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APEC (Asia-Pacific Economic Cooperation) is an organ-
ization of 18 economies that border the Pacific Ocean. It
aims to promote economic growth, development, and
improved living standards in the Asia-Pacific region and
the world through cooperation on trade and other issues.
The APEC Education Forum promotes dialogue and
cooperation on education issues among APEC members.

A comparative study of teacher-training practices
was one of the original projects proposed by APEC
members at the first meeting of the APEC Education
Forum in January 1993. Eleven members joined the
United States in carrying out this study. Members agreed
that teachers are the key to success in achieving their
education goals and that a broader understanding of
teacher-training practices across the region could help
members strengthen their own policies to enhance the
profession, from initial training and induction to ongo-
ing professional development. Until now, very little
comparative information was available.

The purposes of the study were to provide con-
crete, comparable descriptions of teacher-preparation
systems useful to educators, researchers, and policymak-
ers in all APEC members; to identify the key issues and
challenges facing tmembers with respect to teacher prepa-
ration and professional development; and eventually, to
identify practices conducive to preparing teachers whose
vision and methods of teaching enable students to meet
the challenges of the 21st century. This publication is the
final report cf Phase I of the project; Phase II, which
focuses on reacher induction, is now underway.

At the core of this publication are the 12 reports
prepared by APEC members following a jointly devel-
oped, common research framework. Each report
describes a member’s teaching force and labor-market
conditions, teacher-preparation programs, licensing pro-
visions, induction practices or internship, and ongoing
professional development for teachers. The following
members contributed repotts:

e Australia

e  Brunei Darussalam
e (Canada

[ ]

People's Republic of China

Preface

Hong Kong
Japan

Republic cf Korea
Malaysia

New Zealand
Singapore
Chinese Taipei
United States

The contribution of these member economies, -
and in particular the work of the authors of each mem-
ber’s report, is gratefully acknowledged. In addition,
special thanks are extended Linda Darling-Hammond
(co-principal investigr.ior), Velma L. Cobb (co-principal
investigator), and Kavemuii Murangi, all from the
National Center for Restructuring Education, Schools
and Teaching at Columbia University Teachers College,
the United States. Several individuals provided ongoing
advice to the project: Harry Judge (Oxford University),
Lynn Paine (Michigan State University), Harold Steven-
son (University of Michigan), Gary Sykes (Michigan
State University), and Michael Timpane (formerly Pres-
ident of Teachers College, Columbia University). For the
U.S. Department of Education, Lenore Yaffee Garcia,
project officer for the study, and Christy Smith, both of
the Office of the Under Secretary, also contributed to
this report.

NOTES ON TERMINOLOGY USED IN THIS REPORT

This report follows APEC conventions regarding termin-
ology. In the APEC context, “countries” are always
referred to as “members,” and terms implying recogni-
tion of members as sovereign states (such as national
authorities or central governments) are not used. The
names of the members are those agreed upon for use
within APEC. For the purposes of this report, “APEC
members” and “APEC member economies” refer to the
12 respondents listed above. “Schools" means both pri-
mary (elementary) and secondary schools. The word
“regions” means provinces, states, or territories in Cana-
da or Australia.
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Highlights
of the Study

CHARACTERISTICS OF THE TEACHING FORCE

ers’ wages compare favorably-with wages of

The characteristics of the present teaching force across
APEC members are similar in many respec.s, particular-
ly in terms of age and gender composition. -

Most APEC members report an increase in the
average age and experience of their teaching
force over the last decade, with most teachers
now having over 10 years of experience and
averaging between 35 and 45 years of age.
Across APEC members, women make up the
bulk of the teaching force at the pre-primary and
primary school levels. While this pattern also
applies at the secondary level in many members,
in Japan and the Republic of Korea, men make
up the bulk of the teaching force in secondary
schools. In most APEC members, men continue
to dominate employment in senior administra-
tive positions such as principalships.
In many APEC members, teaching salaries
increase as school level increases, both as a func-
tion of school level and of the greater education-
al level typically attained by secondary school
teachers. Teacher wages often compare unfavor-
ably with salaries in other professions.

— For example, in New Zealand, on average, “a
primary teacher with the same qualifications
and teaching and doing similar tasks receives
about 10 percent less than her secondary
teacher colleague.”

— In the People’s Republic of China and the
United States, teachers earn less than do
members of the general, college-educated
work force and of other professions. In Chi-
nese Taipei and Japan, on the other hand,
annual wages for teachers are competitive
with those for other professional occupa-
tions. In both of these APEC members, teach-

civil servants. Teacher shortages rarely occur

in these members.
While teacher supply exceeds demand in some
members and falls short of demand in others,
across APEC members, unmet demand is greater
for secondary than for primary teachers. A num-
ber of members report shortages of secondary
school teachers in subjects such as mathematics,
science, and various foreign languages.
Further, several members find it more difficult to
meet demand for teachers in remote areas. Some
members provide additional compensation to
teachers who will teach in high-need areas. On
the other hand, the United States is experienc-
ing its highest demand for teachers in central
cities and in growing regions of the country
where immigration is high——areas typically offer-
ing lower teacher salaries relative to the labor
markets in surrounding districts.
Members facing teacher shortages use a variety
of ad hoc solutions, including hiring teachers
wtihout full preparation by establishing emer-
gency and alternative routes to licensing.

CANDIDATE SELECTION

All APEC members but one now require the
completion of secondary education for entry
into teacher preparation programs. Entry into
teacher preparation programs tends to depend
heavily on the candidate’s prior academic
achievement.

In many APEC members, student intake is deter-
mined by government bodies in collaboration
with teacher preparation programs. In these
cases, APEC members underwrite some or all of
the costs of education for candidates.

il




Q

ERIC

Aruitoxt provided by Eic:

vill

HIGHLIGHTS OF THE STUDY

PROGRAMS

In many members, elementary teachers have
been trained in normal schools or teacher col-
leges operating below the bachelor’'s degree
level, while secondary teachers have been
trained in bachelor’s degree programs in col-
leges and universities. But if there is a common
trend, it is toward more extensive preparation
for teachers—especially elementary teachers—
across virtually all members.

While for the most part primary teachers prepare
as “generalists” to teach all content areas, there
are exceptions. In Alberta, Canada and in Chinese
Taipei, for example, those studying to become
primary teachers are required to focus on a spe-
cific subject area, and in Hong Kong, they are
required to specialize in two subject areas.
Funding arrangements for teacher education
range from wholly national or centrally funded
programs in Malaysia, Japan, Chinese Taipei,
Singapore, and Brunei Darussalam, to New
Zealand, the United States, and Canada, where
teacher educa ion is financed in part by state or
provincial gcverfiments with additional funds
coming from student tuition, endowments,
donations, and research.

STUDENT TEACHING OR INTERNSHIP

The duration of practice teaching differs consid-
erably across members, ranging from a few
weeks in some members, to one year for all
teachers in Chinese Taipei. While student teach-
ing occurs most frequently toward the end of the
preparation program. increasingly, clinical
experiences are spread over the period of pre-
service training.

Increasingly in Japan, the United States, Canada,
Australia, and the Republic of Korea, some
teacher preparation programs are affiliated with
primary and secondary schools that are orga-
nized and supported to provide sites for practice
teaching and for year-long internships.

INDUCTION

Interest and support for providing beginning
teachers with a transition period from formal
preparation to practice is growing among APEC
members. New Zealand and Japan offer exam-
ples of highly developed induction or internship
programs.

— In New Zealand, though registration is not a
compulsory requirement, new teachers are not
eligible to become fully registered until they
have completed at least two years’ classroom
experience. An “advice and guidance” pro-
gram is available to all beginning teachers dur-
ing their initial two years. The program
includes resources and personal support from
colleagues; a program of visiting and observ-
ing experienced teachers; meetings with other
staff; appraisals of the beginning teacher’s
progress, and a written record of the induction
program. In addition, primary schools that
employ beginning teachers receive 0.2 teach-
ing entitlement per week for each new
teacher’s first year, to facilitate released time
for the beginning teachers or senior staff
working with tiiem.

— In Japan, beginning teachers maintain a
lighter work load of teaching duties; attend
in-school training two times per week, with
assistance from designated guidance teach-
ers; and receive out-of-school training once
per week. Out-of-school training covers a
wide range of activities including volunteer
work, lectures, seminars, and visits to other
schools, child welfare facilities, and private
corporations. To support induction activities,
schools employing one beginning teacher are
assigned a part-time lecturer; those employ-
ing two beginning teachers are assigned a
full-time teacher.

PROFESS!ONAL DEVELOPMENT

Professional development practices vary widely.
As one example of the range of practice, Japan-
ese schools provide teachers with 20 or more
hours each week for collegial work and plan-
ning, visitations to other classrooms and schools,
and demonstrations of teaching strategies. By
contrast, U.S. teachers are allotted almost no in-
school time for professional development or col-
legial work. Almost all professional development
occurs in formal workshops or in courses after
school, on the weekend, or on a small number
of specially designated professional days.

The range of professional development activities
include those designed to upgrade the education
level and qualifications of the current teaching
force; familiarize teachers with national, state/
provincial, and local curriculum developments;
and to help experienced teachers keep pace
with the ever-increasing knowedge base in sub-
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ject areas and pedagogy, and with the use of
technology as an aid in instruction.

LICENSURE

While licensing or registration systems are com-
mon, several APEC members have no licensure
systems. In Singapore and Brunei Darussalam,
there is one teacher training program under gov-
ernment control that maintains strict admissions
and academic preparations standards. In these
members and in the People’s Republic of China,
completion of a preparation program constitutes
authority to practice.

In many cases, APEC members have different
license categories depending on position level,
subject area, and school level and type. In the
Republic of Korea, teachers can obtain a higher
rank license and arn increase in salary through in-
service training. Teacher licensing consists of four
structures or levels: Grade 2 teacher, Grade 1
teacher, vice-principal, and principal. However,
with the exception of Korea and Japan, most
APEC members’ licensing structures tend to be flat.
APEC members report differing license or regis-
tration renewal policies, ranging from two to
three years in Australia to lifetime registration/
licensure in Hong Kong, the Republic of Korea,
and Malaysia.

TRENDS

Some APEC members report that teaching is currently
still a field with little opportunity for advancement and
promotion; to advance in the field one must leave
teaching. The number of administrators needed in the
field is small, and, other than salary increments or Cre-
dentialing for advancement, there are reported to be
few external incentives to participate in professional
development activities.

e In New Brunswick, Canada, and the United
States, there is great interest in creating a Career
path that would yield a coherent, progressive
conception of teachers’ growth toward highly
accomplished practice over the course of the
teaching career.

e There is also increased emphasis on revising and
improving the nature and quality of teacher
preparation. In Chinese Taipei, for instance, 2
new law “requires that all new teachers be
licensed like lawyers and doctors.”

o Teaching in most APEC members is a highly reg-
ulated profession. However, efforts are under-
way in several members to provide teachers
greater professional autonomy and greater voice
in creating standards for preparation, licensure,
and practice.

20




Teacher Preparation and Professional
Development in APEC Members:
An Overview of Policy and Practice

Submitted by: Office of the Under Secretary,
U.S. Department of Education

Prepared by: Velma L. Cobb,

Linda Darling-Hammond, and Kavemuii Murangt,

Teachers College, Columbia University

This analysis provides a brief synopsis of the trends,
issues, and challenges identified by Asia-Pacific Eco-
nomic Cooperation members with respect to teacher
preparation and professional development. It is based
on reports prepared by APEC members following a
jointly developed, common research framework.
Reports provided by participating APEC members var-
ied widely in terms of detail and availability of data to
answer each of the research questions; thus, specifics
are noted here as they are available. Documents used
for this analysis include reports (Chapters 2-13) from
Australia, Brunei Darussalam, Canada, the People’s
Republic of China, Hong Kong, Japan, Malaysia, New
Zealand, the Republic of Korea, Singapore, Chinese
Taipei, and the United States.

Across APEC members, the preparation of new
teachers and the professional and academic growth of
experienced teachers are reported to be major priorities.
While the educational attainment and qualifications of
teachers have steadily increased over the last decade,
there are many social, demographic, economic, and

Support for this overview was provided by the Office of
the Under Secretary, U.S. Department of Education. The find-
ings and conclusions presented herein clo not necessarily rep-
resent the official positions or policies ot the Department.
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technological changes affecting APEC members. Educa-
tion is seen as an important avenue toward growth and
development in meeting the needs of an increasingly
global society in the 21st century. A qualified teaching
force is thought to be integral to this vision.

Following a brief discussion of the characteristics
of the present teaching force across APEC members, this
chapter looks at three central themes: the preparation
of teachers, the induction of teachers, and licensure and
other policy issues. The chapter concludes with a sum-
mary of future goals and trends.

CHARACTERISTICS OF THE TEACHING FORCE

The characteristics of the present teaching force across
APEC members are similar in many respects, particular-
Iv in terms of age and gender composition. However,
there are differences across APEC members in terms of
salary scales and relative attractions of teaching and in
terms of how teaching is perceived. Also, qualifications
for entering teaching differ across APEC members, The
types of qualifications required to teach at different lev-
els are discussed later in this chapter.

Most APEC members report an increase in the
average age and experience of their teaching force over
the last decade, with most teachers now huving over 10

1




2 TEACHER PREPARATION AND PROFESSIONAL DEVELOPMENT IN APEC MEMBERS

years of experience and averaging between 35 and 45
years of age. Japan, the United States, and Canada have
the most experienced teachers. In these APEC members,
the modal teacher has over 15 years of experience,

APEC members such as the United States, Singa-
pore, Canada, Australia, and Chinese Taipei report that
the teaching force is primarily composed of women,
ranging from 59.8 percent of the teaching force in Chi-
nese Taipei to 72 percent in the United States. Across
APEC members, women make up the bulk of the teach-
ing force at the pre-primary and primary school levels.
In APEC members like Singapore, Chinese Taipei, New
Zealand, and Australia, women constitute the majority
of the teaching force at the secondary level (62.8% in
* Singapore, 52 percent in Chinese Taipei, 51 percent in
New Zealand, 50.4 percent in Australia). However,
Japan and the Republic of Korea report that men make
up the bulk of the teaching force in secondary schools.
In most APEC members, men continue to dominate
employment in senior administrative positions such as
principalships. For instance, in New Zealand women
constitute 51 percent of the secondary teaching force
but only 19 percent of secondary school principals.

Variations in teacher salaries ¢an result from dif-
ferences in schooling level, years of experience, and
levels of responsibility, as well as from the social status
of teaching. In many APEC members, teaching salaries
are higher for secondary than elementary teachers,
either due to separate salary scales or to the greater edu-
cational level typically attained by secondary school
teachers. New Zealand is not unusual in that “on aver-
age, a primary teacher with the same qualifications and
teaching and doing similar tasks receives about 10 per-
cent less than her secondary teacher colleague.”!

In Hong Kong, Singapore, and Malaysia the major-
ity of teachers are employed by the government or gov-
ernment aided organizations and are salaried according
to civil servant or government pay scales. In Japan, the
majority of teachers are employed by local govern-
ments. However, in order to help equalize salary scales
throughout the country, the national government pays
half the salaries of all teachers. In the United States and
Canada, teachers are employed by governmental school
districts or by private schools, and while salaries con-
form to local salary schedules, they vary from one loca-
tion to another.

Teacher wages do not always compare favorably
with salaries in other professions. In the United States
and in the People’s Republic of China, for example,
teachers earn less than do members of the general, col-
lege-educated work force and of other professions. In
the United States, teachers earn 20-30 percent less than

!Quotations in this chapter are taken from the relevant
APEC member chapter.

others in occupations requiring similar educational
preparation. In the People’s Republic of China,the aver-
age income of a teacher in 1991 was 9.8 percent lower-
than that of workers in industrial trades, 15 percent

“lower than those in scientific and technological jobs,

and 17.6 percent lower than workers in architecture.,

In Chinese Taipei and Japan, teaching is a respect-
ed profession and annual wages for teachers are com-
petitive with annual wages in other professional occu-
pations. In Chinese Taipei, teachers earn more than civil
servants. (Teachers are not considered civil servants,
although their basic pay scale is fixed on the same stan-
dards as those for civil service employees.) This is part-
ly due to the fact that teachers receive a research
allowance, and they also receive “13.5 monthly pay-
ments, even though they don't work in summer and win-
ter sessions.” Also, primary and junior high school teach-
ers earn tax-free income for working in compulsory
education (the nine years of schooling required of all
students).

In Japan, teachers’ salaries compare favorably with
those of other government employees. For instance

As of the 1992 academic year, the starting monthly
salary for a government employee engaged in general
administration was yen 161,400 (at the exchange rate
concurrent with this writing, one U.S. dollar was equiv-
alent to 100 yen) while teachers at national elementary
and lower secondary schools received yer: 180,800.
Teachers at national elementary and lower secondary
schools also receive a special allowance for compulso-
ry education teachers. (Chap. 7)

Japan tries to equalize teachers’ salaries across its three
types of schools: national, public, and private. National
schools are those schools founded by the national gov-
ernment. Most other schools are public and are founded
and administered by local governments at the city, town,
or village level. In order .o prevent salary disparities
resulting from varying local t dgets, the prefecture gov-
ernment is responsible for the salaries of teachers at these
schools. The national government aids in these efforts by
providing 50 percent of the salaries of all teachers
engaged in compulsory education. As a result, the com-
pensation of teachers in the various prefectures is com-
parable to the compensation of teachers at the national
schools.

Supply and Demand

Before discussing the characteristics of the teaching force,
itis important to note that accurate projections regarding
the supply and demand of teachers and ways of attract-
ing and retaining highly qualified teachers are challenges
each APEC member is currently attempting to address.
Changes in teacher supply and demand are largely

12
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dependent on economic and demographic factors, such
as size of the student population, immigration and emi-
gration rates, and turmnover or retirements. Teacher attri-
tion, one component orf turnover, is often related to
unemployment rates in other occupations as well.

APEC members such as Brunei Darussalam, the
People’s Republic of China, and the United States report
an overall rising demand for qualified teachers. In
Brunei Dzrussalam, expanding enrollments and a grow-
ing number of specialized areas, including the bilin-
gualism policy of the Ministry of Education, have
increased eacher demand. In the People’s Republic of
China, the 9-year compulsory schooling requirement
has increased the demand for teachers. In the United
States, increased immigration and rising birth rates, cou-
pled with growing retirements, are dramatically raising
the number of new teachers hired each year.

Other APEC members report a declining demand
for teachers. Japan, for example, is currently experienc-
ing a decline in student population, and fewer teachers
are needed. New Zealand is also experiencing static or
declining student populations in primary schools.
Falling attrition rates contribute to decreasing overall
demand for teachers in New Zealand and Canada. New
Zealand attributes decreasing attrition rates for teachers
to an overall high level of unemployment in the wider
economy. In Canada, turnover has decreased given the
rising age of teachers; most teachers are in their mid-
career years, when attrition is generally quite low.

Geographic factors also influence supply and
demand. APEC members like Australia, the People’s
Republic of China, and Canada, for instance, report that
the unmet demand for teachers is consistently higher in
remote areas of their countries. Some members provide
additional compensation to teachers who will teach in
high-need areas, so as to avoid shortages of teachers.
On the other hand, the United States is experiencing its
highest demand for teachers in central cities and in
growing regions of the country where immigration is
high. Typically, areas with unmet demand offer lower
teacher salaries relative to the labor markets in sur-
rounding districts.

Supply-a:'d-demand levels also vary considerably
according to school level and subject area. Across APEC
members, the unmet demand for secondary teachers
tends to be greater than the unmet demand for ele-
mentary teachers. APEC members such as the United
States, Singapore, Hong Kong, Canada, the Republic of
Korea, and Australia reported having shortages of sec-
ondary school teachers in subjects such as mathematics,
science, and various foreign languages. In the United
States, fields like computer science, education for stu-
dents with disabilities, bilingual education, and early
childhood education also join the list. Hong Kong
reports shortages of teachers in literature, English lan-

guage, and computer studies as well. In Canada, areas
of teacher shortage vary by province, but in general
Canadian schools have some difficulty hiring qualified
staff to teach French, English, mathematics, and science.
Australia also reported persisting shortages in the areas
of mathematics and the sciences.

Supply and demand are in some cases influenced
by structural and demographic changes affecting the
school system. Singapore has experienced a surplus of
teachers for the primary education cycle since 1993.
This surplus was created by a structural change in the
education system when the Preparatory Year Project, a
pre-school program that had been part of the primary
school phase, was discontinued. In the People’s Repub-
lic of China, due to a program of “reform and opening
to the outside world as well as modernization,” there
has been a great emphasis on vocational education,
which has led to a sudden increase in the number of
vocational secondary schools. In turn, this has increased
the demand for teachers and created a situation where-
by teachers without the necessary qualifications are
hired on 4n emergency basis. Similarly, structural fac-
tors contribute to teacher shortages in the United States.
Recent reforms requiring more mathematics and science
courses for graduation from high school have height-
ened demand for teachers in those subjects, while fed-
eral programs requiring bilingual and special education
have increased demand in these areas.

In APEC members such as the United States, Sin-
gapore, Hong Kong, the People’s Republic of China,
Australia, and Canada, teacher shortages are addressed
with a variety, of ad hoc solutions, such as dropping
courses, increasing class sizes, and/or lowering qualifi-
cations for those entering the profession in order to fill
vacancies. In the United States, for example, an under-
supply of teachers is often met by reducing standards
for entry by establishing emergency and alternative
routes to licensing. Candidates in many of these shorter
term routes engage in little or no education coursework
or student teaching prior to entering the classroom. In
Hong Kong as well, “schools are permitted to take on
less qualified staff.... When teachers for specific subjects
cannot be found, schools have to make do by falling
back on teachers with closely related training.”

Alternative programs for recruiting teachers are
also found in Singapore. The Cadet Graduate Teacher
Scheme recruits students who are enrolled in the
teacher preparation institute but who have not yet had
professional training. Similarly, under the Provisional
Graduate Teacher Scheme, “untrained candidates” are
offered a temporary contract for one year. The Ministry
of Education of Singapore also recruits teachers from
abroad, especially mathematics and English teachers.

The extent to which supply and demand vary by
locality depends in part on the degree of centralization
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of teacher employment. APEC members report many
different recruitment and hiring practices. In APEC
members where teachers are considered government
employees or civil servants, recruitment is often cen-
tralized and handled by the Ministry of Education or the
equivalent. This is the case in Korea, Malaysia, Singa-
pore, and Brunei Darussalam. Singapore and Brunei
Darussalam have a single teacher training institution that
serves and responds to the needs of the central gov-
ernment. By contrast, in the United States, Canada, and
Australia, education is a function of the state or
province, and hiring and recruitment operations are del-
egated to city, town, and local school districts, where
hiring practices and salaries differ substantially. As a
consequence, some districts may experience shortages
while others in the same region are experiencing sur-
pluses of teachers.

In New Zealand, hiring and recruitment are the
responsibility of the local board of trustees, which,
except for senior positions, most often delegates this
responsibility to the principal. Other than those of
senior staff members on contract, teachers’ salaries are
governed by the national collective agreement between
the teacher unions and the State Services Commission
(representing the government). Variaticns in salaries are
due to different levels of qualifications, teaching expe-
rience, school level, and degree and types of responsi-
bilities. In some cases regional and local authorities
offer incentives—such as low-rent housing or higher
levels of responsibility—to attract teachers to remote
areas or to teach subjects in which there is a shortage
of teachers.

In Japan, as was discussed earlier, differences in
teachers’ salaries are prevented by the prefecture gov-
ernment’s paying the salaries of teachers at the various
local levels: city, town, and village. In order to ensure
nationwide uniformity in terms of salaries, salaries in
each prefecture are matched to the pay received by
national school teachers, which is determined by law.
While the impact of teaching compensation and status
on the supply of teachers is difficult to assess, there are
some indications that high status and competitive com-
pensation do have positive effects on supply. Accord-
ing to the Chinese Taipei report, “because school teach-
ers are well paid, highly respected, ard have high job
security, teaching tends to be their profession for life.”
While occasional teacher shortages occur in Chinese
Taipei, these are attributed to unpredictable events, such
as the inability of the teacher preparation system to
adjust quickly to changes in demand, since teacher
training institutions recruit and prepare a fixed number
of students. At present, Japan is reporting a decline in
the demand for new teachers due to a decline in the stu-
dent population and low attrition of current teachers.
Shortages of teachers are quite rare.

THE PREPARATION OF TEACHERS
Goals and Institutions

APEC members report similar goals and aims for teacher
education: All APEC members see the professional
preparation and development of “quality teachers” as a
major aim for teacher education. Quality teachers are
described as having some combination of the following
attributes:

e Pedagogical knowledge

s Subject area content knowledge

e The skills and attitudes necessary for effective
teaching

e A strong understanding of human growth and
child development
Effective communication skills
A strong sense of ethics

* A capacity for renewal and ongoing learning

The social missions of teacher preparation are
broad. New Zealand, Hong Kong, the People’s Repub-
lic of China, and the United States cited the importance
of training a teaching force that is well equipped to pre-
pare students to function competently within an increas-
ingly competitive and interdependent global society.
Brunei Darussalam and the People’s Republic of China
discuss the key role of teacher preparation in fostering
national unity, pride, and identity.

For the most part, institutions set their own guid-
ing principles for their teacher preparation programs,
although it is likely that this may occur within a frame-
work of national goals in some cases, or through
state/province guidelines in others. In Japan and the
People’s Republic of China, the Minister of Education,
Science, and Culture and the State Education Commis-
sion, respectively, set national goals for teacher educa-
tion. In Quebec, Canada, the province’s Ministry of Edu-
cation is currently defining the “orientations and
principles teacher training programs must comply with,
as well as the competencies expected of new teachers
at the end of their studies.”

In the United States, each state sets standards for
recruiting, preparing, and licensing teachers. Recently,
more than half the states joined together to develop
model standards for licensing beginning teachers that
will be compatible with the standards for advanced
certification established by a national professional
body, the National Board for Professional Teaching
Standards. About 40 percent of the teacher preparation
programs in the United States, representing about 70
percent of teacher candidates, are professionally
accredited by the National Council for Accreditation of
Teacher Education (NCATE), which uses a common set
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of standards tc evaluate programs. In the United States,
professional education accrediting organizations for
law, medicine, architecture, teaching, and other pro-
fessions are recognized by the U. S. Department of
Education.

The APEC members' reports reflect a wide range
of qualifications for entry into teaching, from those who
acquire a bachelor's or master's degree at universities to
those who have received no special preparation for
teaching at all—although no country has the latter as a
basic policy. All APEC members, with the exception of
the People’s Republic of China, now require the com-
pletion of secondary education for entry into teacher
preparation programs. In the People’s Republic of China,
pre-primary and primary school teachers typically have
completed junior high school plus a three- to four-year
teacher training program. (See Table 1.1 for an outline
of qualifications required by the APEC members partic-
ipating in this report.)

Secondary education ranges from three to seven
years in duration. Six years of secondary education
seems to be typical of many APEC members (Republic
of Korea, Japan, the United States, Chinese Taipei, and
many provinces in Canada). The People’s Republic of
China and Hong Kong have three years of compulsory
secondary education. In Hong Kong, about 85 percent
of the relevant age population also receive a noncom-
pulsory, two-year upper secondary level education, and
28 percent go on to receive an additional two years, or
“sixth form,” matriculation education.

Candidate Selection

Across APEC members there is considerable variety in
the ways in which teaching candidates are selected and
prepared to enter the field of teaching. Within any given
APEC member, there are a multitude of entry points for
teaching candidates. These vary by the type of prepar-
ing institution and by the school level at which candi-
dates plan to teach—elementary or secondary.
Examinations are widely used to determine can-
didates’ readiness and capacity for teacher education
programs. In APEC members like the Republic of Korea,
Malaysia, the People’s Republic of China, and Singa-
pore, national examinations are taken by all graduates
of secondary education. Minimum scores for entry into
teacher preparation programs are established by the
preparatory institution, and may vary according to the
type of preparatory program and the educational level
and subject area to be taught. New Zealand, Canada,
and Japan report that there are no national examina-
tions, and teacher preparation institutions have their
own criteria for entry. In the United States, an increas-
ing number of states require some form of testing before
entry into a teacher education program. Usually, a min-

imum score on a nationally normed college entrance
test is required. In addition, 15 states and over 70 per-
cent of colleges have set minimum grade-point averages
for entry into teacher education.

In most APEC members, entry into teacher prepa-
ration programs depends heavily on the candidate’s aca-
demic achievement in secondary school (or in the first
years of college, if teacher preparation occurs in the lat-
ter years). Grades and test scores are often used as indi-
cators of academic achievement. Some APEC members
also assess the language and communication skills of
candidates, conduct interviews, and consider aptitudes
for leading cocurricular activities.

Admission interviews for the purpose of judging a
candidate are also used in some universities in the Unit-
ed States, Canada, and New Zealand. Interviews are also
used in some Japanese prefectures’ Teacher Employ-
ment Selection Tests for the purpose of assessing gen-
eral qualities and attitudes toward the profession. In
New Zealand, involvement in cultural, sporting, social,
and welfare activities, and attitudes that affirm New
Zealand's equity and bicultural values, are also consid-
ered. Some universities in the United States and Cana-
da require confidential statements from referees that
attest to the candidate’s suitability for admission.

In many APEC members, including Brunei
Darussalam, the People’s Republic of China, Singa-
pore, Malaysia, the Republic of Korea, Hong Kong,
and Chinese Taipei, student intake is determined by
government bodies in collaboration with teacher
preparation programs. In these cases, APEC members
underwrite some or all of the costs of education for
candidates. The total number of candidates admitted
is typically based on the supply and demand of teach-
ers and/or the funding available for candidates. In
Chinese Taipei, the number of entrants into teacher
preparation programs is fixed at the same level each
year and is not responsive to supply-and-demand
trends. This causes some difficulties in responding to
changes in demand.

In the United States, Canada, and Japan, there are
no established processes for determining the number of
students admitted to teacher education programs. In the
United States and Canada, program size largely depends
on the number of interested candidates meeting entry
requirements and the admission policies of individual
institutions. In many Canadian provinces, faculties of
education have intake quotas for specific areas of con-
centration. Canada’s report notes that “except in the
area of mathematics and sciences, applicants outnum-
ber available quota slots.” While teacher education pro-
grams receive some government funds in the United
States and Canada, much of the cost of preparation is
borne by candidates themselves, in the form of tuition
payments.
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7

Programs

Several decades ago, attendance at a normal school
for one to three years was deemed to be sufficient
training for teachers. More recently, normal schools
have been transformed into regular four-year colleges
in many APEC members. The duration and quality of
the training progams have increased and the mission
of many teachers’ cclleges has changed so that
teacher preparation is no longer their only function.
Increasingly, teachers are also trained in multipurpose
universities.

The nature of teacher preparation programs across
APEC members often differs according to the educa-
tional level to be taught. Elementary school teachers
have frequently had lower levels of education than sec-
ondary school teachers, and the two types of teachers
have frequently been educated in different types of
institutions: In many members, elementary teachers
have been trained in normal schools or teachers’ col-
leges that often operate below the bachelor’s degree
level, while secondary teachers have been trained in
bachelor's degree programs in colleges and universities.
Many APEC members are questioning whether require-
ments for teaching elementary and secondary school
pupils should differ so markedly in organization and
duration, especially in view of the importance of pri-
mary school as preparation for later grades. If there is a
common trend, it is toward more extensive preparation
for teachers—especially elementary teachers—across
virtually all members. This often means embedding
teacher preparation in an undergraduate degree pro-
gram, or, for members that already require undergradu-
ate degrees for all teachers, extending preparation
requirements into graduate schocl programs.

Across APEC members, institutions responsible for
teacher education vary considerably in type, level, and
duration, and generally fall into three categories:

1. Certificate or degree programs boused in normal
colleges, normal schools, and colleges of educa-
tion established solely for the purpose of training
teachers: These programs are usually for ele-
mentary school teachers and emphasize peda-
gogical preparation more than subject area
preparation. In most cases these are two- to four-
year programs leading to a certificate or diploma
in teaching.

2. Degree programs boused at general, multipur-
pose universities: 'These programs tend to entail
greater subject matter preparation and relatively
less pedagogical preparation. These are gener-
ally three- or four-year programs leading to a
bachelor's degree, with the teacher preparation
portion lasting one to two years.

3.  Master's degree and/or fifth-year programs:
These programs are open to candidates who
nave completed a bachelor’s degree and lead to
a master’s degree or postgraduate diploma in
education. The duration of these programs
ranges from one to two years.

In the United States, Canada, and Japan, the
requirements for the preparation of teachers are the
same for all school levels. In these countries, both ele-
mentary and secondary school teachers are prepared in
bachelor’s degree programs or fifth-year programs that
can lead to a master's degree. In the United States, vir-
tually all teachers (98 percent) have at least a bachelor’s
degree and most (53 percent in 1991) now have a mas-
ter’s degree or higher. In Hong Kong and Australia, sec-
ondary school teachers earn a bachelor’s degree plus a
one- or two-year diploma/certificate in education.

In Australia, New Zealand, and Hong Kong
reforms in the last decade reveal a trend toward prepar-
ing primary teachers as well as secondary teachers in
bachelor's degree programs. New Zealand has recently
begun preparing primary teachers in programs yielding
a four-year Bachelor of Education degree. This trend has
been supported and facilitated by changes in govern-
ment policies to raise primary teacher preparation to
degree status, and to encourage nondegree colleges to
become affiliated with degree-granting universities. In
Australia, all Colleges of Advanced Education, which
provided initial teacher training, are now universities. In
Hong Kong, Bachelor of Education (Primary) degree
programs have recently been introduced.

Across APEC members, the length of teacher
preparation programs generally ranges from one to two
years, depending on the school level at which candi-
dates are expected to teach and the type of programs in
which they are enrolled (whether undergraduate or post-

. graduate). In some instances, programs are embedded

in four-year undergraduate degrees and teacher educa-
tion coursework may be carried out in a less concen-
trated manner throughout the four years, or may be con-
centrated in the last two years. For primary-level
teaching, teachers’ postsecondary education may be
from two to four years, with the portion devoted to spe-
cific preparation for teaching comprising about two
years. For secondary level teaching, coursework tends to
take place in a four-year undergraduate degree program,
with a smaller proportion (about one or two years)
specifically devoted to education coursework.

While there is some variability in terms of curricu-
lum content, teacher preparation programs generally
provide students with some combination of coursework
in subject matter, teaching methods and materials, child
growth and development, and other education courses,
such as educational psychology, history and philosophy
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of education, and practical teaching experience. (See
Table 1.2 for selected examples of the content of teacher
preparation programs in APEC members participating in
this report.) In Alberta, Canada, students are also
required to take some educational administration cours-
es. The extent of education coursework tends to vary
for elémenta'ry and secondary teachers, with elementary
teachers pursuing a relatively greater number of cours-
es on teaching and learning and secondary teachers pur-
suing a relatively greater number of courses in the sub-
ject area(s) they plan to teach.

Many APEC members report that primary teachers
do not concentrate in a specific subject area but prepare
as “generalists” to teach all content areas. There are,
however, several exceptions to this trend: In Alberta,
Canada, and in Chinese Taipei, for example, students in
primary education are required to focus on a specific
subject area in addition to the generalist focus. In Hong
Kong, primary education students are required to spe-
cialize*in two subject areas. And in the United States a
few states no longer permit students in elementary edu-
cation to major in education but require them to major
in a'liberal arts discipline in college while they are also
taking the requisite courses for teacher preparation.

The reports of APEC members indicate that sec-
ondary school teachers are generally required to major
in the subject area they will ultimately teach. The lib-
eral arts programs are, on average, four years in dura-
tion, with one of the four years spent on teacher prepa-
ration. In members like the People’s Republic of China,
Chinese Taipei, Japan, Singapore, and Canada, the cur-
riculum for secondary teacher preparation involves a
combination of general education, teaching pedagogy,
psychology courses, and practice teaching. The num-
ber of education courses seems to vary among APEC
members and depends on the program. For instance,
in the United States, education courses typically con-
stitute one-fifth of the total courses for secondary edu-
cation majors—an average of about 26 credits out of a
total of 135. Elementary education majors take about 50
credits of education courses out of a total of 125 cred-
its. The examples cited below were selected because of
the amount of detail provided on the content of pre-
service curricula.

