most of the above
strategies cz1 assist. The person may also need:
® aregular 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
successcs, to boost self-esteem

Management concerns

Once a person has begun a new approach, thic next concern is ‘Can I ma-.age
the materials, time, and classroom organisation to raake 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,
¢ timeiabling 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 strategues, the indiv idual can be encouraged
1o
¢ write an evaluation or case study report for discussion ana feedback,
® conduct discussions with peers in . support network to improve
practice,
¢ 1dentify ‘crincal friends’ or ‘mentors’ as sounding boards 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 ReceptionYear 7 country school, staff involved the School
Development adviser as consultant for PD. Each teacher identified some
aspect of their classroom practice about which they waated objective feedback
or desired discussion. A contract was negotiated with each person,
appropnate 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 interactions,
educational philosophy underlying practice,
teacher Iibrarian support for classroom curriculum,
peer group teaching implementation

Most of the SD adviser's work used the dlinical 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 moving into further stages.
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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 indindual

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 frorm their work community. The school community rieeds to ‘own’
the individual’s action, even if others are not doing the same, and provide
public recognition and positive feedback. Individuals do not changs 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 2 secondary or Reception-Year 12 school, the faculty group can:
® usc faculty meetings for PD,
® visit another schoo! as a group, to see ideas in practice;

® attend an inservice activity together, so censequent decisions are based
on common experience;

® spend ablock 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.
® vyear level planning meetings and ideas exchanges,
® team teaching or tutoring;
® group visits to classrcams (inter and intra-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 Pirie district schools)
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Curriculum 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 inaintaining 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 madequa+*c group/curriculum process skills.

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

¢ sharing the task of curriculum documentation,

¢ pooling/sharing curriculum materials;

* 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 2 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 multicultural education) This form of resource pooling
supports long-term 1mplementation
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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 whenzver possible;
being aware of available resources and coordinating them for school
needs;
sharing responsibility for imp.cmentation with a key teacher or
Professional Developmen. Commuttee 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 actwities. 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 1s needed if PD is to adect classroom
practice, a long-term task.

Resources and approaches considered necessary for more successful
professional development were conside.ed 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 1n a long-term contract to assist
the school to achieve its goals and prionties,

school set PD prionities,

heginning with a needs assessment,

obtaining an annual PD grant,

ability to relcase groups for blocks of ume,

PD negouable staffing, able to be used flexibly,

receiving positive feedback within the school,
an ‘adult educator’ principal,

inservice 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
astaffresidential 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, scheols 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 n better
schools.
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PROFESSIONAL DEVELOPMENT THROUGH
SCHOOL LEVEL EVALUATION

Neil Russell

Evaluation 1n Austrahan schools 15 something of a growth industry The removal
of school inspectors from some government and non-government systems, the
increased responsibility of teachers for cumculum design and assessment of students
and the wave of new undergraduate and graduate teacher education courses in
evaluation in tettiary institutions has created pressure for new roles for classroom
leachess.

This paper briefly revews changes to curnculum evaluation policy and practice
for Australan teachers and presents practical procedures for school level evaluation
based on Australian research findings

Key characteristics of evaluation procedures of use o classroom teachers are descnbed
in terms of evaluation planning (roles and management), implementing the
evaluation plan and handling evaluation outcomes The evaluation charactenstics
enable teachers to form a_framework for planning and 1mplementing 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 ~f 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 = provided.

Evaluation

The Oxford Dictionary defines cvaluation as ‘the act of evaluating’ and &%
evaluate 15 “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’ n an education context are contentious and have varied
considerably in the last twenty years

Some Changes Influencing Teachers’ Evaluation Roles ir. 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 thcse ends, the federal government made available funds
for a variety of educational mitiatives; administrative structures were
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changed, with greater power and responsibilit; for the curriculum being
given in schools. Although not initially recogmsed by all state and federal
education authorities during the early seventies, this responsibility incluc.ed
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 wa+ =vident in
newspaper articles and press releases by both state and federal pohticians.
Hughes (1980, 1) identified this as a paradox and contrasted optimism for
the future with pessimism about the direction 1n which education was
heading.

Moves Towards the Teacher as Evaluator in Australia
(19505 to Mid-1970s)

Loosening external controls on schooling and the concomitant shuft in
responsibility for curnculum decision-making away from central authonties
and towards schools was a major step in preparing the ground for giving
teachers ; eater responsihilities in evaluation. However, the degree of
movemeiit 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 exiernal control methods were found to be limiting if progress was to be
made in developing the professional skills of teachers in the curriculum
development and evaluation areas (Power 1983, 1) In this area oolicy changes
and mitiatives to increase responsibility for school level curne  m decision-
making were in advance of the skills and knowledge of teact -, 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, partcularly 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 whatevu the curriculum rdeas and

matcnals 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 curnculum matters, then they also
had to take greater responsibility for their deaisions. In other words, teachers
must be able to account for and, if necessary defend the curricujum decisions
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they were making (Fensham 1980). To this end, school level curnculum
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
examunations and the role of the inspectors combined to inhibit a wider role
in cvaluation 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 skill 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:cd for such a list
has emerged from the bewilderi..g 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 hst of evaluauon processes foi teachers as
evaluators from education department policy statements and r«search
information available,
* second, by asking teachers and school principals to review the initial
list to use 1t in their schools, and suggest modifications;
® third, by examining the school level curriculum evaluation reports
prepared by 50 final year teacher education students enrolled n 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
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(1976). The essential differences are the purpos:s 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 tcachers 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 of a curriculum
evaluation program at the school level.

The first process relates to the ‘why’ and ‘wha issues planning school
based evaluation. T}.e second, to the ‘who’, ‘hiow’ and ‘when’ issues. The
third, to the skills 0. carrying ou. the evaluation and the fourth to dealing
with the evaluation outcomes (both anticipated and unanticipated).

Discussion of the Individual Processes

cess | Evaluation 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 Jater in his paper).

Describing the issue or area to be evaluated assumes that the scope of the
school-based evziuation 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. Ifthe purpose of an evaluation 1s to improve teaching and learning
and is of a ‘collegial’ type involving teachers in control of the evaluation
process, then teachers can make reasonable assumptinns 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 authonity, 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) Idenufy likely opponents to the evaluation - and attempt tc meet
objections.

5(E) State the mouves for the evaluation (why 1s 1t being undertaken now).

6 (F) Idenufy the intended audie:ces for any evaluation reports.

PROCESS II EVAL'JATION PLANNING

- ROLES AND MANAGEMENT

Eiements .n the Process

7 (A) Identify the personnel of those participaung in the evaluat:on

8 (B) Identify the roies of any outsiders to the evaluauon (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 17" . EVALUATION PLAN

Elrments in the Process

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

12 (B) Use safeguards to ensure that school-level information 1s reliable 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 in the Process

15 (A) Prepare reports in a form suited to the intended audience

16 (B) Identfy the decisions that the results of the evaluation may contribute,
to

17 (C) Identify the advantages and disadvantages of the evaluation prucess

| 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 differences between the purpose of an evaluation and the
motives for undertaking it. Ata Catholic secondary school the staff decided
(in 1980) to conduct an evaluation of th« elective modern language program
for years 9 to 12 in order to improve teaching and learning. On the face
of it this purpose appears clear and relatively uncomplicate¢’ Sume probing
as to why the evaluation was being undertaken at that tirne, reveaicd that
the number of students taking the elecive program had dropped in two
years from 138 to 27 and several staff positions were in jr-wardy.
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Information of . his type would make one suspect that while the stated
purpose of an evaluation may be improvement oriented, 1n some circum-
stances thc motives of the evaluation proponent ma: be 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, 1t 1s
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 complamnt 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
mitiatives attempted, and being more focused on just what information was
required to achieve cvaluation goals The other aspect of time 1s a
management concern The last few weeks of term I11 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 1s 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
1s endorsed by all education departments then provision of this type will
have tc 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 plannirg, marking
or reading would be reduced. For most schools the main cost 1s 1n time
taxen by personnel, and the cost has to be measured 1n terms of what other
activities have to be foregone.

To sum up, identfying 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 tume is an important consideration that
should be taken account of in earlv planning stages of a school-level
evaluation.

Process 111 Implementing the Evaluation Plan

The nature of information-gathering methods used for a particular schiool-
level :valuation will depend on the purposes of the evaluation, and the
know! -dge and skill of those involved. Techniques such as unobtrusive
meas res, participant observers, and open-ended interviews offer a general
form: t that have been used elsewhere, but will differ in specific format from
scho !l to school. Instruments that have been carefully planned, trialled and
validat~d elsewhere are available for use when comparisons with other
programs are called fr. ‘Home-made’ instruments (test, scales, interview
schedules, surveys) that have not been tried out systematical'v prior to the
evaluation can also be used with a specific school.evaluation 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 tobe valid, the results of the procedures should
reflect accurately the program or area being evaluated This means that
data-gathering instruments shou. 1 be appropriate for the purposes of the
evaluation, and the overall approach to the evaluation should address the
key questions posed 1n 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 eval'.ation information 1s a matter of vital concern to all
those mnmvolved with a school-level evaluation. It 1s unportant that
agreements enfered 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 Qutcomes
The form of ¢valuation report should be designed to communicate to the
relevant audience In this regard, reports in some cases need not 1~ reports
in print form (or of the telephone bo k size witnessed in some schocls).
Reports can be oral, in audiovisual format or written, and could be fornial
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 1s
necessary to identify which decisions need to be made and by whom. If all
of those with a stake in the =valuation results have been inciuded 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 the processes identified in Table 1 can be achieved
with appropriate support.

The ACT policy cn 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 urdergraduate B.%d. 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.
Overhalfof 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 ume 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 comzpetencies to be
reviewed in a realistic school setting.

To determine whether the evaluation processes could be achieved 1n a
school situation, students are required to conduct a school-level curriculum
evaluation as the main assessment requirement of the unit.