In the People’s Republic of China, the curriculum
for secondary school teachers’ preparation consists of
five components: political theory (philosophy, eco-
nomics, etc.); foreign languages; education courses
(educational theories, psychology, and methodology of
teaching); physical education; and specialized courses
in major fields (basic specialized courses and elective
courses). Students are also expected to do an eight- to
ten-week student teaching practicum, depending on
whether they are in a three- or a four-year program.

In Chinese Taipei, education for both primary and

secondary school teaching requires four years of course-
work (general and professional coursework) and one
year of teaching practicum. During these four years, pre-
service students are required to take 148 credits—20
credits more than the number required at other univer-
sities and colleges. Of the 148 credits, professional edu-
cation coursework consumes 20 and primary and sec-
ondary school teaching consume 16 credits each. In
Chinese Taipei, professional training for primary school
teachers includes “courses in primary education, edu-
cational psychology, teaching principles, types of teach-
ing materials and methods in language arts, social stud-
ies, mathematics, natural sciences, music, fine arts,
crafts, and teaching practice.” For secondary schools,
professional training includes courses such as “the intro-
duction of education, secondary education, education-
al psychology, teaching principles, teaching method and
teaching practicum; and four credits of elective courses,
chosen from educational philosophy, educational soci-
ology, vocational guidance, audio-visual education, and
moral principles.” Completion of preservice secondary
programs usually yields a Bachelor of Education degree
or a Bachelor of Science in Education degree.

In British Columbia, Canada, a strong emphasis is
placed on the theoretical bases of modern educational
practice, as well as on intensive opportunities for prac-
tice. “Studies include analysis of the nature and objec-
tives of education and of the developmental character-
istics of learners. Attention is given to candidates’ own
interpersonal and communication skills and to strategies
and methods of teaching.” Practicum experiences,
including 12 or more weeks of student teaching, are
interwoven with courses on teaching methods across
subject areas, educational applications of learning,
development, and measurement theories, and social
foundations of education across a two-year period for
elementary teachers and a one-year period for sec-
ondary teachers. This model is similar to prevalent mod-
els in the United States as well.

In APEC members like ‘ne United States, Australia,
Singapore, Japan, New Zealand, Canada, and Hong
Kong, some students enter teacher education programs
having already completed a bachelor's degree. In these
cases, preparation programs are usually one to two
years in length and students are awarded postgraduate
diplomas in teaching and/or a master’s degree (see Table
1.1). For example, in Australia, the general pattern of
secondary teacher preparation consists of a three- to
four-year university degree program in which the stu-
dents specialize in the subject areas they will teach, fol-
lowed by a one-year master’s degree program in educa-
tion. Alternately, prospective teachers pursue a four-year
Bachelor of Education degree, integrating subject disci-
plines, education, and teaching practices. Most universi-
ties in Australia are gravitating toward a two-year add-
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TABLE 1.2

Professional Content of Teacher Preparation Programs in some APEC Members*

APEC Members

Elementary Teachers

Secondary Teachers

BRITISH COLUMBIA,
CANADA
(2-YEAR PROGRAM)

THE PEOPLE'S
REPUBLIC OF CHINA

JAPAN**

SINGAPORE

CHINESE TAIPEI

PROFESSIONAL COURSES: Analyses of education;
principles of teaching; pre-practicum experience;
communication skills in teaching; educational
application of developmental theories; develop-
ment and exceptionality in the regular classroom;
introduction to reading and language arts instruc-
tion; curriculum and instruction (art, physical edu-
cation, elementary, language arts, mathematics,
music, reading, science, social studies). STUDENT
TEACHING: about 12 weeks.

PROFESSIONAL COURSES: Psychology; methodolo-
gies of: primary mathematics, primary science,
physical science, music, fine arts. STUDENT TEACH-
ING: 8-10 weeks.

PROFESSIONAL COURSES: Essence and goals of edu-
cation; physical and mental development and the
learning process of students; education system
and management; educational methods and tech-
nigues (including the use of computers and educa-
tional materials); subject teaching methodology;
moral education; special activities; student guid-
ance and educational consultations. STUDENT
TEACHING: about 4 weeks.

PROFESSIONAL COURSES: Teaching of English;
teaching of mathematics; third methodology
course {chosen from electives); pupil development;
social context of schooling; applications of psy-
chology in teaching and learning; instructional
technology. STUDENT TEACHING: B.A.~—25 weeks
over 4 years. Post-Graduate Diploma—9 weeks
over 1 year. Diploma in Education—15 weeks over
2 years.

PROFESSIONAL COURSES: Primary education; educa-
tional psychology; teaching orinciples; teaching
methods and materials {language arts, social stud-
ies, mathematics, natural sciences, music, fine
arts, crafts). PRACTICUM: 1 full-year internship.

PROFESSIONAL COURSES: Analyses of education;
principles of teaching; orientation school experi-
ence; education during adolescent y=ars; develop-
ment and exceptionality in the regular classroom;
courses related to first teaching subject; courses
related to second teaching subject; communica-
tion skills; school organization in its social context;
learning measurement, and teaching; language
across the curriculum; educational anthropology,
history of education; philosophy of education;
social foundations of education; educational soci-
ology; credits for prescribed courses related to
teaching subject(s). STUDENT TEACHING: about 10
weeks.

PROFESSIONAL COURSES: Education courses—edu-
cational theories, psychology, methodology of
teaching: Physical Education. STUDENT TEACHING:

8-10 weeks.

PROFESSIONAL COURSES: Essence and goals of edu-
cation; physical and mental development and the
learning process of students; educational methods
and techniques (including the use of computers
and educational materials); subject teaching
methodology; moral education; special activities;
student guidance and educational consultations.
STUDENT TEACHING: about 2 weeks.

PROFESSIONAL COURSES: Teaching methods of 2
subjects graduated (majored) in from respective
universities; pupil development; social context of
schooling; applications of psychology in teaching
and learning; instructional technology. STUDENT
TEACHING: B.A.—25 weeks over 4 years. Post-
Graduate Diploma—9 weeks over 1 year. Diploma
in Education—15 weeks over 2 years.

PROFESSIONAL COURSES: Secondary education;
educational psychology; teaching principles; teach-
ing method; 4 credits of electives chosen from
educational philosophy, educational sociology,
vocational guidance, audiovisual education, and
moral principles. PRACTICUM: 1 full-year internship.

*These APEC members were selected because of the amount of detail provided in the initial reports. The lists of courses for individual members are
not necessarily complete or comprehensive.

**For upper secondary school teachers, moral education is an elective.

on degree program instead of the one-year course. Some
universities are also considering preparing elementary

school teachers, who are currently prepared in three-
year diploma/degree college programs. In New Zealand,
the normal route for most secondary schooi teachers is
a university degree plus one year of teacher preparation.
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Student Teaching

Student teaching is seen as a key component of teacher
preparation across APEC members. The duration of 4 stu-
dent teaching experience differs from one member to
another and for elementary and secondary teachers. Prac-
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tice teaching assignments for primary school teachers
range from several sections of 4 weeks (constituting
about one-third of a year's training) in New Zealand to a
full-year internship in Chinese Taipei. The duration of
practice teaching at the secondary level also varies wide-
ly, from about 2 weeks in Japan to a minimum of 12
weeks in Canada, to one year in Chinese Taipei. Fre-
quently, student teaching occurs toward the end of the
program, after the completion of coursework. However,
increasingly, clinical experiences are spread over the peri-
od of preservice training. In a growing number of mem-
bers, elementary and secondary school teaching candi-
dates go through field experiences in which they observe
classes or serve as tutors or teacher aides prior to student
teaching. In Canada and the United States, there is now
a trend toward requiring students to undertake observa-
tion or practicum experiences earlier in their programs.

In some instances the length of a student teaching
experience also depends on the nature of the pro-
gram—for example, an undergraduate two- to four-year
program or a postgraduate diploma or certificate. In Sin-
gapore, for example, the practicum for a program lead-
ing to a baccalaureate degree can be as much as 25
weeks over the course of the four-year university pro-
gram. One-year programs leading to a postgraduate
diploma in education and two-year programs leading to
a diploma in education have practicums 9 weeks and
15 weeks in duration, respectively. In the United States,
the duration of student teaching programs ranges from
8 weeks to two full semesters, with most programs
requiring 12-15 weeks. New gradu: ‘e-level programs
require the most sustained and intensive practice teach-
ing experience in the form of a year-long sct.ool-based
internship conducted alongside coursework.

New Zealand and Australia report that cooperating
teachers, associate teachers, or tutor teachers are respon-
sible for mentoring and evaluating the skills of new
teachers. In Canada, the United States, and Singapore,
faculty from the preparation program and school-based
cooperating teachers work together to assess students.
In Wellington, New Zealand, cooperating teachers take
the Advanced Studies in Teaching course to help pre-
pare them for their role. Japan, the United States, Cana-
da, and the Republic of Korea report that some teacher
preparation programs are affiliated with primary and sec-
ondary schools that are organized and supported to pro-
vide sites for practice teaching. Schools of education in
the United States and Australia are increasingly creating
professional development school relationships with local
schools. These school and college partnerships create
sites for preparing new teachers in a manner that inte-
grates theory and practice while also supporting research
and stimulating reforms of both schools and schools of
education. By working with expert teachers to strength-
en the quality of the practice teaching experience, an
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environment is created for the ongoing professional
development and growth of experienced teachers.

Linkages Between Teacher Education and
Other Curriculum Standards

Only a few APEC members (Malaysia, Japan, and Sin-
gapore) report strong connections between teacher
education curricula and curricular standards for schools
and students. Teacher preparation programs in New
Zealand, Hong Kong, Canada, Chinese Taipei, and
Brunei Darussalam are encouraged to take into con-
sideration curricular standards for schools and students
in the design of their own curriculum. In addition, the
introduction of new government curricula is an impor-
tant factor in setting priorities for professional devel-
opment activities undertaken by schools in New
Zealand. I the United States, some states are defining
curricular standards for what students should know and
be able to do and are then using these standards to
determine what beginning teachers should know. Aus-
tralia, too, is bringing “stakeholders in education”
together “in order to standardize education outcomes
across the country.”

ON-THE-JOB TRAINING AND DEVELOPMENT

Many APEC members feel that the social, demographic,
economic, and technological changes taking place call
for greater connections between the aspects of teacher
education that deal with subject-area content knowl-
edge, pedagogical knowledge, and clinical or practical
experiences in teaching. These trends also require
ongoing professional development for veteran teachers,
whose knowledge is continually challenged by new
demands of subjects and students.

Induction

APEC members report that they increasingly recognize
the first years of teaching as a critical time for develop-
ing effective skills and positive attitudes regarding the
profession. As a result, interest and support for provid-
ing beginning teachers with a transition period from for-
mal preparation to practice is growing among APEC
members. APEC members such as Hong Kong, the Peo-
ple’s Republic of China, the Republic of Korea, the Unit-
ed Stat~s, Canada, New Zealand, and Japan have or are
developing induction programs, transition periods, and
on-the-job support for beginning teachers. In Chinese
Taipei, teacher candidates go through a year-long intern-
ship following their coursework and prior to licensure.

New Zealand and Japan offer examples of highly
developed induction programs. In New Zealand “it is
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generally accepted that the first years in the classroom
are a continuation of the preservice training students
received in college, and the first stage of their ongoing
professional development.”

New Zealand's Advice and Guidance Program is
provided for all beginning teachers during their initial
two years in the classroom. In fact, new teachers are not
eligible to become fully licensed (registered) until they
have completed this two-year experience. Although the
program may vary from school to school, it must
include the following elements to receive approval by
the New Zealand Teachers’ Registration Beard:

1. Resources and personal support from colleagues
in the same curriculum area, school, or educa-
tional center

2. Classroom visitations and written appraisals
regarding the beginning teacher’s progress
teward meeting registration criteria

3. A program of visiting and observing experi-
enced teachers

4. leetings with senior staff and beginning teach-
ers to “clarify the wider aspects of the beginning
teacher’s work and responsibilities”

5. A written record of the induction program with
the advice and guidance received and the extent
of participation in planning the corporate life of
the school or [early childhood] center (Chap. 10)

In addition, primary schools that employ begin-
ning teachers in New Zealand receive an additional 0.2
teaching entitlement per week for each new teacher’s
first year, to facilitate released time for the beginning
teachers or senior staff working with the beginning
teachers. At the secondary level, released time is for
the beginning teacher only, who has a workload that
is 0.8 of the teaching entitlement of a fuliy registered
teacher.

In Japan, newly appointed teachers receive for-
mal induction training during their first year of teach-
ing. Beginning teachers: (1) maintain regular teaching
duties with a “lighter work load”; (2) attend in-school
training two times per week; and (3) receive out-of-
school training once per week. During in-school train-
ing, “designated guidance teachers” (usually experi-
enced teachers) offer support and assistance to the
beginning teachers. Qut-of-school training covers a
wide range of activities, including volunteer work, lec-
tures, seminars, and visitations to other schools, child
welfare facilities, private corporations, and social edu-
cation facilities. To support induction activities, schools
employing one beginning teacher are assigned a part-
time lecturer; those employing two beginning teachers
are assigned a full time teacher. The appointing author-
ities cover funding for induction programs, and the

n
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national government covers one half of all related per-
sonnel and out-of-school training costs.

Hong Kong, the Republic of Korea, and the Peo-
ple’s Republic of China also reported having induction
prograras for beginning teachers. However, available
information is not sufficient to allow an in-depth discus-
sion of these programs. In Canada, the provinces of Que-
bec and New Brunswick are currently piloting induction
programs. And in the United States, approximately 25
states have started some kiud of inductior. program,
although only a few have provided funding for mentors,
released time, or graduated responsibility for new teach-
ers. In these programs, teachers are generally employed
full time on provisional licenses and are observed and
evaluated on their teaching performance as a condition
for receiving a professional license afier one to three
years.

Singapore and Australia have no formal induction
programs. Recently, the Australia Education Union, a
national teacher union for government-sector teachers,
has created policy guidelines for launching induction
programs. These policies recommend:

1. An induction period of one year

2. Placement in a supportive scheol environment
with senior teachers

3. A reduced teaching load, 0.8 of a fulltime load

4. A period of reflection

5. Review and informal appraisal and professional
development

6. Formal appraisal for permanency or full regis-
tration (Chap. 2)

Many APEC members continue to explore how they can
further enhance and develcp these programs to meet
the needs of beginning teachers in general, and begin-
ning teachers working with specific populations, in spe-
cific subject areas, or in especially challenging (urban
or rural) geographic locations, in particular.

Ongoing Professional Development

In most APEC members, efforts to upgrade standards for
students have created new demands for investments in
teacher knowledge. Most APEC members are faced with
two equally challenging and important concerns in the
development of a quality teaching force: (1) the recruit-
ment, preparation, and induction of highly qualified
new teachers; and (2) the ongoing growth and devel-
opment of their existing teaching force. Balancing the
educational needs and financial demands of supporting
continuing learning for both groups is a concern in
many member nations.

In this chapter the term professional development
is used broadly and refers to a wide array of activities:
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workshops designed to introduce new policies and
practices; activities designed to keep teachers abieast
of new developments in eéducation; ongoing in-school
opportunities for collegial sharing, observation of other
classes, and discussion of teaching; and courses to
upgrade the qualifications of teachers. While all of
these activities are viewed as important to APEC mem-
bers in ongoing professional development, there are
differences in terms of which activities are more preva-
lent and how professional development opportunities
are structured.

As one example of the range of practice, Japanese
schools provide teachers with 20 or more hours each
week for collegial work and planning, visitations to
other classrooms and schools, and demonstrations of
teaching strategies. By contrasi, U.S. teachers are allot-
ted almost no in-school time for professional <levelop-
ment or collegial work. Almost all professional devel-
opment occurs in formal workshops or in courses after
school, on the weekend, or on a small number of spe-
cially designated professional days.

Ongoing professional development programs may
be supported at the national, state/provincial, or local
government levels, and include university-based,
non-university based, and school-site options. Ongoing
professional development occurs within extensive for-
mal structures in some APEC members. Some profes-
sional development opportunities, including those in
Hong Kong, the Republic of Korea, and the People’s
Republic of China, are designed to upgrade the educa-
tion levels and qualifications of the current teaching
force. Professional development opportunities are also
aimed at familiarizing teachers with national,
state/provincial, and local curriculum developments.
This was explicitly mentioned by Australia, Singapore,
and New Zealand. Still other programs are concernzd
with helping experienced teachers keep pace with the
ever-increasing knowledge base in subject areas and
pedagogy, and with the use of technology as an aid in
instruction.

Some APEC members cite increases in salary and
career advancement as the major incentives for teach-
ers to participate in professional development activities.
A concern raised in the .tport from the Republic of
Korea is the view that many teachers may prefer to par-
ticipate in professional development activities in order
to be promoted and/or to improve their earnings, but
that these activities might not affect teacher growth and
competence.

Some APEC members report a trend toward
increasing expenditures and released time for profes-
sional development activities. New Zealand, for exam-
ple, identified a 30 percent increase in funding for pro-
fessional development between 1991 and 1993. In New
Zealand in 1992, primary and secondary schools spent

approximately $14 million on professional development.
The bulk (53 percent per teacher) was spent on teacher
released time.

In 1993, Australia announced the federally funded
National Professional Development Program, which pro-
vides $60 million for staff development activities over a
three-year period, in addition to that provided by teacher
employers. Several Canadian provinces report an aver-
age allotment of 15 days per school year for activities
other than teaching. In the United States, inroads toward
funding professional development have been made in
only a few states, where 5-10 days per year are allotted
for teacher development. In general, U. S. school districts
spend less than one-half of 1 percent of their budgets on
professional development.

LICENSING (REGISTRATION) AND
OTHER POLICY iSSUES

The diversity among APEC members regarding teacher
preparation and professional development is reflected
in the wide variety of approaches to governance struc-
tures, accreditation, the financing of teacher education,
and licensing requirements. Central to these differences
is whether teacher education is perceived as a national,
provincial, state, or local responsibility, or some combi-
nation of these.

Licensing Requirements

In order to maintain standards for teachers, APEC mem-
bers report a wide array of systems for teacher registra-
tion or licensing. (Unless otherwise indicated, the terms
registration, and lcensure are used synonymously to
refer to government systems for ensuring minimal quali-
fications of candidates allowed to practice.) While licens-
ing or registration systems are common, several APEC
members have no licensure systems, including Singapore,
the People's Republic of China, and Brunei Darussalam.
In Singapore and Brunei Darussalam, there is one teacher
training program under government control that main-
tains strict admissions and academic preparation stan-
dards. The People’s Republic of China, too, has set up
national requirements and standards for primary and sec-
ondary school teachers. Completion of a preparation pro-
gram in these members constitutes authority to practice.

In Hong Kong, the Republic of Korea, Malaysia,
and Chinese Taipei, teacher registration is governed by
the ministry of education or national education depart-
ment. New Zealand has a Crown (state) entity called the
Teacher Registration Board whose function is to m in-
tain a register of teachers. In New Zealand registration
is not a compulsory requirement. However, being reg-
istered is considered favorably in hiring decisions and
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has a bearing on being recognized as a professional
teacher. Most private schools require registration.

The United States, Australia, and Canada maintain
state or provincial licensing systems rather than a
national framework for licensing. In the United States,
for example, state requirements vary so substantially
that a teacher licensed in one state frequently does not
meet the licensing requirements in another and is
required to take additional coursework or meet other
state-specific requirements on moving from one state to
another.

However, even in members with decentralized
education systems, the idea of national standards is
becoming more prevalent in education discussions. An
independent professional body in the United States, the
National Board for Professional Teaching Standards, has
recently begun to offer advanced certification for high-

ly accomplished veteran teachers. (Certification in this -

case refers to professional recognition of advanced skills
as the term is used in professions such as law, medicine,
or architecture.) Additionally, over 20 states have joined
together to develop model licensing standards and
assessments for beginning teachers that are in line with
the National Board's standards. In Australia, a new pro-
fessional body for teachers was created in 1993. Among
the responsibilities of this body is that of establishing
professional standards for teachers and giving teachers
a voice in professional development issues. In New
Zealand, there is now a national register of teachers
who have fulfilled certain additional professional
requirements, similar to those kept for lawyers and
medical doctors.

In many cases, APEC members have different
license categories depending on position level, subject
area, and school level and type. One highly differenti-
ated approach is exemplified by Japan, where there are
three types of licenses, or certificates: standard, special,
and provisional Standard certificates are the regular cer-
tificates granted to candidates who possess the appro-
priate number of subject-matter and education courses.
There are three categories of standard certificates
fadvanced, first-class, and second-class) for each school
level, except for upper secondary teachers, to whom
only advanced and first-class certificates are issued. The
basic requirements for an advanced certificate are a
master's degree or one year’s residence and 30 credits
in a subject specialty. The basic requirements for the
first-class and second-class certificates are a bachelor’s
and an associate's degree, respectively. There is also a
special certificate “established to allow the utilization of
individuals from society at large who possess special
skills or expertise.”

In Japan, in the rare cases where there is a short-
age of teachers with standard certificates, those who
have provisional certificates become assistant teachers.

2

4

Typically, provisional certificates are issued to teachers
who already have standard certificates for other cate-
gories. Both the special certificate and the provisional
certificate have a limited lifetime and are valid only
within the prefecture or province where they were
issued. Special certificates are valid for a period of three
to ten years, while the provisional certificates are valid
for a period of three years. '

In the Republic of Korea, teachers can obtain a
higher-rank license, which means advanced profes-
sional ability, through in-service training. Teachers who
get a higher-rank license receive an increase in salary.
Teacher licensing consists of four structures or levels:
Grade 2 teacher, Grade 1 teacher, vice-principal, and
principal. In the absence of any probation, most teach-
ers start at the Grade 2 teacher level. Higher-level licens-
es are based on both seniority and merit. Teachers can
be promoted to a higher-rank license after completing
180 hours of in-service training. Also, promotion is
based on a positive evaluation of such aspects as career,
performance appraisal, and in-service training rating.
Thus, teachers can be promoted from the classrocm to
the position of vice-principal or principal.

With the notable exceptions of Japan and the
Republic of Korea, most APEC members’ licensing
structures tend to be flat rather than hierarchical. In the
United States, for instance, licensing for teachers is not
graduated, except that teachers without full preparation
may receive provisional, temporary, or emergency
licenses of various kinds. Teachers do have to acquire
additional training and an administrative certificate to
become a school principal. Requirements for teaching in
private schools do not differ significantly from those for
public school teaching. In some states, teachers in pri-
vate schools have to be licensed, while in others they
do not.

APEC members report differing license or regis-
tration renewal policies, ranging from two to three years
in Australia in those states that require registration to
lifetime registration/licensure in Hong Kong, the Repub-
lic of Korea, and Malaysia. In Chinese Taipei, teachers
must re-register if they leave the profession for more
than ten years. Until recently, most states in the United
States had few requirements for teachers to satisfy once
they were initially licensed. However, most states now
disallow the “lifetime” license and require teachers to
continuously renew their credentials every three to five
years with additional formal college course work or in-
service training.

While test scores are widely used to determine
entry into teacher education programs in many APEC
members, testing for licensure was not as widely dis-
cussed in most reports, with the exception of the Unit-
ed States and Chinese Taipei. In the United States, most
states now require some form of testing for licensure
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upon completion of a teacher preparation program. The
nature of these tests is now changing to include more
performance-based methods. In Chinese Taipei, there is
now a new law requiring all new teachers to be
licensed, a process that involves doing an internship
and passing a licensing test at the end of the internship.

Governance

The extent of government involvement in setting and
guiding policy regarding teacher education varies wide-
ly. In the United States, Australia, Canada, New Zealand,
and Japan, policy is not exclusively guided by one par-
ticular body, given the highly decentralized nature of
education policy and teacher education programs in
those countries. In the United States, for instance,
teacher education programs are influenced by the col-
leges and universities in which they reside as well as by
state government agencies and other state bodies, such
as professional standards boards. Professional organi-
zations of teachers and a national accrediting body are
also very influential. By contrast, teacher eaucation is
centralized and the direct responsibility of the member-
wide governments in Hong Kong, Malaysia, the Repub-
lic of Korea, Singapore, New Zealand, Chinese Taipei,
and Brunei Darussalam.

in the People’s Republic of China, policy guidance
takes place at four levels: the State (National) Education
Commission, the provincial education commission, the
prefecture education commission, and the county-level
education commission. The state is responsible for plan-
ning teacher training programs as a whole, and directly
controls six key universities at which model teacher
education programs are run. Local commissions are
responsible for carrying out state policy and instruc-
tions. Divisicns within provinces, regions, and munici-
palities are set up to make specific policies regarding
the development of secondary teacher education, and
to supervise and evaluate the implementation of poli-
cies concerning local normal schools.

Financing for Teacher Education

Teacher education is primarily funded by state/provin-
cial governments, or national/central governments. In
New Zealand, the United States, and Canada, teacher
education is financed in part by state or provincial gov-
ernments. In these cases, other forms of funding include
student tuition, endowments, donations, and research
monies. Preparation programs in Malaysia, Chinese
Taipei, Singapore, and Brunei Darussalam are funded
almost wholly by the national or central governments.
In Australia, too, teacher education programs are fund-
ed by recurrent grants provided by the Commonwealth
Government; however, each institution determines how

the funds are allocated. In the People’s Republic of
China, there are variations in sources of financial sup-
port from the central government, depending on insti-
tutional level and type. Initial teacher education that is
provided at normal universities and colleges is funded
by the central government. Funding levels are deter-
mined according to the number of students enrolled in
each institution. Funds for continuing or higher teacher
education are provided by state budgets for higher edu-
cation; normal colleges under direct provincial supervi-
sion are locally funded.

Though some APEC members have experienced
overall economic growth in the last decade, others are
faced with slow or zero growth. Balancing the recruitment
and preparation of teachers with the upgrading and con-
tinuous development of experienced teachers has creat-
ed considerable financial challenges for many.

Accreditation

In general, APEC members report three types of accred-
itation systems for teacher training programs and institu-
tions: self-~<creditation, government-supervised accredi-
tation, and external professional accreditation.

Self-accreditation appears to be a form of assess-
ment focused on the institution as a complete entity.
The institution assesses itself against its own mission
and goals. Self-accreditation systems are prevalent in
New Zealand, Australia, and Hong Kong. In these cases,
the process of accreditation is the responsibility of the
college or university and is aided by a wide range of
internal and external constituents, including employee
examiners, peer review groups, and relevant employers
and professional associations. Australia is currently
examining a system of external accreditation through
the newly formed Australian Teaching Council.

All teacher education programs in Malaysia, Chi-
nese Taipei, and Japan are under the direct supervision
of the government. In these cases, the government
develops and maintains standards for entry, preparation,
and graduation of new teachers.

Singapore’s and Brunei Darussalam'’s teacher train-
ing institutions—the National Institute of Education,
Nanyang Technological University, and the University
of Brunei Darussalam, respectively-—engage external
examiners in the review of academic performance of
graduates and in determining the quality of degree pro-
grams. In the United States, there is a dual-track system
for reviewing teacher preparation programs. Each state
plays a major role in deciding standards for entry,
preparation, and the licensure of teachers and has a pro-
cedure for approving individual programs. Also, pro-
fessional accreditation in teaching is conducted by an
external, nongovernmental agency, the National Coun-
cil for Accreditation of Teacher Education, through a
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peer review process involving external examiners. Ir.
most states, NCATE accreditation is voluntary.

TRENDS

APEC members report many strategies aimed at recruit-
ing and retaining quality teachers, effectively preparing
teachers in a rapidly changing global economy, and pro-
fessionalizing the field of teaching. Efforts are under
way to strengthen preparation programs and induction
supports for new teachers. In addition, current licen-
sure/ registration policy structures are under review.

While in some APEC members, teaching is a high-
ly regarded occupation, most APEC members report that
teaching is currently still a field with little opportunity
for advancement and promotion; to advance in the field
is to leave teaching. The number of administrators need-
ed in the field is small and, other than salary increments
or credentialing for advancement, there are reported to
be few external incentives to participate in profession-
al development activities.

In some APEC members, there are efforts to estab-
lish national frameworks for professional development
to expand its use beyond licensure or registration and
credentialing for promotion, and to encourage profes-
sional development as an integral and ongoing compo-
nent of the profession. What is hoped for is a continu-
uta of professional development and growth for teachers
that spans the career from preparation to retirement.

In New Brunswick, Canada, and in the United
States, a great deal of discussion has recently occurred
on the need to create a career path that would focus on
the “knowledge base and its practice,” and would yield
a coherent, progressive conception of teachers’ growth
toward highly accomplished practice over the course of
the teaching career. In the United States, the recent cre-
ation of a system of voluntary National Board certifica-
tion for veteran teachers who pass standards of accom-
plished practice provides a benchmark for this
continuum. The report from the Republic of Korea notes
the importance of creating a teaching-oriented career
continuum that would reward teachers for becoming
more accomplished by acknowledging levels of teach-
ing expertise rather than by promoting teachers out of
the classroom into administrative positions:

It is urgent that a new teaching-oriented licensing sys-
tem be established, reforming the current management-
oriented licensing system, both to discourage adminis-
tration-driven teacher expectations and to expedite
professional development. One proposal ... would be
to replace the present system with Grade 2, Grade 1,
senior, and master teacher categories, eliminating the
vice-principal and principal positions. (Chap. 8)

There is also an increased emphasis on revising
and improving the nature and quality of teacher prepa-
ration. In Chinese Taipei, for instance, a new law
“requires that all new teachers b= licensed like lawyers
and doctors.” Prospective teachers are required to take
an additional 20 credits beyond the required amount for
the bachelor's degree. After completing coursework.
students have to do an internship for one year. On com-
pleting the internship, candidates must pass a licensing
test to become a licensed teacher. By the end of this
century the People’s Republic of China is hoping to
increase the number of primary school and middle-
school teachers with “state-issued certificates of school-
ing record and specialty qualification” to 95 percent and
90 percent, respectively, and to increase the proportion
of teachers with a college education.

In 1993, Hong Kong began the first phase of reforms
intended to improve the quality of teaching in primary
schools. The intentions of the program are to increase the
qualifications of at least 35 percent of primary school
teachers to a bachelor’s degree by the year 2007, and to
turn colleges of education into an autonomous institu-
tion—Institute of Education—with powers to offer degree
programs subject to external academic accreditation.

Teaching in most APEC members is a highly reg-
ulated profession. Efforts are under way in some APEC
members (the United States, Manitoba and Quebec in
Canada, and the Republic of Korea) to provide for
greater professional authority and responsibility than is
currently the case. Various initiatives are attempting to
give teachers greater voice in creating standards for
preparation, licensure, and practice in the field. Greater
professional autonomy in teaching would require
increased professional accountability. Consequently,
means 1o ensure initial competence and continuing
competence and growth are part of the accountability
discussion in many APEC members. Continuous profes-
sional development is seen as an important part of
greater professionalism by many.

There are efforts in some APEC members (the Unit-
ed States, Australia, and some provinces in Canada)
toward greater collaboration among institutions of higher
education, school districts, and teacher organizations in
efforts to improve teacher preparation and support. Pro-
fessional development school relationships and mentor-
ing programs in the United States and Australia are exam-
ples of increased collaboration between schools and
colleges of education. In New Brunswick, Canada, the
department of education is collaborating with universities
to revise the criteria for admission to the teaching profes-
sion, and “to change the preservice program in order to
give greater attention to the study of teaching and learn-
ing.... It is also working with the universities, school dlis-
tricts and teacher organizations to revise the practicum
and emphasize a team approach to professional growth.”
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APEC members are employing a number of strate-
gies to achieve these goals and to combat teaching’s flat
career ladder. The more common strategies and trends
include some combination of the following:

e Upgrading the level and quality of teacher
preparation programs

o  Fostering greater links between academic prepa-
ration and clinical experiences

s Providing induction or transition supports and
training for beginning teachers

e Providing ongoing professional development
opportunities )

o  Creating national frameworks to guide initial
teacher preparation and ongoing professional
development

o Creating forums to ensure teachers a greater
voice in teacher preparation and professional
development issues

Notwithstanding the differences in terms of
approaches and emphasis, APEC members seem to be
unified in their recognition of the importance of teachers
in achieving their educational goals. Efforts to strengthen
teacher preparation programs, supports for beginning
teachers, and opportunities for the continuous develop-
ment and growth of experienced teachers are evidence
of the important role attached to teacher preparation and
teacher development in national development.
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CONTEXT
Definitions

Definitions for year (grade), age, and qualification to teach
at different stages of Australian education are presented
in Table 2.1. The definitions of preschool and school edu-
cation, in terms of starting year or grade, differ among
states and territories (defined in Table 2.1 as groups of
states). Thus, group D students have one less year of sec-
ondary schooling than do students from other states.

Age levels are approximate. Formal (compulsory)
schooling begins at the first year of primary school (year
1) in each state and ceases at age 15 (usually year 9 or
year 10). Postcompulsory secondary education is pro-
vided for 16-18-year-olds and normally includes years
11 and 12 of school. About 76 percent of Australia’s
young people complete year 12. Postsecondary educa-
tion comprises the university and vocational education
and training sectors.

Educational Systems and Student Population

School Systems

The primary responsibility for delivering school educa-
tion lies with state and territory governments. There are
eight state and territory school systems, which are
known as the government sector. Those schools not

within a state government system are referred to as the
nongovernment sector.

The major nongovemment systems are the Catholic
education systems in each state. However, a large number
of schools are run by other religious denominations and,
together with a number of nondenominational, non-
govemment sector schools—such as schools offering alter-
native approaches to education—they make up the
diverse schooling sector of Australian education.

Generally, curriculum and senior school assess-
fnent are similar across sectors within a state. However,
there are significant differences from state to state.

Since the mid-1980s, there has been devolution of
greater responsibility from central system authorities to
the school level, including growing parental involve-
ment, greater local school autonomy in school man-
agement, and greater responsibility for teachers in
senior secondary assessment,

The federal government provides significant sup-
plementary funds to state government and to non-
government schools. Funds for government schools are
determined on a state basis, while funds for non-
government schools are determined on a school system
or individual school basis.

The federal government also addresses national
priorities for schools and provides leadership in facili-
tating cooperative efforts between the various school
sectors and other key players, such as universities and
teacher organizations.

c5 v




Q

ERIC

Aruitoxt provided by Eic:

18 TEACHER PREFARATION AND PROFESSIONAL DEVELOPMENT IN APEC MEMBERS

TABLE 2.1

Education Stages in Australia by Year, Length of Time, Age, and Qualification to Teach

Year (Grade) Years Taken Age (Years) Qualification To Teach
Preschool-A* N/A 2 3to4d Post-school diploma
Preschool-B N/A 3 3t05 "
Primary-C Kindergarten to year 6 7 5to 11 _ University degree
Primary-D Year 10 year 7 7 6to 12 "
Secondary-C Year 7 to year 12 6 12t0 17 "
Secondary-D Year 8 to year 12 5 13t0 17 "
TAFE Year 10 (junior secondary) 1 or more 15 N/A
University Year 12 (senior secondary) 3ord 18 N/A
Preservice training University -18 N/A

*Group A States: New South Wales, Victoria, South Australia, Tasmania, Australian Capital Territory, Northern Territory.

Group B States: Queensland, Western Australia.

Group C States: New South Wales, Victoria, Tasmania, Australian Capital Territory.
Group D States: Queensland, Western Australia, South Australia, Northern Territory.

Source: National Report on Schooling in Australia (ANR), 1989.

The forum for this national collaboration and for
the development and implementation of school educa-
tion policy is the Ministerial Council for Education,
Employment, Training and Youth Affairs (MCEETYA). The
MCEETYA comprises federal, state and territory ministers
for education, employment, training, and youth affairs.

Student Populations

In 1993, there were 9,865 schools in Australia, with
3,098,375 full-time students, most of whom (58.6 per-
cent) were drawn from the primary level (see Table 2.2).
The government sector was responsible for 71.9 per. =nt
of full-time students and 75 percent of schools. A sig-
nificant number of students (19.3 percent) were located
in Catholic systems.

Student Retention

Participation in the noncompulscry years of schooling has
increased dramatically, with an increase in the year-12
apparent retention rate from 46 percent in 1985 to 76 per-
cent in 1993.

Year-12 completion rates have also increased dra-
matically during this period, although they tend to be high-
er for urban areas and lowest for remote areas. The
increase in completion rates has been fairly evenly distrib-
uted between areas of low and high socioeconomic status.

It is generally assumed that increased participation
has altered the composition of the school student pop-
ulation over the past decade in terms of abilities and of
cultural and linguistic background. In addition, there is
a growing trend toward mainstream participation of stu-
dents with disabilities. Australia’s substantial immigra-
tion program has also resulted in a steady influx of stu-

dents whose primary language is not English and who
have different cultural assumptions and practices.

Postsecondary Education

Students who leave school at age 15 may seek entry into
the vocational education and training sector, a large part
of which lies within the government-funded Technical
and Further Education (TAFE) system. Students under-
take prevocational and year-12 courses, as well as pre-
apprenticeship and work traineeships. Students who
compléte year 12 may seek entry to TAFE to obtain pro-
fessional, paraprofessional, or trades qualifications.
Those who also complete matriculation requirements
may seek entry to university.

There is a wide range of subjects available to stu-
dents who continue to year 12. They include matricula-
tion subjects and those offered for general interest and
special needs. Some subjects in year 12 can be credited
for future study at TAFE. The range of suojects and
methods of assessment vary across states and territories.
However, in general, year-12 assessment is based on
combinations of the following methods:

Statewide syllabus external examinations
An external, statewide scaling test set by an
independent research hody and designed to
measure general skills

* Local, school-based assessment, determined by
local teachers using exam results, assignments,
observation, and so on

¢  Moderated school-based assessment where all
state school-based assessments for the one subject
are scaled, removing those variations in marks
notdue to differences in student achievement

<9
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TABLE 2.2 !

Number and Percentage of Full-time Students; Category of Schoc! (and Nongovernment Afflliation) and Level of
Education, 1993, by State and Territory

Level of
Education NSwW Vic Old SA WA Tas NT ACT(a) Total
NUMBER
Government
Primary 446911 303,985 260,493 124,802 143,871 37,380 19,400 22,583 1,359,425
Secondary 311,064 222,651 143,770 59,818 78,580 27,347 7,437 17,964 868,631
Total 757,975 526,636 404,263 184,620 222,451 64,727 26,837 40,547 2,228,058
Nongovernment—Anglican
Primary 7,335 6,781 3,899 3,661 899 879 26,616
Secondary 15,800 17,622 8,416 3,874 6,828 1,904 2,656 57,100
Total 23,135 24,403 12,315 7,535 9,990 2,803 0 3,535 83,716
Nongovernment—Catholic
Primary 120,570 99,864 52,661 22,349 28,844 7,565 3,280 8,438 343,571
Secondary 96,028 73,767 14,175 20,313 5,531 1,397 7,333 225,716
Total 216,598 173,631 89,833 36,524 49,157 13,096 4,677 15,771 599,287
Nongovernment—Other
Primary 26,728 20,884 15,783 10,471 7,647 2,754 1,165 1,022 86,454
Secondary 27,660 32,043 21,537 8,077 7,494 2,381 1,193 477 100,862
Total 54,388 52,927 37,320 18,548 15,141 5,135 2,358 1,499 187,316
Nongovernment—Total .
Primary 154,633 127,529 72,343 36,481 39,653 11,218 4,445 10,339 456,641
Secondary 139,488 123,432 67,125 26,126 34,635 9,816 2,590 10,466 413,687
Total 294,121 250,961 139,468 62,607 74,288 21,034 7,035 20,805 870,319
All Schools
Primary 601,544 431,514 332,836 161,283 183,524 48,598 23,845 32,922 1,816,066
Secondary 450,552 346,083 210,895 85,944 113,215 37,163 10,027 28,430 1,282,309
Total 1,052,096 777,597 543,731 247,227 296,739 85,761 33,872 61,352 3,099,375
PERCENTAGE
Government
Primary 144 9.8 8.4 4.0 4.6 1.2 0.6 0.7 43.9
Secondary 10.0 7.2 4.6 1.9 2.5 0.9 0.2 0.6 28.0
Total 24.5 17.0 13.0 6.0 7.2 2.1 0.9 1.3 71.9
Nongovernment—Anglican
Primary 0.2 0.2 0.1 0.1 0.1 0.9
Secondary 0.5 0.6 0.3 0.1 0.2 0.1 0.1 1.8
Total 0.7 0.8 0.4 0.2 0.3 0.1 0.1 2.7
Nongovernment—Catholic
Primary 39 3.2 1.7 0.7 0.9 0.2 0.1 0.3 141
Secondary 3.1 24 1.2 0.5 0.7 0.2 0.2 8.3
Total 7.0 5.6 29 1.2 1.6 0.4 0.2 0.5 19.3
Nongovernment—Other
_Primary 09 0.7 0.5 0.3 0.2 0.1 2.8
Secondary 09 1.0 0.7 0.3 0.2 0.1 3.3
Total 1.8 1.7 1.2 0.6 0.5 0.2 0.1 6.0
Nongnvernment—Total
Primary 5.0 4.1 2.3 1.2 1.3 0.4 0.1 0.3 14.7
Secondary 4.5 4.0 2.2 0.8 1.1 0.3 0.1 0.3 13.4
Total 9.5 8.1 45 2.0 2.4 c.?7 0.2 0.7 28.1
All Schools
Primary 19.4 13.9 10.7 5.2 5.9 1.6 0.8 1.1 58.6
Secondary 14.5 11.2 6.8 2.8 3.7 1.2 0.3 0.9 41.4
Total 34.0 25.1 12.5 8.0 9.6 .8 1.1 2.0 100.0
Source: 1993 Schools Australia: Australia Bureau of Statistics.
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BACKGROUND ON THE TEACHING FORCE
Basic Characteristics of the Teaching Profession

In 1991, there were 199,532 full-time equivalent (FTE)
teachers in Australian schools (see Table 2.3), as well as
46,827 FTE nonteaching staff (e.g., counselors, teacher
aides, clerical and maintenance staff). Teachers are fair-
ly evenly divided between primary and secondary lev-
els. A majority (62 percent) are female, although this pro-
portion is much higher for the primary than for the
secondary level, especially in the nongovernment sector.

Nearly three quarters of all teachers (145,895)
work in the government sector. The largest teacher
employers are state governments. For example, 23 per-
cent of all FTE teachers in Australia in 1991 were
employed by the New South Wales State Government.

Australia is a highly urbanized nation and most
teachers are employed in the major urban areas along
the eastern and southeastern seaboard. However, in all
states and territories, teachers in the government sector
are actively encouraged to undertake a period of
employment in rural and remote areas. ‘

In 1989, a national sample survey, Teachers in
Australian Schools (TAS), was undertaken by a
research team from the University of Queensland to
examine the characteristics and qualifications of Aus-
tralian teachers. Data were gathered by questionnaire
from separate national samples for primary and sec-
ondary teachers, each stratified by state and sector. The
total sample size was 9,895, with a response rate of
65.4 percent (6,478).

The average age of teachers surveyed was 37.4
years, with two-thirds aged between 31 and 50 years.

The age profile was somewhat younger for the non-
government sector.

Almost half (46.7 percent) of those surveyed
reported four or more years of preservice training. Near-
ly one-third (31.6 percent) completed three years of pre-
service training, obtaining either a degree or a diploma,
while the remainder had completed one to two years of
training. The latter group varied across states.

Teachers are registered to teach, either by a statu-
tory board in some states, or by employers themselves.
Registered teachers are generally recruited centrally in
both the government and the Catholic school systems,
and then allocated to schools. In the case of some non-
government schools, teachers are recruited individually
by school boards. '

Under devolution policies being introduced in
some government school systems, regional managers
may be given some responsibility for recruiting new
teachers. School principals in some states already have
significant responsibility for selecting replacement
teachers for their schools.

The TAS survey indicated that in 1989, 90 percent
of teachers were employed on a permanent, full-time
basis, with the remainder on temporary, or short-term
contract basis. The proportion of the latter groups var-
ied across states.

The lack of uniformity in registration requirements,
the industrial relations framework, and the political pref-
erence to offer employment to locally trained teachers
all have helped create state-based teacher labor markets,
making it difficult for teachers to move easily from one
state to another. It is generally easier to move between
different sectors within the same state, although condi-
tions of service entitlements may not be transferable.

TABLE 2.3
Australian FTE* Teachers by Sector, Level, and Gencler, 1991
Male Female Persons
GOVERNMENT
Primary 20,474 53,742 74,216
Secondary 36,353 35,327 71,679
Total 56,826 89,068 145,895
NONGOVERNMENT
Primary 4,942 17,621 22,564
Secondary 14,598 16,476 31,074
Total 19,540 34,097 53,638
TOTAL
Primary 25,416 71,363 96,779
Secondary 50,951 51,803 102,753
Total 76,367 123,166 199,532

*Estimated full-time equivalent staff. Does not include special suppont, teacher aides, and nonteaching staff.

Source: ANR Statistical Annex, 1991.
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Characteristics of Toaching Employment

Under Australia’s industrial relations framework, salaries
and conditions for teachers are determined through a
system of conciliation and arbitration. Generally, salaries
and conditions for government and nongovernment
teachers are set out in state industrial gwards, or con-
tracts, which are adhered to by all but a few smaller
employers in the nongovernment sector. _

However, an emerging trend in Australia is the
development of enterprise bargaining, in which employ-
ees and employers negotiate directly on wages and con-
ditions. Enterprise agreements already have been negoti-
ated and implemented in a small number of non-
government schools.

One state government recently abolished the
process of conciliation and arbitration in that state,
ended the state teaching award, and introduced direct
contracts for government teachers. In response, teacher
unions are seeking to obtain an award at the federal
level. If successful, this may lead to federal awards for
all teachers.

In general, classroom teacher salary levels are
incremental and based on qualifications and years of ser-
vice. The top salary increment level, referred to as the
benchmark level, is now almost uniform across Australia
at A$38,950 for most states. However, there are differ-
ences in increment levels between sectors and states.

Outstanding classroom teachers may be promot-
ed to the new Advanced Skills Teacher (AST) classifica-
tion. AST salary levels are fairly consistent across Aus-
tralia, ranging from A$38,242 to A$41,205. Teachers may
also gain promotion into executive or administrative
positions in schools, or into administrative positions in
state Education Departments or Catholic Education
Commissions.

Government-sector teachers have access to state
government superannuation schemes (to which employ-
ers make a contribution) for retirement income. Non-
government teachers may have access to similar funds or
else make private arrangements. All teachers are eligible
for benefits available through federal government pro-
grams. Health coverage is provided under the compul-
sory national medicare system, supplemented by volun-
tary private health insurance, while all retired persons
who satisfy a means test are eligible for a pension.

Australian teachers in the government sector, and
most in the nongovernment sector, enjoy a high level of
employment stability. Except for individual cases of
incompetence, negligence, or other unacceptable
behavior, major employers rarely dismiss teachers.
When required to reduce teacher numbers, they usual-
ly restrict the intake of new teachers, or offer voluntary
redundancy packages to older teachers.

RIC
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Many teachers belong to either a government sec-
tor- or nongovernment-sector industrial union at the
state level, which in turn are affiliated with national gov-
ernment- and nongovernment-sector teacher unions. Of
those surveyed for the TAS, 61 percent belonged to an
industrial union (higher for the government than non-
government sector).

Historically, teacher unions have been very active
in seeking to improve teacher salaries and conditions,
and have been heavily involved in more general school-
related issues. Unions are formally recognized in the
conciliation and arbitration process.

The TAS also indicated that 38 percent of teachers
belonged to subject associations. These provide profes-
sional development support for teachers in specific sub-
ject areas, but otheiwise are not involved with profes-
sional issues.

In late 1993, the Australian Teaching Council (ATC),
a new professional body for teachers, was established.
Some of the responsibilities of the council will be to:

*  Provide a national voice for teachers
Help develop a system of national teacher reg-
istration

¢ Improve initial teacher education ar.1 develop
guidelines for best practice in relatior. to induc-
tion and probation
Improve professional development
Establish professional standards, as well as rights
and obligations for teachers

The ATC will not be involved in negotiating
salaries and employment conditions; it will focus instead
on professional rather than on industrial issues.

Patterns of Supply and Demand for
Teaching Positions

The demand for teachers fluctuates according to a num-
ber of factors. These include:

Funds available to employers
Separation rate of teachers (resignations, retire-
ments, etc.)
Trends in student enrollment

* Employer policies regarding class size, promo-
tion structure, introduction of new curriculum
areas, and so on

Some of these are in turn influenced by factors
such as the current labor market for alternative occu-
pations, the age profile of the current teaching force,
and availability of alternatives to resignation (e.g., leave
provisions).

~
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For a number of years, the overall demand for
teachers has been exceeded by the supply of teacher
graduates at the national level. However, this pattern
has varied considerably according tc school level, sub-
ject area, and geographical area. The existence of state-
based labor markets has led to significant differences in
the demand for teachers across states, such that teacher
shortages and surpluses can occur simultaneously in dif-
ferent states. There are also considerable regional dif-
ferences. The demand for teachers is usually higher in
remote areas than in coastal regions.

Generally, demand has been relatively low for pri-
mary teachers and secondary teachers of humanities and
social science. However, there have been consistent
shortages of qualified secondary teachers in mathemat-
ics and science across all states, and there is a growing
demand for teachers qualified in Asian languages.

Recruiting strategies for areas of shortage have
included:

¢ Retraining current teachers to teach new areas,
e.g., primary teachers retrained to teach sec-
ondary subjects

e Recruiting nonteachers with tertiary qualifica-
tions in mathematics and science and providing
short-term education training

s  Recruiting qualified teachers from overseas

A suggestion within one state system to pay math
and science teachers a higher level of salary was discussed
but not implemented. There is considerable teacher sup-
port for salaries to be ranked according to existing crite-
ria rather than varied according to specific subject areas.

Data from the 1991 Graduate Destination Survey,
which focuses on the first destination of graduates in the
labor market a few months after the completion of their
course of study, is provided in Table 2.4. The groups
that would be expected to include most of the graduate
teachers (e.g., arts, science, and education) had a lower
proportion of graduates in full-time employment (from
54 to 65 percent) than other groups.

Data available from other national surveys, which
were carried out between 1984 and 1990, suggest that
about 50 percent of university graduate teachers had
obtained full-time employment at the time they were
surveyed.

CHARACTERISTICS AND GOVERNANCE OF
TEACHER EDUCATION PROGRAMS
Characteristics of Teacher Preparation Institutions

Prior to 1972, most teacher education was provided by
Teachers’ College institutions, which were controlled by

state education authorities. The numbers of students
enrolled varied in response to each state’s perceived
staffing requirements.

After 1972, teacher education was provided by
autonomous Colleges of Advanced Education, resulting
in a majc . change whereby the employer authority was
separate from the training authority.

Since then, Colleges of Advanced Education have
amalgamated with universities or with other higher edu-
cation institutions. This has resulted in a rationalization
of the number of teacher education courses available.

Thirty-five of the 37 higher education institutions
in Australia offer teacher education courses. Enroliment
numbers per institution vary considerably. In 1993, they
ranged from 269 to 2,852 per institution.

Teacher education funding is derived from recur-
rent grants provided by the Commonwealth government
for the general operation of higher education institu-
tions. Institutions are autonomous and determine the
detailed distribution of these resources among their
activities. In 1992, approximately A$420 million was
allocated to teacher education, A$310 miilion to preser-

_ vice education, and A$110 million to professional devel-

opment. This represents 4.2 percent of the total expen-
diture of Commonwealth funds in the higher education
and school education sectors.

Policy Guidance

The highly devolved nature of the education systems in
Australia, together with the autonomy of higher educa-
tion institutions, means that preservice and inservice
teacher education is not exclusively guided by the poli-
cies of any one particular body.

The Commonwealth government has in place a
number of strategies that, through its funding initiatives,

TABLE 2.4

Full-time Employment Rate of 1990 Graduates in
Australia by Field of Study, 1991

Employment
Rate (%)
Agriculture 73
Architecture 61
Arts 54
Business 75
Education 65
Engineering 74
Health 91
Law 9N
Science 65
Vet Science 88

Source: 1991 Graduate Destination Survey.
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seek to influence the future direction of these programs.
They are described in the last section of the chapter.

Accreditation/Approval

Generally, courses are self-accredited by universities
themselves within an agreed-on framework that requires:

Periodic assessment _
Guarantee of appropriateness of staff experi-
ence, and of qualifications and facilities available

e  Minimum standards for admission and levels of
competence achieved, and national standards of
course length and nomenclature

Assessment is usually undertaken in consultation
with relevant employers, professional associations, and
other bodies.

The Commonwealth government, while not an
employer of teachers, does exert some influence over
teacher education. This is achieved through the funding
of special projects that further the implementation of
national initiatives. The recently formed Australian
Teaching Council (see previous section on characteris-
tics of teacher employment) may accept the accredita-
tion of teacher education courses as one of its respon-
sibilities for the future.

NATURE AND CONTENT OF
TEACHER PREPARATION

Goals of the Teacher Preparation System

Although teacher education courses differ across the
country, there are common threads from which a com-
mon goal can be formulated.

This common goal is to produce graduate begin-
ning teachers who are professional in their knowledge,
competence, and attitudes, that is, teachers who are:

e Knowledgeable about their subject discipline,
their pupils, the curriculum, and pedagogy

e  Resourceful and adaptable to change and able
to reflect on their teaching practices

e Informed in their judgments, rational in their
decisions, ethical in their behavior, and account-
able for their actions

In an effort to further articulate these outcomes,
National Competency Standards for beginning teachers
are being prepared. These competencies have been
developed in close consultation with teachers, teacher
educators, and employers, and will be useful in devel-
oping curriculum for initial and in-service training of
teachers. The draft framework identifies five areas of
competence for teachers:

e Using and developing professional knowledge
and values

e  Developing relationships and working with others

e  Planning and managing the teaching and learn-
ing process

e  Monitoring and assessing the teaching and learn-
ing process

s Reflecting, evaluating, and planning for contin-
uous improvement

Academic Preparation Prior to
Preservice Teacher Education

Admission to teacher education courses, in the main,
depends on an appropriate tertiary entrance score. Each
student is given a score based on their year-11 and year-
12 assessments at secondary school. Individual higher
education institutions determine the minimum score
under which students will not be accepted into a
course. These scores may vary across institutions, even
for the same subject disciplines.

Quotas, set by the institutions after consultations
with state higher education advisory bodies, exist for all
education courses.

Institutions do not generally interview prospective
teacher education students. There may be exceptions in
religious institutions—where an indication of a person’s
faith may be considered important to their work as a
teacher—or in some institutions with small intakes of
teacher education students.

There is concern that poor employment prospects
and poor publicity for teaching may result in a drop in
demand for places in teacher education. This has so far
not been the case. There is, however, some real con-
cern that teacher education courses do not attract
entrants with academic achievements comparable to
those of entrants in most other professions.

Nature and Content of
Preservice Teacher Preparation Curricula

The general pattern for secondary teacher preparation
involves either a university degree (three or four years)
specializing in the subject disciplines to be taught, fol-
lowed by a one-year Graduate Diploma of Education
program, or a four-year Bachelor of Education degree
program, which integrates studies in subject disciplines,
education, and teaching practices.

Recently, the trend for secondary-trained teachers is
toward the phasing out of integrated courses and the revi-
talization of Graduate Diploma courses. Some universities
are looking at two-year, add-on courses (rather than at the
traditional one-year course) to enable students to spend
more time in the classroom to integrate their pedagogical,
individual discipline, and practical experiences.
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Most primary and early childhood students have,
in the past, undertaken a three-year diploma course or
a three-year Bachelor of Teaching. This is gradually
changing, so that as of 1994, most primary courses will
become four-year Bachelor of Education degrees, which
integrate subject disciplines with pedagogical studies,
and offer extended practicum experiences in the final
year. Some universities are also investigating the train-
ing of primary teachers using the secondary Graduate
Diploma model.

Practicum arrangements differ enormously. The
number of school experience days required in different
states or territories ranges from 50 to just over 100.
Although there is general agreement that more is better
than less, the cost of supervising students in schools
constrains the extent of the school experience.

To overcome this, some teacher education facul-
ties have collaborated with schools, unions, and teacher
employers to develop an extended practicum; for exam-
ple, one day a week all year, four days a week for a
term or a semester, or every day for a term. In this sit-
uation, teachers have agreed to waive the supervision
payment in return for nonfinancial benefits, such as
requiring less classroom time to free teachers for other
activities—that is, attending courses for accreditation
toward a higher degree.

During an extended practicum—or inteinship, as
it is often called—students are expected to undertake
all the responsibiiities associated with having a full-time
teaching position.

Assessment of a student’s practicum performance
is carried out mainly by the supervising teacher. In some
courses, university lecturers also observe the student in
the school and have input into the final assessment.
There is usually no attempt to seek parity of assessment
outcomes across institutions, or even within the same
institution.

Differences in the Nature and Content _f
Teacher Preparation Programs

Overall, there is considerable variation in teacher pre-
service training across institutions, for example, in:

* The amount of time required for initial training
courses, especially for primary preparation

¢ The number of required days of practice teach-
ing undertaken by trainee teachers

* The proportion of practical and theoretical com-
ponents of teacher education courses.

Teacher education courses within a state are close-
ly aligned to the state curricula and to educational prac-
tices in which they operate.

Status of Teacher Education
Curricular Standards

Under the terms of the Australian constitution, state and
territory governments are responsible for education in
their regions. They are the largest employers of teach-
ers, set curricular frameworks, provide most of the pro-
fessional development for their teachers, and work with
higher education institutions to determine the content
of university courses.

The federal government, while not an employer
of teachers, provides state governments with funds for
education, and consequently plays an important part in
setting policy.

For some time, efforts have been made at the fed-
eral level to bring together all the stakeholders in edu-
cation in order to standardize education outcomes
across the country. National Competency Standards for
beginning teachers are being formulated (see section
above on teacher preparation), national curriculum
statements and profiles have been devised, key compe-
tencies—to be achieved by all students—have been
identified, and work has commenced on establishing
the Australian Vocational Certificate. See the last section
in this chapter for further details.

The best of teacher education courses incorporate
state and territory education initiatives and federal gov-
ernment priorities. Universities are encouraged to apply
for federal grants that further the national agenda. For
example, during 1993, universities conducted summer
and winter schools for teachers where they were
instructed about the national curriculum statements and
profiles, and about other national initiatives. federal
funding has also been used by universities for discipline
renewal courses for teachers, covering mathematics,
secondary science, and Australian history. Beginning in
1994, universities have been able to apply for funding
to conduct similar professional development courses in
the areas of English, physical education and health, pri-
mary science, and technology.

LICENSING
Initial Requirements

In general, teachers who seek employment in the gov-
ernment sector, and most schools in the nongovernment
sector, must be registered in that state. Registration is
determined either by a statutory body (established under
state legislation) or by employers, usually during the
recruitment of teachers. In most cases, registration has
minimum requirements. An outline of the registration
process is given in Table 2.5.

to
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TABLE 2.5
Outline of the Registration Process by State and Sector
Statutory Employer-regulated with Employer-regulated Without
Registration Minimum Requirements Minimum Requirements
GOVERNMENT

Victoria New South Wales
Queensland Western Australia
South Australia Australian Capital Territory

Northern Territory

Tasmania

NONGOVERNMENT

Victoria Australian Capital Territory New South Wales
Queensland Northern Territory Western Australia**
South Australia Western Australia*
Tasmania

*The WA Catholic Education Commission.
**independent, nongovernment schools in WA (i.e., excludes Catholic Education Commission).
Source: D. McR=<, A National Teaching Council for Australia, NPQTL, 1992.

TABLE 2.6
Registration Criteria by State and Sector

NSW  VIC QLD WA SA TAS NT ACT
GOVERNMENT

Unregistered X
3-year training X X{@) X X X X
4-year training X (b} X X X
Provisional (training) X X X X X X
Provisional (experience/ X X

appraisal)
Registration categories X X X

NONGOVERNMENT

Unregistered/no X X X X

qualifications
3-year training X(a) X X () X X X X
4-year training X (b) X (d) X
Provisional (training) X X X X X
Provisional (experience/ X X

appraisal)
Registration categories X X X X

(a) Primary teaching.

(b) Secondary teaching.

(c) Catholic primary teaching.

(d) Catholic secondary teaching.

Source: D. McRae, A National Teaching Council for Australia, NPQTL, 1992.

In general, the statutory Teacher Registration tor is determined by nonstatutory bodies that have a
Boards include representatives of the state Ministry (or similar structure to the Registration Boards. For the
Department) of Education, teachers and nongovernment remaining employers, qualification to teach is deter-
employers, where relevant. One statc also includes rep- mined as part of the recruitment process.
resentatives from universities and parents’ associations. The general criteria for registration are set out in

In two states, registration for the government sec- Table 2.6.
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Full registration is generally dependent on mini-
mum qualification requirements, although unregistered
teachers can be authorized to teach in certain circum-
stances in Queensland. Persons without teaching qual-
ifications may be registered as specialist teachers in Vic-
torian nongovernment schools, while persons without
qualifications may be registered for nongovernment
schools in some other states, although in these cases,
future salary increases and promotion would be depen-
dent on obtaining qualifications.

Most authorities allow provisional registration
where teachers have begun—Lu.! not completed—
teaching qualifications. In addition, final registration is
also subject to a successful completion of a minimum
period of teaching, in some states involving, at times,
appraisal or probation.

Some states have separate registration categories
for teachers with primary, secondary, and specialist
qualifications. One state allows registration restricted to
certain subject areas.

There is no nationally consistent process of
teacher registration, although some states have bilater-
al agreements in relation to government-sector teachers.
There are considerable minor differences between
employers—for example, in the areas of registration
periods, documentation requirements, and assessment
of previous teaching experience. One state requires for-
mal testing of language competency.

At present, state and territory governments are
reviewing their legislative registration requirements for
a wide range of occupations. It is expected that ‘or
many occupations, those requiring registration in one
state will automatically receive mutual recognition in all
other states. It is anticipated that teaching will be includ-
ed in this process.

In the longer term, it is envisaged that the Aus-
tralian Teaching Council will develop a national teacher
registration process. There is no guarantee that employ-
ers will accept this classification.

Licensing Reauthorization

The period of authorized registration varies: from one-
to-three years to permanent status. It is not known
whether re-registration is automatic in these circum-
stances, or whether a specific process is followed.

Status of Qualifying Conditions

As indicated above, nongovernment authorities in a num-
ber of states have the flexibility to register or employ per-
sons with little or no formal teaching (or other) qualifi-
cations. This may occur to fill a serious shortage (e.g.,
specialist teachers) or because some schools (e.g., reli-
gious schools) seek teachers with other qualities.

ON-THE-JOB TRAINING AND DEVELOPMENT
Postqualification Processes

Across Australia, defined periods of induction, transi-
tion, or on-the-job training mainly devolve to regions or
to individual schools, and the process is not dealt with
in any uniform way.

The Australian Education Union does, however,
have policy guidelines, which it adopted in 1991. These
include the following:

An induction period of one year

* Placement in a supportive school, with senior
staff responsible for the induction program
A reduced teaching load
A period of reflection, review, and informal
appraisal and professional development

e Formal appraisal for permanency or full regis-
tration

The small amount of research conducted in Aus-
tralia indicates that few teachers experience a formal
induction program, although large numbers receive
some informal help, such as a friendly chat or a tour
around the school. Many others do not even receive this.

The importanze of this phase of teacher education
is now being recognized across Australia.

Professional Development Opportunities

A wide range of in-service professional development
activities are undertaken by teachers. They include:

s  Courses delivered at different levels—that is,
school-based, systemwide, professional subject
associations, and universities

¢ Courses designed for differing needs, including
those of individual teachers, specific school
needs, and emerging system needs

¢  Courses varying from short-term, informal cours-
es to long-term, formal courses where a certifi-
cate, diploma, or degree is awarded

Until recently, professional development activi-
ties were the sole responsibility of the various systems
within individual states and territories. Priorities for
content, frequency, and funding have therefore varied
across Australia.

Universities have contributed by upgrading courses
for two-year trained teachers to three-year trained teach-
ers, as required by systems across Australia. Most recent-
ly, the trend has been toward upgrading three-year Diplo-
ma courses to four-year Bachelor of Education degrees,
The offering of master’s and PhD degrees in education
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also has become more widespread in the last ten years.

In 1993, the federal government announced the
National Professional Development Program (NPDP),
which will provide A$60 million over the next three
years to enhance professional development activities for
teaching staff in Australian schools. Education systems,
universities, and teacher organizations can apply for
funding under this program, which aims to improve
educational outcomes for young people, includir:g stu-
dents experiencing educational disadvantage.

POLICY ISSUES AND TRENDS FOR
TEACHER PREPARATION AND
PROFESSIONAL DEVELOPMENT

Present Concerns for Change and Improvement

Toward the end of 1992, the Commonwealth Depart-
ment of Employment, Education, and Training released
a discussion paper on teacher education. The following
issues were raised:

e Concern over the lack of recent teaching expe-
rience on the part of teacher educators

e The relevance of teacher education programs,
particularly the need for practical pedagogical
orientation in course content, the amount of
training time spent in the classroom, and the
need to keep pace with the substantial changes
occurring with curriculum

¢ The need for teachers to keep abreast of content
knowledge

e The need for a national framework for profes-
sional development that will meet both the wide
and growing range of professional needs for
teachers and the specific training needs of princi-
pals, with the trend toward self-managing schools

Present and Long-Range Plans for Improvement

Since 1989, the federal government has focused strong-
ly on improving the quality of teaching through a num-
ber of policies. The federal government brought togeth-
er the key parties involved in teacher award
restructuring at the national level. The aim was to
improve the quality of teaching, with attention to both
teachers’ skills and their qualifications, and through
changes in remuneration and career-path policies.

As a result, state Ministers of Education agreed to
a national salary benchmark for four-year trained teach-
ers, and agreed on establishing the category of
Advanced Skills Teacher (see previous section on char~
acteristics of teaching employment). The federal gov-
ernment agreed to assist government and nongovern-

ment authorities in meeting the additional financial costs
from teacher award restructuring.

In collaboration with government and non-
government teacher employers and teacher unions, the
federal government helped to establish the National
Project for the Quality of Teaching and Learning
(NPQTL). The NPQTL, which concluded its work in
December 1993, brought together in one forum the key
parties involved in the quality of teaching and learning.
The main areas of activity were:

e The National Schools Project, which involves
schools in action research projects, investigating
how changes in work organization for teachers
can lead to improvements in student learning
outcomes. In 1994, this project will continue as
the National Schools Network, with involvement
from all states and territories.

e The establishment of the Australian Teaching
Council, a national professional body for teachers,
which will have a voice in such matters as teacher
preservice education, in-service training, registra-
tion, and professional conduct (see previous sec-
tion on characteristics of teaching employment).

¢ The development of National Competency Stan-
dards for beginning teachers (see previous sec-
tion on goals of the teacher preparation system).

Other reforms that will impact on professional
development for teachers and principals, as well as on
changes to teacher preservice training, include:

e The work of the Finn and Mayer committees,
which will result in the integration of key employ-
ment-related competencies into all curricula

¢ The introduction of the Australian Vocation Cer-
tificate in secondary schools, which is designed
to expand opportunities for students to begin
vocational training and experiences at school

e The introduction across Australia of common
curriculum statements and profiles for eight key
learning areas _

s The implementation of the National Policy for
the Education of Girls in Australian Schools

During late 1993, an accord was struck between
the Commonwealth government, the Australian Educa-
tion Union, and the Independent Teachers Federation.
Part of the agreement relates to professional structures
and career development for teachers. It includes sup-
port for the Australian Teaching Council, the continua-
tion of the National Schools Project as the National
Schools Network, and support for the work associated
with the National Competency Standards for beginning
teachers. .

oS-
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CHARACTERISTICS OF
TEACHER PREPARATION INSTITUTIONS

The Universiti Brunei Darussalam

The idea of establishing a university in Negara Brunei
Darussalam first came up during a comprehensive review
of the country’s higher educational needs in 1976. Subse-
quent discussions led to the appointment of a steering
committee, which, with the assistance of the British Coun-
cil, engaged a group of experts to study and advise on the
establishment of an institution of higher learning in the
country. Once academic links with several overseas uni-
versities were set up, English-language and Malay-lan-
guage medium first-degree programs were designed. In
1985, His Majesty Sultan Haji Hassanal Bolkiah Mui'zzadin
Waddaulah, Sultan and Yang Di-Pertuan of Negara Brunei
Darussalam, and the Universiti Brunei Darussalam (UBD)
Chancellor, formally announced the establishment of the
University with an initial intake of 176 students.

Governance of the university rests mainly with the
University Council. The Chief Executive Officer, who
directly controls the activities of the university, is the
Vice Chancellor, who is ably supported by the Perma-
nent Academic Adviser and Registrar in managing and
administering the affairs of staff and students. The aca-
demic programs are offered by five faculties: Arts &
Social Sciences, Education, Managerient & Administra-
tive Studies, Islamic Studies, and Science. These facul-
ties are administered by a dean, a deputy dean, and
heads of departments.

The Faculty of Education

The education of teachers and their regular supply to
the rapidly expanding school system in terms of
absolute numbers, and the growing multiplicity of spe-
cialized areas, have become major priorities of the Min-
istry of Education in Negara Brunei Darussalam. The
Bruneization policy and the state’s policy to “accelerate
human resources development” to meet the demands of
an increasingly sophisticated economy, together with
the bilingual policy of the Ministry of Education (MOE),
warrant an urgent and aggressive demand for efficient
and effective teacher education.

At present, the Universiti Brunei Darussalam is the
sole institution in the country entrusted with the respon-
sibility of meeting many of the ministry’s needs. Among
these are professional preparation and upgrading of stu-
dents by offering them courses at the certificate, degree,
postgraduate, and master’s levels. In addition, UBD also
sees its responsibility as updating the skills and knowl-
edge of teachers and education personnel in the Min-
istry of Education through continuing education and in-
service education programs.

While the Universiti Brunei Darussalam has the
overall role of organizing teacher education in response
to the MOE's requirements, the Faculty of Education (FOE)
is given the principal role of professionally preparing
teachers for schools in Negara Brunei Darussalam. Teacher
educators in the FOE at present comprise local and expa-
triate staff, recruited internationally to provide the neces-
sary training for preservice and in-service teachers.
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The needs of the ministry by and large have
been expressed in quantitative and operational terms.
That is, requests from the ministry are channeled to
UBD in terms of the number of teachers required and
the types of teachers needed in the areas and levels of
speciatization.

The subsequent direction in which teachers’ edu-
cation programs are developed and the philosophic and
qualitative aspects of such programs are formulated in
consonance with the aspirations of the country and of
its overall plan. It is also recognized that teachers work-
ing in the primary and secondary schools need subject
content in varying depth. They also need a clear grasp
of the skills to be applied to the processes of learning
the content. The challenge is to provide them with a
balance between process-oriented and a purely content-
oriented curriculum. There is an authentic collaboration
among the university’s academic scholars in the disci-
pline of education and other subjects.