The assigniaent 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-
ievel 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 repoits clarified the issue
or area to be evaluated with sufficient clarity to be comprehended by
someone not involved 11 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 evaliations obtained endorse.nents
from stake holders in the evaluation. Those endorsements that were
obtained were informal 1n 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 n each evaluation This factor may have had an eifect
on the rather narrow information gathering methods used 1n 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 1n 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
mot;ves 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 learming) and th« personai
motives of some proponents
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Motives revealed by the evaluation proponents can be dassified into four
types

(a) problems with existing arrangements (14 cases)

(b) trial of a new progiam - 1equited as part of the implementation
negotiation (11 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 cxamined, evide nce of at least three of the five
elements were observed in the cvaluation process. The major problem
which became apparent in reviewing the use of the process was 1n the area
of obtaining endorsement from stake holders in the evaluation. This area
of negotiating and obtaining agreements, 15 poorly represented in the
CCAE course and will need to be strengthened

Process IT Results

Personnel involved in the planning of the evaluations varied 1n size from
a group of twoto a group of twelve. Parents were histed in three of the forty
planning groups and the principal in eleven In eight cases, teachers who
had a stake 1n the evaluation were not included in the group planning the
evaluation Interestingly (and predictably). people concerned with these
eight evaluations are not having difficulty 1n implernenting the findings of
the evaluation

The amount of ume necded for each cevaluation 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 evaluation The observation that teachers believed that
school-level cvaluation was very ume-consuming has been made in
previous studies The eatent to which time needed for a school-level
curniculum evaluation has been underestmated The imphication of this
finding is that the concept of whole school evaluation becomes even more
problematic than has previously becn suggested

The mean predicted ime for an evaluation was 10 2 hours whereas the
mean titne dlaimed for evaluations was 34 hours  Even taking into account
the possiility of students inflating the ime spent to 1npress therr lecturet,
the commutment of ume is considercble Teachers and their principals need
to be able to order or re-order prioriaes to enable teachers to be reheved
of some tasks while evaluation work 1s in progress

The financial cost of ev aluations to the teachers in terms of cash expended
was quite low with the median cost of $10 The only expenses incurred were
for pnnting. some transport costs and small amounts of tvping In <ome
casesall expenses for printing. tvpiag paper and other materials were et
by the school or completed as routine school business Major expense could
he involv edif teachers were replaced from all teaching for a period and relief
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teachers paid to take thar classes. (A relief teacher 1s paid in the order of
$120 a day)

Only 1n one case was the evaluation report intended to be sent outside
the school. In this instance, the purpose of the evaluatien was to satisfy the
requirement, that for accreditation purposes It was necessary to
demonstrate that an evaluation had been completed E.ery other evalua-
tion report was *:«wended for all teachers in the school

While therc might be an argument for keeping all staff informed of the
results of all evaluations 1n the school, it 15 difficult to see all teachers
showinginterest in an evaluation of an electronic music course cr a home
economics course for English-as-a-second-language students In these cases
a summary sheet of key 1ssues and findings would suffice, with a more
detailed story available 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-esttmated Involving all the stake-
holders in an evaluation process 1s obviously time-consuming ard at times
requinng considerable negotiating skills and patience It may be necessary
to review aspects of the pohitics of evaluation 1n schools in order to improve
the skills of tcachers 1n this area

Process 1T Results

The gnestionnaire 1s not exactly monbund as far as being used as a method
for gaining imformation for school-based cvaluation 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 tnal or validate the
questionnaire with stake holders. ar.d only one group reported ir: a formr
that suggested that they had attempted to relate survey information to other
information collected. As has been noted 1in other evaluations by teachers
the questionnaire was over-used as a techn:que and the actual construction
of the questionnaires rather haphazard

In thirteen cases, at least five separate methods were used to gain
information While this diveraty o! information gathering contributed to
these four cases requinng far more ime to complete than the othersin the
sample 1t also contributed to the collection of more valid information and
more satisfactory reporting procedures

There appeared to be some reluctance on behalf of the evaluators to
consider samples of various populations in which they were interested Each
of the forty cases reported that they had attempted to obtain information
from all students, parents and teachers imvolved in the 1ssue or area under
consideration This move tnay have beon motivated by internal pohtical
considerations, but it alvo adds to the amount of tiae necessary for the
analysis of results which was the main complamt of the evaluation

1/1
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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 uver the release of intormation. There was obviously
considerable sensitivity to this issue and 1n 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 demonstrated in half the cases reviewed indicated that
this element was considered by this group.

A difficulty in judging whether this process was being used, was that in all
casesbeingreviewed, 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
mmvolved in the evaluation is more problematic In most cases teachers not
involved directly with the area being evaluated could recewve a brief
surnmary 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 element of the evaluation process The ten reports that did not
demons:race this process did no attempt to present findings in a form that
could ke easily interpreted by tcachers and parents

In presenting findings, all cases presented a summary of decisions that
neeaed 10 be made to improve teaching and learning or enable account-
abilily 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 hmitations
of evaluation procedures used, appeared to find little favour with the
participants 1n 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 (he 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 1n 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 1n most cases s.me
care had been taken to present findings in a form that a ctake 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 reason.bly 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 1s familiar with the set oi processes
1t should prove possible to move rapidly to a general summary of an
evaluation

The advantage of this technique for teachers 1s that thev can quickly
review the evaluation of others With this information it 1s possible to
integrate this knowledge into their own evaluation needs.

Second, the processes can be used by a teacher n designing a school-
level curriculum evaluation The elements within each process present a
checklist of factors that may need to be considered Forexample, in process
I11, the control over the release of information may be an important factor
n reducing the opposition of some teachers to the evaluation commencing.
The processes may also be used to indicate alternatives In the case of
process I1 the role of any outsiders needs to be decided Thus 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 1s the range and
complexity of issues that need to be resolved and a framework or directions
for improving the proces:,

Third, the processes facihtate companisons of the policy of education
authonities with school practice For example, the ACT pohicy suggests that
parents should be participants in the whole school-level evaluation process
{ACT Schools Authority 1982) In the forty cases completed parent
partiipation was conspicuous by its absence
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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 in 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 endorsemer.t 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 Jarge number of case studies, the functional relationship
would warrant theoretical attention.

The framework presented in the form cf a list of processes has been
developed o*era penod 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

Curniculum materials can he a most important ehicle for the profossional
drvelopment of teachers 1o an increasing extent teache . are being encouraged to
decelop matenials at the school level 16 undertake thys task skalls of matenals
analysis and curriculum design are most important There are also umportant shills
involted in implementing curnculae u hich haie heen deceloped by eternal agenaies
These skills iclude planning and schedulng shills and @ w illingness to monitor
and evaluate actizities

Introduction
Hoyle (1982) has used the terms “restricted professional” and ‘estended
professional” to express the differences between highly competent techmaans
and teachers who have a wider perspecuive of the role of school, commumits
and society. Stenhouse (1975) argues that the professional eacher 1s one who
has a capaaitv for autonomous self-development through systematc self-
study. However, he ts using “self-study’ not 1n the tradrtional sense of
professional reading and enrolling 1n further education qualifications, but
as self study of a teacher’s dassroom planmng and performances

Teachers have the task of developing. implemenung and evaluating
curricula o use with children 1n their respecine dasses The term
‘curticulum’, as used 1n this paper refei« to all the expenences the learner
has under the guidance of the school” and 1ndudes the influences of teachers
and fellow students, and the use of speafic curniculum materals The
professional teacher 18 aware of the influences of these different factors and
plans the dailv actinaties <o as to maxunise thetr unpact

In parucular. curniculum matenals are of major unportance and in this
paper attention is focused upon how materials developient can foster the
professional skills of teachers  Gough (1983) argues that  maternials
development provides the medium - the tangible expressions of dassroom
action At the school level, individuals and grouy, of teachers can become
very imohved in matenals deselopment Ieis meamngtul to them because
they are producmg concrete objects to overcome percenad defiaenaes in
their school resources In so domg. they experience and learn to refine the
skills of the curriculum planner Once matertals have been produced and are
avalable for use in dJassrooms they arc imvolved m a different set of skalls,
nameh those of the curnculum dissemminator and implementer These
actnites of development and muplonwntanon do enable teachers to test ideas
OUL N practice
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Developing Curriculum Materials at the School Level

Curriculum Materials

According to Gall (1981) ‘curniculi'm materizls’ can be defined as “physical
entities, representational in natur _, which are use| to facihtate the learning
process’ That s, curnculum matenals 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 and pas no instructional
significance in itself For example, a comput=r program on ‘Settlement
patterns in Australia’ rmght be contained on a aircular floppy disk, 18 cm
indiameter Itis not until the disk 15 inserted nto a microcomputer that the
representation of setlement patterns s achieved and can be comprehended
Ly the viewer. The ‘representauonal’ aspect of curriculum matenals 1s alsc
useful to consider when distinguishing between other materiais which are
used 1n a teaching situasion such as paper, pencils and biros, scissors These
materials do not represent anything else and so cannot be classed as
curriculum matenals

It can be argued that curnculum mateaials - the ‘tools” by which a
teacher can motivate students, as well as prov them with maximum
insights and understandings mto the topi/pro being introduced Tae
resourcetul teacher will use di ent carniculun 1y pes of lessons for specific
topics and for particular groups of students (sce Figure 1)

It s by using curnculum matenals that a teacher can _et the optimal
learning conditions or *best fit 1or particular students Cempatbility with
studentinterests and levels, and - fore maximum learning, can only occur
if the teacher 1s watchtul to pro.ide appropriate curriculum matenals In a
very real sense then, teachers can only achieve effective Icarning levels in their
(lasses if the curnculum matenals (tools) are appropniate

From the students” perspective, g variety of curricule = matenals enable
them 1o choose the materials which best st their learnin,, styles: They may
or may not be attuned to their teacher's style of presentation Curriculum
materials provide alternative forms of instruction which can reinforce and
provide new maghts and directions for the students For partcular activiies
which require students to initite the learning tasks to be undertaken (for
example, ininquiry/problem-solving). the role of curnerlum matenals
becomes even more important. Students in this situation need to be aware
of sourcc . of matertal, but, more unportant, thev need to be self-aware of
the tpes of curnculum mateniels which hase facihtated their learning on past
OLCANIONS

The above perspecives night appear (6 indicate a certain determimsm
by icachers and students in thew use of curnculum matenals To balance the
piceereatshould also be ponted out that curniculum matenals can gaeatly
influence/determine the acovities of teachers ind student- For example, the
content and vadue stances mdvded in many teachers” guides (and by default,
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the con:er.t and value stances which have been deliberately excluded), can
determine very greatly what tezchers 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's, spectfic 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 mater;als is ava lable
in a class, it 1s highly likely that a studenc’s perspectives on a specific topic
will be narrowly channelled by the predilections of the producers/writers of
a particular set of curriculum materals

Figure 1. Overview of Lesson Types

Uscof 1
Type of Lessons Teacher acuvities Student Curnculum |
Acuivities Matenals |
Lecture Teacher talks Listening, Low
Note taking
Demonstration Teacher-directed  Observing and/for  Medium/High
partwipatng
Discussions Teacher-directed Listening, talking, Low
note taking
Practice dnlls Teacher-directed Note taking, Low
writing
Problem-solving, Teacher and/or Seching out High
Inquiry student-directed information
reading
Role-playing, Teacher and/or Acung out roles, Medium/High
Simulation student-directed listening,
Games producing items
Computer-assisted  Teacher and/or Inputing data, High
instruction student inttiated analysing . rds

Opportunities for Teachers to Produce
Curriculum Materials at the Scheol Level

Teachers can and do become involved in a range of curriculum development
actiities at the school level Several recent studies (for exampic, Cohen and
Harnison 1982, Hyde 1984) indicate, however, that the production of units,
work cards and t  “ing aids 15 often a preferred activity by teachers

It can be argued that there are several good reasons why teachers will opt
for the production of instructional materials Ore reason 1s that teac hers
value their autonomy and independence ani will prefer to undertake
curniculum development actrvitics which do not involve the use v external
consultants They arc expert in their knowledge of curriculum materials and
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so they can embark upon specific tasks, suc' as designing some concrete
materials for a particular teaching uit. Another reason 1s suggested by
Huberman and Marsh (1982) when they state that teachers thrive upon
‘recipe collecting and exchanging to expand their instruct.onal repertoire’
Thatis, teachers are highly motivated to develop ma. nals (for example, a
teaching aid) which their peers may have told them about and which was
successful for them Teachers are verv proud of their craft znd will always
be willing to develop and use scre different instructional materials if they
feel (often intuitively) that the new approach wll be more successful with
their class of studer :s.