TABLE 3.1
Education Student Enroliment, 1990-1993

NATURE AND CONTENT OF
TEACHER PREPARATION

The teacher education programs and the number of stu-
dents enrolled in each can be seen in Table 3.1. There
are three degree programs and they cater to both the
English-language medium and Malay-language medium
students. The B.A. Education (TESL, Geography, Eco-
nomics), B.Sc. Education (Maths, Biology, Chemistry,
Physics), and B.A. Primary Education are all conducted
in the English language. The B.A. Pendidikan (Se¢jarab.
Babasa Melayu, Kesusteraan Melayu), B.A. Pendidikan
Pengajian Islam, and B.A. Pendidikan Rendah are all
taught in Malay language. The degree programs are of
four-year (eight semester) duration for preservice edu-
cation students and from three (six semesters) to 3.5
(seven semesters) years for in-service teachers.
Certificate and Post-Graduate Certificate in Educa-
tion (PGCE) programs are also offered for serving pri-

1993/94 Intake

1992/93 Intake

1991/92 Intake 1990/91 Intake

Education Pre-

Up- Pre- Up- Pre- Up- Pre- Up-
Program service graders service graders service  graders service graders Total
ENGLISH MEDIUM )
BSC Education 13 — 16 —_ 26 —_ 21 — 76
BA Education 3 " 15 1 22 7 1 24 94
BA Education 3 — —_ — — — — — 3
(Islamic Studies) :
BA Primary Education 33 21 1 34 — 4 — — 130
MALAY MEDIUM
BA Pendidikan 17 18 — 24 —_— 20 — 23 104
BA Pendidikan 15 i7 16 14 1" 12 2 10 99
(Pengajian Islam)
BA Pendidikan Rendah — — 25 — 29 — 27 — 86
OTHER PROGRAMS
PGCE (secondary English) 24 —_ — — — — — -— 24
PGCE (secondary Malay) 19 — — — — — — — 19
PGCE (secondary-rk)_ 7 —_ - — — — — — 7
PGCE (primary) 12 — — — — — — — 12
CERTIFICATE PROGRAMS
Early Childhood Ed. — 17 — — — — — — 17
Education 52 — 63 — 59 — — —_ 174
Teaching Malay Language — 29 — — — — — — 29
Educationai Management — 26 —_ — —_ — — — 26
MASTER'S DEGREE
Master of Educational — 26 — — — — — — 26
Management (M.ED M)
Total 198 175 136 83 147 80 51 57 926
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mary and secondary teachers, as well as for religious
education teachers. Preservice students pursue a three-
year Certificate in Education program, which enables
them to become primary teachers after certification. The
Postgraduate Certificate in Education programs are for
secondary serving teachers in the primary or secondary
levels. Other PGCE programs cater to religious teachers’
training for teaching Islamic Religious Knowledge (IRK)
in primary or secondary schoois. At these levels, IRK is
a compulsory subject for students, from primary 1 to
upper-secondary level. Certificate and PGCE students
follow either a two-semester or a three-cemester
PGCE/Certificate model in their areas of specialization.
Due to the university’s limited facilities in the present
temporary campus, the intake of students in one acad-
emic year per program is limited to only 15-20 students,
except for the Certificate in Education preservice stu-
dents, whose intake has always been about 50-60. All
of the students are government-sponsored scholars.
Universiti Brunei Darussalam is a government
institution and is wholly financed by the government.

Policy Guidance

UBD’s response to the ministry’s needs has been quanti-
tative in kind and largely implemented in operational
terms. Such a response has been dictated by pragmatism
and immediacy and has proved adequate up to a certain
point, when the needs are small. With the expanding
needs of the ministry and the increasing complexity of its
requirements logistically and qualitatively, UBD’s response
in the next planning period of five years may have to be
different. There is now a perceived need for a formal pol-
icy for teacher education in Brunei and a more explicitly
stated set of expectations, including projections of needs
for the next two or three cycles of training.

Accreditation/Approval

The acadernic performance of the graduates and the
quality of the degree programs are examined by Exter-
nal Examiners. This system ensures that the degrees
awarded in similar courses by international universities
are comparable in standard with those of UBD. The sys-
tem also ensures that the assessment and classification
of degrees awarded are fair.

NATURE AND CONTENT OF
TEACHER PREPARATION
Goals of the Teacher Preparation System

Any educational program may be viewed as a deliber-
ate intervention, designed to achieve selected broad

goals and related specific objectives. The -oals and
related specific objectives of the teacher education pro-
grams are the most important curricular criteria, for they
provide standards, or guidelines, on which are based
the designs for these programs.

The main purpose of the Faculty of Education is
the preparation of personnel for teaching, educational
administration, and other related fields in primary and
secondary schools. The FOE sees its responsibilily in
teacher education as crucial to the overall quality of
education in Brunei Darussalam. Essential to the suc-
cessful pursuit of teaching according to today's stan-
dards is a knowledge of the nature of teaching, of
learning the processes involved in the function of edu-
cation in a changing Asian-Islamic society, and of the
management of educational institutions in accordance
with modern educational thinking and practices. The
courses offered are designed to produce graduates
who would be well qualified as teachers and officers
in a wide range of positions in the country’s education
system.

In addition to the preparation of teachers, anoth-
er goal of the Faculty of Education is the acquisition,
and extension, of the store of fundamental knowledge
about the educational enterprise. Through the continu-
ous study of educational problems by academic staff,
the Faculty of Education hopes to increase existing
knowledge about education, particularly in the Brunei
Darussalam context. .

Given such aims and goals, it is clear that the Fac-
ulty of Education is obligated to prepare teachers with
multiple professional competencies. Graduates in the
teacher education programs are expected to acquire
proficiencies in at least five areas.

First, they are to be models of competence in
communication, using either the Malay or English lan-
guages, or both. Second, they are to be exemplary prac-
titioners of the tenets of Islam and effective transmitters
of the values and cultural norms of Brunei Darussalam
society. Third, they are expected to become profes-
sionals who are self-confident, creative, innovative, and
sensitive to the needs of the fast-changing society.
Fourth, they are to be teachers who have acquired the
ability to assume multiple roles as educational leaders
in their community and country. Fifth, they are expect-
ed to acquire and develop skills needed to put into
operation multifarious roles they are expected to
assume, both in and outside the classroom and school.

The aim cf the new B.A. Primary Education and
Certificate in Education Programs introduced for the first
time in August 1993, after a comprehensive review of
the programs, is to “train qualified and competent teach-
ers dedicated to their work and responsive to the needs
of the country.” Specifically, the programs will produce
graduates who are
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1. Equipped with a strong foundation of knowl-
edge necessary for the overall training/teaching
of their pupils

2. Equipped with the basic pedagogical skills that
would enable them to effectively impart knowl-
edge and facilitate the general development of
their pupils in terms of attitudes and values

3. Equipped with analytical and creative thinking
skills to enable them to solve day-to-day prob-
lems related to their profession

4. Confident, flexible, sensitive, and able to enjoy
their work and take pride in their profession

In summary, the teacher education programs in the
FOE aim to produce teachers who are skillful, well
informed, and reflective strategists with specialized skills
and attributes that make them effective instructional deci-
sion makers in the classroom. These skills and attributes
comprise four areas of competence that we consider
essential for a teacher. These include the following:

®  The display of attitudes that foster learning and
genuine human relationships

* Confidence and adequacy of knowledge of the
subject matter to be taught

¢ In-depth theoretical knowledge about learning
and human behavior

* Control of skills of teaching that facilitate and
enhance student learning

Academic Preparation Prior to
Preservice Teacher Education

The university admission requirements for degree pro-
grams are as follows:

* Four credit passes in the Brunei/Cambridge or
Singapore/Cambridge School Certificate Exami-
nation, including Babasa Melayu

* Two GCE A-level passes, preferably with good
grades in relevant subjects, excluding art and
General Paper (For example, for the B.Sc. Edu-
cation program, students must have at least two
A-level passes from any of the four following
subjects: biology, chemistry, mathematics, and
physics. For the B.A. Education program, stu-
dents must have at least two A-level passes from
any of the following three subjects: geography,
economics, and English. For the B.A. Primary
Education program, O-level and A-level passes
in relevant subjects would include English,
mathematics, science, geography, and history
subjects.)

® A school certificate pass (Grade 8) in English
language at GCE O level

For Certificate programs, the admission require-
ments are:

*  Four credit passes in O-level subjects, including
Babasa Melayu

* Preference is given to those who have obtained
credit passes in English-language medium subjects,
particularly English, mathematics, and science.

Applicants to the Masters in Educational Management
program are required

¢ To have a degree (normally a second-class hon-
ors degree) from a recognized institution

* To have a minimum of five years working exper-
ience

* To demonstrate a reasonable level of English
during an interview, which will enable them to
complete the course successfully.

In addition to the general admissions requirements
of the university, the Faculty of Education maintains a set
of admissions criteria that must be met before students
are accepted in the degree programs. Interviews and
screening of applicants are conducted at the Faculty Com-
mittee level. The selection criteria include the applicant’s
academic and other relevant qualifications; English-lan-
guage proficiency, determined through an English Profi-
ciency Test; spread of O level subjects; additional cours-
es attended; and personality characteristics.

The student intake is relatively small at present,
due to the limited facilities of the university in its tem-
porary campus. Since the majority of the students are
under a scholarship arrangement with the Ministry of
Education, the number of slots is determined by the
MOE in consultation with the UBD.

Nature and Content of
Preservice Teacher Preparation Curricula

Teachers are required to teach not only different con-
tent areas, but also at different levels of education, rang-
ing from early childhood through early and middle to
late adolescence. These varied levels of education,
because of the differential nature of the learners, have
different specific objectives, different content, and dif-
ferent psychological and social aims. Subject matter con-
tent in the teacher education programs is treated differ-
ently in terms of depth, methodology, and assessment
requirements in order to meet the developmental needs
of learners. The unique expectations placed on teach-
ers in Brunei Darussalam require special programs of
teacher education. The varied entry qualifications of stu-
dents also call for different treatments to raise them to
expected levels of performance.
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In order to effectively prepare teachers to teach at
various levels, different teacher education programs
were designed and developed. They are as follows:

e A. Group I Programs designed to fulfill basic
educational needs: B.A. Prim Ed; B.A. Pen-
didikan Rendah; Certificate in Early Childhood
Education; Certificate in Education

e B. Group Il Programs designed to fulfill general
and semi-specialized secondary educational
needs: B.Sc. Education; B.A. Education; B.A. Pen-
didikan

e C. Group Il Programs designed to fulfill bighly
specialized professional educational needs: Post-
graduate Certificate in Education; Sijil Penguru-
san Pendidikan; Sijil Pengajaran Bahasa Melayu;
Mastzr in Educational Management

Overview of Education Programs

Each of the degree programs offered by the FOE is of
four years’ duration. The programs have three major
components, which are the education courses; content
courses taken in other faculties, such as history, geog-
raphy, economics, TESL, mathematics, biology, chem-
istry, and physics, which relate to student’s future
teaching specialization; and the University Required
Courses, namely Critical Thinking, English language,
and Malay Islamic Monarchy (MIB). Critical Thinking
(four units) in the degree and certificate programs
focuses on the principles and techniques of argument
analysis, argument structure, and use of arguments.
The course aims to develop logical skills and to foster
cognitive skills that are necessary for rational thought
and research in university work. En-glish Language
(eight units) aims to improve student’s ability to study
effectively through the medium of En-glish and to pre-
pare students to use English accurately and fluently as
future educators and communicators. Malay Islamic
Monarchy (MIB) (four units) aims to inculcate among
students the national philosophy of Melayu Islam
Beraja as a national concept that integrates the lan-
guage, culture, and Malay customs; teaching of Islam-
ic laws and values; and the monarchy system of
administration.

The educational studies in each of the three sec-
ondary teaching degree programs account for approxi-
mately one-third of the total program of 124 units. The
balance (apart from the university-required courses)
comprises coursework in other faculties, which is
intended to provide students with both a liberal educa-
tion and a knowledge of specialized subject matter,
which they will be required to teach in the secondary
schools. The education component is similar both in the
Malay and the English secondary education programs.

The B.Sc. Education/B.A, Education/
B.A. Pendidikan Programs

The B.Sc. Education is a four-year degree program
designed to prepare students for teaching science (math,
biology, chemistry, physics) in secondary schools. Only
school leavers are admitted into the B.Sc. Education pro-
gramme. The B.A. Education and B.A. Pendidikan pro-
grams are of eight semesters’ duration for preservice stu-
dents and seven semesters’ duration for upgrading
students. These programs are designed to produce grad-
uates with specialized knowledge of arts and social sci-
ence subjects to be taught in the secondary school.
The B.Sc. Education course consists of 9.6 percent
university-required courses, 58.1 percent subject stud-
ies, and 33.3 percent education courses. The B.A. Edu-
cation program consists of 12.9 percent university-
required courses, 53.2 percent subject studies, and 33.9
percent education courses. Within the Faculty of Edu-
cation, methods courses comprise 28.6 percent of the
total units; 19.0 percent is field experience of teaching
practice and 52.4 percent is theory-oriented courses.

The B.A. Primary Education Program

The B.A. Primary Education program caters to both pre-
service and in-service students. Preservice students are
school leavers gaining entry into the university directly
after Form 6. They follow a four-year or eight-semester
university primary education program. In-service or
upgrader students are serving teachers gaining entry
into the university after at least five years of teaching
experience. In-service teachers would have a three-year
Certificate in Education qualification on entry. These
teachers are given course exemptions in the four-year
B.A. Primary Education program, and receive their
degrees after three years or six semesters of university
work.

The new program stiucture of the B.A. Primary
Education preservice program carries a load of 124 units
spread out proportinnately over four years. The Certfi-
cate in Education and B.A. Primary Education upgrader
programs carry a load of 94 units spread out propor-
tionately over three years of university work.

The B.A. Primary Education and Certificate in Edu-
cation programs are in line with the bilingual policy
implemented by the Ministry of Education in the school
system. Since the bilingual nature of the primary edu-
cation system required that about half of the subjects in
upper primary be taught in Malay and the other half in
English, students are trained in one of the two lan-
guages, depending on their competency in the lan-
2nage. In the implementation of bilingual education,
subjects in the lower primary level are taught entirely in
Malay, with English offered as a subject in the school
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curriculum. This is followed by a switch to English for
major subjects (science, mathematics, geography) in the
upper primary level. Other subjects in the school cur-
riculum (Sejarah, art, physical education, civics) contin-
ue to be taught in Malay.

In the new B.A. Primary and Certificate in Educa-
tion programs, there is an increase in total units of time
allocated to subjects deemed important in the primary
school curriculum. Students in the programs undertake
courses depending on their chosen strand, that is, strand
A, which focuses on teaching subjects in the lower pri-
mary level in Malay language, and strand B, which
focuses on teaching subjects in the upper primary level
in English.

There are three main elements in the programs.
These include the university-required courses, teaching
practice or field experience, and teaching skills. The
university required courses are the same as other degree
programs in the university. Teaching practice is a sec-
ond element and is central to the programs, as it allows
students to observe and understand school operations
and demonstrate the application of theories of teaching
and learning to actual classroom situations. The teach-
ing skills element in the programs is made up of two
major components. One is Pedagogical Studies (9 units),
which examines teaching strategies, types of assess-
ment, classroom organization, and the use of educa-
tional technology. The second is methodology courses
(21 units), taken in the different curricular subjects,
according to the strand chosen by the students.

Differences in the Nature and Content of
Teacher Preparation Programs

Since UBD is the only teacher training institution in the
country, there is no comparison to be made in terms of
the nature and content of teacher education programs.
Graduates of UBD are immediately employed by the
Ministry of Education.

Linkages Between Curricular Standards for
Teacher Education and
Curricular Standards for Students

The teacher education curricula at the UBD are not
linked to the state curriculum standards. However,
teacher educators take into account the objectives of

both the state and the system of education when design-
ing and developing teacher education programs at UBD.

ON-THE-JOB TRAINING AND DEVELOPMENT

Induction or Transition Processes

After graduating from UBD, students are immediately
posted to schools. There is no formal induction, transition,
or “on-the-job” training before graduates are employed.

Professional Development Opportunities

Both the Faculty of Education and the Ministry of Edu-
cation recognize the need to support and assist in the
professional development of teachers and that initial
training is only the beginning, and should be supple-
mented with subsequent training to be given from time
to time. Within the Faculty of Education, the Depart-
ment of in-service Education & Training (INSET) has for-
mulated the following goals:

e To help teachers upgrade their professional
knowledge and skills

e To enable teachers to keep abreast of the lat-
est developments in the field of educational
research

s To provide a forum for teachers to exchange
views and share experiences with regard to con-
tent and methodology in specific subject areas

e To assist teachers in developing interpersonal skills
and effective interaction with students, colleagues,
and others involved in the education of children

e To enhance teachers’ individual and corporate
professionalism

Conducting in-service courses is a major concern
of staff in the Faculty of Education, but academic staff
from other faculties contribute to the activities of INSET.
The program of activities characteristically varies in
objectives, strategies, duration, and modalities. Practi-
cally all of the in-service short-term courses deal with
either content or methodology for particular curriculum
subjects for primary and lower secondary teachers. A
certificate is given to participants who successfully com-
plete the in-service course.
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Educaticn in Canada is entirely under the jurisdiction of
the provincial governments. As a consequence, there
are as many educational systems as there are provinczs.
This is also true of teacher training. Seven Canadian
provinces have agreed to contribute to the Comparative
Study of Teacher Training and Professional Develop-
ment in Asia-Pacific Economic Cooperation (APEC)
Members: British Columbia, Alberta, Manitoba, Ontario,
Québec, New Brunswick, and Nova Scotia. The follow-
ing report is a summary of the information submitted by
each of these provinces in answer to the APEC ques-
tionnaire. It does not provide information on teacher
training in Saskatchewan, Prince Edward Island, and
Newfoundland, nor in the Territories.

CONTEXT

Definitions

Table 4.1 below provides information for definitional
purposes.

Educational System and Student Population

School Jurisdictions

Each province has its own education system, the orga-
nization of which varies somewhat from one province
to another. All provinces have public and private
schools, but the vast majority of students attend public

schools. As a general rule, private schools must adhere
to provincial curriculum and guidelines, and must hire
certified teachers in order to be accredited and to
receive a portion of the provincial funding. Home
schooling is ailowed in some provinces but must take
place under the supervision of a school jurisdiction.
The different edu-ation systems also provide for voca-
tional training, adult education, special needs students
education, and, in some cases, distance education
through correspondence courses.

In some provinces, schools have an official reli-
gious affiliation (Protestant or Roman Catholic) but the
tendency is toward secular jurisdictions. All provinces
offer schooling to their Francophone or Anglophone
minorities: one-third of the students in New Brunswick
receive education in French and 10 percent of Québec
students are enrolled in English schools. In Ontario, the
proportion of French students is about 5 percent.

In most provinces, the responsibility for education
is shared between a ministry (or department) of educa-
tion and school districts (or school boards). School
boards are elected bodies responsible for implementing
provincial policies and guidelines in the area of educa-
tion. They function at the local level and are empow-
ered to levy taxes to supplement provincial funding to
meet local needs, preferences, and so forth. The func-
tioning and responsibilities of each level of jurisdiction
is usually described in each province’s Education Act.
As a general rule, formal advisory groups exist in each
school district: boards of trustees, home-and-school-type
associations, student councils, and so forth.
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TABLE 4.1

Grade Levels, Age Ranges, and Type and Level of Education Required to Teach at Each Level

Definition

Grade Levels

Age Range of Students

Type and Level of Education
Required to Teach at This Level

Pre-elementary
schooling

Elementary
schooling

Secondary
schooling

Postsecondary
education

Preservice
teacher
preparation

In general, pre-elementary school-
ing is referred to as kindergarten,
or early childhood services, and no
grade levels are attached to this
concept. In Manitoba, the period
covering kindergarten to grade 4
is referred to as the "early years.”

The situation varies from one
province to the other. The passage
from elementary to secondary
school can be in grade 3 (8.C. and
N.B.), grade 6 (Alta., Que., N.S.) or
grade 8 (M., 0.). In Manitoba,
grades 5 to 8 are referred to as
the “middle years.”

In many provinces, secondary
school covers grades 7 to 12. In
B.C., it includes grades 4 to 12; in
Manitoba and Ontario, grades 9
to 12; in Québec, grades 7 to 11.
In Manitoba, it is referred to as the
“senior years.”

Any training beyond high school is
considered postsecondary. In all
provinces except Québec, students
can enroll in university programs
after high school and bachelor’s
degree programs are four-year
programs. In Québec, there is an
intermediate two years in college
(CEGEP) before entering three-
year bachelor’s programs. Some
provinces also have colleges for
vocational or technical training. All
provinces offer master’s and doc-
torate degrees.

In most provinces, teacher training
programs are B.Ed. programs in
which students can enroll after
high school (three- or five-year
B.Ed. programs) or after a first
degree.

Depending on services offered,
ages vary from O to 6 years. In
general, kindergarten is offered to
children 5 years of age. In Manito-
ba, the "early years” range from 5
to 10.

Depending on grade levels, the
age range varies from 6 to 8, 11,
12 or 13.

The most frequent age range is
12-13 to 17-18. Depending on
the grade levels included in sec-
ondary school, the range can vary
somewhat. In B.C., for example, it
extends from age 9 (grade 4) to
17 (grade 12).

Depending on the length of sec-
ondary schooling, 17 and over.

In most provinces, the require-
ments are the same for kinder-
garten and elementary school: a
B.Ed. degree or the equivalent.

All provinces require a B.Ed. or the
equivalent, requiring a minimum of
4 years of postsecondary studies.
Some provinces have a specific
teacher certificate for teaching at
the elementary level; others have
only one certificate for elementary
or secondary school teaching.

All provinces require a B.Ed or the
equivalent, requiring a minimum of
four years postsecondary studies.
Some provinces have a specific
teacher certificate for teaching at
the secondary level.

Master’s and doctoral degrees. No
specific training in education or
teaching.

Requiremants as set by the
universities.

Funding is accomplished through grants from the
ministry and, in some cases and to a minor extent,
through property taxes raised at the local level.

Education systems in Canada are more or less
decentralized, depending on the provinces. In British
Columbia, for example, school-level policy is primarily
determined by the school district rather than by the rin-
istry. In most provinces, districts are geographically
diverse and face different types of educational challenges,

o e )

and such differences are the reason for the decentraliza-
tion of many policy and most staffing decisions.

In all provinces, the ministry develops and distrib-
utes core curriculum at all levels of the system and sets
graduation requirements. In some provinces, graduation
exams are administered by the Ministry of Education on
a provincial basis. In British Columbia, the Provincial
Learning Assessment Program evaluates the success of
the curriculum and tests students at specific grade lev-
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els to ensure that the core subjects are being mastered.

Accountability of school districts or school boards
is usually achieved through measures such as the sub-
mission of an annual report to the ministry.

Number of Schools and Student Enrollment

British Columbia has 75 school districts, and enrollment
ranges from a low of 389 to a high of 54,036 in Vancou-

ver. The total number of elementary and secondary pub-

lic schools is 1,645. Total enrollment of students is
554,590: 342,129 at the elementary level and 212,461 at
the secondary level. Special education counts 53,638 stu-
dents and schooling for native French-speakers is offered
to 2,314 students. In addition to the latter, 53,638 students
are enrolled in French immersic.: programs. Average
class size is 23.1 at the elementary level and 24.6 at the
secondary level. Independent schools receiving govern-
ment support have a total enrollment of 43,339: 29,709 at
the elementary level and 13,630 at the secondary level.

Alberta has a total of 1,592 public schiools and 175
private schools for eiementary, junior and senior high
tchool, and special education. A certain number of
other schools can be added to that number, for a total
of 2,040. Total enrollment is 493,590 students.

Manitoba has 703 public schools and 95 private
schools for a total enrollment of 208,913 students,
196,619 of whom are enrolled in public schools, 11,640
in private schools, and 654 in home schooling. More
than half (55 percent) of the student population is found
in urban Winnipeg, 30 percent in rural regions, and 10
percent in the north.

Ontario’s publicly funded school system consists
of 5,136 schools: 2,948 public elementary and 200 pub-
lic secondary schools, and 1,396 Roman Catholic ele-
mentary and 192 Roman Catholic secondary schools.
Total enrollment adds up to just under 2 million stu-
dents, with over 120,000 full-time teachers. Of this,
about 5 percent are French-language schools. The
Greater Toronto area accounts for over 40 percent of the
total student population in Ontario. The western and
eastern regions of the province account for another 40
percent, and the three northern regions comprise the
remaining 20 percent, although they are the largest geo-
graphic part of the province.

Québec’s publicly funded school system consists
of 158 school boards: 137 Roman Catholic, 18 Protes-
tant, and 3 providing schooling to native Indians. There
is a total of 1,663 public schools and 190 private schools
(12 of which are for special-needs students). The total
enrollment in the youth sector is approximately
1,150,000 full- and part-time students: 427,260 at the
kindergarten and elementary level and 412,788 at the
secondary level. Moreover, 228,000 adults are enrolled
in courses leading to a diploma, and 210,000 in com-
munity education courses. Finally, 49,358 young and

4'¢

adult students are enrolled in vocational training.

New Brunswick has a total of 407 public schools
organized in 18 school districts along geographic and
linguistic lines. Almost all of New Brunswick's 140,000
students (98 percent) are educated in the public'school
system.

In Nova Scotia, the management of the school sys-
tem is the responsibility of 22 district school boards.
Ther: are 493 schools, for a total enrollment of 165,421
students. The average class size is 23.8 and the student-
teacher ratio is 15:9. Moreover, Nova Scotia Communi-
ty College provides a postsecondary, nondegree-grant-
ing system of education throughout the province that
focuses on occupational-oriented technical and voca-
tional programs, courses, and services. It provides
approximately 130 progrzins, or courses, to the equiva-
lent of approximately 7,000 full-time students. An
apprenticeship program also trains apprentices in des-
ignated trades to meet the needs of industry. Employers
provide practical experience and on-the-job training for
apprentices. The program involves 31 designated trades,
in which approximately 4,200 apprentices are enrolled.

Cultural Diversity

Cultural diversity is a characteristic of the Canadian pop-
ulation as a whole, due to its history, geography, and
the growing importance of immigration over the past
two decades. All provinces are characterized by geo-
graphic diversity of population concentrations—heavi-
ly populated urban areas and sparsely populated distant
rural regions. All provinces have a more or less impor-
tant population of native Indians. The presence of lin-
guistic minorities {Anglophone in Québec and Fran-
cophone in the other previnces) must also be noted.
Linguistic duality is most important in New Brunswick,
Québec, and Ontario, but other provinces, such as Nova
Scotia, also have an important French minority.
Immigration also accounts for a great racial and
ethnic diversity in provinces like British Columbia, Alber-
ta, Ontario, and Québec, especially in the great urban
areas. Provinces like New Brunswick or Nowva Scotia, on
the other hand, have a relatively small immigrant popu-
lation and do not face the same kinds of issues. These
provinces are instead more preoccupied by the declin-
ing proportion of young people in their population.
Immigration over the past two decades has come
mainly from non-English-speaking countries, particular-
ly the Pacific Rim, the Indian subcontinent, the Middle
East, and, to a lesser extent, Africa and Central Ameri-
ca. This has increased the need for qualified teachers
witn expertise in the teaching of English or French as a
second language. It also emphasizes the need for inter-
cultural education and for the development of special
skills for teaching classes with a high concentration of
students of different races and ethnic origins. In Mon-
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tréal, for example, one out of every three students in the
Commission des écoles catholiques de Montréal is from
a different cultural community.

Another factor that needs to be emphasized is the
trend toward integration of handicapped and disabled
students in regular classroom settings with their peers.
Teachers are responsible for instructing exceptional stu-
dents in their classes and, as a result, have become
involved in using a variety of teaching and organiza-
tional strategies to meet this challenge.

Graduation Rate

Data on graduation or school retention rate are not avail-
able in all provinces, and, where available, figures are
not necessarily comparable, since the streaming of stu-
dents is not the same in all provinces once they enter sec-
ondary school. Schooling is mandatory from age 6 until
age 16 in all provinces, and, therefore, a vast majority of
students complete their grades but do not necessarily
obtain a secondary school diploma. Some provinces
deliver different levels of secondary school diplomas, not
all of which can lead directly to university.

Alberta does not keep centralized records of com-
pletion rates at the pre-elementary, elementary, and sec-
cndary levels. A data base is currently under development.

In British Columbia, graduaticn rate is 69.1 per-
cent for the public schools (the eligible grade 12 grad-
uation rate is 84.4 percent), while the graduation rate is
93 percent for independent schools.

In New Brunswick, a number of policies and pro-
grams have been instituted in recent years to address
the issue of student retention. It has climbed steadily to
a high of 85.6 nercent in 1991-1992.

In Québec, approximately 65.4 percent of young
people and 12 percent of adult students receive their
Secondary School Diploma; 61 percent of graduates in
the youth sector go on to the Collége d’enseignement
général et professionnel (CEGEP) level. The graduation
rate for the province and for most school boards has
been gradually improving over the years. In 1992, the
Minister of Education’s Plan of Action on Educational
Success set as its main goal an increase in the gradua-
tion rate of those under 20 years of age; the goal is to
rise from 65 percent to 80 percent within five years.

BACKGROUND ON THE TEACHING FORCE

Basic Characteristics of the Teaching Profession

The number of teachers employed varies greatly from
one province to another. Ontario and Québec have the
largest teaching forces, with approximately 120,000 and
60,000 teachers, respectively. The number of teachers in

the other provinces is approximately the following:
35,000 in British Columbia; 30,000 in Alberta; 12,000 in
Manitoba, and 8,600 in New Brunswick (the number of
teachers in Nova Scotia is not available). '

Between 60 percent and 65 percent of teachers are
women,; their presence is even more notable at the ele-
mentary level. Although women represent almost two-
thirds of the educators, male educators continue to
dominate positions of responsibility in most provinces.

The average age of teachers varies from 40 to 42,
and women emerge statistically as a few years younger
than the average; men a few years older.

The average number of years of experience varies
between 10 and 16, with men showing a somewhat
higher average (up to 19 years in Ontario).

The majority of teachers in Canada have a univer-
sity first-degree education; a B.Ed. (Bachelor of Educa-
tion), or equivalent, is a minimum requirement for
teacher certification in every province. Beyond the basic
teaching certificate, teachers can raise their level of qual-
ification by taking specialist courses or through
advanced academic standing. Many teachers have fur-
ther qualifications, but data are not available on the
number or percentage of teachers having a master’s or
doctoral degree.

Teacher Certification

In all provinces, a professional teaching certificate is
issued to graduates of university preservice education
programs and, with certain conditions, to both experi-
enced and inexperienced teachers from other provinces.
The certificate is generally issued by the province’s min-
istry, or Department of Education, except in British
Columbia, where this responsibility has been transferred
to the British Columbia College of Teachers.

The professional teaching certificate may be tem-
porary or permanent. In some provinces, a permanent
certificate is issued to graduates of an approved univer-
sity education program, while in others (Manitoba and
Québec), an interim certificate is first issued to gradu-
ates from universities and the permanent certificate is
issued after one or two years of successful teaching, on
the recommendation of the school or school board
authority, or of another provincial official.

In all provinces, an interim certificate or temporary
permit is issued to persons coming from outside the
province or the country, and one or two years of suc-
cessful teaching are required before they can obtain a
permanent certificate. Bilateral agreements exist between
many provinces regarding certification of teachers.

In some provinces, like Alberta and Manitoba,
there is only one teaching certificate and it allows hold-
ers to teach all subject disciplines at all grade levels—
from elementary to the end of secondary school (grade
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12). In other provinces, like Nova Scotia, Québec, and
Ontario, a teacher certificate entitles the holder to teach
only specific levels, grades, or subjects.

In a certain number of provinces, teachers are
classified according to categories. The following classi-
fications apply, for example, in Manitoba: administra-
tors, clinicians and counselors, consultants and coordi-
nators, and classroom teachers. The practice differs in
other provinces, like Québec, where no such categories
exist and where the administrators are not classified as
teachers. '

Teacher Recruitment and Contracts of Employment

As a general rule, teachers are hired directly by school
boards or by local authorities. They are not considered
public servants or provincial government employees,
but are part of the public sector that receives much of
its funding from government.

Recruitment, hiring, layoff, and type of employ-
ment tend to vary more or less, depending on the
degree of decentralization of the education system in th.
province. Even though hiring is a local responsibiiity,
working conditions can be set by collective agreements
at the provincial level, as is the case in provinces like
Québec and New Brunswick. In other provinces, like
Alberta and British Columbia, districts are relatively self-
determining and have their own policies on teacher hir-
ing and recruitment. In these provinces, collective bar-
gaining is accomplished at the local level. Generally, the
type of employment ranges from one-year contracts to
permanent positions. Districts also have lists of teachers
on call to substitute as necessary.

There is no centralized recruitment agency in any
province. Each teacher is free to seek and accept employ-
ment in any school jurisdiction or private school any-
where in the province. Typically, school jurisdictions in
and around urban areas receive more applications in a
year than there are vacancies to be filled. Recruitment is
more difficult in remote and isolated school jurisdictions.

Once hired, the successful applicant enters into a
temporary contract. Within one or two years, the
employing board must decide whether or not to offer
the teacher an ongoing contract of employment.

Salary

In all provinces, teachers are classified, for purposes of
remuneration, according to their level of schooling and
their number of years of experience in education in the
province. As a general rule, the same grid is applied to
all teachers in the province, but the number of categories
differs from one province to another. In Alberta, for
example, teachers' salaries are located across a 6-by-12
grid: one to 6 years of education beyond high school

and zero to 13 years of teaching experience. In Manito-
ba, teacher classification for salary purposes is based on
seven classes of professional and academic qualifications
(class 1 corresponds to senior matriculation plus one
year of professional study, whereas class 7 corresponds
to senior matriculation plus seven years of study in a
degree or postbaccalaureate program, including at least
one year of professional study).

In some provinces, like Québec or New
Brunswick, the grid is applied to all teachers, at all lev-
els and in all districts, while in other provinces, like
British Columbia, these descriptions are used only as
guidelines by local authorities and the classification
may vary from one district to another. The level of pay
is determined by a collective bargaining process; it can
therefore vary from one district to another in the
provinces, where collective bargaining is done only at
the local level. Working conditions and salaries are
generally consistent and more or less uniform; the
teachers’ unions set the overall working conditions and
salary levels for all teachers or give sufficient informa-
tion and support to local unions when collective bar-
gaining occurs.

In most provinces, standardized certification pro-
grams and equity policies have leveled the salary scales
between elementary and secondary school teachers.

Special allowances may exist for additional
responsibilities or for working in conditions of isolation.
In provinces where salaries are determined at the local
level, like Manitoba, educators in the north or in remote
areas tend to have better working conditions and
salaries to compensate for their additional responsibili-
ties and for the hardships associated with the geo-
graphic location.

Average salaries (please note: the exchange rate in
August 1994 was approximately US$1.00 = C$1.35)
range from a low of C$20,000-C$25,000 for beginning
teachers with a minimum of teacher education prepa-
ration and experience to a high of €$55,000-C$69,999
for experienced teachers with higher qualifications.

The following information was submitted by the
participating provinces:

e In Alberta, salaries range from C$20,284 (no
experience and one year of teacher preparation)
to C$58,410 (11 years of experience and 6 years
of teacher preparation). The average salary of
teachers who have completed a B.Ed. degree is
C$30,830 in their first year of teaching.

e In British Columbia, the average teacher salary
is C$51,855. Included in this figure are princi-
pals’ and vice-principals’ salaries. For male
teachers, the average salary is C$51,994, and for
female teachers, C$47,607.

e In Manitoba, the average salary is C$46,911.
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¢ In New Brunswick, teachers’ salaries range
from C$27,573 to C$50,849. Teachers holding
positions of responsibility (principals, vice-prin-
cipals, department heads, subject coordinators)
are entitled to extra allowances based on the
number of persons under their supervision.

¢ In Ontario, the average salary of male elemen-
tary school teachers is slightly under C$60,000
and just under C$50,000 for female teachers.
Male secondary school teachers earn approxi-
mately the same as their elementary school
counterparts, whereas female secondary school
teachers earn around C$55,000 on average.

e In Québec, salaries range from a low of
C$25,729 (14 years of education and one year of
experience) to a high of C$59,979 (20 years of
education and 15 years of experience or more).

Employment Benefits

Employment benefits form part of the collective agree-
ments negotiated at the provincial or local levels. Even
in cases where collective agreements are negotiated at
the local level, teachers have access to similar benefit
packages that include pension plan, life insurance, and
health benefits.

Characteristics of Teaching Employment

Collective Bargaining

In all provinces, teachers are members of local teachers’
unions, whici» are usually grouped under a provincial
association. In some cases, the provincial teachers’ asso-
ciation is seen as a union and as a teachers’ profession-
a] organization, as is the case for the Alberta Teachers’
Association (ATA). It is interesting to note that in Alber-
ta, under the School Act, membership in the ATA is
mandatory; it is also available to students in the provin-
cial faculties of education and to persons contributing
significantly to education. In Québec, there are three
teachers’ associations: one for French-speaking teachers
and two for English-speaking teachers (one Protestant
and one Catholic).

Contracts may by negotiated individually, by
school districts, with local teacher unions (as is the case
in Alberta, British Columbia, Manitoba, and Ontario), or
by the provincial government and employers’ associa-
tions at the provincial level (as is the case in Québec—
where little is left for local bargaining—or in New
Brunswick—where there is no local bargaining). When
negotiation is carried out at the local level, the teachers’
provincial association may provide locals with salary
comparisons, guidelines, information, and training. As a

consequence, salaries and benefits tend to be similar
across the province, but not identical.

Beyond salaries and benefits, collective bargain-
ing processes may also deal with issues such as class
size, preparation time, nonteaching duties, hours of
instruction, clerical assistance, special education support
and integration, professional development, and so forth.

Patterns of Supply and Demand for
Teaching Positions

In most provinces, teacher mobility and turnover have
been decreasing over the last few years and, as a result,
there has been a steady increase in the average age of
teachers. A significant proportion of the teacher popu-
lation will be eligible for retirement over the next five
to ten years. Demand is expected to begin rising again
in the late 1990s.

All provinces indicate a higher turnover rate in
more remote areas, with the result that some schools
experience difficulty in hiring and retaining teachers.
British Columbia has developed a strategy to deal with
shortages of qualified teachers in rural and remote
areas by establishing local teacher education programs
designed for students resident in those areas who will
later take up teaching positions there. Through part-
nerships involving the regional community college,
one of the universities, and several school districts, it
is now possible for students to complete a teacher edu-
cation program without relocating to a southern urban
area.

Even if no shortages are expected in the near
future, some schools experience difficulties in hiring
qualified teachers for specific fields. The situation varies
somewhat from one orovince to another but the sci-
ences, mathematics, and French or English as a second
language are the fields in which the most critical short-
ages occur. Many provinces seem to have some diffi-
culty recruiting qualified teachers for biology, music, art,
physical education, and special education, while
Québec experiences surpluses in many of these fields,
especially in physical education and art.

Surpluses are also identified in other provinces: In
Alberta, there is a significant surplus of elementary
school generalist teachers and secondary school lan-
guage arts and social studies teachers. In Québec, the
number of elementary school teachers is also high.

The following section supplies more specific infor-
mation submitted by different provinces on the issue of
supply and demand.

In British Columbia, approximately 2,500 new
teachers are hired annually, which accounts for 7 per-
cent of the total number of educators in the province.
Of these, approximately 550 to 650 are new graduates
of teacher education programs offered in British Colum-
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bia. Another 500 to 700 are individuals from other
provinces in Canada. Issues of supply and demand have
been addressed by the development of a computer-
based, regionalized, supply-and-demand projection
model. Based on the model framework, future teacher
requirements are being investigated through a study
involving

1. a comprehensive analysis of teacher and stu-
dent characteristics and behavior over the peri-
od 1986-1991;

2. an examination of elementary and secondary
teacher requirements to the year 2011 for the
province and for four specialized regions;

3. a review of expected changes in the teacher
workforce;

4. an examination of two “alternate” scenarios, one
assuming an increase in class size, the other
reviewing the effects of a hypothetical early
retirement program.

In Manitoba, the Teacher Supply and Demand
Task Force was established in January 1993 to investi-
gate the magnitude of a possible teacher shortage, to
examine possible strategies to deal with it, and to rec-
ommend a plan of action to the minister. The conclu-
sion of the investigation is that there will be a continu-
ing strong demand for teachers within the province over
the next decade. In 1989-1990, 1,063 teacher acquisi-
tions were required, and of these 47 percent were
beginning teachers newly certified in the previous year.
It is expected that yearly teacher acquisitions will be
slightly in excess of 1,000 until 1999-2000. .

New Brunswick and Nova Scotia have not expe-
rienced any shortage for some time and no shortage is
projected for the next 20 years in New Brunswick.
Hence, there has been little need to establish special
strategies to attract teachers to certain fields, nor has
there been a need to review certification standards to
accommodate shortages. The situation in Nova Scotia is
similar: The predicted need for teachers in future years
is small and can be filled by current teaching training
institutions and by the existing pool of substitute teach-
ers. Small surpluses in some areas could cushion the
impact of shortages in others.

In Ontario, the detnand was on the increase
between 1980 and 1990, when it peaked at approxi-
mately 12,000, or 10 percent. Faculties of education
graduated about 5,000 teachers that year. Approximate-
ly 1,500 came from out of the province, about 4,500
were re-entering the profession, and the remainder
were part-time and supply teachers accepting full-time
jobs, or teachers from other sources.

Faculties base their course offerings on general
trends and on expressed areas of need coming from the
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school systems and from professional associations. The
number of new teacher graduates has varied, from
under 3,000 to just above 5,000 over the past decade,
depending on system demands.

In Québec, it is expected that, over the next 15
years, about half of the teaching force will have to be
replaced: Between 1992 and 2004, 45,000 fuli-time
teachers will be needed to teach kindergarten and at the
elementary and secondary levels (excluding vocational
education and adult education). But it is also known
that recruitment will not exceed 3,000 teachers a year,
even when the most numerous cohorts begin to leave.

However, there is an existing pool of part-time
and substitute teachers of over 17,000 persons, which is
still growing, since universities are graduating approxi-
mately 4,000 teachers annually—significantly more than
the actual need. As a result, no shortages are expected.
The need for better planning is felt by all partners:
teachers’ unions, the ministry, and faculties of educa-
tion, as well as by school or school board administra-
tors. Questions related to teacher supply and demand—
Should measures be taken to encourage students to go
into teaching, and in what fields? In which regions?
What of the thousands of graduates who have not yet
found full-time jobs? Should faculties of education limit
enrollment in teacher training programs?>—will be
addressed by the ministry and its partners over the next
year. Faculties of education have already agreed to limit
enrollment in order to adjust to system demands.

CHARACTERISTICS AND GOVERNANCE OF
TEACHER EDUCATION PROGRAMS

Characteristics of Teacher Preparation Institutions

All teacher preparation programs in Canada are univer-
sity-based degree programs offered through faculties of
education or, in specific cases, through other institu-
tions—Ilike university colleges or community colleges—
in partnership with universities.

Universities receive block grants from the provin-
cial governments to offer their academic programs. They
also have access to additional funds through sources
such as endowments, student tuition, research funding,
or donations.

As a general rule, faculties of education are sub-
ject to the governance of the university, and the financ-
ing of education programs is similar to that of programs
offered by other faculties within the university setting.
In each province, a Universities Act sets out the struc-
ture under which universities operate.

In British Columbla, three universities and three
university colleges offer teacher preparation programs.
Presently, the university colleges offer programs leading
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to a B.Ed. for elementary teaching only. In addition, rural
teacher education consortia offer programs designed for
students resident in rural and remote areas who will later
take up teaching positions there. These programs were
implemented in 1988 and are offered through partner-
ships involving the regional community college, one of
the universities, and several local school districts.

In 1993-1994, 1,746 students were enrolled in ele-
mentary or secondary teaching preparation programs
through one of the universities (either in an on-campus
program or through one of the rural programs offered
in partnership with a university college or with a
regional community college).

In Alberta, three universities offer teacher prepa-
ration programs, but they do not all offer the same
specializations. Preparation for early childhood edu-
cation, for example, is offered only at the University of
Calgary, while only the University of Alberta offers
programs for teacher preparation in industrial arts or
vocational education. The University of Lethbridge
offers only a five-year teacher preparation program in
which students earn two degrees concurrently, one of
which is a B.Ed.

In Manitoba, there are six teacher preparation
institutions: three universities, a university college, a
community college, and the Winnipeg Education Center.
Different programs are offered at the undergraduate and
graduate levels: the four- or five-year B.Ed., the after-
degree B.Ed., the certified teachers’ B.Ed., the postbac-
calaureate certificate in education, the master of educa-
tion, and the Ph.D. Faculty of education enrollment is
approximately 5,000, 4,400 of which is at the under-
graduate level; 800 students are enrolled in graduate
B.Ed. programs, and 100 in master’s or Ph.D. programs.
Agreements exist among the universities and the colleges
to allow students to earn a B.Ed. degree on the basis of
work completed in more than one institution, but all pro-
grams require at least one year at the university.

In Ontario, ten universities offer teacher training
programs. Of these, the University of Ottawa delivers
programs in both French and English, and Laurentian
University delivers programs in French only. All teacher
training institutions must comply with government reg-
ulations regarding minimum entry requirements and
must seek ministry approval for new course offerings
that lead to teacher certification.

Graduate studies in education are offered in some
of the faculties, for example, at York University, the Uni-
versity of Western Ontario, and the University of
Ottawa, as well as the Ontario Institute for Studies in
Education, whose principal role is to further research in
the field of education. Master’s degrees are a require-
ment for entry to programs leading to qualification as
school principal and school board supervisory officer.

While only faculties of education may provide the
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program leading to qualification for school principal, a
new program to qualify supervisory officers, established
in 1990, is being offered by various other organizations
approved by the Ministry.

Twelve universities offer teacher preparation pro-
grams in Québec. Three of these deliver programs in
English. The number and type of programs offered vary
between different institutions, but all universities offer
programs preparing for teaching at the pre-elementary
and elementary level, and most of them also offer pro-
grams for secondary school teaching. More specialized
areas, such as physical education, art, special education,
adult education, or vocational education, are not offered
by all universities. Master’s degrees and the Ph.D. are
also offered in most universities, but they are not
required for certification.

Four institutions provide teacher training in New
Brunswick, but the University of Moncton is the sole
institution providing teacher training for Francophone
teachers. It has an enrollment of 750 students. The Uni-
versity of New Brunswick is the primary training insti-
tution for teachers in the Anglophone sector. It has an
enrollment of approximately 800 students and offers
programs at all levels and in all subject areas. St
Thomas University and Mount Allison University offer
limited enroliment B.Ed. programs to students who
already hold a Bachelor’s degree.

In Nova Scotia, preservice teacher education is
offered at eight universities or university colleges. The
programs inay be concurrent or sequential, and they
vary in length (one, two, four, and five years). Moreover,
all institutions do not offer the same options. Six of the
universities offer master’s programs, but the only doc-
toral program is offered at Dalhousie University.

In addition, a specific program has been established
for preparing and qualifying community college teachers
and to service the personnel of trade schools and institutes
of technology, and intermediate industrial educatoers.

Policy Guidance and Accreditation

Universities are autonomous institutions that operate
under provisions set by legislation giving them respon-
sibility for setting academic and admission policies and
for keeping the programs they offer—including teacher
education programs—up-to-date.

In all provinces except British Columbia, the Min-
ister of Education has retained the respcnsibility of
delivering teacher certificates. As a general rule, some
standards are set at the ministry level to guide the uni-
versities in the preparation of their preservice teacher
education programs. In some cases, specific procedures
for teacher education program accreditation are set.

In some provinces, the ministry or department of
education plays an important role in the setting of stan-
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dards for teacher education programs leading to certifi-
cation. This is the case in Ontario and Québec.

In Ontario, the Ministry of Education and Train-
ing has the principal responsibility for policies govern-
ing teacher education and for programs leading to var-
ious levels of accreditation for teachers and educational
administrators. The Teacher Education Policy Unit of the
ministry is responsible for the review, development, and
coordination of programs and policies on teacher edu-
cation. The unit works closely with school board per-
sonnel and faculties of education. It interprets policy
and regulation changes pertaining to teacher education.
It also maintains close liaison with the Curriculum Pol-
icy Team to ensure consistency in curriculum matters
affecting teacher education. The Registrar Services Unit
maintains and updates all teacher certification records
and also is responsible for the evaluation of candidates
with out-of-province teacher certification.

The situation in Québec is slightly different. The
minister awards a teaching permit to individuals who
have successfully completed an approved teacher train-
ing program in recognized institutions. The ministry’s
Regulation respecting teaching permits and teaching
diplomas describes the minimum requirements the
approved programs must meet. The Minister of Educa-
tion: se1s orientations and standards for teacher training.
University program; must comply with these require-
metiis in order to be accredited for certification pur-
poses. In coilaboration with its partners, the ministry is
currently in the process of reviewing the broad orienta-
tions and guiding principles of initial teacher training
and of determining the competencies future teachers are
expected to have at the end of their initial training. In
undertaking the review, the ministry is also reaffirming
the professional nature of teaching and the urgent need
to raise tlie requirements for admission into teacher
training programs, and for entry into the profession.

Until recently, the Ministry of Education had the
responsibility of approving all prcgrams and major
changes to programs leading to teacher certification. The
minister has retained this responsibility but has created
an advisory committee, the Comité d’agrément des pro-
grammes de formation d l'enseignement, which is man-
dated to examine university programs and make rec-
ommendations to the minister regarding their
accreditation for certification purposes. This committee
was created in September 1992, and is composed of rep-
resentatives of universities, schools and school boards,
teachers’ unions and professional associations, and the
ministry.

An advisory committee, the Comité d'orientation
de la formation du personnel ensetgnant, also has been
recently created to propose orientations and make rec-
ommendations with respect to matters such as priorities
in the area of teacher training, the requirements and pro-
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cedures for teacher certification, orientations of teacher
training, and professional development. The main goal
of this committee is to promote participation and coop-
eration among the partners in defining the key issues in
the area of teacher training, to contribute to improving
quality of teacher training, and to ensure cohesion in the
actions of the various partners nvolved in teacher train-
ing. The committee is made up of 15 members repre-
senting teaching professionals, employers, universities,
the ministry, and those served by the school system
{parents, adults, and business and industry).

In British Columbia, teacher licensing has been
delegated to the British Columbia College of Teachers.
According to the Teaching Profession Act, the council
of the British Columbia College of Teachers may
“approve for certification purposes the program of any
established faculty of teacher education or school of
teacher education.” It may “cooperate with the teacher
training institutions in the design and evaluation of
teacher training programs leading to certification by the
College.” It may also make by-laws respecting the train-
ing and qualification of teachers, the issuance of certifi-
cates of qualification, the classification of certificates into
one or more types, and the standards of fitness for the
admission of persons as members of the college.

The college has adopted by-laws that authorize
policy on criteria that all teacher education programs—
existing and proposed—must eventually meet in order
to be approved for certification purposes. Programs
must meet the following criteria:

e Context: Appropriate institutional setting in terms
of depth and breadth of personnel, research
activity, and commitment to teacher education

o Selection: Selection and admission policies that
recognize the importance of academic standing,
interest in working with young people, and suit-
ability for entrance into the profession of teaching

e  Content: Base of academic knowledge of suffi-
cient breadth and depth to prepare students for
an appropriate teaching assignment in the
school system:

1. A minimum of 36 semester hours of profes-
sional education and pedagogical course-
work, including a2 minimum of 12 weeks in
supervised student teaching, the major part
of which must normally be undertaken in
public schools

2. Recognition of the advantages of an extend-
ed practicum in one school

3. Base of pedagogical knowledge informed by
current research

4. Base of pedagogical skills informed by princi-
ples of effective practice and current research

5. Content that recognizes the diverse nature of
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society and addresses philosophical, ethical,
and societal concerns, with specific attention
to English as a second language, “First
Nations” (Native Indian Peoples of Canada)
issues, gender equity, multiculturalism, and
students with special needs

6. Base knowledge about the administrative,
legal, and political frar.ework within which
teachers work

7. Content that provides for inquiry and dia-
logue regarding ethics, standards, and prac-
tices of teaching as a profession

o Integration of Theory and Practice:

1. Integrated theory and practice in all major
areas of the program—such as practicum,
educational studies, and pedagogical knowl-
edge and skills—to encourage the develop-
ment of reflective practice

2. Recognition that the integration of theory and
practice is enhanced by valuing good teach-
ing and appropriate modeling of teaching
methodologies, by ensuring that those who
teach and supervise practica have recent
experience and significant involvement in
school classrooms, and by encouraging the
development of education theories and
research grounded in professional practice

o Program Review: Established process for contin-
uing review of teacher education programs in
order to initiate changes or to respond appropri-
ately to changes arising from curricular, research,
societal, and governmental policy directions

In New Brunswick, responsibility and authority
for the training, licensing, and certification of teachers
for the public school system rests with the Minister of
Education. In 1972, the responsibility for preservice
training was delegated to the universities. The Depart-
ment of Education is responsible for the actual issuing
of licenses and certificates, while the Minister's Adviso-
ry Committee on Teacher Licensing and Certification
reviews policies, programs, and procedures, and peri-
odically recommends changes.

NATURE AND CONTENT OF
TEACHER PREPARATION

Goals of the Teacher Preparation System

Goals of the teacher preparation programs are not
always explicitly set on a provincial basis. As a general
rule, teacher preparation programs are expected to
develop the students’ entry-level knowledge and skills,
and the attitudes they will need to fulfill the responsi-

bilities common to all schoolteachers in the context of
a rapidly evolving society.

During the program, the prospective teacher
should acquire a broad, general education, in addition
to specific knowledge and skills in subject fields appro-
priate to the public school curriculum and to the art of
teaching. Programs should address the systematic devel-
opment of skills and instructional techniques. They
should be based on sound educational pedagogy and
reflect the interrelationship of subject matter and the
way in which students acquire knowledge. They should
also develop in students the skills and attitudes related
to the professional dimensions of teaching: a critical
mind, a sense of ethics, and a capacity for renewal.

Some provinces’ guidelines respecting teacher
education are explicit, as is the case in Québec, where
a series of documents is actually being published (after
a thorough consultation of its partners) by the ministry
to define the orientations and principles teacher train-
ing programs must comply with, as well as the compe-
tencies expected of new teachers at the end of their
studies. The goals set for teacher preparation programs
in that province can be explained as follows:

o  Teacher training should be considered profession-
al training, directed toward the mastery of teaching
practices appropriate to the subjects taught.

e A teacher's competence essentially resides in his
or her ability to stimulate and guide each student
entrusted to him or her through the learning
process. Teaching is a complex activity requir-
ing a set of special competencies that can be
acquired only through solid training: knowledge
of human development and learning processes
aad conditions; knowledge and skills related to
the subjects taught; skills related to the act of
teachine. to the cultural and social dimensions
of education, and to professional ethics.

e The autonomy and responsibility that character-
ize teachers’ work require that their training allow
them to acquire a broad, general education, to
develop a critical mind, and to contribute to the
advancement of research related to the practice
of teaching. Teachers also must be prepared to
continue their training throughout their careers.

e Teacher education cannot truly be considered
professional if it does nct include a practical
dimension, that is, systematic, planned, and crit-
ical training that will foster the develcpment of
future teachers’ ability to integrate and apply, in
real situations, the principles that form the basis
of their daily practice. In consequence, univer-
sities should ensure that sufficient time be
allowed for practical training; that objectives,
supervision methods, and content of the
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practicum be specified; and that students be rig-
orously monitored and systematically evaluated.

* To favor the development of teachers as profes-
sionals, it is indispensable that the various aspects
of teacher training be organically linked and
complementary. Practical training must be coor-
dinated with training in educational psychology,
and the latter with subject-matter training.

In each province, faculties of education develop
their own statement of principles or ideals to guide their
programs and their faculty members. Those principles are
in close relationship with the main goals of teacher train-
ing defined at the provincial level, but may differ from
one university to another. The principles outlined by the
Faculty of Education of the University of Lethbridge,
Alberta, are given here as an example. The faculty:

¢ Is committed to the concept of liberal education
and the development of learners who engage in
a lifelong pursuit of knowledge

* Promotes the concept of a teaching profession
committed to understanding children and
youth, working with them, and relating posi-
tively with them

¢ Is committed to preparing learners and teach-
ers for the present world and for a better
world in the future

* Promotes the development of attributes and
skills necessary for effective communication

*  Promotes in students an understanding of how
knowledge is generated, evaluated, and revised,
and an ability to reflect critically on the nature of
knowledge, its transmission, and its interpretation

* Facilitates the integration of knowledge from
general education, disciplinary education, pro-
fessional education, and field experiences

* Promotes in students the development of intel-
lectual and effective strategies for making peda-
gogical decisions

¢ Promotes an understanding of the personal
nature of teaching and recognizes that the devel-
opment of professional knowledge is a person-
al and a professional responsibility

* Promotes the integration of theory and practice
in university courses and in schools and through
experience, study, and reflection

°  Seeks to support and to foster in students a spir-
it of inquiry, intellectual advancement, humane
values, environmental conscience, aesthetic sen-
sitivity, a sense of physical and mental well-being,
the ability to establish interpersonal relationships
and sensitivity to others' interests and feelings,
and encouragement to apply these qualities in
fulfilling their responsibility in a global society
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s  Fosters a close collegial and reciprocal relationship
with other members of the teaching profession

e Supports faculty members who exemplify the
above principles and ideals by developing and
maintaining expertise in their disciplines and
fields of study and in the pedagogy of teaching
and teacher education, in their teaching, in their
research and scholarly pursuits, and in their
interpersonal interactions

Academic Preparation Prior to
Preservice Teacher Education

There are different entry routes to teacher training
depending on the province, the university, and the pro-
gram. Students can be admitted straight out of sec-
ondary school (or CEGEP in Québec, which is equiva-
lent to grade 13), after completing courses in other
faculties; after a first degree (B.A., B.Sc.), or after com-
pleting studies in other faculties or universities. In addi-
tion, special provision is often made for persons who
may not have taken traditional routes, such as mature,
nonmatriculated students and persons from selected
trades who have journeymen status. Native Indian stu-
dents also may be given special attention.

Admission requirements are usually set by each
faculty of education. Criteria differ depending on
whether applicants wish to enroll in a four- or five-year
B.Ed. program after secondary school, or in a one- or
two-year after-degree teacher ciploma, or B.Ed. Require-
ments also may differ between elementary school and
secondary school teacher preparation programs.

There are no standardized examinations or crite-
ria for screening applicants to faculties of education but,

‘in more than one province, faculties of education have

intake quotas for specific areas of concentration and,
except in the area of mathematics and sciences, appli-
cants outnumber available quota slots.

As a general rule, eligible applicants are ranked
according to their university or college grade points or
high school marks. Demonstrated competence in oral
and written English (or French) is often an additional
criterion.

Some universities have other requirements, such
as confidential statements from referees qualified to
attest to the applicant’s suitability for teaching and/or an
admission interview for the purpose of judging the suit-
ability of the candidate for the teaching profession.

Admission committees often will give considera-
tion to such factors as maturity, experience, emotional
and physical characteristics relevant to the demands of
the program, writing and speaking abilities, expressed
motivation, and demonstrated interest in the teaching
profession.
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Nature and Content of
Preservice Teacher Education Curricula

Preservice teacher preparation programs are university-
level programs leading to B.Ed. degrees (first-degree
three-, four-, or five- year B.Ed.; after-degree one- or
two-year B.Ed. or Diploma). Their content varies
accordingly. It may also differ when specific programs
are offered to prepare for elementary or secondary
school teaching. Differences also exist between teacher
preparation for general studies and for vocational or
technical teaching. Moreover, each university develops
its own programs within the more or less explicit guide-
line set by provincial authorities.

The following examples provide an overview of
the general content of, and main differences between,
programs in different universities.

British Columbia: Elementary School Teaching
Preparation

The elementary school teacher education programs
allow candidates to focus their preparation on either pri-
mary or intermediate school teaching. The following is
a description of the two-year program in elementary
school education offered at the University of British

TABLE 4.2

Columbia, and will serve as an example of the teacher
preparation curriculum.

e  Year I—Term I: Prospective teachers are intro-
duced to the theoretical bases of modern edu-
cational practice (see Table 4.2). Studies include
analysis of the nature and objectives of educa-
tion and of the developmental characteristics of
learners. Attention is given to candidates’ own
interpersonal and communication skills and to
strategies and methods of teaching. Structured
classroom observations and teaching experi-
ences (such as tutoring, peer teaching, and
microteaching) are provided.

e  Year I—Term II: Table 4.3 below lists courses for
this term, which also includes an intensive, two-
week school placement in which candidates
consolidate their understanding of the first-term
principles and approaches. This classroom expe-
rience provides a basis for further studies of
ways of organizing knowledge for instruction
and of methods and strategies for teaching. Can-
didates will prepare to teach all subjects at spe-
cific grade levels.

e  Year II—Term I: Candidates spend this term in
selected elementary schools (the course require-

Year |, Term | Education Courses by Title and Number of Credits

Course Credits Title

EDST 314 3 The Analysis of Education

EDUC 310 4 Principles of Teaching: Elementary

EDUC 315 0 Pre-Practicum Experience

EDUC 316 3 Communication Skills in Teaching

EPSE 313 3 Educational Application of Developmental Theories

EPSE 317 3 Development and Exceptionality in the Regular Classroom
READ 310 3 Introduction to Reading and Language Arts Instruction
TABLE 4.3

Year |, Term || Education Courses by Title and Number of Credits

Course Credits Title

ARTE 320 2 Curriculum and Instruction: Art

EDUC 320 2 Curriculum and Instruction: Physical Education
EDUC 321 0 Orientation School Experience: Elementary
ENED 320 2 Curriculum and Instruction: Language Arts
MAED 320 2 Curriculum and Instruction: Mathematics
MUED 320 2 Curriculum and Instruction: Music

READ 320 2 Curriculum and Instruction: Reading

SCED 320 2 Curriculum and Instruction: Science

SSED 320 2 Curriculum and Instruction: Social Studies
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ment is listed in Table 4.4). Each candidate
works closely with a team of experienced teach-
ers who have been specially prepared for this
supervisory and instructional responsibility. Fac-
ulty support, advice, and assessment are pro-
vided on a regular basis.

Year Il—Term II: Following completion of the
extended practicum, candidates undertake pro-
fessional studies (see Table 4.5) to put their
teaching competence in a more comprehensive
framework of knowledge and understanding.

relation to the subject or subjects they are
preparing to teach (see Table 4.6). Studies
include analysis of the nature and objectives of
education and of the developmental character-
istics of adolescent learners. Structured class-
room observations and teaching experiences
(such as tutoring, peer teaching, and microteach-
ing) are provided.

Term Il (January-April): This term begins with
an intensive, two-week communications course
(see Table 4.7) in which attention is given to

This term includes electives or prescribed stud-

ies appropriate to each candidate’s academic
and professional interests.

the candidate’s own interpersonal and commu-
nication skills in relation to the demands of the
secondary classroom. The remainder of the
term is spent in a selected British Columbia sec-
ondary school where the candidate works with
a team of experienced teachers who have been
specially prepared for this supervisory and
instructional responsibility. Faculty support,
advice, and assessment are provided on a reg-

British Columbia: Secondary School Teacher
Preparation :

The secondary school teacher education program pre-
pares candidates to teach one or two subjects,

depending on their prior background. The following ular basis.
program, offered at University of British Columbia, is e Term Ill (May-August): Following completion of
12 months long (three semesters) and will serve as an the extended practicum, candidates return to the

example. campus for studies designed to put their teach-

ing competence in a more comprehensive
framework of knowledge and understanding
(see Table 4.8). An opportunity is provided for
them to enhance their subject-matter and/or
pedagogical competence.

® Term I (September-December): Prospective
teachers are introduced to the theoretical bases
of modern educational practice and to strategies
and methods of teaching, both in general and in

TABLE 4.4
Year |, Term | Education Courses by Title and Number of Credits

Course Credits Title

EDUC 418 18 Extended Practicum : Elementary

TABLE 4.5
Year I, Term ti Education Courses by Title and Number of Credits

Course Credits Title

EDUC 420 2 School Organization in Its Social Context

EPSE 423 3 Learning, Measurement, and Teaching

One of:

EDST 425 3 Educational Anthropology

EDST 426 3 History of Education

EDST 427 3 Philosophy of Education

EDST 428 3 The Social Foundations of Education

EDST 429 3 Educational Sociology

Plus 9-12 Credits of academic, curriculum, and professional electives
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TABLE 4.6

Term | Education Courses by Title and Number of Credits

Course Credits Title
EDST 314 3 The Analysis of Education
EDUC 311 4 Principles of Teaching: Secondary
EDUC 315 0 Pre-Practicum Experience
EDUC 319 0 Orientation School Experience: Secondary
EPSE 306 2 Education During the Adolescent Years
EPSE 317 3 Development & Exceptionality in the Regular Classroom
Plus: 4 Credits related to first teaching subject
24 Credits related to second teaching subject
TABLE 4.7

Term I} Education Courses by Title and Number of Credits

Course Credits Title

EDUC 316 3 Communication Skills in Teaching
EDUC 329 18 Extended Practicum: Secondary
TABLE 4.8

Term |ll Education Courses by Title and Number of Credits

Course Credits Title

EDUC 420 2 School Organization in Its Social Context
EPSE 423 3 Learning, Measurement, and Teaching
ENED 426 4 Language Across the Curriculum: Secondary
One of:

EDST 425 3 Educational Anthropology

EDST 426 3 History of Education

EDST 427 3 Philosophy of Education

EDST 428 3 The Social Foundations of Education
EDST 429 3 Educational Sociology

Plus: ) 9

Credits of prescribed courses related to teaching subject(s)

Alberta

Teacher preparation programs are structured to permit
specialization in major anc minor areas of subject dis-
cipline concentration. There is a close relationship
among the faculties of education in terms of the objec-
tives they seek to meet. Each faculty develops its own
programs; areas of concentration and terms used to
describe content vary. The following outline (Table 4.9,
Table 4.10, and Table 4.11) suggests the content of all
teacher preparation programs offered in the province.
All teacher preparation programs must include a

practicum of a minimum 12 weeks' duration, Most cur-
rent programs offer significantly longer practicum expe-
riences. Cooperating teachers receive a small stipend
but generally view their purticipation in teacher prepa-
ration as a professional responsibility and as a form of
professional/personal development. In addition, facul-
ty members and graduate students are assigned to pro-
vide each student teacher with further assistance and
supervision through classroom visits, consultations, con-
ferencing with cooperating teachers, and engaging stu-
dent-teachers in reflective practice. Evaluation instru-
ments vary but tend to contain standard criteria, such as
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TABLE 4.9
Elementary B.Ed. Program

Year One

Year Two

1. Introduction to Teaching I: Theory and
Introduction to Teaching II: Application

1. Education and Individual Development and
Interpersonal Communication in the School

2. Major (Art, Drama, Language Arts, etc.) 2. Two courses selected from Art, Drama
3. Non-Education Option 3. Music and Physical Education
4. Non-Education Option 4. Major
5. Open Option 5. Major
6. Introduction to Computers in Education & Open Option
Year Three Year Four

1. Theory and Practice In Teaching Language Arts
in the Elementary School
2. Theory and Practice in Teaching Science
in the Elementary School and Theory and Practice in Teaching
Social Studies in the Elementary School
3. Theory and Practice in Teachin-: Mathematics
in the Elementary School and Practicum in Elementary Schoo! |
4. Practicum in Elementary School Il
5. Measurement of Classroom Learning and Administration
of Education and the Role of the Teacher

1. Special Education for Teachers in Regular Classrooms
and Non-Education Opticn

2. Education Major (Methods)

3. Any two senior-level Educational Policy
and Administrative Studies Courses

4. Senior Education Option
5. Open Option

TABLE 4.10
Secondary B.Ed. Program

Year One

Year Two

1. Introduction to Teaching I: Theory, and
Introduction to Teaching Ii: Application

1. Education and Individual Development and
Interpersonal Communication in the Schoot

2. Major 2. Major

3. Major 3. Major

4. Major 4. Major

5. Non-Education Option 5. Introduction to Computers in Education and Open Option
Year Three Year Four

1. Educational Major (Methods) -

2. Measurement of Classroom Leaming
3. Practicum in Secondary Schoo! |, and
Practicum in Secondary School Il
4. Learning from Text in the Secondary School and
Special Education for Teachers in Regular Classrooms
5. Practicum in Secondary Schools lll, and
Practicum in Secondary Schools IV

1. Any two senior-level Educational Policy
and Administrative Studies courses

2. Senior Education Option
3. Open Option

4. Open Option

5. Major

Note: Content specializations differ between elementary and secondary B.Ed. programs.

classroom management, pacing, planning, communica-
tions, questioning techniques, and so forth.

There is also growing interest in having faculty of
education students undertake clinical observation or
practicum experiences in the schools early in their

teacher preparation programs. One faculty requires stu-
dents to undertake such an experience as a prerequi-
site. One faculty seeks to assist in bridging the difficult
transition from the theoretical aspect of teacher prepa-
ration to the realities of the classroom by offering its stu-

P
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TABLE 4.11
Content Specializations

Elementary Secondary
MAJOR FIELDS MAJOR FIELDS
Art Education Art Education

Drama Education

French (Basic and Immersion)
Language Arts Education

Mathematics Education

Music Education

Physical Education

Science Education

Social Studies Education

Special Education (General and Severe)

MINOR FIELDS

Art Education

Computer Applications in Education
Health Education

Language Arts Education

Mathematics Education

Native Language Education

Religious Studies and Moral Education
Science Education

Social Studies Education

Teaching English as a Second Language

Drama Education

English Education

French (Basic and Immersion)
Mathematics Education
Music Education

Physical Education

Science Education (Biological)
Science Education {General)
Science Education (Physical)
Social Studies Education

MINOR FIELDS

Computer Applications in Education
English Education

Health Education

Language Arts Education
Mathematics Education

Music Education

Native Language Education

Religious Studies and Moral Education
Science Education

Social Studies Education

Teaching English as a Second Language

dents the opportunity, during the final year of the five-
year program, to spend a full semester in a regular class-
room under the supervision of a certified teacher or a
school staff member.

Manitoba

The University of Manitoba’s elementary school teacher
education program allows candidates to focus their
preparation for teaching from kindergarten through
grade 6. The program usually consists of 120 credit
hours of course work. Sixty hours, or ten full courses of
this work, is done in faculties or in schools other than
the Faculty of Education, and is designed to provide stu-
dents with general academic backgrounds and with
some limited specialization in teachable subjects. Teach-
able subjects include art, biology, chemistry, geological
sciences, English, French, general science, geography,
a “heritage” language (spoken by members of a cultur-
al community established in Manitoba, other than Eng-
lish or French), aboriginal language or another worid
language, nistory, mathematics, physical education,
physics, and theater.

The secondary school teacher education program
allows candidates to focus their preparation for teach-

ing on both junior high and secondary schools. The
program consists of 120 credit hours of coursework.
Seventy-two hours, or 12 full courses of the work, are
done in faculties or in schools other than the Faculty
of Education, and are designed to provide students
with general academic background plus specialization
in at least two teachable subjects. Candidates usually
elect five courses (30 credit hours for a teaching major)
in one subject and three courses (18 credit hours for a
teaching minor) in a second subject. Teachable sub-
jects include art, biology, chemistry, computer science,
English, French, general science, geography, a her-
itage, aboriginal or world language, history, human
ecology (after-degree B.Ed. only), mathematics, phys-
ical education (after-degree B.Ed. only), physics, and
theater.

Ontario

Currently, a preservice program is offered by ten facul-
ties of education. In most cases, the program is given in
one academic year and follows a bachelor’s program.
Teacher candidates choose the grade levels in which to
concentrate, and may also choose specific teaching sub-
jects if they choose Grades 7 to 12 Ontario Academic
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Courses as an area of concentration. According to reg-
ulation, the program includes:

1. A concentrated study of the primary and junior
divisions, the junior division, the intermediate
and senior divisions, or technological studies

2. Studies in education, including learning and
development throughout the primary, junior,
and senior divisions

3. Teaching methods designated to meet individual
needs of students

4. The acts and regulations in respect to education

5. A review of the curriculum guidelines issued by
the Minister, related to all of the divisions, and a
study of curriculum development

6. A minimum of 40 aays of praciical experience in
schools or in other situations approved by the
minister for observation and practice teaching

Québec

The whole area of teacher training in Québec is mov-
ing in new directirns that will lead to far-reaching
changes in the years to come. The changes cover pre-
service training, induction, and professional develop-
ment, as well as the profession as a whole. The reform
is being led by the Ministry of Education, in close rela-
tionship with its partners: the universities, school and
school board authorities, and teachers’ unions and pro-
fessional associations.

The first step in this reform has been the definition

of competencies expected of different categories of school .

teachers—preschool and elementary, secondary, special
education, vocational education, and adult education, as
well as specialists in the teaching of arts and music,
French or English as a second language, and physical edu-
cation. The competencies expected of secondary teachers
have already been set out and the universities must devel-
op new programs accordingly for September 1994.