Developing new materrals

Various authors have put forward guidelines about how small groups of
teachers might go about the task of developing new materials. Skilbeck (1982)
emphasises the need for teachers o 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 of all 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 teachers may need to undertake
a nurrber of activities, but not in any order - such as reading up on additional
background content, discussing alternative teaching appreaches for the
materials, cor sidering goals for using the materials, aftempting to write up
explanatory notes for the use of the materials, ar.dd ;nany other matters

Harrison (1981) asserts that teachers, if left to theic own devices, tend o
be ‘rrational in their actions and often rely upon memoies of past successes,
hunches and intwitions However, over a period of time, groups of teachers
will learn to regularise their activites so that they become better able to
identfy alternatives and to work out plaus of action

Malag adaptations to easting materials

Unfortunately, there are various constraints upon teachers developing new
materials. Timetables often prevent busy teachers from getting together as
ateamto plantheir activities Exhaust .n, 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 materzals are too daunting a task But
adapting existing .naterials 1s a much more manageable feat. For a start, there
are often commercial examnples readily available for Inspection in a regional
resource centre or hbrary Many statc education systems encourage
classroom teachers to build upon existiny sets of materials ir; the knowledge
that the production of new materials is often unrealistic in terms of teacher
tinie and resource costs
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In addition to simply building upon existing sets of materals, teachers may
decide to use materials analvsis schemes to gain a better understanding of
the properties of existing curriculum matenials and thereby become better
informed about which kinds of adaptations they might want to produce For
example, Piper’s (1976) scheme, as outlined 1n his book Evaluation in the Social
Sciences, provid=s four major components (goals, forrnat, processes and
outcomes) and *en sub-components to enable teachers to undertake a very
economica! but effective tool for analysing and evaluating curniculum items
or packages. An example of one of the sub-components 1s illustrated 1n
Figure 2 The use of materials analysis schemes such as this one enable
teachers to pinpoint what kinds of materials they v.2nt to produce, and 1n
addition, they can get very useful insights intc the skills of curniculum
development and the production of materials

Figure 2.
A Sample Category taken from Piper’s Materials Analysis System
| Rauonale ) YES NO |

(1) Is a rationale for the umt provided”

i (m) Is the rationale adequate in explairing
(a) the reasons for the choice of content for the unit’
(b) the educational pedagogical principles underlyving the
development of the umit?

i
i
|
i (1) Is the ration, ie clearly and convincingly argued’
i
b
|

i

[ f1v) Is the rational~ consistent with the aims and objectises of

‘ the umit?

I (v) Are there limitations/deficiencies i the ratonale nod covered
E n your answvers to the above question”

: Rating Rationale . .

{ o2 3 45

(After K Piper (1976) E;'alwlznn n the Soctal Saences CDC, Canberra )

Classroom Implementation of Curriculum Materials

Producing curniculum matenals 1s an important aspect of curriculum
development but v-til they are used with students n classroor.. ...'ations
1t is nossible to know whe. her they are viable or not As a general rule, a
teacher using a set of curriculum materials with which he/she 1s unfamihiar
wL. not make optimal use of them. All kinds of probleins can occur and, of
course, this will be exacerbated for packages which are very complicated and
comprehensive. Perhaps the sequence of actvities, or the time allocated per
actwity by the teacher may be too rushed or tov protracted Then again,
teachers may lack the necessary background to use the materials as intended
and consequently they may lack the confidence and verve i their presenta-
tion to the students The problems associated with usipg curriculum
matenals for the first firac can oceur for teachers even though they inay have
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been .nvolved in developing them It 1s never possible for a develper to
anticipate all the permutations which might occur n teaching a package.

Problems of implementation can be even more sernous for curriculum
materials which have been prcduced by developers external to a particular
school For example, the topics may not fit in with the existing syllabus; the
matenals may be too difficult o1 too easy for a particular group of students,
the preparation of corisumables, equipment and seating required prior to
using the materials may be too complicated and time-consuming These
problems and many otaers can confront the busy teacher faced with the task
of implementing a new set of curriculum matenials 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 implementatior:

Implementation of Locally Developed Curriculu— Materials
If a group of teachers has been involved in developing a set of curriculum
matenals then it might be assumed that they are designed for particular
classes of students and that the intention 1s to use them in the very near future
1t may be only necesscry for the teachers to check with each other about basic
assumptions and strategies they intend to use a: they go about the task of
implementing the matenals for the first tme. 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 objectives they intend to emphasise
However, no single group of teachers can operate 1n 1solat'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 ntentions, especially 1f it might involve:

® unetabling changes and room changes which ceuld 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, 1t would Le
very pohtic for the developers to keep the principal fully informed about the..
first efforts at implementing a new ret of curriculum materials The principal
may nced to take an active role if there 1s any likelihood that other teachers
at the school inight 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 curriculum materials;

¢ offering to demonstrate and explain matenizls at the next staff meeting,

Q 1;33

Aruitoxt provided by Eic:




ERI!

* inviting the principal to observe some specific lessons where the new
materials will be used;

® writing a brief report for -he principal after the matenals 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. Ifit is still used by teachers beyond that
period, 1t 15 said to have become ‘institutionalised’ This period of time is,
of course, a very crude benchmark as some teacl.ers might become very
expert with using a new curriculum aiter 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 1s desirable to evaluate impiementation efforts so that judgements can be
made about 1ts use or non-use on future occasions Some teachers might
aJree to have their efforts evaluated after they have implemented materials
for the first tme Others might object to this on the grounds that they are
still experimenting and becoming accustomed to the new materials, and
thereiore 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 ack-2vements;

¢ teaching methods (intended and actually used) and interacticns

between the teacher and students,

¢ l.ow the materials ‘were actvally used by the te: < her and the students
For a small group of teachers who have been closely involved 1n 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 involved in observing and rating each other on their actual
use of the new curriculum matenials. It 1s assumed that colleague ratings
would be accepted by all members of tie development group but this might
not always be the case Not all collcagues might be willing to sub.at
themsclves - chservations and ratings by their fellow teachers, and in such
situations, more rehance would need to be 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 of audio-taping and 1 :deo-taping
praced-ires A teacher can keep a diary of major happenings which occurred
in the implementation of particular lessons

Data on student achievements and levels can be collected by cacl.
individual teacher or by colleagres i the purpose of the evaluations 1s to
gauge student interest 1n the use of new curnicelum matenals, then checklusts,
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atritude scales and questionnarres might be used \  inatnely: 1t performance
standards are required then it would be more appropriate to use shpectiz e tests
and essay tests

Figure 3. Techniques Available to Evaluate the

~

:lassroom Implementation of Curriculum Materials.

College tniol-ement Checklists
Rating scales
Anccdotal reports
Observauon category systems
[nterviews
Questionnaires

Self cialuation Cheekists

' Diary entries
Questionnaires

Student et aluation Checkhsts
R.ating scales
Interest inventories
Attitude scales
Questionnaires
Nbjective tests
Essay tests
Star dardised testes
Interview

Mctenals ez aluation: Observation checklisgs
Infornial analvsis of materials
OR
Anahvsic using a publiched matcrials analyas
scheme, for example Piper (,976). Eraut
(1975). Gal (1981

The actual use of curniculum matenials can e undertaken by obsercation
checklists, and by samphng .tudents” workbooks  £is mught mvolve a smple tally
of matenals used or more detailed analyses of how students respond.d to
speafic matenals It would also be possible 1) combine data on actual wse of
» "aterials wuh data obtained from a content analysis (such as a materials
analysis scheme, for example, Piper 1976)

Implementaton of Externally Developed Curriculum Materials

Teachers at a school may choose to adopt (or are required to adopt)
curriculim materials which have beer. sroduced by external developers
These curriculum products tend to be quate substantial and might incdude
claborate teachers” handbooks, students” workbooks. audiovisual ads and
related charts There is adefinite need for explanatory statements about how
these matenals might be used Fxternal authorites producing these maie rials
often have a daunung task in disseminating information about them to
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teachers Explanatory notes can be msufficient to comey the necessary
informration. Workshops to famiharise teachers about a new set of materials
are a more successful approach but they are dearly more expensive and
time-consuming.

T a certain extent. the amownt of detaded communication depends upon
the intentions of the externa! developers If the curriculum materials are an
integral component of a syllabus or programme 1t s likely that the develpers
have very def.nite purposes n 111nd and would want to establish specific levels
of implementation. This 1s often referred 10 as a fidelity of use perspective on
implementation. Curriculura materials which are ted to a syllabus and an
external examination, for example, would contain details on spedific
objectives and content areas. An examination for students takirg the course
would reveal to a large extent whether the matenals were being implemented
effectively or not. In addition, teach r effectiveness with the materials might
be surveyed by subject moderators and superintendents/insg. ‘ctors visiting
schools and observi'.g lessons

Recent research approaches have produced some promising ways of
evaliiating teachers’ degree of implementaton of externally produced
packages, espedially those which are highly structured and imply a high
fidelity of use Hail (1975) and researchers have devcloped an ‘nterview
instrument, entitled Levels of Use (LoU) which enables an external
interviewer to pinpoint the level at which a teacher 15 using a specific
curriculum. Itis 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 instrument, calied a Stagis of Cuncern (SoC)
questionnaire, enables the interviewer to collect information at:out a teacher’s
concerns in implementing a curriculum As with the LoU, it is hypothesised
that there is a uevelopmental progression whereby teachers’ concerns develop
from ‘personal’ concerns to ‘management’ concerns to ‘student’ concerns.
The information obtained from these ins*ruments can be used for zrranging
personali ed inservice activities for teachers at their schools so that they can
achieve higher levels of implementation more rapidly.

The situation i1s more complicated for external developers who have
produced curriculum matcrials which are relauvely unstructured and non-
prescripuve Some curriculum packages contain very few instruciions for use
and 1n fact the developers have deliberately refrained from prescribing
equences or settings Some writers, for example. Berman and MclLaughhin
(1977), would argue that shis app.oach 15 more realistic as teachers will
1 evitably make modifications to a curriculum package to suit their dlassroom
snuation Mutual adaptation 1s the term frequently used to describe curricula
-/kich are modhfied for use and where the rlassroom environment 1s also
modified to enable them to be used For example, some part-umits i 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 1s 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 matenials
which have the potential to be implemented in many different ways No
standard criteria can be used, because each teaching situation will be
differert. A teacher might use some of the self-evaluation techniques listed
in Figurc 3 as he/she would be aware of the specific orientation which was
to be taken with the curriculum matenals. He/she could also select specific
tecl.niques to ascertain the achievemnents and attitudes of his/her students,
as indicated in Figure 3

Concluding Comments

Materials production can provide an ideal vehidle for teachers to acquire and
develop various professional skills associated with teaching. By being directly
involved in producing speafic kits or packages. individual teachers, or
preferably small groups of teachers, can experience all the uncertainties of
curricuium deveiopers 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 worth-while

experiences for teachers, especially if they are the outcome of materials they
have produced themselves. The planning necessary to ensure succcssful
implementation of curriculum materials requires sound public relations skills
vith other staff, scheduling skills and a willingness to carefully monitor and
evaluate activities from inception to conclusion
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PROFESSIONAL DEVELOPMENT THROUGH
PARENT-TEACHER-COMMUNITY INTERACTION

David Pettit and Yve Willich

1 he basic ratiomale for parent participation i schoal - the tmprotement of learming
outcomes for young people - frequently becomes frustrated by the prior concerns
of principals and teachers about the effects of participation upon their pwer
Teachers acknowledge the need for greater shills in personal interaction but are not
satusfred by many existing professional development progiams

This paper examines the efficacs of an inclusive approach to parents in a joantly
planned professional decelopment program, promoting shared ou nership and
equality of esteem 1t describes the program and the extent to u hich an inclusive
approach was realised

Introduction

This paper will use a case-study approach to examine 1ssues, principles and
strategies for engaging teachers and admunistrators in professional
development with parents and community members A brief introduction
15 followed L. a short review of what teachers’ atttudes appear to be both
to interaction with parents and to professiu..al development programs
generally. The case study frllows

For those parents whose own school experience was marred by trauma or
tailure - and for many others as well - there 1s little reason to feel <onfident
about relating to their children’s schoo! Yet in the last decode there have been
many initiatives taken by parent and teacher orgamisatior s, individuals, state
and federal governments and commissions that have espcused a much closer
partnership between parents and teachers The advantage of the partnership
are conveniently sutnmarised in the Beazley Report in Western Australia
(1984) It senubly acknowledges the present reality that schools are dornnated
by teachers and prinapals and calls for greater parent and comnmunity
mvolvemen: and partiapation i order to

® cnhance the education of children

® cnrich and broaden “he school curriculnn

® make schools more responsive to the interests and needs of propic they

serve

® make schools more accountable. and

® ncrease community politicai suppert for schools
Strnilar views ere expressed in recent Comnmonveealth, Victorian, NSW and
ACT Reports (Schools Commussior, 1981, Ministeriai Paper No 1, 1983,
Swan and McKinnon 1984, Stemle 1983) The Reports have highhghted the
dilernmas of changimg relatonships - the need for enabling rathcr than
limiting structures, the need to debate *who owns the currculum’ and
attendant 1ssues of power in and over schooling
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Starting Points for Professional Development Strategies

To say that power lies within the professional camp 1s not to say that all
teachers are hostile to sharing that power. Some may be. Manv others have
an inclusive view of their role which acknowledges the significance of the
context and the role of those outside the school Some teachers’ vicws ars
not vet developed To be effective professional development programs need
to take account of what influences teachers’ atutudes.

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 ef al
1974) The Bntish research instrument, a questionnaire. was adapted by one
of the authors in consultation with Victorian teachers Those parts relating
to professional development in the area of home s:hool 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 1n their schools and in therr
classrooms A Likert scalc was used to rate influence. as

1. no influence at all

2 only a httle 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 constrants
were expressed as a percentage of the school staff responding to the
questionnaire One hundred and nminety-four teacners from sixteen \'ictorian
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 responise rate. The best
teacher response rate (100%) was 1n the smaller state and catholic schools
and the worstn a large state primary (30) and a secondary independent
school {(45%) The «chools that form the sample are those in which a group
of teachers engag.d in upgrading their tcaching qualifications taught as such
they are a ‘random’ sample of upgrading teachers and their schools A very
brief description of the schools 15 given 1in Appendix B.

Responses are grouped to indicate the strength of influence from within
and outside the school, the weighting of constraints from ~utside the school
and teache,s” attitude to the need for professional development in general.
not speatfically in regard to home-school interaction Within school snfluen« e
consist of students and teachers in both teaching and administrative roles
Outside school indudes lay and educational influences experienced localls
and the influcnce of national and state organi .ations




Within school influences Within school influences on what 15 taugh: .re
generally the strongest. In the class;oom, teachcers 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 ir.formally. Within school
influences are, with very few exceptions the strongest felt on the classroom
and, ‘o a slightly lesser extent, on the school

The research invited teachers to state whether they felt capable of
reciprocating influences 1n the school, that 1s 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, 1n 69% of schools the principal’s
influence could be reciprocated 2= 56% the deputy principal (see Table 1
Appendix A)

Local influences and constraints lay Parents are generally seen as an influence
on what 1s taught but in most schools the influence of the School Council
is greater (see Table 2 Appendix A} Ii: many schools, the home environment
is seen as a constraint on teachers achieving heir aims as are the attitudes
and abilities of childrer. which are, 1n many teachers’ eyes, the result of
communal and family attitudes and backgrounds (Table 2)

There 1s a strong correlation between the data for the three disadvantaged
schools (A, E, N) where parent influence generally 1s low and the home
background and children’s attitudes 2nd abilities constitutes a constraint to
a majoniy of teachers

The influence of councils in state schools (on which teachers sit) 1s an
interesing phenomenon that indicctes thau the Beazley Report's
preoccupation with this issue was not misplaced

Local influences and constrarals educaton 11, no school was there any ‘definite’
local educational influences at work The f .dings are interesting ior
professional development They indicate that local CAEs. universities.
teachers’ centres, regional consultants and senor education officers have htde
percewved influence on what happens in schools or dlassrooms

The 1nf-uence of naton~l and state orgamisatrons The further from the schooi,
the more litited outside influences are perceived as being Only the State
Minister of Fucation (largely through Ministerial Papers and Reports) and
the Schools Commssion (througl. Reports and funding) had more than a
‘htel” influence

In summary, ability to influence lies close to the school, erther directly
vathia st and with cours:ls (in state schools) and/or parents
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Do teachers feel the need for professiwnal 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-service courses
is not a major constraint for a majority nor is geting 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 highhght
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 1n the priorities for
in-service provided by these teachers post primary teachers listed
‘Reiations with Parents and Community’, as their seventh priority from
a group of over 100 topics. In addition, both primary and post primary
teachers hsted ‘Human Relations and Communication’ as their 13th
priority.

2 There isarelatively 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 1n 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 inany changes
which are currently taking place in the education system In many areas.
the role of the school 1s 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 commumty perceptions of the function of schools Such changes
are particularly obvious 1n the arca of parent-teacher-student interaction and
the involvement of parents and stedents in the deosion-making process in
schools

Essential Principles for Professional Development Programs

Beazley acknowledged the Australian reality that 1n most cases power lies
in the professional camp, be 1t that of the bureaucracy, the principal or the
teachers In their interactions with schools, parents and the commurity
generally percerve themselves as having little power To clanfy the power
debate 1t is probably more helpful to talk not of mteraction but ~* ~wolvement
and particapation, reserving mteraction to describe 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 rnight to an action role 1n decision-
making over a range of 1ssues.

Professional development should address strategies for achieving
participation for 1easons 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 1ssues, 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 opimion’, irrelevance, ‘it’s
got nothing to do with us’, or ‘I've 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 pnnciples guiding intera: .on should be participative
The first principle 1s one of joint development of school-community agendas
-0 that issues are not seen to serve the interests of a particular group The
second principle that follows from this 1s 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 eguality, that people coming to decision-making are
considered equal in their ability to contribute to the debate In many ways
the third principle 1s the most difficult to substantiate 1in practice for reasons
developed below

There are three factors which largely decide whether the principles can
be achieved. Firstly whether those 1n 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 Development
Through Parent-Teacher Interaction

A professional developrnent course conducted by one author in Victoria will
be used to 1llustrate the practical implementation of the principles outhned
above The course was titled * The Development of ParentTeacher Interaction
in Schools’ and was organised as part of the state-wide provision of
professional development to all government and registered schools funded
by the Victonian In-service Education Commuttee (VISEC) The findings,
like the prinaples outlined above, ate applicable not simply to a course
orgamised on this basis but to almost all other formats Fifteen schoels
participated in this course which 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 exarnine 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 vel.

The initial concern in planning this course was that both pareuts and
teachers from paiticipant schools would be present so that together they could
be directly involved in the learning and the discussion.

Consequently participants for the ~ourse were selected on the basis of at
least one teacher/principal and one parent member being included in each
school teamn. This also ensured that parents and teachers were involved jointly
in the plar 1ing 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 scructure 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 know'edge
which was relevant to shared learning and understanding. Consequentiy the
first session was devoted to an outline of current government policy on parent-
teacher interaction This session also ncluded a discussion of the terminology
which is currently used 1n this area. This latter point is particularly important
as educators often use professional jargon and abbreviations with which
parents are unfamilar. Asa 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 uvailable to one another previously Following this,
groups consis'.ng of two schools compar.d their results and discussed the
outcomes of their questionnaires Two scaools were included in each group
so that both the parent and the teacher from each school would have a person
1n 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‘ag 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 criceria for success
which were given by the participants in this initial session were very similar
throughout the group. The major focus was on ach ieving 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,
te. that they had developed personally. Although most participants also
mentioned the practical developments in their schools, the overriding criteria
in the final evatuation was personal development.

The comparison and discussion of these goals led to a paralle! 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 sequence which may have
made the format more useful to them. This session further highlighted the
participants’ ‘ownership’ of the course by enabling them to centribute to the
program on the basis of their own needs for assistance 1n 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 actwvities were used to ensure that all members of the team
participated in the planning. In adcition, the provision of structured formats
for reaching team decisions gave the participants practical experience of
decision-making models to use i their schocls 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 famiharse
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 of the 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
~ommunication, 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 conceras. In addition, the formal avenues for parent-
teacher interaction in «chool (such as parent-teacher interviews, mformation
nights, school council meetings) were examined in turn, and guidcfines for
evaluating their present effectiveness in schools and 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 1n
the process, and to expose the participants to 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 maximurm gain from a session
there should be a combination of external inpu: 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 activiies where the outcome is the sole result of the knowledge which
ts alieady possessed by the group. It is equally unsatizfactory for the ‘expert’
to provide the only input in the form of ‘telling’ people what to do.

The interaction of external and group input ¢ n occur in several different
forms The group faulitator 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 ir 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 Followng this participants
used questionnarres 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
altemate personal approaches to conflit
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A second approach is for the facilitator to begir the session with an actwity
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 pzrticipants det.rmine the major areas
for input by the facilitator. An example of this app-oach was the parent-
teacher interview session. In this activity participant: were intially provided
with anonymous copies 0.  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 addi.ion they listed areas
where they required assistance from the facilitator to develop solutions.

Some Learnings from the Course

The professional development course demonstrated that it is most important

to consider carefully the structires 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 1s used to govern the initial
group reaction, these perceptions gov=rn the opportunities for individuals
to contribute. Frameworks czn be as simple as asking all group members to
provide one comment they have to offer to a discussion on a topic and one
thing that they ~ould lite to learn more about The discussion can then
address these requirements and allow for all people to contribute their
nformation. There are 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 u.ually only necessary for the miual sessions to break
e<tablished patterns or prevent people adopting overly dominant or non-
involved positions which once established can 1emam throughout the
interaction.

When a broad ownership of a project 's established from the beginning, it
is unlikely that the project will fade out If the problem or task 1s planned
directly in response to participants’ needs, critena for ongoing evaluation
are built into the program from the beginning Maintenance and evaluation
ot the nteraction can e seen as produc ts of the planning and initiation rather
than separate issues Accordingly, in planning the in-service, the essential
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principles for equality in parent (eacher 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 fir st 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 guizelines 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 >n and
future planning there were evident differences between schools in the levels
of school involvement. In particular, there were differences betwesn 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 teachcrs 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 to parent participation from groups
of teachers. If this was zvident 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.

Tte 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. Tkis made it difficult for
hesitant staff groups to create defensive and non-productiv: 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: m-service
196
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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 relations is saperficially
comforting. In practice the guif 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 :mpenetrability.

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. Tliose elements are set within certain principles which recognise
the personal and social, as well as the technical, factors of successful change
processes.