The main orientation is that of professional train-
ing: Faculties of education are asked to reinforce admis-
sion requirements, to ensure the integration of and bal-
ance between the three components of teacher
preparation (subject matter training, training in method-
ology, and practical training). They must also provide a
minimum of 700 hours of practice teaching ir. schools
under the supervision of both the university and an
experienced teacher.

As a result of the new requirements, the B.Ed. pro-
grams will be extended from three to four years after
CEGEP. The one-year, or 30-credits certificate, which is
presently offered by universities to candidates who
already have a bachelor’s degree, should be abolished in
the near future. Future candidates will then be integrated
in the four-year B.Ed., with appropriate equivalencies,

New Brunswick

All courses proposed in the education component of
all degree programs are considered pedagogical cours-
es in which the content and methodology are inter-
twined. In addition, required and elective courses
allow students to choose a constellation of courses that
provide them with opportunities to broaden their
understanding of education as a process. Students
select foundation courses and subject areas or cur-
riculum studies on an equal basis. Subject concentra-
tions are available and encouraged. Students in con-
current programs will mix honors programs in subject
areas with foundations in education curriculum and
pedagogy.

Student internships of 12 weeks’ duration will be
supplemented through participation in seminars con-
ducted by faculty and cooperating teachers in host
schools. Technological developments will allow stu-
dents, faculty, and cooperating teachers to communicate
using Internet, E-mail, and audiographics to supplement
the process of supervision. The model becomes collab-
orative and less supervisory in nature as all parties to
the experience develop together.

Courses at all learner levels—from preprimary to
adult—provide a broad perspective of the educational
continuum. The requirement for all students to study at
two learner levels and the opportunity to experience
education on at least two levels through practica con-
tribute to providing students with a solid background in
teaching.

Nova Scotia

Approved bachelor's degree programs must include a
minimum of 30 semester hours of teacher education,
with coursework in the following areas: educational
foundations, educational psychology, teaching method-
ology, and special education, and a practicum of at least
200 hours. Half the course work must be in subjects
taught in the public schools.

Differences in the Nature and Content of
Teacher Preparation Programs

Differences may exist between teacher preparation pro-
grams offered in different provinces, but within each
province, there are no significant differences between
programs offered for the same teaching certificate. Dif-
ferences exist between programs specifically designed
to prepare for different levels, or types of teaching (ele-
mentary school, secondary school, vocational educa-
tion, special education, arts, physical education). Pro-
grams for elementary and secondary school teachers are
significantly different.
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Linkages Between Curricular Standards for
Teacher Education and
Curricular Standards for Students

As a general rule, there is no formal, specific link
between teacher education programs and the provincial
school curricula, but the faculties of education usually
keep in mind changes in the public school curricula and
in public education policy when they prepare or review
their programs.

LICENSING
Initial Requirements

Depending on the regulation in each province, gradu-
ates of teacher preparation programs are issued interim
or permanent professional teaching certificates on the
recommendation of deans of education. No exams are
required to obtain the teaching permit, but in Québec,
candidates from outside the province may be asked to
pass an exam in oral and written French or English.

As a genera) rule, certification is provided for
teachers, but in some provinces, other educators are
equally certified. This is the case for principals and vice-
principals in Ontario, and for school administrators,
teachers of trades/occupations, and a variety of non-
teaching professionals who provide services within the
public school system in Nova Scotia,

Candidates may be certified to teach at all grade
levels—from kindergarten to grade 12—in certain
provinces, while in others certification is restricted to
certain levels or subject areas.

In most provinces, there are no differences
between certification for elementary and secondary
school teachers, and there is generally only one level of
certification for all teachers. This is not the case, how-
ever, in Nova Scotia, where there are nine levels of cer-
tification, some of which are no longer issued as initial
or first-time certificates. Each level of certification cor-
responds to different requirements in terms of training.

In Ontario, additional qualifications may be listed
on the Teacher's Qualification Card. They are acquired
through courses offered by faculties of education du-
ing fall/winter evening sessions and during intersession
evening courses for teachers, Additional qualification
courses may lead to specialist, honor specialist, or prin-
cipal's qualifications. Teachers who wish to be eligible
for appointment to the position of vice-principal or prin-
cipal must hold Ontario principal's certification. This
certification is achieved through successful completion
of the Principal Qualification Program, which consists
of two one-session courses and a practicum. Ontario
has recently introduced the Supervisory Officer’s Qual-

ifications Program to certify eligible candidates for
supervisory officer and business supervisory officer cer-
tification. The objective is to provide candidates with the
knowledge, skills, and orientation to function effective-
ly as leaders in school boards that have grown in com-
plexity and diversity.

In all provinces, interim or temporary certificates
are issued to experienced or inexperienced teachers
who have completed their training outside the province.

Holders of an interim certificate qualify for perma-
nent certificates once they have completed one or two
years of successful teaching. Permanent certification is
issued on the recommendation of the applicant’s super-
intendent of schools or of another provincial officer.

In each province, processes are in place to ensure
that allegations of unprofessional conduct and incom-
petent teaching are investigated and addressed fairly,
and to provide teachers with avenues of appeal.

Licensing Reauthorization

There is no requirement for recertification in any of the
provinces. In some provinces, additional qualifications
are required for positions such as principal and super-
visory officer,

In Alberta, three separate legislative acts serve to
ensure that teachers have high levels of knowledge,
skills, and attributes: the Teaching Profession Act, the
provincial Teacher Evaluation Policy, and the Practice
Review of Teachers Regulation.

¢  Under the Teaching Profession Act, the Alberta
Teacher Association is required to maintain and
enforce a code of professional conduct that
deals primarily with acceptable behaviors for
teachers in their non-teaching roles.

¢ Under the provincial Teacher Evaluation Policy,
all school jurisdictions and accredited private
schoois are required to have and to implement
teacher evaluation policies that meet guidelines
established by Alberta Education.

e The Practice Review of Teachers Regulation pro-
vides an orderly means for the Minister of Edu-
cation to hear and address complaints of alleged
incompetent or unskilled teaching practices.

Status of Qualifying Conditions

In all provinces except British Columbia (where certifi-
cation and licensure have been transferred to the British
Columbia College of Teachers), the Minister of Educa-
tion has the authority to alter certification requirements
at his discretion.

In practice, requirements are altered only in cases
where no qualified certifled teacher is available to fill a
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vacant teaching position. A temporary letter of approval
(or equivalent), usually valid for one year, may be grant-

" ed to the local school authority for the appointment of

Q

a person without teacher’s qualifications to fill the spec-
ified teaching position.

ON-THE-JOB TRAINING AND DEVELOPMENT
Induction or Transition Processes

As a general rule, there are no formal, provincewide
programs to provide support to beginning teachers.
Individual school districts are free to implement any or
a variety of support programs, and some jurisdictions
have done so in many provinces. The type of orienta-
tion programs offered range from a single meeting to a
long-term induction and mentorship program. The need
for more systematic practices to support beginning
teachers is felt in many provinces.

In British Columbia, the ministry has been
involved with five districts in pilot programs to develop
formal, detailed induction and mentorship programs.
The evaluation of these programs is in the early stages
and no real information is currently available.

In Alberta, two pieces of legislation promote
increased supervision and evaluation for beginning
teachers and indicate to teachers that significant profes-
sional growth is required early in their careers:

1. The School Act requires that the first year of
employment in a school jurisdiction must be
under temporary contract. At the end of the first
year, the jurisdiction must decide whether to
offer the teacher an ongoing contract.

2. Under the Certification of Teachers Regulation,
teachers can move from interim to permanent
certification only on the recommendation of
their superintendent after two years of success-
ful teaching.

As a result of those requirements, most locally
developed evaluation policies reflect the need for
increased supervision and evaluation of teachers during
the first two years of their careers.

In Ontario, the Teacher Education Review Com-
mittee and the Teacher Education Council both recom-
mended that there be a mandatory, two-year period of
induction for all teachers who have completed a pre-
service program.

In Québec, initial preservice training is followed
by a two-year probation period, but there is no formal
induction program. Probation will be replaced, starting
in 1998, by an induction program for beginning teach-
ers. It can be expected that the systematic implementa-
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tion of this new policy will require some kind of finan-
cial support. Pilot projects are currently being carried
out in a certain number of school boards with the coop-
eration of faculties of education to prepare for the gen-
eral implementation of this new policy.

In New Brunswick, an induction program for
beginning teachers is in its first year as a pilot program.
Currently, it is experimental and no definitive answers
are available to the questions raised.

Professional Development Opportunities

In most provinces, teachers have access to different
types of professional development opportunities: They
can upgrade their classification and salary levels by
enrolling in courses/programs offered by universities.
They also have access to informal professional devel-
opment programs or to courses offered by teachers’ fed-
erations and subject associations, by local school author-
ities, or by the ministry or department of education (for
program and policy implementation purposes). Such
programs include conferences, seminars, workshops,
and so forth, offered at the provincial, regional, or local
levels. Universities can be asked to collaborate in such
programs but, as a rule, only formal academic courses
count for classification and salary purposes. Some
provinces are considering changes in this policy to per-
mit formal recognition of in-service training.

Participation in professional development is usu-
ally not linked to years of experience, level of respon-
sibility, salary, or career opportunities. However, it may
lead to additional qualifications, as in Ontario, where
university courses may be listed on Ontario’s Qualifica-
tion Record Card, and may lead to specialist, honor spe-
cialist, or principal qualifications.

In most provinces, professional development is
recognized in the provincial school calendar. The offi-
cial number of days in a school year include up to 15
days for activities other than teaching—many of which
are used by schools and school boards to plan in-ser-
vice work.

The following gives more specific information on
in-service training in certain provinces:

In British Columbia, the British Columbia Col-
lege of Teachers is entitled, under the Teaching Profes-
sion Act, to carry out and facilitate professional devel-
opment programs designed to ensure currency and
general competence.

Alberta believes that professional development is
the responsibility of individual teachers and of their
employing school jurisdiction. A recent study indicates
that teachers and school jurisdiction can cooperate in
enhancing teachers’ professional development through
tighter links with teacher evaluation. Steps are being
taken to provide provincial guidelines on how this can
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be achieved. Alberta Education has provided support for
the development of a consortium of school jurisdictions
to determine the need for, and to develop and provide,
professional development. While the consortium has a
full-time coordinator, the board of directors is predomi-
nantly comprised of teachers. In the future, this model
may be emulated in other regions of the province.

In Québec, the collective agreement provides for
the annual allocation of a specific amount of money
(C$160) for each full-time teacher for professional devel-
opment purposes. A joint committee in which the local
union and the local authorities are represented decides
on the way the money is spent each year.

The ministry is actually preparing guidelines for
the continuing education of teachers. These guidelines
are based on the following principles: Responsibility for
determining professional development needs rests pri-
marily with the teachers; professional development
should be accessible to all teachers and take into
account the personal, professional, and organizational
dimensions of teaching; professional development
should be based on the invelvement and cooperation
of all educators concerned and draw on the expertise
and the competency of teachers.

Moreover, professional development should take
into account the particular characteristics of school pop-
ulations and educational sectors; recognize the diversi-
ty of possible sites, procedures, and sources of training;
and rely on the involvement of teachers and school
organizations. ’

In recent years, professional development in Nova
Scotia has centered around curriculum in-service train-
ing led by the Department of Education to implement
new programs and new teaching methodologies. In
recent years, the department has also sponsored sum-
mer institutes in different subject areas.

Part of the mandate of the Nova Scotia Teachers’
Union is to provide professional development oppoitu-
nities for its membership. It provides assistance to pro-
fessional associations, supports educational research
projects, and gives individual grants for travel and study
purposes. Since 1987, the union has promoted the con-
cept of school-based staff development. To encourage
schools across the province to adopt this collaborative
approach to decision making, it has been providing
consulting services and has set up a program for school
leadership teams.

Under a negotiated provincial collective agreement,
the Nova Scotia Teachers’' Union receives an annual sum
of C$150,000 (Program Development Assistance Fund),
which is distributed to teachers who apply for innovative
classroom projects. In addition, under many local agree-
ments, a sum of money is allocated for the professional
development of teachers and is generally distributed by
a committee made up of teachers and central office staff.

POLICY ISSUES AND TRENDS FOR
TEACHER PREPARATION AND
PROFESSIONAL DEVELOPMENT

In British Columbia, the main issues and activities
concerning teacher education are the following:

1. Development of a computer-based, regionalized
teacher supply-and-demand model

2. Development and implementation of a decen-
tralized system of teacher education programs,
including programs offered in three university
colleges and in rural teacher education pro-
grams

3. Evaluation of pilot induction programs—seven
school districts have received funds to run pilot
induction programs. Such programs have been
identified as having great potential for positive
effects on teacher retention, on the status of the
teaching profession, and on the nature and rate
of change in the system

4. Production of a teacher recruitment video to
attract highly qualified candidates who reflect
the pluralistic nature of British Columbia society.
The video focuses on recruiting members of vis-
ible minority groups, First Nation people, men
(to teach at the elementary level), and women
(to teach mathematics and science).

In Alberta, the main policy issues are linked with
the provincial government's debt-reduction program.
Expenditure reduction measures target pre-elementary,
elementary, vecondary, and postsecondary education.
To meet its gosl, the government is carrying out a wide-
ranging public consultation, which began with discus-
sion on what the “basic education” supported by pub-
lic funds should comprise, and on which part of services
currently being provided in schools should be support-
ed by private funds and/or through local taxation. The
implications of this anticipated reduction in government
funding will significantly affect all aspects of schooling,
teaching, teacher preparation, and teacher professional
development.

Given the consultation currently under way, one
can only speculate on the range of implications. How-
ever, two trends emerged prior to the government’s
debt-reduction scheme, and are ongoing:

1. Alberta is now working to specify the standards
of performance students are expected to meet at
all grade levels and in all subject disciplines.

2. The trend toward government deregulation may
result in the evolution of a range of educational
policies that emphasize desired outcomes rather
than input and process variables.
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In Manitoba, all partners in education are con-
cerned with improving the school environment for both
teachers and students. Manitoba Education and Train-
ing is addressing the problem of violence in schools
through actions such as providing in-service training to
teachers and parents on how to deal with violent behav-
jor, appointing a full-time consultant to deal with the
problem of violence in the classroom, and providing
consulting services to address violence.

More closely linked with teacher training is the
trend toward recognition of teaching as a profession.
The Manitoba Teachers’ Society has proposed that its
organization be given statutory recognition as a pro-
fession. Central to this proposition is the desire to
have control over teacher certification and discipline
issues. Manitoba Education and Training is still dis-
cussing this issue with the Manitoba Teachers’ Society.
Related issues of teacher autonomy, discipline, and

certification continue to be the subject of meaningful

discussion.
Teacher training is another area o” r«:ncern-among
all partners. Manitoba’s teachers mus: = 3ble to keep

pace with the changing knowledge and skill demands
of their jobs. All actions in this regard will be support-
ed and undertaken through partnership. Partners
include the Department of Education and Training, edu-
cational institutions in Manitoba, the faculties of educa-
tion, the Manitoba Teachers’ Association, and teachers
themselves. Manitoba Education and Training, in con-
junction with its partners, is considering:

e Reviewing existing teacher preservice training
programs to ensure that teachers develop the
ability to change.

e  Establishing an internship program for teachers.
A proposal will be drafted in cooperation with
all partners. This would allow teachers to com-
plete a period of training under the supervision
of a skilled and experienced teacher.

e Developing, with its partners, a plan for coor-
dinated in-service training delivery and profes-
sional development.

Ontario has undertaken a number of cost-cutting
measures that are having an impact on current teacher
demand. In efforts to reduce spending, school boards
have lowered their staffing levels and, as a result,
teacher intake has dropped across the province.

The Royal Commission on Learning has been
established to examine the broad issues around
Ontario's education system. Among these will be cur-
riculum and teacher education. The commission'’s report
was released in January 1995.

The main issues identified in New Brunswick are
the following:
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e  Entry into the profession: What criteria should
be used for the admission of students to teacher
education programs?

e Preservice programs: What should be the
nature and content of preservice teacher
preparation programs?

e The practicum: How can this potentially valuable
experience for student teachers be improved?

®  An induction progran:: How could a meaningful
induction program that New Brunswick can
afford be designed?

e Teacher recertification: Should teachers be
required to recertify periodically? This question
leads to discussions on continuing education
units and how to record and reward them.

e  Mid-career: Should there be concern about the
fact that the only clear career path in education at
the moment is in administration? Recently a good
deal of discussion has taken place regarding the
need for a career path that would concentrate on
the knowledge base of teaching and its practice.

New Brunswick Education is working on these
questions with its partners. It is currently working with
universities to change the criteria for admission to the
profession and to change the preservice program in
order to give greater attention to the study of teaching
and learning. It is also working with the universities,
school districts, and teacher organizations to revise the
practicum and emphasize a team approach to profes-
sional growth. Other actions envisaged a. 2 increasing
support for peer coaching and mentorship training and
beginning a review of teacher certification requirements
that will lead to discussions on recertification. Finally,
New Brunswick Education has instituted an extensive
voluntary summer institute program for teachers, the
response to which is very encouraging.

In Nova Scotia, there is an increasing demand for
efficient and effective universities. The rationalization
process will involve four main components: vision and
long-range planning, institutional renovation, program
review, and shared systems and services. Edycation is
counted among the identified priority areas. Other areas
are business, management, commerce; earth/environ-
mental sciences; and engineering computing sci-
ences/computer engineering.

In teacher education, the concerns are the following:

e There are only general requirements for initial
teacher certification. As a consequence, institu-
tions interpret these guidelines, and there are no
standards for programming.

e The perception of the public is that teachers
have not received the preparation they need to
do the job.
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e The province would be better served by estab-
lishing fewer, more specialized teacher educa-
tion institutions.

e The effectiveness of a one-year B.Ed. program has
been challenged by both teacher educators and
professionals in all facets of public education.

e There has not been a vigorous examination of
teacher education in Nova Scotia for many years.

In Québec, a major reform of teacher training,
which is based on the recognition of teaching as a pro-
fessional activity, is currently being implemented by the
ministry in close partnership with the universities, the
school administrators, and the teachers’ unions and pro-
fessional associations.

In 1992, the Minister of Education published a
document entitled “The Challenge of Teaching Today
and Tomorrow: Renewal and Recognition of the Teach-
ing Profession.” It outlines the main courses of action to
be undertaken in the near future for the renewal of the
teaching profession. The actions focus on three themes:
teacher autonomy and accountability, teacher training,
entry into the profession and career prospects. They
seek to provide answers to the following questicns:

e How to ensure quality teacher training that
includes knowledge of the disciplines to be
taught and knowledge of methodology and
practical training, and that prepares future teach-
ers to meet the new challenges of teaching in
today’s changing society?

e How to ensure quality, practical training based
on true partnership between university facul-
-ties of education and the schools receiving
student teachers?

e How to receive new teachers into the profes-
sion and support them during their first years
of teaching?

e How to improve prospects for career advance-
ment and diversification and avoid the disillu-
sionment and discouragement to which many
teachers fall victim?

e How to make it easier for teachers to take
responsibility for their own professional devel-
opment throughout their teaching careers?

e How to ensure better planning with respect to
the employment situation in teaching?

Considerable work has already been done, or is
being done, in the above areas, in particular with
respect to the definition of the competencies expected
of teachers at the end of their initial training; experi-
mentation with different models of partnership between
universities and schools in the practical training of stu-
dent teachers, and the publication of guidelines for both
partners in the process; the modification of the proba-
tion system in favor of an induction system designed to
support new teachers in their first years of teaching; and
the development of a policy regarding teachers’ profes-
sional development.
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ECONOMY AND EDUCATION

China is a developing country with a vast territory and
a huge population. It has a total land area of 9.6 million
square kilometers. According to the census for the year
1990, its total population was 1,130,510,638; the birth
rate was 20.98 percent; and the net growth rate was 1.47
percent. The agricultural population constitutes a large
proportion of the nation—73.59 percent of the total.
There are 56 nationalities in China. The minority nation-
alities constitute 7 percent of the total population. The
distribution of population is unbalanced, ranging from
over 2,200 people per square kilometer in Shanghai City
to 1.8 people per square kilometer in the Tibet
Autonomous Region.

In 1991, China's gross national product was
RMB1.9855 trillion yuan (for the purposes of this report,
RMB100 yuan equals US $447.66, as reported in the
People's Daitly, Overseas Edition, September 7, 1990); the
total national income was RMB1.6117 trillion yuan; the
average per-capita income was RMB1,401 yuan; and the
total government expenditure was RMB1.6601 trillion
yuan, of which RMB41.04 billion yuan was spent on
education, which made up 2.6 percent of government
spending.

Since 1978, when the more than ten-year period

of reforms and opening up to the outside world began
(especially the realization of nine-year compulsory
schooling, begun in 1986), China has rapidly developed
its basic education system. In 1992, there were 729,158
primary schools throughout the country, with
121,641,538 students enrolled. Of these, 88,440 were
located in cities and towns, encompassing 29,130,575
students; 640,718 were located in rural areas, with
92,510,963 students. There were 70,680 junior secondary
schools, with 39,606,496 students enrolled. Among
these, 16,009 were located in cities or towns, encom-
passing 14,218,547 students, and 54,599 were in rural
areas, with 25,387,949 students. The entrance rate for
school-age children was 97.187 percent, and the pro-
motion rate was 76.42 percent.

The Chinese government has attached great
importance to teachers. In 1992, there were 5.53 mil-
lion full-time primary school teachers. The ratio of
teachers to students was 1:22, The percentage of pri-
mary school teachers with qualifications was 82.7 per-
cent of the total. The number of teachers who gradu-
ated from secondary normal schocls (normal schools,
like normal colleges and normal universities, are insti-
tutes for training teachers; most of them focus mainly
on preservice training programs) was 2.97 million, or
53.8 percent of the total of qualified teachers. There
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were 2.52 million full-time junior secondary school
teachers, with a qualification rate of 55.6 percent. The
teacher—student ratio was 1:16 (junior secondary school
teachers are those who have attained the State’s pre-
scribed level of education: completion of, or above,
teachers’ college or other colleges). In 1992, there were
1.12 million teachers who had received professional
training from teachers’ colleges, representing 44.5 per-
cent of the total qualified junior secondary school
teachers. In addition, there were also 474,078 primary
school Minban teachers (teachers financially support-
ed by the community, or Minban), which accounted
for 8.6 percent of the total, and 127,740 Minban teach-
ers from junior secondary schools, accounting for 5 per-
cent of the total. Minban teachers were mainly situat-
ed in rural primary schools, many of which (especially
those located in mountainous areas) conduct schooling
through multigrade teaching in one classroom; a con-
siderable number of these schools, furthermore, are run
by one teacher.

Since 1978, Chinese teachers’ salaries have been
significantly increased and their living conditions have
been greatly improved. In addition to salaries, teach-
ers can receive subsidies based on the length of time
teaching, as well as bonuses that are calculated at 10
percent of salary. Furthermore, they receive the same
income after retirement. However, teachers’ incomes
are still lower than those of other professionals.
According to data for 1991 provided by the Statistics
Bureau, the annual income for teachers was an aver-
age yuan 2,186 per teacher, which was 9.8 percent
lower than salaries for workers involved in the indus-
trial sector; 17.6 percent lower than salaries for work-
ers in the architectural trade; and 15.04 percent lower
than salaries for workes : in the scientific and techno-
logical sectors. In addition, Minban teachers do not
receive the same payment as regular, full-time teach-
ers, which has had negative effects on this teaching
sector. This factor can be seen as one of the obstacles
to the implementation of cc.npulsory education in
rural areas.

In order to meet the requirement of popularizing
nine-year compulsory schooling, a nationwide net-
work of teacher training has been ¢stablished, aiming

_ at upgrading and improving the quality of school-

teachers. Within 14 years—from 1978 to 1992—the
qualification rate for primary school teachers increased
from 43 percent to 82.7 percent, and for junior high
school teachers, from 9.8 percent to 55.6 percent. On
the other hand, for a variety of historical and economic
reasons, there has been a great shortage of education-
al expenditure, resulting in low teacher salaries and in
a low quality of teachers, many of whom find them-
selves unable to keep up with the needs of social and
educational development.

THE PRESENT STATU% OF
TEACHER EDUCATION IN CHINA

The System

In order to meet the different needs of teachers of var-
ious subjects and at different levels in basic education,
there has been a rapid development in teacher educa-
tion in China. Stable bases for new teachers have been
set up. At the same time, a network of in-service train-
ing has been formulated in provinces, municipalities,
and counties. A preliminary system of teacher educa-
tion, combining preservice with in-service training, has
thus far been established.

Preservice Training

Standard methods and other channels of preservice
teacher training are displayed, respectively, in Table 5.1
and Table 5.2, by institution, length of time enrolled,
objective of training, and degree obtained.

In-service Training

Standard methods and other channels of in-service
teacher training are displayed, respectively, in Table 5.3
and Table 5.4, below, by institution and objective of
training.

The General Aims of Teacher Education

* To address the needs of building socialist mod-
ernization

* To address the needs of reform and develop-
ment of basic education and vocational/techni-
cal education

* To gradually formulate a system of teacher train-
ing with unique characteristics

* To establish primary schools, middle schools,
and vocational/technical teaching contingents of
sufficient quantitiy, reasonable structure, good
quality, and expertise in education and teaching

At present, China has established requirements
and standards for primary and high school teachers:
(1) Primary school teachers should have normal school
certificates; (2) junior high school teachers should be
graduates of normal college; and (3) senior high
school teachers should have educational backgrounds
including normal universities. Furthermore, the Chi-
nese government stipulates that teachers must receive
in-service training that is closely related with their
career development while they are teaching at schools.
Generally speaking, the ncimal university, normal col-
lege, and normal schoo! are the foundations of pre-
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TABLE 5.1
Standard Methods of Preservice Teacher Training

Institution Length Enrolled From Objective Degree

Normal university 4yrs Senior high graduates Senior high teacher B.A.orB.S.
Vocational normal 3-4 yrs Senior high graduates Junior & senior high teacher B.A. or B.S certificate
Normal college 2-3yrs Senior high graduates Junior high teacher Certificate

Normal schoo! 3-4 yrs Junior high graduates Primary school teachers Certificate

Normal school 3-4 yrs Junior high graduates Teachers of primary school Certificate

for special education for children with special needs

Preschool normal school 3-4yrs Junior high graduates Kindergarten teacher Certificate

TABLE 5.2

Other Channels for Preservice Teacher Training

Institution Length Enrolled From Objective Degree
Teacher training classes 4yrs Senior high graduates Senior high teacher B.A.orB.S.
in universities

Department of education 4 yrs Senior high graduates Senior high teacher B.A.orB.S
in universities

Teacher training classes 3yrs Senior high graduates Junior high teacher Certificate

in TV universities

TABLE 5.3
Stan::ard Methods of In-service Teacher Training

institution Providing Training For

Provincial teacher training college Senior and junior high school teachers
Regional or municipal teacher training colleges Junior high school teachers

Teacher tr&ining school at county level Primary school teachers

TABLE 5.4

Other Channels for In-service Teacher Training

Institution : Providing Training For
Department of Adult Education in universities Senior and junior high school teachers
China T.V. Normal College Senior and junior high school teachers
Self-study for teacher qualification School teachers
service teacher training, while teacher training colleges The Objectives
| and schools mainly bear the responsibility for in-ser- . "
| vice training. In recent years, more and more institu- Preservice Training
| tions dealing with preservize training have been
| involved in conducting in-service teacher training pro- Normal University: These institutions provide four-year
grams. There is, therefore, some overlap between training to senijor high school graduates and to those
these two kinds of institutions. with equivalent schooling records. After study, students
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are awarded bachelor’s degrees and state-approved
qualification for teaching in senior high schools.
Normal College: These colleges mainly conduct
three- or two-year training programs for senior high
school graduates and for those with equivalent schiooling
records. The graduates are awarded certificates and state-
approved qualification for teaching in junior high schools.
Normail School, Preschool Normal School, and Nor-
mal School for Special Education: Preservice training
takes place in these schools for junior high school grad-
uates and for those with equivalent schooling records.
Through three- or four-year study programs, the students
are awarded certificates and state-approved qualification
for teaching in primary schools and in kindergartens, as
well as in primary schools for children with special needs.

In-service Training

Provincial Teacher Training College: This kind of insti-
tution provides diploma courses to (1) senior high
school teachers who have not attained the state’s pre-
scribed level of education and (2) qualified junior high
school teachers who are seeking further study in order
to reach normal university level. Teachers are trained
through full-time or correspondence study, and receive
qualification after their training is completed.

Regional/Prefectural Teacher Training College:
These colleges conduct remedial training for junior high
school teachers who have not received normal college
education. In addition, they are also engaged in extend-
ed training of “key” primary school teachers, who serve
the same function as “backbone” teachers—teachers
who hold a leading place in their profession. Full-time
and correspondence study are the main types of train-
ing, and these institutions also award teaching certifi-
cates to graduates.

Teacher Training School at County Level: Those
teachers working in primary schools without state-
issued qualification are expected to seek additional in-
service training in teacher training schools through part-
time or correspondence study.

In addition to remedial courses, in-service teacher
training institutions are also responsible for conducting
continuous education and induction training for new
teachers. Some of the training programs are of three-
month duration, while others take place over only sev-
eral days.

Data on Teacher Tralning

Table 5.5 provides statistics on preservice teacher train-
ing institutions in 1992.

From 1981 to 1990, according to statistics, normal
universities trained 430,000 student teachers, normal
colleges trained 905,000, and normal schools trained

1,922,000 (including 89,000 graduates from preschool
normal schools).

Table 5.6 provides statistics on in-service teacher
training institutions in 1992. From 1981 to 1990, accord-
ing to statistics, teacher training colleges trained
1,160,000 high school teachers and teacher training
schools trained 1,500,000 primary school teachers. Table
5.7 provides statistics on staff distribution in teacher
training institutions in 1992.

The Content!

Normal universities, normal colleges, and teacher training
colleges train teachers in specialized subject matter areas
generally based on the curriculum of secondary schools.
In normal schools and teacher training schools, on the
other hand, there are no specialized divisions of study.

Division of Subject-Matter Areas of the Higher
Teacher Institutions

In recent years, there have been great changes in the
provision of programs at many teacher universities and
colleges. In addition to the subject-matter areas corre-
sponding to the curriculum of secondary schools, these
universities and colleges have also established many
new specialized courses, in accordance with the
requirements of social development and construction,
and the growth of science, technology, and education.
These new courses are not exclusively designed for
training teachers; they also include such offerings as
computer science, radio electronics, biochemistry, edu-
cational media, and library science.

As specified in the General Programs for Institutions
of Higher Education (rev. ed., 1963), there previously were
17 subject-matter areas for higher teacher education pro-
grams: language and literature (Han), Chinese minority
languages and literature, Russian, English, history, politi-
cal education, school education, preschool education, psy-
chology, mathematics, physics, chemistry, biology, geog-
raphy, physical education, music, and fine arts. By 1981,
however, the number of areas of study for teacher educa-
tion programs had already grown to 37. The additional
fields include Japanese, German, French, philosophy, arts,
computer science, astronomy, economics, libi'ary science,
biochemistry, radio electronics, geomorphology, educa-
tional media, mechanical manufacturing, and industrial
automation (State Education Commission, 1985).

The addition of specialized flelds of study contin-
ued, resulting in a total of 67 study areas by 1985. The
total number of all specialized program offerings in all

IThis sectlon Is taken from Z.-L. Young, Lin, B, & Sy,
W.C., 1989, Teacher Education in the People's Republic of
China. Beljing: Beljing Normal University Press,
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TABLE 5.5
Data on Preservice Teacher Training Institutions, 1992
No. of No. of No. of
Institution Institutions Graduates Enrollment students
Normal university 253 167,713 166,364 470,186
and college
Normal school 880 230,691 216,117 623,360
Preschool normal school 68 13,184 13,158 37,995
Source: Yearbock of Chinese Educational Statistics, 1993.
TABLE 5.6
Data on In-service Teacher Training Institutions, 1992
(for Diploma and Certificate Courses Only)
No. of No. of No. of
Institution Institutions Graduates Enrollment  students
Provincial and regional/ 254 104,816 60,334 185,591
municipal teacher training college
Teacher training school 2,061 200,620 141,072 463,204
at county level
Source: Yearbook of Chinese Educational Statistics, 1993,
TABLE 5.7
Data on Teacher Educators of Training Institutions, 1992
No. of Teachers
Total No. Senior Assit.
Institution of Staff Subtotal Prof. Lec. Lec. Lec. Teacher
Normal univ. and college 152,487 75,484 1,616 14,293 28,171 26,138 5,266
Normal school 94,422 53,188 5,271 14,047 20,745 13,125
Preschoo!l normal school 7,064 4,033 424 1,132 1,544 903
Teacher training college 44,354 23,294 92 4,711 8,400 7,701 2,39C
Teacher training school 71,769 40,290 '

Source: Yearbook of Chinese Educational Statistics, 1993.

institutions increased from 641 in 1981 to 747 in 1985.
Programs were offered in classical literature, Chinese as
a foreign language, economic management, law, jour-
nalism, systemic physics, environmental science, inter-
national finance, mechanical drafting, electronic
accounting, economics, mathematics, computer usage,
industrial business management, Chinese secretaryship,
and arts and crafts. The specialized programs with the
greatest increase in participation are school education,
which was offered in 24 institutions in 1985 as con-
trasted with only 5 in 1981; preschool education, offered
in 10 institutions in 1985 and in only 5 in 1981; and

¢
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computer science, offered in 14 institutions in 1985 and
in only one in 1981.

Programs of normal university—preservice
teacher education: Curriculum generally consists of five
components—political theory (philosophy, economics,
etc.); foreign languages; education courses (education-
al theories, psychology, and methodology of teaching);
physical education; and specialized courses in major
fields (basic specialized courses and elective courses).
Student teaching consists of classroom teaching and work
as a home-room teacher. No diploma is awarded to those
who are disqualified through poor perforniance in stu-
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dent teaching. Term examinations are administered and
regular assessments are conducted; on the whole, two to
three subjects are examined during a term. Skills in lab-
oratory work and its supervision are required for those
who are majoring in the sciences. Research training is
conducted for the graduation thesis during senior year.

Programs of normal college—preservice teacher
education: Curriculum consists of political theory, for-
eign languages, education courses, physical education,
and specialized courses in the major field. The program
of study is the same as that of undergraduate programs.
Programs of normal school—preservice teacher educa-
tion: Curriculum consists of political science, Chinese
language (ethnic minority language for ethnic minority
teacher training schools), mathematics, physics, chem-
istry, biology, hygiene, history, geography, foreign lan-
guage, psychology, educational theory, teaching
methodology of primary mathematics, teaching method-
ology of primary science, physical education and its
teaching methodology, music and its teaching method-
ology, fine arts and its teaching methodology.

Student teaching is conducted for final practice
teaching—a total of eight weeks is required in the three-
year program and ten weeks in the four-year program
(including regular observation and participation and the
final practice teaching). This can be scheduled in one time
block or in several sections. However, in the final term,
the time allotted should not be less than four weeks.

In-service Training

The general goal of in-service training for primary and
high school teachers is to improve teachers’ professional
quality; to train a number of “backbone” teachers, for
example, to have some of the teachers become leaders
in academic subjects and experts in education and
teaching; and to build a qualified teacher contingent to
satisfy the need of nine-year compulsory education, a
teacher contingent that adheres to socialist direction
with noble moral character, reasonable structure, and
good quality. Based on this general goal, schools for pri-
mary and middle-school teachers take pride in follow-
ing in-service training programs.