The principles of joint development, of ownership and of equality are difficult
to achieve in practice. It would not be an exaggeration to say they are never
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

( ) Influence on classroom

e el .
Colleagues  Informai Formal

Deputy
School Self Pupils n groups statt Prinapal  Prinaipal |
school of staf? meetng 1

——— - _ ——— e e

32(46) 37(40) 42(37) 40(37) 3329) 37(37) 42(42)
25.42) 34(37) 37(35) 37(36) 36(34) 44(33) 20(16)
32(42) 36(34) 36(32) 30(26) 30(28) 42(38) 31(21)
26(38) 23(27) 26(31) 21(21) 29(21) 37(30) 33(26)
38(36) 36(37) 34(25 28(26) 34(26) 34(28) 28(26)
26(48, 31(41) 4034 27(27) 35(31) 39(31) 31(23)
26(36) 31(34) 32(35) 23(30) 27(27) 32(30) 28(25)
31(44) 37(38) 40(36) 28(26) 40(32) 42(34) 28(24)
30(40) 34(34) 43(41) 33(33) 37(37) 46(44) 30(30)
25(43) 29(33) 38(30) 28(28) 35125 36(26) 26(22)
30(48) 32(37) 42032 27(27) 41(34) 38(20) 38(2.7)
28(45) 34(39) 363 31(31) 35(33) 3935 3127
30(48) 35(33) 40335 335(35) 30(25 30(20) 36(30)
28(42) 31(35) 4035 26(30) 31(31) 28(20) 34(30
30042) 32037) 43(38) 27(27) 34(30) 43(40) 21(19)
JO(1) 30(30) $1(37) 33(30) 34(31) 2421 20(20)
Avr 29(43) 33(3b) 3834 3029 3429 36(30) 30(25)
Reaproaty 757 100% 947 75% 69 56% |
Schools 12/16 16/16 15/16 12/16 11/16 9/15

(NB Over 669 able to reciprocate )
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Table 2.
Influence and Constraint of the Parents and Students

() Influence on dassroom

Constraint (% of teachers) of
School Influer.ce of home environment and children

Parents School Homne Child’s Child’s

council environment attitudes abilities

19(17) 32 100 94 81
30(30) 31 25 16 33
33(30) - 35 14 28
28(26) 36(26) 9 35 27
18(17) 28 89 50 50
25(19) 29 47 40 20
37(32) 26Q27) - 44 -
33(34) - 75 50 58
38(34) 3431 14 14 14
30(24) 31 60 33 33
35(25) 37 30 30 20
25(26) 29(25) 69 50 63
25(26) 29(2)5) 40 80 50
31(25 31(25) 87 62 25
26(21) 28 60 30 20
21(20) 30(30) 30 20 30
Aver 28(22)

| Reciproaty 5% 37%
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Table 3.
Teacher

and Professional Development -

Constraints (% of teachers)

School

Teacher level Level of professional Provision ot Time off to
of competence tranmg ot teachers  1n-service  attend courses

OZIZ R —=TITOMmHmUOT >

Aver

6 25 31
8 16 16

7 29 14
18 27 36
17 22 22
13 40 13
22 11 44
25 8 8
- - 14
25 - 14
10 40 40
50 38 31
10 50 60
12 50 50
20 30 60
10 20 30

11%

Appendix B
Description of Schools in Sample .

School A
School B

School C
School D

School E

School F
School G
School H
School 1
Schoo! |
School K

School L
School M
Schoo! N

Schoot O
School P
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a small state primary school 1n northern Housing Commission suburb on
Supplementary Grants (Disadvantaged School) Funding

a medum size state pnmary s* hool 1n lower middle class new outer suburban
area developed 1n sixties and carly seventies

a medium size Catholic primary school 1n established suburb

an independent secondary school 1n outer castern metropolitan growth area
recently transferred from inner suburban locaton

alarger state primary school in northern inner suburb with stable workir.g class
population in receipt of Supplementary Grants funding

~ larger primary state school i castern metropolitan midd'e class suburb

a mcdium size independent primary school 1n eastern metropohtan ara
medium size Cathohic primary school 1n newer south-castern suburb

small Catholic primary school on the south coast near Geelong

medium size state primary 1n inner suburb

medium size state prima.y school in estabhished eastern suburb quite close to the
ity

fairly large outer suburban state primary school

n.edium size state primary 1n affluent eastern suburb

small inner suburban state primary with Housing Commission population
receiving Supplementary Grants funding

medium size state primary school 1n outer eastern suburb

medium size state prinary school in well established eastern suburb

.
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ACTION RESEARCH AND
PROFESSIONAL DEVELOPMENT

David H. Tripp

Thus paper begins with a orief explanation of the action research spiral in terms
of its four moments (plan, act, data, analysts), and with theory and practice and
the notion ‘strategic action’ An example of n typical action research project and
four kinds of action researck (technical, practical, cnitical and emancipatory) are
outlined in terms of five basic vanables or charactenstics (direction, participation,
practices, consciousness and values, and constraints)

The second half of the paper explores three currently major issues n action research
as teacher development, namely, different kinds of actwon r.earch projects,
Sfaclstation and the role of journals 1 the development of critical conscrousness
and action research projects

The paper concludes with some examples of the way in whick action research can
be initaated through the analysis of critical incidents recorded 1n teachers’ professional

journals

Action Research: Basic Concepts

Educational action esearch 1s a term used to describe a family of acuvities 1n
curriculum development, professional development, school 1mprovement
programs, and systems planning and policy developme.it These activities have
in common the identifica‘ion of strategies of planned action which are
implemented, and then systematically submutted 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 1s 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 contribution was
not sc much the outright ‘invention’ of action research, but developing it to
a point where he could demonstrate that it coula 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 i1s an ongoing strategy, tne cycle is repeated:
reformulated plan, revised action, more fact-finding, re-an 'vsis. 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) 1n which a general view of the field and 1ts characteristics
is obtained prior to the planning moment The planning moment 1s the
prospective part of the cycle, which leads to the t-vo present moments (action and
fact-finding or momtoring of he action) which leads into the retrospective
mome:t of analysis and evaluacon of the action and data.

This temporal dimension is imp-rtant, for a key characteristic of
consciousness is that it both spans » se differences in time, and thus
distinguishes the action researct .n the casual plan, act, sense and
re-plan by which we operate ali .. w:king lives (Boomer 1981). The
importance is that acticn reseaivh 1s conscious and deliberate, a characteristic
which leads to ‘stiategic action’ As Grundy and Kemmis (1981a) put 1t
‘human action, as opposed to mere behaviour, 15 a “probe” into an unknown
future. Strategic action is constructed’. Strategic action involves Isgical analysis
in contrast to action which is a result of habut, intuition, or mere whirn. It
also involves 2 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
nvolves discourse not mere.y of principles, but about the practical judgement
of practitioner which is bounded 1n terms of action by the particular nstance.
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’ (Grur.dy ar { Kemmis 1981a,

Some Differsnt Kinds of Action Rescarch Project

Exactly what constitutes action res=arch has become a prominent 1ssue in
the 1980s because so much has happened in the social sciences since Lewin
onginally began (o develop the characteristics of action research immediately
after the Second World War. Thus Lewin’s original formulation has
necessarily changed considerably and justifiably 1n 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 svbverted into a poor form of positvistic research in the late 1950s,
but quite distnct 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 Unisersity, Garth Boomer and others in South
Austraha and at the Curriculum Development Centre in Canberra; Shirley
Grundy at the University ot New England and myself at Murdoch
University,

It needs to be rnade clear, 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
1s 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 1s being used,
it is not always very clear how the action research spiral 1s being used, so that
1s 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 stratzgy,
seeing it merely as something done by any practitioner all the time, and
totally lacking the necessarily artificial development that charactenses
scientific research. This common misconception about action research,
however, ignores both thz 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 1s to plan, act, observe, and reflect more
carefully, more systematically, and more rigorously than one does in everyday
lile . (Kemmis anu McTaggart 1982)

For example, whilst I am writing this sentence, I am engaging in planming
a sequence of 1deas and choosing which words I am going to use to express
them As I write them I am acting according to the plan, and monitoring them
constantly by reading what 1 have just wnitten 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 [ 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 [ am not critically aware of either my purpose 1n writing
or the context within which I am acting; neither am I consciously and
deliberately employing the spiral; nor 1s 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 1s necessary to clarify the ways in which action research is
different from natural practice, there 1s 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 Becomer (1981) for
instance, convincingly puts a case for a more open defimtion with more 1n
common between the way we hatwt.aly think, act and learn, and the strategic
action rescarch 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. Tt 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 are 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 niext 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 Al PHA] PIHe
E— D A
D A
DATA ACT
UNEXAMINED
STRATEGIC = _ _ _ - HABIT VALUES
ACTION (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 acii~~ research spiral of
moments for each moment of the action research spiral.

Whilst such micro-analysis may at first seem tc 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 of 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 Althcugh action
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research as such need not be Iimited 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 menta! 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 app: 1ent that even as it is represented
in the simple account, there is a movement bctween action in the realm of
practice and action in the realm of theory. Grundy and Kemmis (1981),
Kemmis and McTaggart (1982) and othe", shcw this as moves between
discourse amongst participants and practice ‘n the scrial 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 rathe: 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 mcments of reflecion 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 the close
affinity of practice for theory in action research is not only because of the
oscillation from one to the other, but 1s also, and perhaps more importantly,
because of the demand of strateg.c action for a conscior: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 1s nothing which cannot be action researched 1n
teaching But typically, projects are of a relatvely short duration (4-20 weeks)
and set out to deal with practical provlems, such as discipline, enquiry
learning, extension, spelling, teaching heterogeneovs classes and so on
(Grundy 1984). Although now nearl, ten years old, the FordT 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) 1n
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 mdividual 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,
s0 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 ac.ion 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 scem
to have little in common. In an important paper, Grundy (1982) clanfied
much of the difficu'ty 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 1...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 15 likely to move between one or more of these
forms during its life
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The different forms of action research appear to be generated by five basic

bipolar variables:
self
Prole(t <::/
direction ~—~—_other
project individual

participation TTh— group

practices ____ W

developed T existing

participants’ problematised
conscnousncss(

and values " unproblematsed

s'tuational accepted

constraints <mod1ﬁed
Most of these are very straightforward. The action research may be directed
by the participnt(s) or by another, as occurs when for instance, a principal
uses classroom teachers to action research new ways of teachinyg 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 fous.d 1n 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 1n many different
guises, it 15 important for participants to be fuily conscious of where 1t 1s
corring from

In contrast to direction, participation is more simple being clearly solo or

group, and it also tend's to remain static for the hfe of the project Iinportant
differences occur, however, if 2 group 1s sufficiently large or powerful to
determine other fac rs such as project direction or situational constraints
With regard to practice as a vaniable, it is often difficult to tell whether a
change in practice 15 merely an improvement to an existing one, or an
altogether new one Take a new way of teaching spelling, for instance Ifthe
old way was mainly through writing out corrections and learning class
<pelling lists, but the new way 1s through correcting the text and making
personal spelling hists, 1s it an improved existing practice, or a new one? The
answer 1s, of course, that it doesn’t much matter as such: 1t matters only in
as much as the participants need choose how to imtiate action and how they
may best present it to others. Some kinds of action research tend to be
evolutionary, others revolutionary, but the difference between the two 1s often
a matter of interest and viewpomnt
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Consciousness and values are more revealing vanables. By consciousness
I mean our world view, or Welianschauung as the Gerr an philosophers have
it. In fact Weltanschauung is rather more than werld view because it has
within it the notion of a theoretical system of ideas frem 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
whizh may be said to constit: :e 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 hvely
engagement’ to one teacher means ‘They shouted at one another and
learning nothing’ to another. Because all action involves choice, and choices
stemn from values (articulated or not), it 1s 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 ! have noticed fairly frequently one girl continually putting
her food nto the bir. The child looks around to see if an /one 1s watching and
if not, quickly pops the lunch into the bin "The first few times the 'acident was
overlooked or ignored but 1t being constantly repeated is causing r1¢ concern

The child 1s dlearly being ‘sneaky’, so the problem 1s how to (os.ect the whole

situation rather than just make her devise more sneaky methods of lunch

disposal

Action A lesson on the importance ana care of food was given i today's social

studics lesson Groups were set up to discuss amongst other things, wastage of

food The child in question was made a group leader to report group’s findings

Her group's findings sounded very convinang but must wait now for practical

outcome

208

ERIC 211. .

Aruitoxt provided by Eic:




E

In sharp contrast, another wrote this:

My influence on reaction

I have noticed that fairly frequently durning 1 V and radio broadcasts if something

out of the ordinary or ‘tunny’ or ‘rude’ comes up the kids wil! turn around and

look for my reaction before they continue wnth therr 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 t0 look at me to see whether Ilaughed

or was shocked or reacted in some other way. The fust time it came on I made

acomment about how beautifully one could move in a suit like that and ‘I wonder
how they would put themon’ . 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 ime 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 1s 1t that |

keep my values the same from day to day - or would 1t be ‘hzppier’ 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 1s 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 1nalyse 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 1s more common to
recognise the values implicit in a particular practice, and change them from
expediency. Thus the teacher who wrote ‘wastage’ necled to change the way
she thought about waste of school lunch only in as far as the change was
implicit n and necessary for her different action Itdid notlead her todecide
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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 citec 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 b utterly determ:ning. The point is not,
however, that the action research will vary according to the nature, number
and severity of the constraints, but that ic will vary according to how the
participants regard them, 1.¢ as givens to be worked vithin, 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’ wt ich is characterised by ‘workman-
ship’. Participants do what they are expected to do efficiendy 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, having more 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 15 right, both in principle and practice
Because practical action research is seli-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 1s 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 therr condition, such action merely changes that
individual and their own circumstaices 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
15 an essentially political act. That kind of action research can only be a group
project. So, just as skilful workmanship is a prerequusite of craft, so a critical
consciousness is the prerequusite 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 Grundy (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) rmproving existing practices, but occasionally at developing
new ones, within existing consciousness and values with an
unprobiemaused view of constraints

Practical Self-directed, individual or group, aimed as much at

(Craft) developing new practices as at improving €xi-ting ones, within
existing consciousness and values from which a sense of what
is ‘tight’ is uuhsed to guide action, with an unproblemaused
view of the constraints

Cnitical Sel*- 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/
(Poliucal) or changing the constraints, with a shared radical conscious-
ness and problemaused 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:

Acuion research is a form of seli-reflective inquiry undertaken by pa.tcipants

1n social (includirg educational) situations in order to improve the ratonality

and justice of (a) their own social or educat:onal practices, (b) their understanding
of these practices, and (c) the situations in which the practices are carried out.

(Carr and Kemmus 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 (¢f 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. Afeer discussion
of the matter with the whole school staff, four teachers decided they would
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 changes were.
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 publicauon (Hodge and Tripp 1986).

The original account of that project (Walker 1983) shows that the preject
tended to move from technical to practical action research, and for one
teacher at least, it had many of the characteristics of a 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 fandamental, 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 effcrt. 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 becomnes aware that through critical action
research the asymmetrical power relationships inscribed in their assessment
procedures is . 'ndering 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 tc the research
literature.

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
there 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.




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 ide: ; 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 is appropriate 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 sufficiently 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 beiween 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 n-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 publicztion. The
facilitator, partly by 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 1381) 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 s of the
project, will largely determine the form of the action research, anc hence
determine the range of possible outcomes.

Critical Consciousness: The Role of the Journal

In action research the importance of development of a critical 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 becausc 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 1s not always a matter
of the best thing to do.

Action research should, atleast initially, make trouble, otherwise it 1s mere
problem solving. Action research aims to bring teachers to consider their
classroom practice at a theoretical level and, where they decide 1t is necessary,
to help thern augment or change teaching st 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 1s most
appropriate when examining teaching o. more precisely, teacher theories,
and that is theory about the hidden curriculum, or all the learning which
takes place in school that is not intended or planned. The hidden curriculim
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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 mv experience, \he two key requirer <nts 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 obvicus 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, 7 eling and action.
Journals work by extending the limit to the amoun* of analysis that can be
done in the head, holding things stil: 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, .naking 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 whiclh 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 thi's 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 personal
theories by making thcm 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 actnal
examples. I have already included two examples of entries from teacher
Jjournals 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,

Fricay: Period 7 and 8 Prof of Geometrical Theotems

The attempt. .o fill in the sheets had not been good and the lesson was very ‘flat’

going thsough them. Some of the brighter ones seemed to understand, but others

jvsc round 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 tc 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 15 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
writing, 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 1s well
written in informational terms, and the teacher is beginning to ask questions
which indicate an emerging values critique.

Itis 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 1n the following example - a true and often occurring

incident that happens 1n junior primary grades

1 T Does anyone know how to play Simon Says

2 Boy We all do what Sumon 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 ‘Isay puthands on hips” All but two children do not follow John s sull
confused

5 T. Now, who would like to be Simon Says’

6 Gurl. ‘Simon says to raise your arins’ - all do 1t

7 T Who else would like to be Simen Says?

8 Boy ‘Simon says to raise your arms’ - all do 1t

9 T Who would like to be next?

10. 2nd Boy ‘Simon says to raise your arms’ All do 1t
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With this constant repetition the teacher mntervened The teacher became
irritable due to the repetition, stated she'd be Sunon, and marched them off to
another activity

For good communication, teacher must take e to explain game again and re-

think her tactics as instructions were obviously not (lear

How many umes this lack of understanding may occur 1n 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 sugrests very strongly that ti - source of the problem is as the teacher
said, indeed a communication problein between the teacher and the studens,
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 if one 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
it 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 1s, 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 1s 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 1t 15 perhaps the teacher who
has not understood the children’s game One must never lose sight of the fact
that the alternative reading is hynothetical, however, and that it must be
verified by, for instance, checking 1t out with the pupils.

This last examplc relates more clearly to the conceras 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 1t is clearly action
researchable
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I believe the chimate 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
Unul fairly recently [ 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 1n 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
Should I have assisted the child with the cards”
Should 1 have mov.1 around the room, thus my movement the control
factor?
4  One conclusion 1s 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 en.ry 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 Liay 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 decidiny ti:a. she has the
balance about right, and that no changes are necessary. On the other hand,
the whole question of what that balance 1s in her classroom at present, how
it 1s 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 1s a substantial body of research
literature about the concepts nsed in this last entry (discipline, motivation,
concentration) there 15 none that I know of which will help her with the
problem We do now 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 problematisation.
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:
Jjournal 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 grou, 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 cutcome 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-rescarcher’. 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 arz 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 tel us nothing of practical value
we did not know intuitively 1n the first place. The full-time researcher will
often produce ‘hard’ data in numerical form which are then handled through
statistics, presenting results n terms of significances, which are often
meaningless to the teache:, and may account for only a small proportion of
the total variance
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The key difference between using researcher nitiated classroom research
of a more tracitional 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 resezrch. 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 forms 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-cess in Britain and Australia over the past decade.
Some obvious advantages are that it is a very active and lively field, and thar
it is growing fast and responsively under the guidance of some first class
practitioners and academics who have a genu’ 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 subver:ed 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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PRNFESSIONAL DEVELOPMENT THROUGH
STUDYING TEACHER BEHAVIOUR

Michael J. Dunkin

Close analysis of teacher Lehaviour towards students reveals many anomalies |
Certain types of students are systematrcally but involuntanly treated differently {
from others and teachers’ reactions to students’ contributions are sometimes |
incongruous. Do teachers need to be more aware of the detesls of their behaviour?

What are the main dimensions of teaching behaviour that teachers need to know

about? How mught they obtain such knowledge’? How does one discover the

tmportance of vaniations in one’s behaviour in the classroom? What are teaching

skills? How mught teachers apply ways of observing thetr behaviour in order to

enhance their teaching skills? Thus chapler pursues these topics and questions in

an attempt to show that teachers stand to gain a lot by knowing themselves

In arecent 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 ciassroom 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 did contribute they were told a disproportionately large
number of times that .heir 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 ¢ Why is 1t s0?) 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 1in Year 6 Sncial 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 gondness 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 2 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 torejate 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 sensitvity
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 1s 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 ohserve 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 a!l 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

227

Aruitoxt provided by Eic:




The systematic observation of classrooms over recent dezades 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 ciassrooms, 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 irom teachers,
curriculum developers and text book writers.

Another facet of classroom activity is the cognitwve facet. Lessons which
differ substantively in that they are about different 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 etal. 1955), 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 pedagogwcal facet of classroom behaviour concerns the use of four main
‘moves’ - structuring, soliciting, responding and reacting - according to
Bellack and his colleagues (Bellack ¢t al. 1366) When the teacher m»" -
statements that announce activities, provide information, convey plan sor
the lesson and so on, the pedagogical move of structuring is being performed.
When directions are being given, or questions are being asked, solciting, that
is attempts to elicit 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 o 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 from
them. 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 of our c. Iture 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 chvious 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 10 describe, principally
because they are so complex. Evaluations derive from more than one source, the
conditions of therr 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 1o intensely negative Moreover, these variations refer only toobjective,
or impersonal features or evaluation When the subjective or personal meanings
of these events are considered, the picture becomes even more complex

(Jackson 1968)

This ubiquitous phenomenon of evaluation 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 can
be 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, autocracy
and 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 events
of 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 includes
information concerning one or more of the above facets. The information
can be obtiined informally through ordinary sensory perceptions of
participants 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 so
that rates of occurrence of particular categories of behaviour are available.
Alternatively, the emphasis might be on more literary c.scriptions that
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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 Pelagogy

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 critena 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 classroom behaviour that are thought tc 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 classroom.

Most of these qualities or conditions of classroom functioning are valued
because they are themselves thought to be conducive to longer-term learnings
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 wt 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, learnings can be just as valid a. d important criteria of teaching
effectiveness as others.

Teaching behaviours that are thought to contribute to desired classrcom
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. Sometumes they are inferred from laboratory
research on learning in human and infrahuman species. Sometimes they are
inferred from investigations of human behaviour 1n social contexts other than

227

230




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 applid 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 close 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 clanfying 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 us: of pauses and in the effective use
of facial expressions, body movement, head movement, and gestures;

(¢) 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
repctitions 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 coranunication’
An Australian team of authors (Turney et al 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;

(¢) 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, couisselling, 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;

(f) 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) Itcan provide tcachers 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) Itcan provide teachers with a way of obtaining feedback on their own
classroom behaviour so that they can know themselves as teachers, assess
tae 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.