Teaching materials and methodologles: During the
ten years from 1966 to 1976, the primary school and mid-
dle-school teacher contingent was badly damaged. Many
who had never received a2nv professional training were
involved in teaching. Since 1442, the state has begun to
train primary school and nuddle-school teachers and to
examine teaching materials and teaching methods, to
ensure that teachers have a good command of subject
teaching materials and are able to transmit the correct
knowledge to their students. By 1985, 90 percent of pri-
mary school and middle-school teachers throughout the
country took part in training, passed examinations, and

were awarded a “Certificate of Teaching.” The training and
examinations broadened teachers’ range of knowledge.
In-service training for college qualification: In
1979, the number of full-time primary school eachers
throughout the country who had completed the state-
prescribed level of education in normal schools was 47
percent of the total. Only 10.6 percent of full-time
junior middle-school teachers met these state require-
ments. According to the requirements of the State Edu-
cation Commission, teacher training schools and edu-
cation colleges had offered supplementary education
to teachers in primary schools and junior middle-
schools, respectively, in order to help them attain state
standards for normal school education levels. Teachers
had been allowed to leave their posts to study, or to
obtain systematic training through correspondence.
Since 1986 however, the state has introduced a new
examining system in which primary and middle-school
teachers who have not attained the qualifying level of
schooling can choose to sit professional teaching and
teaching skills examinations and, if they pass, be
awarded a “Certificate of Professional Qualification.”
Through this system, primary school teachers can
obtain schooling-record equivalency up to the level of
secondary normal school graduates, and junior middle-
school teachers can obtain schooling-record equiva-
lency up to the level of tertiary professional normal-
school graduates. By the end of 1992, 475,862 primary

“school teachers and 105,723 junior middle-school

teachers had participated in examinations and obtained
Certificates of Professional Qualification.

Continuing Education

Due to a number of factors—a shortage of backbone
primary and middle-school teachers; the fact that many
teachers’ abilities in education and teaching were not
up to the professional standards of the posts they held;
and because many young teachers badly needed train-
ing in teaching ethics—the State Education Cominission
decided that primary and middle-school teachers with
qualifying schooling records should receive continuing
education. The decision was made that this kind of con-
tinuing education would be primarily carried out in
places where the rate of teachers with qualifying school-
ing records was relatively higher. Because of the low
rate of teachers with qualifying schooling records in
junior middle-schools all over the country, the stress on
continuing education would be put on primary schools,
where the rate is over 80 percent. This continuing edu-
cation is guided by the following principles, according
to attendant circumstances and conditions:

—

Induction training of new teachers: New gradu-
ates who are assigned to primary schools and
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TABLE 5.8
The Administration of Teacher Training

Administration

Institutions

Education Commission (national level)
Education Commission (provincial level)
Education Commission (prefecture level)
Education Commission (county level)

6 key normal universities
72 normal universities
175 normal colleges
948 normal schools

Source: Yearbook of Chinese Educational Statistics, 1993.

who have qualifying schooling records for nor-
mal school education or above are trained so
that they can meet the needs of teaching in a
short period of time
2. Professional qualifications: On the basis of
demand for primary s:chool teachers’ professional
- qualifications at present, and of demands for high-
er levels, primary school teachers are trained so
that they can be competent at their present jobs.
3. All-around training: Apart from the main cur-
riculum, teachers are also trained in subjects such
as moral education. society, nature, art, music,
physical training, physical education, and so forth.
Training for backbone teachers: Young teachers
are trained in accordance with the demands of
becoming backbone teachers and leading per-
sons in different subjects.
Knouwledge renewal and application of new tech-
nology training: New knowledge should be
passed on to teachers and they should learn to
use new education skills so that they can meet
the new demands of social development for pri-
mary school education.
Training of scientific research abilities: Through
the study of teaching materials, teaching meth-
ods, and scientific research methods in primary

‘\I\
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school education, teachers can acquire a correct
understanding of the national education guiding
principle, teaching plan, and syllabus. They can
master teaching materials, teaching methods,
and general research methods.

Administrative System of
Teacher Education in China

In general, educational administration takes place at four
levels: the State Education Commission, the Provincial
Education Commission, the Prefecture Education Com-
mission, and the County-level Education Commission.
At present., of the 78 normal universities, six key uni-
vemsities are directly under the control of the State Educa-
tion Commission, while the remainder, and 175 normal

P
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colleges, are dominated by the Provincial Education Com-
missions or by the Prefecture Education Commissions; the
County-level Education Commissions are responsible for
948 normal schools. Table 5.8 below shows the distribu-
tion of administration for teacher training.

The role of the State Education Commission i$
intended to be one of guidance. It plans teacher train-
ing programs as a whole, holds conferences to discuss
problems, and allocates funds to local authorities. More-
over, the six key normal universities also serve as mod-
els for other institutions that the State Education Com-
mission hopes to put into place. Local authorities,
however, are responsible for the actual provision of
teacher training, as well as for carrying out the instruc-
tions of the State Education Commission.

The establishment, alteration, or termination of
normal schools is decided by provincial-level govern-
ments, although the State Education Commission must
be notified of all decisions. There is a designated
department (the Department of Teacher Education)
within the State Education Commission that oversees
general policies and macroplanning for normal
schools. Similar divisions exist within provinces,
autonomous regions, and municipalities for establish-
ing specific policies and planning regarding the devel-
opment of secondary teacher education and supervis-
ing and evaluating implementation of policies
concerning local normal schools.

Education Expenditure?

All institutions for initial teacher education—inctuding
normal universities, normal colleges, vocational normal
colleges, and normal schools—are state-run, and thus
financial support is provided by the government. Like
expenditures for other schools, those for teacher edu-
cation can be divided o two categories: instructional
and capital expenditure. Instructional expenditure refers

ZT'his section is taken from Z.-L. Young, Lin, B., & Su,
W.C., 1989, Teacher Education in the People’s Republic of
China. Beijing: Beijing Normal University Press.
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to such things as staff salaries and benefits, financial
assistance for students, equipment installation, books
and periodicals, operating expenses, instructional sup-
port services, research, administrative services, and part-
time education. Capital expenditure refers to capital
construction of school buildings. Specific financial
sources for teacher training institutions in China depend
mainly on the level and type of institution. Funds for
higher teacher education are provided for in the State
budget of higher education, while secondary teacher
training schools are funded as part of general education.
Financial support for normal colleges and normal uni-
versities under the direct control of the Department
Committees of the State Council is sponsored by the
committees themselves. The six normal universities
mentioned above, for example, are funded by the State
Education Commission. However, most of the normal
colleges, normal universities, and vocational normal col-
leges are controlled by provinces, autonomous regions,
and municipalities, and thus are funded locally as part
of the local budget for higher education. Similarly, for
normal schools, the expenditure is part of the local bud-
get for general education.

Normal universities, normal colleges, and normal
schools are generally funded according to the number
of students enrolled and designated by the state plan.
This is to encourage the full use of the potential of
each school and college, in order to promote the
expansion of enrollment and to expedite growth, The
standards for funding vary—from those of the central
to the local governments, from provinces to munici-
palities, and from year to year. Funding for normal uni-
versities directly under the State Education Commis-
sion is generally an average of RMB4,925 yuan per
student annually (1994 statistics). Policy dictates that
the funding standard for local normal colleges and nor-
mal universities be the same as that for institutions
directly under the State Education Commission. Fund-
ing for normal schools, while not equivalent, is admin-
istered in a similar way.

However, because of the differences in econom-
ic strength among provinces and regions, the actual
average annual funding per student varies from place
to place. Some of the richer regions contribute more
for educational expenditure, while the poorer provide
less. For instance, in Shanghai, the average expendi-
ture for each student in teacher training schools is
about RMB3,465 yuan annually, whereas in some poor
districts, the average expenditure for each student is
only RMB1,107 yuan per annum. The average is
around RMB1,586 yuan per year per student in an
average district (statistics reported by the Department
of Educational Planning, 1991). Under special circum-
stances, the state may also subsidize equipment instal-
lation and maintenance, or provide additional funds to

solve exceptional difficulties encountered in enroll-
ment, teaching, research, or living. These expenditures
generally depend on the overall financial capacity of
the central and local governments, and on the status
of the schools.

As regards in-setvice teacher education, funding
at different levels is allocated by the local governments
on the basis of actual conditions, and is reflected in the
local budget as education and capital construction
expenditure. In practice, the allocation of these funds
is generally designed to meet the actual requirements
of teacher education and its specializations. In princi-
ple, it should be formulated in accordance with state
regulations.

CHALLENGES AND STRATEGIES

The Situation and Challenges Faced by
Teacher Education in China

China’s energetic drive for reform and for opening to
the outside world, as well as its modernization, has
arrived at a new stage. In this new stage, China is
engaged in active efforts to establish a socialist market
economy system, and is speeding up the pace of reform
and modernization. As a result, economic construction
and social progress are making big strides. The new sit-
uation has not only provided China with a rare chance
to accelerate reform and all-around development of
educational enterprise, but has also posed significant
challenges. One of the challenges is to find out if
teacher education can adapt itself to measures for the
systematic reforms of a socialist market economy, and
to the rapid rate of social economic change. Another is
to find out if teacher education can keep abreast of
reform and development of basic education in China.
Education must serve socialist economic con-
struction. In fact, challenges to teacher education stem
from China's economic development. The acceleration
of reform, of opening up to the outside world, and of
modernization rely on scientific technology and educa-
tion. The key link lies in the improvement of laborers'
competence, which mainly depends on the quality of
their basic education. Therefore, urgent demand is pri-
marily posed for speeding up development and for the
improvement of basic education. Consequently, the
demand is put forward for the development of teacher
education and the improvement of teacher competence.
In order to meet the need for various talented per-
sonnel to participate in economic construction and
social development—especially on the junior and inter-
mediate levels—the educational structure will be, to a
large extent, readjusted. In an effort to accomplish this
goal, the number of senior secondary vocational and
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technical schools will be significantly increased, while
junior middle-school graduates with nonqualifying cer-
tificates for higher learning will receive proper voca-
tional and technical training. How tertiary teacher edu-
cation can cultivate new types of professional teachers
to grasp the knowledge and skills of vocational and
technical education is an important question.

The gradual establishment of a socialist market
economy will have a profound influence on the sys-
tems and models of basic education, and on vocation-
al and technical education. What has become an
urgent issue in teacher education is the question of
how it can accelerate its development, deepen its
reforms, and set up a corresponding new system in the
process of changing from a highly planned economic
system to a socialist market economy. Additional chal-
lenges are those posed by the reform and develop-
ment of basic education.

By the year 2000, in the light of China’s plan for
education, nine-year compulsory education (including
vocational and technical education at the junior high
school level) will be popularized in the country, and
senior secondary education will have been universalized
in developed areas. The demand for preschool educa-
tion will be satisfied in most large and medium-sized
cities, while in rural areas, preschool education will have
made big strides. To realize these objectives, new and
strict requirements should be placed on the size and the
quality of various kinds of teacher education institutions.

Primary and secondary education in China is now
undergoing reform and changing from “the education
of preparing for examinations” to the orbit of “the edu-
cation of competence cuitivation.” The former places
particular stress on imparting knowledge while the lat-
ter aims at improving students’ morality, knowledge of
science and technology, working skills, and psycholog-
ical competence. Such a change will pose a challenge
to current teacher education in the areas of guiding
principles, ideas, building teacher contingents, special-
izations, and curriculum.

Social progress and development of science and
technology require teachers to keep abreast of the lat-
est developments and achievements in their specialized
fields; to have a grasp of modern educational thought,
educational theories, and methods, and the modern
technology of teaching; and to acquire specific abilities
in conducting educational research. Questions regard-
ing this process are: How to further overcome, to a cer-
tain extent, improper aspects of teacher education
affecting social progress and basic educational devel-
opment? How to further emancipate people's minds and
change their educational ideas in the light of the prac-
tical needs of the socialist modernization drive? How to
readjust the structure of curriculum and renew teaching
contents and methods? These are problems in need of

urgent solutions. Teacher education in China is facing
very significant challenges—challenges that also provide
significant opportunities for progress.

The Aim and Strategy for the Development of
Teacher Education in China

The Essentials for China’s Educational Reform and
Development, a document jointly promulgated by the
Central Committee of the Communist Party of China and
the State Council on February 13,1993, offers a blueprint
for the reform and development of teacher education in
the 1990s. The general aims for normal education devel-
opment by the end of this century are: (1) to establish
a basic framework of socialist teacher education, with
Chinese characteristics, that meets the needs of the
socialist modernization drive and is compatible with the
reform and development of basic education and voca-
tional and technical education; (2) to lay a solid base for
the development of teacher education in the 21st cen-
tury; and (3) to train a well-structured and compara-
tively stable contingent of teachers with professional
morality and competence. The concrete objectives for
the reform and development of teacher education are
as follows:

1. The model of teacher education should be
reformed and a new system developed in which
various independently established institutes for
training teachers at all levels would serve as the
main foundation; other types of colleges and
schools would also play a role in training teach-
ers, and preservice training and in-service train-
ing of teachers would be well integrated.

2. As regards the management system of teacher
education, the relation between government and
school would be rationalized in order to enable
schools to have decision-making powers of their
own, and to establish a mechanism of self-
development, self-restriction, and self-adjust-
ment for serving the needs of the society and of
basic education.

4. Various kinds of normal schools at all levels
would adhere to the standardized conditions for
running schools and enhance their administration
and management with their own styles. Efforts
would also be concentrated on running a num-
ber of good quality normal schools and colleges
to serve as models. In the early 21st century, a
number of normal schools, colleges, specializa-
tions, and disciplines will be well developed in
respect to their educational quality, research, and
management.

5. A system of continuous education for primary
and middle-school teachers, and a complete and
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integrated network for training teachers at the
provincial, regional and county levels, as well
as in other kinds of schools, will be established,
with teacher training schools and colleges as the
main channels. The institutions of broadcasting,
TV, and audiovisual education would be used as
supplementary channels, with linkups to stan-
dard teacher educational outlets.

6. Along with the goal of completion of extra edu-
cation for the schooling record by the end of this
century, the proportion of primary school teach-
ers and middle-school teachers with state-issued
certificates of schooling records and specializa-
tion qualifications would surpass 95 percent and
90 percent, respectively. Consequently, the over-
all quality of teachers with education below col-
lege level would be improved. The pruportion
of primary school teachers with college educa-
tion would increase year by year. The propor-
tion of the same kind of teachers in the counties
and small towns across the country would
increase by a large margin.

To realize the above objectives, the theory of
establishing socialist characteristics in China must be
employed as a guideline for emancipating people’s

minds and for encouraging them to do an earnest and .

solid job. In carrying out The Essentials for China’s Edu-
cational Reform and Development efforts should be
made to speed up educational reform in light of China’s
practical conditions, and to broaden channels of
exchange with other countries. The new methods of
developing teacher education under the system of a
socialist market economy should be explored, accord-
ing to the objective laws of education, so as to meet the
requirements of accelerating reform and development
of secondary education. Finally, the educational guid-
ing principles must be comprehensively implemented
for improving educational quality, so that we can bring
teacher education in China up to a new level in respect
to its quality, structure, and effectiveness.

Concrete and Effective Measures

Enbancing the professional position of teachers and
establishing the strategic standing of teacher education:
Corresponding policies and appropriate measures
should be adopted to make teacher education more sci-
entific and specialized. We should improve the social
position and well-being of primary and middle-school
teachers and make teaching into an admirable profes-
sion. This is a prerequisite for establishing the strategic
position of teacher education.

Formulating the development program for teacher
education and reforming the management system of

teacher education: Under the state’s macrolevel guid-
ance, the provinces, autonomous regions, and munici-
palities should play the major role in making a scientif-
ic calculation of the future demand for teachers below
the secondary education level, and guaranteeing the
coordinated development of various kinds of teacher
education in terms of speed of development, size, struc-
ture, and distribution. In developing teacher education,
measures suitable te local conditions should be taken,
and the overall plan should be conceived in order to
achieve the greatest possible benefits. Developed areas
should be encouraged to proceed in developing teacher
education and in increasing the proportion of primary
school teachers with formal schooling records from sec-
ondary normal schools, as well as the number of junior
high school teachers with normal college degrees. Some
undeveloped areas will receive help to reach this goal.
As far as the country as a whole is concerned, the key
point in developing education is to satisfy the demand
for teachers in order to popularize nine-year compul-
sory education. At the same time, the problem of short-
age of teachers for specialized courses in vocational and
technical education, and for special education, should

.be solved through rationalization of the structure of

teacher education. Appropriate attention should also be
paid to the demand for qualified teachers in senior sec-
ondary education.

Increasing the educational budget and further
improvement of the conditions of teacher training: The
state will focus financial aid on some selected areas.
Local financial allocation will play a major role in run-
ning schools. Local governments at all levels should
increase budgets for teacher education every year to
guarantee the superior strategic position of teacher edu-
cation. In order to change the former centralized system
of state financial allocation to teacher education, more
channels and more means should be utilized to raise
funds. Organizaticns, enterprises, and individuals are
encouraged to donate money to teacher education.
International projects of bilateral and mulilateral coop-
eration should receive special attention. Foreign loans
and funds must be utilized properly. Through joint
efforts, normal schools and colleges will be able to
attain the national unified standards.

Broadening the channels of teacher training: The
old system of training teachers through normal schools
and colleges should be reformed and replaced by a new
model. In the near future, a new system of pre-fixed
service orientation will be adopted in some independent
secondary normal schools, and in specialized normal
schools, to meet the demands of compulsory education.,
The normal colleges will be supported in efforts to
make pilot experiments and to implement major
reforms aimed at improving social benefits and the qual-
ity of education. The advantages of ordinary colleges

76




ERIC

Aruitoxt provided by Eic:

5 / TEACHER TRAINING AND PROFESSIONAL DEVELOPMENT IN CHINA 67

and universities—especially colleges of science, engi-
neering, agriculture, and medicine—should be brought
into full play for training teachers in specific subjects. A
network of teacher training at four levels—school, coun-
ty, region, and province—should be set up for voca-
tional education teacher training. By rationalizing the
system and by linking up different training channels, the
institutions of adult education—such as teacher training
schools, correspondence schools, broadcast and TV
schools, and certificate examinations for independent
study—can make a comprehensive effort to help train
primary and middle-school teachers.

Deepening the reforms of teaching with the
improvement of teaching quality as a core goal: Active
measures should be taken to satisfy the needs of the
reform and modernization program, and to adapt to the
reform and development of secondary education.
These include establishing new ideas of education,
changing the concepts, and renewing teaching contents
and methodologies. The classified standards of teacher
training quality must be worked out, and the rational
structures of knowledge and ability requirements for
teachers must be developed. Students in normal
schools and colleges should be provided with rein-
forced preservice training—which should include val-
ues such as professional consciousness, ethics, knowl-
edge, ability, and self-development—so as to cultivate
them for functioning as the qualified teachers required
by society.

The normal schools and colleges should make
energetic efforts in curriculum reform. The system and
content of teaching materials should be renewed to
reflect both the excellent traditions of Chinese and
world civilization and the latest developments of mod-
ern science and technology. Academic and profes-
sional characteristics should be unified. The uneven
development of different areas in China should be
taken into full consideration when contemplating
reform of curriculum. Since over 80 percent of the
population of China live in rural areas, the focal point
of basic education and the main object of teacher edu-
cation reside in rural areas. Therefore, teacher training
should serve the needs of rural development, which is
one of the difficulties for teacher training in China.
Accordingly, the structure of specializations, curricu-
lum, and teaching content must be reformed. Programs
of teacher training suitable to the demand of rural edu-
cation for teachers at different levels should be
explored. As to potential teachers for rural areas, they
should be taught with the teaching materials appro-
priate to the local conditions. They can be cultivated
as all-around teachers with a command of both knowl-
edge and practical skills. In the minority nationality
areas, special attention should be given to the training
of bilingual teachers.

Reforming systems of admission and distribution
of teacher education: The former centralized model of
enrolling new students according to the state plan must
be replaced by integrating the state-assigned plan as a
main task. The state assigned the fixed-training task for
meeting the needs of underprivileged areas, and for
nine-year compulsory education. Special policies
should be formulated for encouraging middle-school
graduates who excel at their studies to choose normal
colleges for advanced studies. To enable students from
underprivileged areas to return to their places of origin
after graduation, the effective method of preoriented
admission and distribution must be continuously imple-
mented, and the proporstion of admissions of in-service
training personnel with rich practical experience should
be increased. Some local teachers can be enrolled by
normal colleges for further training, thus improving the
status of new sources of students at normal colleges. A
compulsory period of service, as teachers in general,
for graduates from normal colleges should also be
established.

Reinforcing educational research and strengthen-
ing international cooperation and exchange in teacher
training: Theories of teacher education can be drawn
from study and analysis of historical development, and
from the present situation and future tendency of
teacher education. All normal schools and colleges
should study requirements and guidelines of school
management and teacher training, accumulate the
teaching experiences of excellent teachers, 2nd cultivate
new theories of tcaching.

The research and study of teacher education in
other countries should be strengthened. The wealth of
experience from high standards of achievement in all
civilizations, and of successful experience in manag-
ing teacher education in other countries, should be
utilized as a learning tool for improving the level of
teacher training in China. Further effort should be
made to broaden the extent of opening to the outside
world, and to create conditions for expanding inter-
national exchange and cooperation in the field of
teacher education. Normal schools and colleges
should establish relations with their counterparts in
other countries so that we can utilize information from
various channels to promote international exchange
and reform and development of teacher education in
China.

In order to present a complete picture of China's
system of teacher education, the following sections
will address the structure of curricula in normal
schools and the implementation of continuing educa-
tion and other efforts to improve the quality of prima-
ry and secondary school teachers. An overview of edu-
cational reform as conducted in Fujian Province can be
found in Appendix 5-A.
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THE STRUCTURE OF CURRICULA OF NORMAL
SCHOOLS IN THE PEOPLE’S REPUBLIC OF CHINA

At present, preservice training of primary school teachers
is largely carried out by normal schools. These schools
recruit their students from graduates of junior secondary
schools who have completed Nine-Year Compulsory
Schooling (NYCS). They mainly offer three-year courses.
New entrants have little preparation in knowledge and
skills relevant to the initial education of teachers. In order
to prepare qualified primary teachers in a course with a
duration of three years, the State has adopted a number
of measures related to the recruitment of new entrants,
school management, improvement of physical facilities,
and teaching staff development. Curriculum develop-
ment, especially in terms of the structure of normal
school curricula, is a crucial issue with a bearing on the
quality of education and training provided by normal
schools. Over the years, we have endeavored to find a
curriculum structure for normal schools that can:

1. Better realize the goal of primary teacher train-

ing within a course of three-years duration,

based on NYCS

2. Adapt, at the same time, to the vast disparity in
economic and educational development amorg
various loc?'™**s (with concomitant varying
demands made on the qualifications of primary
teachers)

3. Meet the needs of overcoming the danger of
¢xcessively examination-oriented primary edu-
cation

4. Create conditions conducive to the all-around
development of the new generation

The curricula of all normal schools in China are
based on the Three-Year Normal School Teaching
Scheme (TYNSTS), formulated and promulgated by the
State Education Commission in 1989, which was the out-
come of extensive experiments and reforms conducted
in the previous year with a view to creating a more ratio-
nal curriculum structure. This document provides the ref-
erence for subsequent discussions concerning educa-
tional reform carried out in Chinese normal schools.

The TYNSTS serves as a guide to curriculum
design adapted to local conditions, with the following
characteristics in its structure:

* The aims and objectives of the normal schools
constitute the foundation of the teaching plan,
which consists of a core of obligatory subjects
to be complemented or supplemented by elec-
tives conceived to facilitate the integration of
academic subjects with activity subjects and
practical subjects.

* The underlying idea of this plan is to make the
structure of normal school curriculum a dynam-
ic one, subject to modifications in the course of
its implementation in response to changing cir-
cumstances and local conditions.

Thus, local authorities enjoy a large measure of
autonomy in making necessary modifications in an effort
to optimize the plan's implementation and effects, and
in the spirit of combining unity with flexibility. It there-
fore seems to us that it contributes to creating more ratio-
nal relationships between academic subjects and pro-
fessional subjects, between the acquisition of knowledge
and the acquisition of skills, and between theory and
practice, and that it also embodies the characteristics of
preservice education. For a more detailed presentation
of the plan and its implementation on local levels, see
Appendix 5-B (Three-Year Normal School Teaching
Scheme), Appendix 5-C (Typical Teaching Plan of Nor-
mal Schools in Jiangsu Province), and Appendix 5-D
(Plan of Teaching and Learning Activities Formulated by
Nantong Normal School in Jiangsu Province).

The structure of curriculum refers to the modes of
instruction of various categories of subjects, and to their
internal relationships. The curriculum of normal
schools in China comprises the: following four cate-
gories of subjects: (1) obligatory, or required, subjects;
(2) elective subjects; (3) activity-oriented subjects (a
number of the activity-oriented subjects cater mainly to
extracurricular activities; others cater mainly to activi-
ties centered around teaching practicum); and (4) prac-
tice-oriented subjects. Internal relationships include a
proper combination of obligatory and elective subjects
and a proper combination of academic subjects—
including both obligatory and elective subjects on the
one hand and activity-oriented subjects on the other.
Within this framework, the obligatory subjects repre-
sent the core, because they provide student teachers
with the major means of receiving a well-balanced ini-
tial teacher training, and because they are the basic
guarantee of the quality of primary teacher training. At
the same time, obligatory subjects should be taught in
such a way that they play an exemplary role in the
teaching of other subjects, serving as a guide to their
orientation. The other three categories of subjects func-
tion in relation to the obligatory subjects in a way anal-
ogous to the relation that exists between a wheel's
spokes and its axle—that is, extending or radiating out-
ward as a natural outgrowth of the core. The activity-
oriented subjects and the practice-oriented subjects
both have their own irreplaceable functions and,
together with the obligatory subjects, provide preser-
vice training to student teachers (see Table 5.9, con-
structed with a view to giving a clearer description of
the structure of our normal school curriculum).
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TABLE 5.9

Three-Year Normal School Teaching Scheme (TYNSTS) Courses, by Content and Function

Courses and Cont

ent Function

Remarks

OBLIGATORY SUBJECTS

Basic academic subjects
Professional subjects

Physical ed. and arts subjects
Labor and technology

ELECTIVE SUBJECTS

Knowledge-based electives
Skills-based electives
Electives on teaching materials

and methods

_ Other electives

EXTRACURRICULAR

Lectures on specific topics

Academic activities

Athletic and recreational activities

Social activities
Other activities

EDUCATIONAL PRACTICE

Visits to schools

Educational surveys or

investigations
Observation of clas

of experienced teachers
Educational practice
Consultancy services

They constitute the main body of the teaching
and learning activities in normal schools, pro-
viding all-around general education and preser-
vice training of primary teachers. The main
instruments used in realizing the state’s basic
requirements for primary teacher training.

They constitute a supplement to and an exten-
sion of the obligatory subjects, conceived with
aview to reinforcing the interpenetration and
integration of different subjects and widening
the student’s scope of knowledge, and develop-
ing their interests and aptitudes, as well as fos-
tering their competencies in teaching.
ACTIVITIES They constitute an integral part of teaching in
normal schools, being instrumental in promot-
ing the development of students’ personality,
and fostering a variety of useful skills and com-
petencies, especially the ability of self-education
and self-management.

They constitute an important part of the preser-
vice education of primary teachers, conceived
with a view to promoting the integration of
theory and practice, creating opportunities for
student-teachers to apply their knowledge,
skills, and competencies in various settings,
being indispensable in fostering the practical
ability of students in coping with education and

sroom teaching

The list of required courses, essential require-
ments in teaching, sequential order, and sug-
gested range of teaching hours are all regulated
by the state. Local educational authorities
design the curriclum used in local normal
schools in accordance with the above-men-
tioned regulations, and in the light of local con-
ditions.

The scope of electives, essential requirements in
teaching, and suggested range of teaching
hours are all regulated by the state. Local

authorities decide on the list of electives to be

offered, their sequential order, and teaching
hours, in the light of local conditions.

Essential requirements and guidelines are laid
down by the state, and local authorities decide
on the list of activities to be conducted, their
content, time scheduled, and possible modes of
execution,

Content of activities, modes of execution,
essential requirements, and guidelines are laid
down by the state. The total duration of educa-
tional practice and their distribution in the three
years are also given for reference. Local authori-
ties decide on the specific programs to be con-
ducted.

teaching in primary schools.

The implementation of the TYNSTS in the past few
years has provided ample proof of the ability of this cur-
riculum structure to raise the quality of normal school
education, and of the positive role it has played in the
preparation of well-rounded primary teachers. These
characteristics are evident in the correct handling of
some fundamental relationships.

Relationship Between Academic or
General Educational Subjects and
Professional Subjects

Beginning with the aims and objectives of primary
teacker training, and in the light of the basis of such
training, the curriculum structure must fulfill a dual role,
that is, meeting the needs both for an adequate basis of
general education and for preservice teacher training.
Therefore, undoubtedly, the subjects provided must
include both academic or general educational subjects
and professional subjects. In view of the fact that the

educational preparation of new entrants is restricted to
the completion of junior secondary school, academic
subjects taught in normal schools must have enough
breadth and depth to meet the needs of primary school
teaching. Accordingly, the TYNSTS stipulates that teach-
ing time allocated to academic subjects should account
for at least 60 percent of all obligatory subjects, thus
guaranteeing that academic subjects occupy a legitimate
place in the curriculum, and enabling these subjects to
fulfill their functions. Preservice training of primary
teachers, on the other hand, necessitates that profes-
sional subjects must also be allocated an amount of
teaching time commensurate with their role. As regards
the arrangement of these subjects, we deem it advisable
to spread them throughout the three years rather than
concentrate them at the end of the course. Furthermore,
in some institutions, efforts have been made to break
down the barrier between academic and professional
subjects by reforming the teaching of the former and
requiring a reinforcement of training in basic skills,
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which are indispensable for a primary teacher. Thus, the
proper handling of the relationships between academ-
ic and professional subjects enables both categories to
fulfill their preservice training functions.

Relationship Between Disciplinary Subjects and
Integrated Subjects

In our curriculum design, due consideration must be
given to the following factors. Fulfillment of the duty of
a primary teacher necessitates a solid foundation of gen-
eral education based on a systematic and coherent
sequence of subjects. In view of the current qualifica-
tions of most normal school teachers, a disciplinary
approach is more appropriate for most subjects taugit,
and the TYNSTS has decided to adopt the disciplinary
approach for most subjects. However, within the short
span of three years, it is neither advisable nor desirable
to offer all subjects along disciplinary lines, and a clear
demarcation between academic and professional sub-
jects would require more time than is available; it also
tends to overburden students. To adopt a strictly disci-
plinary approach in curriculum design not only contra-
dicts the worldwide trend of adopting an integrated
approach, but also ignores the realities of primary edu-
cation, in which a number of subjects are integrated.
The TYNSTS provides room for the development of
integrated courses among the electives and extracurric-
ular activities (e.g., a topical series of lectures), particu-
larly by extending a relatively large degree of freedom
in offering integrated courses in light of local econom-
ic and cultural development, and in response to specif-
ic needs arising from the requisites of primary educa-
tion, and through a proper reduction in the number of
obligatory subjects. Thus, in China, although the devel-
opment of integrated courses is still in an early stage, a
new path has been opened for curriculum reform in
normal schools in the context of a framework in which
the disciplinary approach is dominant, although sup-
plemented by a few integrated courses.

Relationship Between Subjects (Courses)
Explicitly Provided by the Curriculum and
Curriculum-Related Extracurricular Activities

Classroom teaching is still the main form of teaching.
Teaching obligatory subjects and electives is mainly
based on classroom teaching, and these courses remain
the main educational provision for preservice training
of primary teachers for graduation requirements. But
curriculum in a broader sense should not be limited to
those courses explicitly provided by the curriculum. It
should be noted that a number of extracurricular activ-
ities in normal schools have, or may be required to
establish, close relations to formal courses offered.

These extracurricular activities have particular signifi-
cance in the context of normal school operation. First,
primary schools should be staffed not only with basi-
cally qualified teachers, but also with teachers equipped

_ with special skills at which they are proficient. Although

formal courses should be instrumental in uncovering
and developing potential ability or aptitude in individ-
ual students, only rich extracurricular activities can help
to adequately develop their potential. Looking at this
issue from the perspective of the full development of
personality, all kinds of school education, including that
provided by normal schools, should strive to realize the
full development of students’ personality. The TYNSTS
not only affirms the significance of extracurricular activ-
ities in promoting students’ learning in academic sub-
jects, and in developing their competence and individ-
uality (confirming their role in activity-oriented
subjects), but also stipulates their content, organizational
forms, and schedules, and allocates a definite propor-
tion of time to these activities, so that they may become -
an integral part of the “whole” curriculum, and com-
plement the functions of the more formal courses,
which also confirms their irreplaceable function.

Relationship Between Knowledge-transmitting,
or Imparting, Subjects and
Practice-Oriented Subjects

To be a qualified primary teacher, one must be
equipped with a certain amount of general cultural
knowledge and specialized knowledge, and, in addi-
tion, with certain basic skills and competencies in edu-
cation and teaching. Therefore, the course offerings of
normal schools should include basic academic subjects,
professional subjects with a theoretical bias, and prac-
tice-oriented subjects aimed at fostering the competen-
cies needed in education and teaching through appli-
cation of theoretical knowledge in real-life situations,
and in other practical activities. Thus, the TYNSTS has
adopted a two-pronged strategy. On the one hand, it
seeks to ensure that academic subjects and profession-
al subjects constitute the core of the curriculum and
occupy a rational proportion of teaching time; on the
other hand, it emphasizes the required strengthening by
these courses of training in basic skills and fostering of
competencies, especially the mastery of Putonghua (or
“commonspeech”) skills of oral communication.
Putonghua is prescribed by law as the standard in lan-
guage for modern Han Chinese, both in terms of pro-
nunciation and in grammar. It is compulsory for teach-
ers to use Putonghua in their classroom teaching, while
bilingual teaching is encouraged in minority schools
(Han Chinese and Putonghua are essentially the same
language). Training is also geared to competency in
writing with brushes, pens, and chalk; to developing
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social skills, habits of and skill in independent st.udy,
and so forth, while stressing the practicality and manip-
ulability of knowledge and skills learned. At the same
time, the TYNSTS confirms the special place and role
played by educational and social practice, allocating
altogether 13 weeks for these purposes (including 10
weeks of teaching practicum and 3 weeks kept in
reserve for various kinds of social or collective activi-
ties), accounting for 11 percent of the effective teaching
and learning time available in the three-year course. It
is also stipulated that, in scheduling these activities,
effort should be made to arrange time allocated to edu-
cational practice so that it keeps pace with the progress
of academic and professional subjects, and is also
spread out over the three years of the course in order

to integrate knowledge-imparting with practice-orient-_

ed courses and create a curriculum structure in which
these two categories interpenetrate and complement
one another.

Outstanding Issues for the Improvement of the
Three-year Normal School Teaching Scheme

Primary teacher training provided by normal schools
has had a history of more than 90 years in China. Yet,
only a few years have elapsed since the TYNSTS was
promulgated and implemented in 1989. Although the
experience of the past few years does indicate that this
scheme is better than previous ones, and that it has
played a positive role in raising the quality of normal
school education, there are a number of outstanding
issues to be tackled so that this curriculum structure may
be further improved in the course of practice.

Giving full scope to the role of subject categories with
obligatory subjects as the mainstay: One of the underly-
ing ideas of the new curriculum structure is that all sub-
ject categories will fulfill their functions in the light of the
aims and objectives of normal schools, and show syner-
gistic and holistic effects. In the new curriculum structure,
obligatory subjects are expected to play a leading role in
raising the quality of training. The basic requirements of
normal school education can be ensured only if obliga-

- tory courses are effectively t ansmitted and compre-
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hended, with concomitant reforms in content and meth-
ods of teacliing. At the same time, the other three
categories of subjects have their own proper and irre-
placeable functions. The quality of training will be
adversely affected if they are neglected or weakened.
However, in China’s formerly dominant pattern of cur-
riculum structure, all course offerings were obligatory,
with no place for the electives, and this legacy has had
undesirable effects on the leadership and on the teach-
ers in some normal schools where electives and activity-
and practice-oriented subjects are not being given due
attention, or where they may be formally offered but

without any conscientious effort to give full scope to their
roles. There are also instances in which the effort being
made to break the yoke of traditional patterns of teach-
ing has meant that too much attention is being given to
the development of electives, extracurricular activities,
and practice-oriented activities, with the result that the
teaching, and reform, of obligatory courses is neglected.
These deviations are partly due to ideological reasons
and partly to the lack of experience. At the same time, it
must be pointed out that effective mechanisms have not
yet been developed to ensure that the curriculum struc-
ture is really operative. Although the TYNSTS contains
provisions concerning the functions, roles, basic require-
ments, and allocation of teaching time for each of the
four categories of subjects, a mechanism of checks and
balances is lacking. This is an outstanding issue that must
be explored so that feasible solutions may be found that
contribute to effective functioning of all categories of sub-
jects and to an optimal realization, in a balanced manner,
of the aims and objectives of normal schools.