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
skilis, 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 stucent 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 toid 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 i *hat it permits highly
avstract 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 “e 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 :rooms 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 r=lates to the research results reported at the beginning
of this chapter. Since the lessons analysed in tha 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 for inservice eduration. 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 treatmnent
of some students could have been identified and discus.ed. 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 resut 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 observatonal 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; Mclntyre et al. 1977) and minicourses (Borg ef 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 mtroduced to
teaching skills one at a time. First they were given printed materials
containing excerpts of classroom interaction contaiming 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 matenal, 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 iesson designedto -~ w
actual performance of the skill and gave it to a small group of pupils. 1he
lesson was videotaped and later renlayed. As L.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 ofthe 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 em phasis placed on learning to use
the observational system itself. This approach has also bee: 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 ieachers’ 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
prograrms 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 ir: 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 mmproving
competence. Unless some structure is provided, however, the exercise can casily
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 tugether, or one may be released from some commitments to observe
others Thrdly, the structure must be agreed, whether category systems are to
be emnloyed, which might require training for observers, or whether field notes
will be ass' mbled under certain relevant headings. Fourthly, there must be some
Kkind of sensitive feedback, as teachers lacking confidence might easily be bruised
by abrasive cniticism. Finally, there shonld be a deliberate attempt to modify
teaching  the light of feedback. Some of the more rigorous programs
incorporating lesson analysis have effectively made each teacher the
expenmenter. (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) DATE
OBSERVER:

Note A probing question must follow a student’s response and be based o . that
response The question will seck to make the pupil go beyond his imtial response
by pondering on has wnswer, considering uts adequacy or Justifying at. The probe may also
ben the form of a prompt to help the student with hus answer, or using the answer
to refocus on a related issue

Type of Question Tally Total

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 Clanfication

Teacher’s question implies that pupil’s response was inadequate
in terms of clanty, ¢ ¢ ‘What do you mean by that”’

3 Asking for Amplification

A more detailed reply 1s required by the teacher ‘What else?”,
‘tel! me more’ 15 implied

4 Asking for Justification

Student 1s asked to reconsider the r asons for his answer ‘Why’
15 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 if you were a tarme '

From Levis, DS (1974)
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PROFESSIONAL DEVELOPMENT THROUGH
PARTICIPATION IN
ORGANISATION DEVELOPMENT

Bill Mulford

This paper commences with a behef that effective inservice needs to focus on current
teachers for staff development and that for more successful staff development 1n
schools there 1s a need to give greater emphasis to implementation It argues that
the most important aspect of effective tmplementation ts first obtaining effective
collaboration among teachers (and between teachers and the community) In other
words, awareness of, and skill development 1n, group and organtsational processes
must be a first step 1n any inservice and change

This chapter states a major need for effective professional development (sta:l
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 decistons 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 1s to change a school’s approach or to develop better coordination
of programs They also ensure that all staff members participate, in contrast to
provisions for individuals, where self selection tends to operate and there 1s the
likelthood that those most 1n need of assistance do not seek 1t (p128)

Conclusion 14.59 from the report underlines the importance of this emphasis.

Teacher development, particularly through inservice course, should be a high

prionity for Commonwealth programs Such a prionty 1s in contrast to the severe

reductior 1n 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 be on

a whole school basis (pp195-6)

In the past, one unfortunate problem in mounting whole school activit.es,
such as Organisation Development, has been the attempt by I~cal commuttees
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 mav have been a mistake.

235

ERIC 238

,




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 our 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 educatinnal 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 1s obtaining collaboration
among teachers (and between teackers and the community).

That gaining collaborative effort, and thus more effective implementation,
is difficult should not deter us. Auempted 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 1o 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 stafl 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 ime 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 et a/. (1978) and Mulford etal (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
todevelop 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 Commutment

The deusion 0 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 relevan: 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 1t to cope with the
continually changing world outside its gates.

Normally a school’s principal imitiates an OD project However, consistent
with the assumption that widespread participation in decision-making
improves an organisation’s ability to modify 1ts own structvres and processes
in a changing environment, the commtment of all projert participants is
essential. Ifthis commitment is assured from the beginning the project is 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 inethods of resolving conflict. Questionuaires, 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 .1 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 problems and
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.

Work.hop

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 n
activities because an objective of OD is to supplement authority identified
with role or status with the aathority of knowledge and competence

The first part of a workshop illustrates the importance of clear
communication and collaborative hehaviour. 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 Mocr’ (Watson
et al. 1981) are used to develop communication, decision-making and
probleni-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 participants to becoine involved irrespective of previously
established school norms. They make learning-by-doing enjoyable and al'>w
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
cay 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 scheol

Follow-up and Evaluation
OD is a means to an end - to create an orgamisation that 1s 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
>f the school staff and the consultants in the use of questionnaires, intervicws,
observation and dossier/diary keeping Answers are sought to questions such
as.
¢ Arethe skills that were acquired during the training session in everyday
use?
¢ Has action been taken on the probiems that were identified’
® Ifa problem-solving procedure has been found inadequate, have the
members of the school develcped another approach?
There is increasing support both here in Australia and overseas for the value
of OD in promoting awareness of and skil! development in group and
organisational processes. But there is also increasing support for the position
that this will only occur if OD 1s 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 f 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:

* Aprimary focus on self-study of structures and educational tasks by
the organisation (school) and the inJividual in it (as opposed to a
personal development or skill training for individuals).

* Have or develop commitment (reflected in such things as support 2 1d
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 commuttee 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 greate: attention to the role of imple-
mentation and that a most important aspect of effcctive implementation is
the facilitation of collaborative effort by those currently in schools. I then
outlined one proven approach 101 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




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 carryingout 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 takiug 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 ‘knc_xed’ bac!: 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 (. senior staff) within a school?

My experiences plus a body of research evidence which has accunulated
over the past decade all point toward a very clear message: school
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 contuiuing attention to mstruction
and the curriculum. Thas does not occur when teachers Jand adminsstrators] are drawn
out of schools as indwrduals to engage willy-milly workshops and courses and are then returned
to the 1solation of therr classrooms and 2 school culture wheie how and what one teaches
are not matters 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 supportand encouragement, school staffs will
begin to address the sensitive problems of their own teaching when they become
both comfortable with one another and confident in their ability to affect the
quality of life in their own schools. These conditions cmerge out of the processes
of dialogue, decision-making, action, and evaluation . . . Initiating and nurtunng
such processes will do more 1n the long run to tmprove the quality of the educatonal program
than will a direct attack on teaching, especially in schools where the ccosystem is
already malfunctioning. (Goodlad 1983b, 357, 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 znd processes and equally easy for them to be seen as an
administration spy, pawn or dupe. Yet, to be effective, they cannot allow this
to happen.

There isa dilemma here: on the o:1e 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 sojve
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 stage
of 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 schonl 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 e ol 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 al. (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 atleast
onc full day for informal individual or small group explanations and discussions.
Commitment is made at a later stafi 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:e 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
changes 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 chat geod 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 brsiness.

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 or cons tanis is the opposite of this aim.
In fact, it is in this area that one could express doubts about the usefulness
of educatior: systems employing outside consultants who are 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 1esolve:
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 consultan* would detract from the development
process is a very felicate, important, vet little discussed topic.

Over-Confidence

Care must be taken by consultants not to assnime thut they stana at the
central point of the earth and that everything revol ves a. 5und them when
they work with schools. Consultants need to constantly remind not only their
client Iso themselves that they have not walked on water in -ecent times
Any . ..munication may be complicated by a situation where thore is bot!
a power/authority and an epistemologicat gap between teachers and
consultants. It is very time-consuming to clarify the expect>:ions and to
estabiich roles among consultants and teachers because the: do not have the
same position in the system. This social or professionz. perception is not
changed simply by moving into a school and meetiny, the staff
Yraut (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 contamn a s17oNng prescriptive
element which those who do not have to teach willingly avoid More sver he has
to particularise his thought and action, whereas those outside the schnn] are
expected to generahse 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 commumication Both talk to each other in the way that
they have learned to talk and , _ither will literally mean what he savs
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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 #~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  urkshop 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 schnol
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 conforining 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 diler:ma cannot be resolved completely. This, however, 1s r.o 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 1t 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’ If the 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 secem that expertise increascs 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 1s 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 ves out of a job by educat ing school
staffs in processes involving collaborative effort.

‘Working oneself out of a job’ in any particular school ce-ainly posses a
difficult dilemma not only for consultants dependent on projects such as OD
for their livelihood, but also for ‘internal’ consultants (¢g curriculum
consultants, regional personne! 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 (¢¢ 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
thatas the first step in effective consultation these roles are mutually exclusive.

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 sconer this transference of skills occurs the more successful the
consultation. Yet there is a possible dilemma here related to the point at which
the 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 . /pe 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 principais from twelve different schools is vastlv 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 inservice needs to
focus on current teachers or staff development and that for more successful
staff development in schools there i1s a need to give greater emphasis to
Lnplementation. It was argued thz! 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 be a first step
in any effective inservice or change

Organisational Development (OD), if ‘done right’ was suggested as a
proven approach to achieving these necessary prerequisite process skills

OD was defined and a bricf description giver: of the five main stages of
an OD project (approach and commitment, data gathering, fecdback,
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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 histing 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 1ssues 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 systemn underpinning the approach; the
risk of 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 reg arding 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 15 done,

the people say we did 1t ourselves
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INTRODUCTION: THEME 3
PROFESSIONAL DEVELOPMENT:
THE SYSTEM

W.D. Neal

The term ‘systemn’ as used in this part, refeis 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 systzms 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 authoricies 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 1ast ten years by
Commonwealth Government policies and suppeit. In one sense therefore
there is a ‘system’ of schools and teacners in each State and Territory which
encompasses all It issurely 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
mmpact of technology, thoughtful orgamsations know that their long-term
success will still depend on people Hence there has been a growth in
personnel services and in tramned 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 <ystems can benefit from a studv of modern business pracuces
and philosopny In the first instance there could be a much more posttive and
active commitment to the personal weltare and professional development of
every teacher and other persornel also This 1s 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 contriliute among other things, to
planning personal career patterns. They have considerable success with
training programs through the planring 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 1s 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 Her.ce
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 und=sirable expectation that all would always
agrec.

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 an«{
the systemn depends on a mixture of faith and professioralism for it to
work. In the long run this has to be so but 1t docs make for very blurred
notions of accountabulity

Other charactznistics could be elaborared but enough has been sad to
indicate that personnei developm- nt policies should not be transferred
uncritically from even the most successful business enterprises Yet much can
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e 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 of educaucnal 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
providc 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 amodern educat ional
system are set out below. The adoption of policics 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 liappens to teachers as individuals and professionals. This would
imply such activities as*
- arecord system which documents the professional development of
each teacher;
a requirement that all teachers participate In professional
development;
aview of a teacher’s career as a continuum from pre-service through
induction to iservice 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 diagnos:s
might lead to successful rehabilitation.

The development of this kind of philosophy does not imply that the

systemn has a ‘Big Brother’ role. Within such a framework the roles of

the individual, the school and regional offices would be delineated.

- 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, 1e¢
individuals, schools, admunistration, 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.

- 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 re.asonable, good human relations with
their colleagues and their leaders, continuity and some stability in
curricula and respect from polit-cians and the public for their efforts,
Recent developments in the australian states and territories through
rapid unvalidated curriculum changes and capricious organisational
upheavals have not built up the confidence and professional zeal of
teachers.

. The implementation of personnel programs and in particular of

professional development shsuld have operational guidelines that
would incdlude:

- the designation of appropriate activities to achieve various
objectives;

- asystem-wide program to anticipate priorities and needs;

- specific programs for new skills such as those involved n the
principalship;

- the provision of tramed 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 thei, 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. Itis not satisfactory .o 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 qu.lity 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, informration
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 Polscies of Modern Organisations

- Responsibilities of organisation.

- Principles related to professional development.

- The needs of an educational system (promotion, admmistrative
personnel, relating to the community)

- Special training for people in staff development activities

- Evaluation nolicies and professional cevelopment.

Privaples for Planning Professional Development

- Principles of adult learning and program planning

- Principles of group dynamics and social interaction

- Strategies for teaching/learning (audiovisual, computer, satcllite, other
technology).

Existing In-Service Education Provisions

- Commonwealth support.
- State systems
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- Independent schools.
- Ternary 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).

Fatterns for Future Development

- Principles and patterns arising from consideration of adult learni: 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.




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
Workshep 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 Millikan (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, ze. task, structure, technology and people. The
implications for personnel policies in educational organisations 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 m1ch more demanding tasks 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,
« stodians, cleaners, cooks, waitresses and 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
minutiac 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 in 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
systern.

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 itself complex,
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 1s 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:

Inbrief, as aa object of research, a school as an administered entity i1s an animal,

a stochastic series of an especially complicated kind. Each given moment of jts

tenure is in large part the consequence of previous moments of that tenure, each

given moment may be filled by a vast number of alternative actions and inactions,
cach of which will modify in a different way the character of the next moment.

If, for simplicity’s sake we freeze th: flight of time’s arrow, we are sull 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 1s badly
blocked, they die. The awareness of this should lead us to approach the
animal ‘school’ with caution and | develop respect for those who constitute
its bloodstream.

To re-state the obvious: there are two key dimensions 1n the analysis of
an institutional animal: structurc 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
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to meet human needs it is bypassed, as often occurs in bursaucratic
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 init.

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 chmate which, fullowing
Halpip and Croft (1963), has appeared in Australiaand elsewhere in recent
decades.

The Personnel Function

Perceptive anagers and leaders have always recognised the importance of
the pe ~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 Machiavelh, in 1532, rerogmsed the
significance of loyalty as clearly as did Peter Board (Walker 1957) four hundred
years iater.

Modern management theory, too, has long emphasised the crucial role
of the person in organisational achievernent, however defined As early as
the 1900s, the American Taylor (1947) saw the importance of motivating
workers, while Fayol (1949) in France emphasised the significaace of
manager-worker relationships. A little later Mary Parker Follett (Metczlf and
Urwick 1957) described the importance of conflict in enterprises and later
again Elua 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 ‘penple factor’ was more and more
evident, with contributions from research by Maslow (1954), Ar vris (1962)
and Presthus (1962), to name but a few, being ~idely accepc  “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 1n ubiquitous written personnel policies but, mirabile
dictu, in the establishment of personnel departments. In spite of this
contemporary recognition however, the present author notes with chagrin
that one major collection of writings to which he contributed, Designing a New
Education Authority (Walker 1973a, 212-32) hasno ¢! pter speafically on the
topic.

It is sumetimes claimed with justification that in the early days of personnel
departments the officers appointed were too often not ca, able of doing a hine
job satisfactcrily 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 1s. as
we have implied, almost ir  iably defined in terms of:

* maintaining an adequate supply of qualified teachers for the schools

® selecting, placing and promoting teachers

® exer. .ing evaluating, superising and certificatory control over schools

and teachers
® the profassional 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 negotiaticns
with teachers’ unions and the third the role of school councils in teacher
assessment.

Itis 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 wornen in educational orgamisations. It is well known, for example,
that the majorit " of teachers in Australia are women, but that t+.> proportion
of male principals and senior administrators is very much greater than that
of fernales.

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 Austraha’ which was held 1n
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 fur equality for women will continue, but the Conference has

strengthened the conviction that the fight 1s worthwhle, 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.equent changes in
educational directions. In the Second Annual Repo:t of the Victorian
Commission for Equal Opportunity (1979, 25) the Commussioner ider:tified
one problem arising from complaints received as:
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Difficulties and issues involved in providing the te:hnical education for both
sexes, the rate of conversion of technical schools to co-education and the faciliies
required to conform to the Equal Opportunity Act
The challenges te the personnel officer in this arena are  clear asto make
further comment unnecessary

Industria! Relations

A very visible aspect of p~rsonnel administration in the contemporary
educational environment s 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), ‘Plar Demanded for Extension of Release Time’ (a demand
for the extension of release time for infants and primary teachers), and ‘Paluy
Budget Allocation’ (a call for decreased teaching aours 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 Zachers, Education and
Pol:tics (1975) and as did Harman 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 increas:ngly unworkable Teachers’
Tribunal’. In an optin. tic conclusion they assert that the new oystem owes
its ‘great promis. ' to:

¢ a clear definition of the need for change

e an integrated approach in planning change

¢ a consensus proposal airived at after a long and difficult passage.
While easy to state, none of these functional steps can be .cen as anything
but a demanding and highly complex task for the. personnel administrator

A related area of considerable concern for personnel managers in the
public sector is the estabhshment of appeals me<hanisms. Such procedures,
rightly or wrong, are rare in the private sector, inciuding 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 of 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 presence
or absence of a system of appeals. It seeras thut the considerable autonomy
enjoyed by the heads of independent schools with regard to selection,
recruitment aqd. promotion of staff helps to explain the marked attraction
which su-h 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 prinapal, who has both
supervisory and inspection functions, but with the district or general
inspector (superintendent, edication 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
Guestion 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 vorth makiny the points, however, that teachers and
administrators continue, after 150 years of inspection in all us forrms, vainly
to seek the holy grail ir. the form of a system which at o:ice motivates the
professionz teacki2r, contributes to his or 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 tuo often permitted the bureaucratisation
of wuat 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 somme 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 Alberta:

- - - learning can best take place in an atmosphere of sumulauor, freedom from

restrictive influences and in a psychologically supportive chmate It therefcre

becomes one of the functions of administration 10 counteract the impersonal,

demanding, often threateniag aspects of the large organization The

professional needs to be frec to practise his profession
Education then, floutishes amid vitality, flexibility and stimulation Onqe of
the issues which must conrern sny thinking observer of personnel
management is what Charles Bingham (1981, 88) of the US Department of
Transportation refers to as ‘overmanagement’ - 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 hasseling which
burden major management systems, including the personnei s-.:em.

He concludes, ‘one of the nastier ironies which we federal T.1anagers face
is the fact that our own managenal 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 crt de coeur from contem-
porary Australian state and federal educational administrators, not to
meation 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 classtoom
(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
contemporzry 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 czn 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 1n which componentinteraction is accomphshed. If additions, changes
and rearrangements are sumuli to systematic alteration, then the skill of th~
executive officer will be measured largely through his capacity to get appropnate
orgamsational responses as 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
pohcies 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, Alice 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 wich approbation
Yankelovich who has concluded that the values of the new breed of workers
indicate a growing fo.us on psychological wellbeing as well as on economic
security.
Byrt and Masters (1980, 147) wniting 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 development of staff They asserted:
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Ideally, the personnel department should operate so as to provide service, advice
and innovation to other departmen.s. 1t should audit and co-ordinate their
actiities. However, the ulumate responsibility staffing should remain within the
departments
The authors are pessimistic about the future of the personnel manager In
a later book, The Human Vanable, 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. Ichabod’
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 dividual staff member is the prime responsibility of the line manager.
Itis for his reason that Ordway Tead (1957) argues in his classic, The Art
of Admin: tration, that the key role of the administrator is to be an educator, to
prepare t: oroughly those who are to succeed him ®utting this in the simplest
terms, Tead 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 1s the exception rather than the rule!

Generally, throughout both the public and private sectors of Australia
business, ma. ufactunng and commr- -ce, to say nothing of the s:atutory
corporations, government, the armed services and the union movement,
there is now a recognition that the personnel functions czlls 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 1n Australia 1t 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;.
The behaviour of educational organisations 1s a function of those who inhubit
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 persc inel function, so diverse and
specialised have modern organisa‘ions become that key support staff in the
form of personnel office s are now the norm
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Since people are the chief components in enterpriscs 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 thoroughnly 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 ncarly 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 professional
development. It is written in the following sections’
1. the meaning of professional development;
the professional development network;
the characteristics of successful professional development activities;
necessity of obtaining a climate to support staff development;
adults as learners;
meeting teachers’ needs,
the negotiation of «ctivities, contents and methodology,
the program planning - the RPTIM Model;
the influence of technology on teaching and learning,
and the conclusion.

© X Nk W

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 prnfessional 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 casc studies over a year-long period
to examine the nature of current professional development in thirty schools
(Docker, Fisher and Hughes 1985)

1. The Meaning of Professional Development

During the two years of the Tasmanian c¢valuation, there was much debate
on the meaning of 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 teache=s ascribe a broad meaning to the term
‘professional develnpment”. The meaming should embrace personal as well
as professional growth. Most teachers perceive these two broad aspects to
be closely interrelated

The statement adopted for this evaluation recened considerable support
in all schools. It stated «hat:

Professtonal development aims to increase teache v knowledge of understanding

of, and expertise in their professional werk, through activities deagned to attain

this goal. (Adapted from Moran®. 1981)
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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 1s 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 1s the only way of
meeting the chalicnges 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 1s 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
thc Education Department or the boards of independent schools

2. The Professional Development Network

In professional development work within an educaticnal system generally,
it must be recognised that people working in the developmeat 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 withcut
influences from the other activities. The nature of the interrelationship of
these elements is shown in Figure 1.

Figure 1. The Professional Development Network
_x Professional Devdlopment
)
Senior stat: ‘4 — »Curriculum Development ¢—p Staff

Developmer 1 » Development

Ve

* Instiunonal Development®
(School - Department)

Adapted fromn Goddard (1985, 237)

In this figure, insututional development involves organisational developme. t
mcluding modifying the school (imate or work environment  Staff
development refers to traiming staff in speafic skills All parties to the
professional development network have an important part to play in the
process, and only in this way can the needs of all teac hers be reasonably met

It is up to cach to work out what they can dn 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 commuttees, to meet whole-school needs The
effective and efficient provision of suppor* 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 betwezn all the factors of the professional development network
to gain improvemnent 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 partsof the
educational services of the Education Department of Tasmania are
combining their efforts Likewise, schools will need to consider for
development, areas such as senicr 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 activiues should
be varied, and include:

e small groups
large groups
time for reflection by individuals and groups
time for sharing ideas and values between parucipants
the staff s=ttin ¢ priorities for action
ine procedure for developing consensus
use of different time modules (for example, pupil free days, weekend
seminars or workshops, free time during a teacher’s day). and
a thorough program for the reading of professionally related materials

People organising and leading these ac tivitics will need skills in arcas such as
interpersonal processes (fauhitating)

communication

working with groups (group dvnamics)

team work, and

decision making

In order to plan and implement more successful activities, schoois should
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identify ne=ds 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
scheols

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 i professional development
activities, for example, by block staff release or increasing teacher relief
days, and

allocate resources to allow the activitv 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 staff development practices. School improvement takes time
and requires teachers to talk and reflect about their practice.

Research in Tasmania and overseas by Lieberman ef at (1984) and Little
(1984) suggests that successful school improvement nvolves:

Aruitoxt provided by Eic:

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 1solation of classroom teachers

working with teachers and making provision for then 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 expectations
recording the activities and involvement of staff
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Schools must consider the scope of the changes they are attemptirg.
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 