Ensuring that all subject categories blend barmo-
niously and function as an organic whole: The new cur-
riculum structure has broken the old pattern of provid-
ing obligatory courses only and clarified the relationship
between various categories of subjects, providing a the-
oretical framework for making them function as an
organic whole as well as guidelines for the implemen-
tation of the curriculum in operational terms. However,
since there are no basic regulations concerning the
sequence of closely related parts of different subjects
and the number of teaching -hours devoted to their
instruction, administrators of normal schools are given
ample freedom to make their own arrangements, as
they see fit, concerning the curriculum. This autonomy
may also be misused, giving rise to arbitrary decisions
concerning the provision of electives and activity- and
practice-oriented courses. It is desirable, therefore, in
the interests of ensuring that all subject categories func-
tion as an organic whole, to correctly assess both posi-
tive and negative experiences in order to draw the cor-
rect conclusions and to formulate useful guidelines for
the optimization of the curriculum.

Ensuring a scientific and sound system of curricu-
lum evaluation through the imperative of reform of teach-
ing management: Because the traditional curriculum pat-
tern of exclusively obligatory subjects has been replaced
by a new structure, there should be corresponding mod-

- ifications in the management of teaching. As far as the

management of curriculum design is concerned, changes
in the structure of curriculum necessitate changes in its
practice. The scope of routine management of course
offerings must be extendcd from covering obligatory
courses only to covering four categories of courses. As
regards the evaluation of the quality of teaching in nor-
mal schools, modifications must be made to cope with

61

e L ———————————.




Q

E

PAFulToxt Provided by ERIC

RIC

72 TEACHER PREPARATION AND PROFESSIONAL DEVELOPMENT IN APEC MEMBERS

the new situation by developing a new evaluation sys-
tem covering the assessment of students’ progress in the
acquisition of knowledge and skills, and of their perfor-
mance in teaching, so that the process of teaching all sub-
ject categories, as well as the final outcome of normal
school education as a whole, can undergo scientific eval-
uation. A well-conceived and effective system of evalua-
tion is conducive to the comprehe sive and effective
implementation of the new curriculum.

Furthermore, the implementation of the new cur-
riculum structure poses new requirements for the
improvement of the physical facilities of normal schools
and for the development of qualified staff. It should be
noted that during the past decade, normal schools have
been given high priority in the allocation of resources—
financial, human, and material—by government at various
levels. Consequently, there have been significant improve-
ments in physical facilities and staffing during recent years.
In spite of the progress made, however, we must admit
that so far, the input of new resources has been used
mainly to meet the requirements of obligatory subjects,
leaving the needs of the newly offered electives largely
ignored—especially the courses offered in response to
local needs. There are few qualified teachers to undertake
the new tasks. Therefore, it is imperative to increase finan-
cial input for the development of normal schools. Much
work remains to be done to create conditions for the pro-
vision of four categories of courses, and this includes pro-
vision of better facilities and of more qualified teachers.
The shortage of qualified teachers is even more difficult
to overcome than is the lack of facilities.

The adoption of a new curriculum structure for our
normal schools has opened a new path for deepening
curriculum reform, and has provided a strong impetus
for raising the quality of instruction in normal schools.
The implementation of the new curriculum structure is
a systems engineering project, and we will spare no
effort in furthering curriculum reform—in the areas of
content, structure, correct interrelationships among sub-
ject categories, management of course offerings, and
quality evaluation—so that a curricular pattern befitting
Chinese normal schools may gradually take shape.

IMPLEMENTATION OF CONTINUING EDUCATION
AND IMPROVEMENT OF THE QUALITY OF
PRIMARY AND SECONDARY SCHOOL TEACHERS

The rapid development of the worldwide technological
revolution will bring with it a more internationalized
and informed society in the 21st century. It has become
the strategic task of our country at the end of this cen-
tury, and the beginning of the next, to establish a social-
ist market economy system, to speed up reform, the

opening up to the outside world and modern construc-
tion, and to further liberate and develop productive
forces so as to improve our national economy and our
overall national strength to a higher degree. The suc-
cessful fulfillment of this task depends not only on the
production of a large number of senior special techni-
cal and administrative talents, but also on tlie high level
of training of a new type of productive force that is
knowledgeable, capable, and proficient at thinking cre-
atively. These are the reasons wliy, after the implemen-
tation of nine-year compulsory basic education, we
have put forward new, overall goals for education.
These goals are to significantly improve the education-
al level of the entire nation; to further develop pre- and
postvocational education of both urban and rural labor-
ers in order to foster a quantity of special talents of var-
ious types, to establish a mature and ideal socialist edu-
c:itional system; and to realize socialist modernizations
after several decades of efforts.

To implement these strategic tasks, we are con-
ducting an overall reform of the educational structure
and system. As far as the reform of teaching materials
for primary and secondary school is concerned, the
State Education Commission has initiated a plan for pro-
ducing talents of different types and at different levels,
based on the need for the construction of both a mate-
rial and a spiritual civilization. We are also breaking
through the conventions of traditional teaching materi-
als by introducing reforms based on successful experi-
ences both inside and outside China, and attempting to
make the transition from traditional to modern educa-
tion a smooth one by giving priority to the reform of
educational ideas, concepts, and contents and shifting
the emphasis on examination-oriented learning to learn-
ing based on the improvement of the quality of the
nation as a whole,

In order to satisfy the needs of modern education
and of society in the coming decades, we nced to pro-
duce new types of qualified teaching contingents. That
is the reason we have decided henceforth to conduct
continuing education for teachers in possession of state-
issued qualifications.

The continuing education program consists of the
following types of training:

¢ In-service training: for teachers in the present
service and for those who will be promoted to
a higher level

e Training for “key" teachers: targeted at promising
middle-aged teachers and those pioneering teach-
ers who excel in their own subject, and at teach-
ers who wish to pursue more advanced degrees

e Training for new teachers in ficld practice: to
enable new teachers to adapt to the teaching




5 / TEACHER TRAINING AND PROFESSIONAL DEVELOPMENT IN CHINA 73

work; includes training for theory of teaching
and methodology

The task of continuing education for secondary
and primary school teachers is: to improve teachers’
level of theory and their teaching abilities and to pro-
duce a quantity of “key” and pioneering teachers, some
of whom will be trained as specialists in teaching and
education, in order to foster secondary and primary
school teaching contingents with correct needs and high
standards of quality and morality

Under the guidance of the State Education Com-
mission, the municipalities and provinces of Beijing,
Shanghai, Tianjin, Liaoning, Jilin, Sichuan, Zhejiang,
Hunan, Jiangsu, Heilongjiang, Hubei, and Shandong
have conducted research into and initiated the practice
of a continuing education program, particularly in terms
of policy, contents, approaches, and institutional sys-
tems. These efforts have initially paid off.

In Shanghai, for instance, achievements in terms
of policy, content, and approaches to teacher training
can be characterized by measures stipulated by the
municipal government under the Regutations on Train-
ing for Secondary and Primary School Teachers, issued
in December 1989. These include:

1. Teachers with elementary and intermediate lev-
els of academic qualifications should participate
in at least 540 hours of training every five years
(in any case, they must participate in no less
than 240 hours of training every five years), 300
hours of which are earmarked for research on
special topics.

2. Outcomes of training and resulting certificates of
qualification will be the basis on which to judge
performance in teaching, evaluation of teaching
titles, salary increases, and selection for award
presentation.

3. Continuing education will consist of five suit-
able, appropriate, practical, and scientific sub-
jects: (1) training for accomplishment; (2) edu-
cational theory; (3) research on teaching
practices; (4) training for teaching approaches
and skills; and (5) scientific research.

4, Responsibilities, requirements, and standards for
teachers’ colleges, training centers, and
advanced schools for teachers will be defined.

5. Responsibilities and requirements for secondary
and primary school administrators at different
levels will be defined.

6. Rules and regulations for the quality a~d scien-
tific administration of training will be defined.

7. Special funds for secondary .nd primary schools
will be provided.

Contents of the Continuing Education Program

"Rules for Designing Curriculum

Based on scientific principles, the curriculum guide
should be based on educational philosophy and theo-
ries, psychology, pedagogy, and sociology. The cur-
riculum should also meet the needs of in-service teach-
ers at different levels, as well as those who are at the
same level but who have different needs. In Shanghai,
for example, the curriculum guide has been designed
with the following considerations in mind:

1. Teachers who, because of specific needs, are
shifted from their own subjects to the teaching of
others, or of several other subjects, are required
to have the capacity to teach muitiple subjects.

2. To satisfy the need of producing teaching con-
tingents in echelon formation, backbone teach-
ers must receive further training. Some teachers
should be promoted to higher posts, and trained
to the requirements of higher levels.

3. The need for secondary and primary school
teaching material reform requires updating edu-
cational theory, approaches and skills, and
teachers’ professional knowledge.

4. Due to a number of historical and social reasons,
some teachers are in possession of academic titles
but without the practical abilities to match them.

5. Based on the characteristics of teaching work
and the need for educational development, con-
tinuing education programs should include new
contents and an emphasis on the development
of practical teaching and research ability, while
at the same time recognizing the need for
research on knowledge structure through con-
sideration of past experiences, future possibili-
ties, and present needs. These are the reasons
why, on the basis of the present situation in edu-
cation, teaching contingents, and individual
teachers, the development of teaching materials
is geared to the needs of secondary and prima-
ry school teachers, absorbing fresh ideas from
educational development and reform.

6. Training curricula should be implemented on a
regular basis that is systematic, scientific, practi-
cal, and able to stand the test of time.

The Characteristics of the Curricuium

The curriculum for the continuing education program
has the following characteristics.
Synthetic qualities: Continuing education is life-long
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education for teachers, integrating moral education into
the capabilities of teaching and research. Training for
accomplishments, educational theory, teaching for pro-
fessional knowledge and skills, and educational research
are the four different subjects that represent different but,
on the whole, interrelated aspects of education.

Diversification: The development of the curriculum
is aimed not only at the improvement of society and the
achievements of educational and scientific research, but
also at different interests, attitudes, capabilities, and per-
sonalities inherent in different teachers. Therefore, diver-
sified subjects are made available for teachers’ choice.

Problem-solving: In-service training is practice-ori-
ented. On the basis of the problems existing in society
and in education, we carefully identify the experiences,
relevant problems, theories, and results of teaching that
are integrated into the curriculum, and present them to
teachers as a way of problem-solving. Courses in the
curriculum include, for instance, Psychological Research
on Secondary and Primary School Students, Formation
and Development of Children’s Morality, Difficult Prob-
lems in Teaching Materials, and Research on Illegal and
Criminal Offenses of Secondary School Students. These
courses are closely related with teaching and there is no
mistaking what the curriculum is aimed at. By using a
scientific approach, they also enable teachers to sum-
marize experiences, discuss questions, and develop cre-
ative and cognitive abilities.

Microteaching: This was introduced to teacher

training colleges and normal schools in China in the
mid-1980s, as a scaled-down practice teaching situation
in which the teacher can concentrate on one specific
training skill and receive a.great deal of feedback on his
or her performance. Microteaching is now used widely
as a component of teacher education and training pro-
grams. Continuing education in Shanghai includes
30-60 hours of microteaching exercises as a practice set-
ting for teachers to improve their teaching.

New curricula: New courses originate in the con-
text of successful and informed international experience
that matches the objectives and characteristics of the
continuing education program. Courses in the curricu-
lum include Information Technology, Problerms in Pres-
ent International Relationships, Comparative Research
on Education Inside and Outside China, Population
Research, and Environmental Education. These subjects
are both systematically theoretical and practically oper-
ative in social investigations and in educational practice.

Developing curricula: The contents of the cur-
riculum are developed in an upward spiral, in accor-
dance with the needs of teachers at different levels. The
contents of individual subjects will also be developed—
in accordance with changes in teaching and improve-
ment of teachers—with a view to higher levels of under-
standing and greater scientific and social values.

Flexibility: In accordance with the characteristics
of continuing education, and the increasing future
requirements for teachers, the curriculum of continuing
education in Shanghai consists of two categories: regu-
la. ‘zed training courses that encompass all the above-
mentioned characteristics and irregularized training
courses that are very flexible. These last include the fol-
lowing special attributes:

1. Individual achievements in educational reform
and research in local areas will be used as spe-
cial subjects in continuing education and will be,
on the one hand, subjected to scholarly and the-
oretical evaluation to improve the quality of
educational research and, on the other hand,
disseminated into educational practice in order
to deepen educational reform. The conception
of the process is that as individual, local etforts
begin to result in an ideal standard of achieve-
ment, they will be accordingly documented and
the documentation will be integrated into the
regular curriculum of continuing education for
teachers everywhere in the municipality. Course
names for documented success stories like these
might be, for example, Education for Happiness
in No. 1 Primary School Affiliated to No. 1 Nor-
mal School; Education for Success in Zhabei No.
8 Secondary School; or Gu Lengyuan'’s Experi-
ences in Educational Reform in Qingpu Sec-
ondary School.

2. The availability of Emergency Training for the
dissemination of new teaching materials. Emer-
gency Training usually focuses on some new
teaching skills or knowledge that teachers may
feel is difficult to deal with. Teachers are
required to go to special classes to receive short-
term training, which normally takes three to ten
days. This includes training for how to use
teaching materials, how to teach selective cours-
es, and how to organize activities in classes.

3. Training of “key” teachers, based on specific
characteristics of different regions and on their
specific requirements for training. This type of
training includes a master-degree course with a
major in educational theory and approaches;
workshops on specific topics, with an emphasis
on subjects relevant to those topics; a tutoring
system utilizing highly qualified and proficient,
experienced teachers as supetvisors; and long-
term follow-up training.

4. Availability of material supplementary to stan-
dard teaching materials in the regularized train-
ing courses, adapted to the different character-
istics of trainees and to different regions in order
to better accommodate individual needs.
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Training Approaches

The principles involved in developing training
approaches are:

1. Educative: Tt is an obligation for training agen-
cies to initiate trainees’ interest in learning and
to enable them to see the need for improvement
by creating a satisfactory and stimulating envi-
ronment for training. It is also an obligation to
help trainees develop correct attitudes toward
training, such as always reaching for the ideal,
actively participating in training, and working
diligently.

2. Democratic: Training agencies must create free
and democratic environments for trainers and
trainees alike; initiate .trainees into free
exchanges; and create new ideas among them-
selves. In communications between trainers and
trainees, problems should be openly aired and
then analyzed, synthesized, and, finally, solved.

3. Voluntary. Training agencies must emphasize
voluntary learning. In the course of training,
trainees’ abilities to teach themselves, to
observe, to think, and to operate, can be
strengthened by allowing them to experience
the whole process of knowledge-seeking, so
that they will become more creative—forming
educational ideas and concepts of their own—
and also more confident. Trainees must also be
allowed to fully express and reveal themselves,
in a variety of ways and under different circum-
stances, in order for them to satisfy their need
for self-respect and achievement, and to be fully
initiated into their learning.

4. Comprebensive: Trainers should be proficient at
combining all the relevant factors in the training
program that are beneficial to the development
of trainees’ abilities and awareness, with the aim
of helping trainees reach their full potential.
Training should also be combined with research
work, to more actively involve both the intelli-
gence and the creative abilities of trainees.
Rather than providing training in teaching skills
only, they will thus be equipped with a depth of
knowledge on scientifi. theory, applicable to the
various situations in education and teaching to
which they will be exposed. In addition, train-
ing agencies should make full use of all facilities
for integrated education, such as libraries and
other sources of literature, audiovisual centers,
and different kinds of labs. Finally, trainers
should attempt to integrate research results with
training in various ways, in order to encourage
trainees to go beyond the limits of their respec-

tive specializations. The integration of new and
relevant knowledge with their own specializa-
tion will promote higher quality training and
also stirnulate trainees to use their initiative, to
gain enthusiasm for learning, to enrich their
knowledge, and to strengthen their skills at
adapting to diverse situations.

5. Practical: Trainers should encourage trainees,
through the use of pedagogical theories and of
psychology, to practice curriculum guidance and
educational reform on a trial basis. They should
also be encouraged to create new teaching
approaches that can be used flexibly in practice.
The combination of theory and practice is the
ideal result of training. Operational skills that
help trainees to improve their teaching, and
enable them to develop their own teaching aids,
should also be encouraged. Trainees should, in
addition, receive instructions on how to conduct
outside class activities for their students. It is dif-
ficult for many trainees to break teaching habits
and to change conventional ideas that have
become embedded during the past. New prac-
tice and training will enable them to construct
beneficial comparisons and to make synthetic
analyses. Trainees should also be provided with
opportunities for scientific research on education
in combination with their training, which can
further the objectives and the quality of training.
Finally, educational practice should be conduct-
ed under realistic circumstances.

Advanced Classes for Research

These classes are aimed at key teachers. In Shanghai,
for example, training approaches are divided as follows:
240 hours for training on systematic theories, and 300
hours for research on specific topics, some of which are
put forward by the trainers themselves, with the remain-
der either identified by researchers or constituting top-
ics for scientific research. Trainees carry out research
either in groups or individually, combining theories they
have learned in the course of their teaching practice.
Eachy group or individual has a supervisor for theoreti-
cal guidance. In the case of master-degree courses on
pedagogical theory and teaching approaches, for exam-
ple, students will be guided for topic research or ess. y
writing by senior-level teachers or by tutors identified
from higher institutions, colleges for advanced study,
secondary schools, or the departments of educational
administration. These persons are highly experienced
and highly qualified in both the theory and practice of
education. One popular method of key teacher training,
known as “Three Periods of Training,” encompasses the
following: theoretical learning, teaching practice, and
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topic research. Of these three “periods,” the last two are
conducted under the guidance of tutors—one-on-one,
with one tutor for several students, or with several tutors
for several students. After a period in which students
attend classes and write essays that are evaluated by
their senior-level teacher or tutor, there follows a peri-
od of practice and research. After several cycles like this
of classroom work, practice, and research, the trainees
will have made a leap forward both in theory and in
practice, also making rapid progress in their develop-
ment. Advanced Research Classes have the following
characteristics:

e  Clear standards for training, systematic guidelines,
topic research with particular values, ease of com-
munication between trainers and trainees, and
mutual benefits for teaching and learning. With

. the tutors’ assistance, -the students, primarily
through teaching themselves, can sort out, ana-
lyze, and digest what they have learned, which
then helps them to foresee the need for and to
create new ideas on education in the future, using
correct concepts of science and correct values.

¢ The training is combined with research on
teaching and education. Learning and research
are conducted simultaneously and are guided by
theory. The research deepens the theory, pro-
duces key teachers, and greatly promotes reform
and the quality of teaching and education in sec-
ondary and primary schools.

The above are examples of the approaches used
in continuing teacher education that emphasize discus-
sion, use of questionnaires, and investigation supervised
by trainers acting as organizers for communications.
This type of training helps trainers and trainees gain
valuable experiences in the following ways:

B

1. It reveals the rules by systematizing and regu-
larizing the knowledge of trainees, and raises
their experiences to the level of theory.

2. It emphasizes exemplary roles, which include
the trainer’s exemplary role in maintaining a
meticulous attitude toward scholarship, pro-
found knowledge, and creative ability. Also
included is the exemplary role of links and
approaches to teaching and learning.

3. It strengthens training for thinking. In building
strong capabilities, rich imaginations, and the
ability to think abstractly, trainees are guided
to discover the rules themselves, and are
trained to draw inferences from various cases.
Training in proficiency at making comparisons
encourages them to deepen their thinking and
their undersianding of the world. By fostering

trainees’ analytical ability (creating puzzi. and
problems for the trainees to solve), trainers
guide them to become involved in active
thinking.

4. The trainers have an overall understanding of the
trainees and divide them into different groups for
discussions, based on their different personalities.

5. The trainers make a careful curriculum guide
and stimulate trainees to take the initiative on
research questions by using various teaching
aids and teaching media.

6. The trainers make significant efforts to stimulate
and encourage trainees’ creativity.

Cooperative Teaching

In addition to full-time trainers, the continuing educa-
tion program also involves audiovisual personnel, librar-
ians, highly qualified secondary and primary school
teachers, and specialists from higher institutions in its
courses. These part-time trainers participate in cooper-
ative teaching with their full-time trainer colleagues,
based on course and training requirements. Another
facet of cooperative teaching involves trainees them-
selves in teaching classes on special topics. This expe-
rience enables them, on the one hand, to give full play
to their special knowledge and talents and, on the other
hand, to stimulate communication, cooperation, and
mutual understanding with their trainers.

Practical Classroom Teaching Experience

Following their research and training activities, trainees
are invited to observe, evaluate, and participate in teach-
ing activities in classrooms where the teaching is con-
ducted either by the trainers or by the trainees. Empha-
sis is placed on the most common problems faced by
trainees, so that the objectives and aims of teaching
become clearer and more operative. In Shanghai, for
example, teacher training in continuing education has
involved many classroom hours of this type. Practical
classroom expetience has become one of the most
important training approaches there, and its effects have
been significant. For example, one trainer who teaches
the course, Aesthetics Education in Chinese Language
Teaching and Initial Research on Psychology in Compo-
sition Writing asked his trainees to give demonstration
classes in a secondary school and then to make a theo-
retical analysis and evaluation of them, according to
what they have learned. In another example, three train-
ers who teach, respectively, Logic in Maths, Mathemat-
ics Methodology, and Psychology in Maths jointly
designed a class and made an analysis of it from differ-
ent points of view. It is the common understanding of
trainers like these that practices of this type represent a
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high level of teaching and learning activities, and a level
never experienced before, which not only consolidates
trainees’ knowledge but also promotes the work of
teaching and research in secondary and primary schools.

Audiovisual Lessons

Long-distance or correspondence education has
become one of the forms of continuing education, and
audiovisual aids play a part in transmitting training. In
addition, microteaching is often employed in training
new and younger teachers. In this case, a seg:nent of
a trainer's teaching is shot with a video camera, and
comparisons and analysis are conducted with them.
These types of activities also help trainers to quickly
improve their teaching skills. Continuing education
programs also utilize audiovisual aids in classroom
teaching. These aids break through the limit of time
and space in classroom teaching, enabling trainees to
receive more information and to gain a greater effect
from training.

Conclusions

Under the leadership of the State Education Commis-
sion, and based on local conditions, all provinces and
municipalities concerned have respectively worked out
near-, medium-, and long-term programs of their own
for continuing education, and integrated them into the
long-term and annual education plans of local regions.

These programs refer not only to schools but to school
personnel as well. Administrative files for continuing
education have been established. In accordance with
the characteristics of teachers, and of their work in dif-
ferent areas, continuing education will be conducted in
a variety of ways, including group training, one-on-one
instruction, correspondence education, and self-teach-
ing. To combine this training with secondary and pri-
mary school teacher training, we have taken the fol-
lowing definitive measures:

1. To establish networks at four different levels:
provincial, municipal, county, and the level of
secondary and primary schools themselves. Sec-
ondary and primary schools act as training sites
for teachers.

2. The trainers in teachers’ colleges for advanced
studies are composed of full-time and part-time
teachers. Most of the part-time teachers are
those who are highly qualified and highly rec-
ommended from: their secondary and primary

.+ schools.

3. To establish a system whereby trainees from col-
leges conduct investigation, research, and teach-
ing in secondary and primary schools, with the
aim of enriching the training in their colleges of
origin through these experiences.

4. To closely combine training with teaching and
research in secondary and primary schools.
These two can be mutually beneficial.
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Appendix 5-A

AN OVERVIEW OF EDUCATIONAL REFORM
CONDUCTED IN SHORT-CYCLE TEACHERS
COLLEGES IN FUJIAN PROVINCE

In accordance with the Ten-Year Plan for Implementing
Compulsory Education at the junior secondary level
(grades 7-9), iotal enrollment in junior secondary schools
will reach its peak in the years 1996-1997. To meet the
demand for junior secondary teachers, total enrollment
in Fujian’s short-cycle teachers colleges will reach 11,000
by 1995. A large proportion of the province’s population
is concentrated in the coastal areas, giving rise to a large
gap between the supply and demand of junior secondary
teachers, owing to the smaller capacity of the Short-Cycle
Teachers Colleges (SCTCs) located in these areas. In view
of this fact, during the Eighth Five-year Plan period
(1991-1995), the provincial government intends to solve
this problem by keeping the distribution of tertiary
teacher training institutions (including SCTCs and four-
year teachers colleges) basically unchanged, properly
expanding the capacity (total enrollment) of existing
SCTCs and their service areas, and channeling part of the
graduates from SCTCs located in mountainous areas to
coastal areas, so as to make teacher training more cost-
effective. At the same time, reforms will be carried out in
the areas examined in the following sections.

Qualifications of Graduates
Examined and Readjusted

Teacher training conducted by SCTCs is characterized by
the following features: (1) It pertains to short-cycle high-
er education and (2) it serves local junior secondary
schools. The main task of SCTCs is the preparation of
junior secondary teachers and it directly serves the needs
of the implementation of nine-year compulsory school-
ing. The aims and objectives of SCTCs are embodied in
the clearly defined qualifications of its graduates. In
order to do a good job of teacher training in the SCTCs,
it is imperative first of all to properly define the training
objectives and qualifications of SCTC graduates in the
light of the needs of developing junior secondary edu-
cation and of the actual needs of teachers’ jobs. It must
be pointed out that the moral integrity of teachers and
their exemplary role can never be overemphasized.

As a preliminary step to overhauling and readjust-
ing the current qualifications of the graduates of SCTCs,
we have made inquiries into the work and performance
of a large number of SCTC graduates by follow-up stud-

jies conducted during the past few years. Our findings
indicate that the preparation of teachers should not be
focused on academic qualifications only, and it is high-
ly desirable to train multipurpose teachers who are will-
ing to stay in the countryside, and who are able to teach
academic subjects and to assume the duty of head-
teacher of a class, as well as to teach some courses on
manual labor and technology—that is, a composite-type
teacher should be trained instead of the tradition-type
teacher who can only teach academic subjects. In order
to realize these goals, we have started a pilot project in
Nanping Short-Cycle Teacher College, located in the
northern part of Fujian Province. Our studies will be
conducted over a period of three years, extending from
August 1993 to September 1996, and we have the fol-
lowing goals in mind.

Theoretically, we would like to explore proper
ways to adjust the orientation of SCTCs in northern
Fujian in the context of developing a socialist market
economy by focusing on the preparation of qualified
junior secondary teachers, so that we may provide a
sound basis for policy making in the field of staff devel-
opment in rural junior secondary schools, as well as in
the SCTCs themselves.

As regards the educational practices prevailing in
SCTCs, we would like to see that our studies on the prop-
er qualifications of SCTC graduates could yield useful
results that would help deepen educational reform and
teaching in SCTCs by formulating a new set of criteria on
qualifications and a new knowledge structure adapted to
the needs of future junior secondary teachers. Our stud-
ies also deal with ways to speed up the preparation of
junior secondary teachers. It is expected that our findings
may help produce a valid pattern: for running all SCTCs
in Fujian Province, and a set of qualification standards for
all programs (specializations) provided in SCTCs.

According to our research plan, the following
research reports on specific themes will be produced:
(1) a report on the demand for junior secondary teach-
ers in northern Fujian and an analysis of the quality of
SCTC graduates; (2) a proposal on the training qualifi-
cations of SCTCs in the northern niountainous areas of
Fujian 2nd guidelines on curriculum design; (3) sug-
gestions on course offerings in Nanping Short-Cycle
Teachers College, and ways of implementing educa-
tional programs combining obligatory and elective
-courses and combining a major and a minor; and (4) a
general report on studies of training qualifications in
SCTCs in northern Fujian.
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Improvements of the Structure of Educational
Programs Provided in SCTCs

Currently, there are 12 subject areas, with 81 programs,
provided at short-cycle level in all tertiary teacher train-
ing institutions (mainly SCTCs), of which 11 are three-
year programs and 70 are two-year programs. There are
some inconsistencies in the distribution of these pro-
grams, giving rise to imbalances in the supply and
demand of graduates, with oversupply in some pro-
grams and shortages in the others. The current situation
is this: English teachers are in extreme shortage, fol-
lowed by teachers of Chinese and music and fine arts
(especially in rural schools); the supply and demand of
teachers of mathematics, biology, and geography are
basically balanced; teachers of political education and
history are a little in oversupply; and teachers of chem-
istry are seriously oversupplied, followed by teachers of
physics and physical education. These problems have
arisen partly out of our inadequate awareness of the
importance of supplying rural junior secondary schools
with teachers capable of teaching in a major subject area
as well as in several minor areas, in response to the
needs of local economic development, and partly out of
our insufficient efforts in this direction.

During the current period of the Eighth Five-Year
Plan, we will endeavor to close the gap between sup-
ply and demand of graduates by readjusting our recruit-

ment plan in accordance with future demand, by further

improving the distribution of educational programs, and
by improving the structure of subject areas and the
duration of study, so that we may be able to prepare a
quantitatively adequate and qualitatively improved sup-
ply of SCTC graduates to meet the needs of new teach-
ers in the peak years (1996-1997) of development of
junior secondary education. Specifically, the following
measures are to be taken:

1. Chinese, Mathematics, and English are the three
main subjects taught in junior secondary
schools, and there are now 29 programs for
them in the whole province, with an annual
intake of new entrants of over 2,G.9. Their dura-
tion of study will be kept unchanged at two
years for the time being.

2. There are eight SCTCs, all providing two-year
programs of political education and history. We
plan to merge them into an integrated program
of political education and history and to prolong
the duration of study from two to three years,
and to cancel five single-subject programs. The
annual intake of new entrants will be kept at
about 800.

3. There are eight SCTCs, all providing separate
programs for biology and chemistry. We intend

to merge them into an integrated program of
biology and chemistry, and prolong the duration
of study to three years. Thus, the number of pro-
grams will be reduced by four, and the annual
intake of new entrants will be kept at about 400.

4. The program of physical education in Longyan
Short-Cycle Teachers College and the program
of chemistry in Fujian Short-Cycle Teachers Col-
lege will be canceled. The annual intake of new
entrants for each of these subjects will be kept
at about 200 for the whole province.

5. In all SCTCs offering separate two-year pro-
grams of physics and chemistry, new integrated
programs combining one major and one minor
will take their place, with concomitant length-
ening of the duration of study to three years.

6. In view of the fact that there is a large demand
for arts teachers by junior secondary schools,
and that the training of music and fine arts
teachers is time-consuming and painstaking, we
have already prolonged the duration of study of
the music and fine arts programs provided by
Jimei Short-Cycle Teachers College to three years
and increased the annual intake of new entrants
of these two programs to over 120. At the same
time, teacher training classes for training teach-
ers of music and fine arts have been instituted
in other specialized colleges of arts.

Thus, through a process of readjustment of the-
structural pattern of educational programs provided by
SCTCs, the total number of SCTC-level programs will
be 70 (18 three-year programs and 52 two-year pro-
grams), which is a reduction of 11 compared with the
old pattern, resulting in a more rational distribution of
programs. By 1995, the total intake of SCTC new
entrants will reach 5,500. We expect that the new
arrangement will be better adapted to the needs of
junior secondary teachers arising from the rapid expan-
sion of junior secondary education, both quantitatively
and qualitatively. :

Reform of Curricular Content and
Teaching Methods

After the readjustment of the structural pattern of the
educational programs, a new round of curriculum
development is now in progress, involving revisions of
teaching plans and syllabuses, and rewriting of text-
books. As a preliminary step, teachers of the relevant
programs (specializations) are asked to make in-depth
study of the demands on the quantity and quality of
junior secondary teachers set forth by the service areas
concerned. In the case that a new program involves a
major and a minor, effort has to be made to gradually
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develop scientifically sound new curriculum. In the case
that a new program involves two subject areas of equal
weight (so-called dual-subject program or specializa-
tion), it is imperative to enable students enrolled in
these programs to be able to teach two subjects on
graduation, with knowledge and skills commensurate
with SCTC qualifications.

A priority area of reform of curricular content is to
increase the relevance of subject matter taught, with
proper attention paid to local features. Another area of
reform is the provision of electives in the curriculum,
helping SCTC students to be better adapted to the needs
of economic development in the rural areas. Continued
efforts to improve educational practice will be made,
with concomitant reform. Mastery of basic skills will be
stressed, and, accordingly, new criteria on the standards
of handwriting involving the use of brushes, pens, and
chalk, and new criteria on the standards of the mastery
of Putonghua (commonspeech) will be formulated and
enforced. Effort will also be made to enhance abilities
in organization and management.

Another area of reform consists of the organiza-
tion of various kinds of social practice involving exten-
sive participation of students, such as the organization
of investigative surveys of basic education, especially
the situation of junior secondary education in the coun-
tryside, and participating in the educational reform con-
ducted in junior secondary schools.

Teaching Staff Development to Be Strengthened

At present, looking at the teaching staff working in all
SCTCs in the province in its entirety, it must be admit-
ted that their qualifications are far from being adequate
to satisfy the requirements of the reform and develop-
ment of tertiary teacher training, and to meet the needs
of basic education for supplying junior secondary
schools with teachers both socialist-minded and pro-
fessionally competent. The main issues are as follows:

1. Low percentage of teachers with higher acade-
mic standings—among the full-time teachers,
only 11 percent are of professorial standing—dis-
tributed highly unevenly among different subject
areas.

2. Abnormal age structure of the teaching staff;
consequently, in some institutions, when the
senior staff in certain fields reach retirement age,
there may be no younger qualified staff to suc-
ceed them. Even now, there are some subject
areas that suffer from the lack of qualified core
members and leaders of scholarly pursuits.

3. A portion of teachers lack experience in social
practice and are not highly motivated in their
work.

4, A portion of young teachers do not have a solid
foundation in their training, yet do not pay due
attention to the study of pedagogical theory
and methods of teaching and the improvement
of other essential skills. Furthermore, they
know very little about the reform and devel-
opment of basic education and vocational-tech-
nical education.

During the period of the Eighth Five-Year Plan, the
main goals and tasks of staff development in the Short-
Cycle Teachers Colleges are as follows:

1. Great effort should be exerted to enhance the
ideological and political consciousness and
moral integrity of teachers, to significantly
improve their competencies in education and
teaching, to develop their ability in conducting
research work, and to improve their profes-
sional ethics. Teachers 35 years of age and
younger are required to undergo job-related
training and to take part in social practice.

2. A variety of in-service training activities are to be
organized and a network of in-service training
of the teaching staff of tertiary teacher training
institutions is to be gradually built up and per-
fected. It has been decided that teachers under
40 years of age should systematically take part
in the study of the main graduate-level courses,
so that they may reach the level of the comple-
tion of master-degree programs. Even the core
members of the staff and leaders of scholarly
pursuits are required to take part in more
advanced forms of training congruent and com-
mensurate with their qualifications.

3. Steps should be taken to gradually raise the
proportion of full-time staff with senior stand-
ing, up to the level of 20 percent. It is highly
desirable to have more full professors under
the age of 50, and more associate professors
under the age of 40.

4. Consistent effort should be made to raise the
proportion of teachers with graduate training
and advanced degrees. It is especially important
to insist that, among full-time teachers newly
recruited, the proportion with advanced degrees
should increase year by year.

5. Management of teaching staff is to be gradual-
ly institutionalized in accordance with carefully
formulated norms and standards. A self-con-
tained system for the management of SCTC
teaching staff should be instituted concerning
their recruitment, appointment, promotion,
evaluation, in-service training, and reward and
sanction.
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To Reform the Recruitment of New Entrants by utations in terms of teaching quality), recruit-

ing their students from the graduates of junior

We deem it feasible and desirable to take the following
measures:

Prospective students wili be recruited chiefly
from target service areas in the light of fore-
casted future needs for junior secondary teach-
ers, and the graduates will accordingly be
returned to these areas for job placement. To
realize this goal, the plan for student sources
will be drawn up accordingly, with planned
recruitment figures allocated to counties (dis-
tricts) pertaining to the service areas of the

secondary schools in minority areas and outly-
ing, insular, and secluded mountainous areas—
recruits who are willing to dedicate themselves
to the cause of education; graduates of these
preparatory classes will be admitted by tertiary
teacher training institutions, so that in future,
rural secondary schools will be able to employ
a certain number of higher quality new teach-
ers.

In recruiting students for SCTCs, proper atten-
tion will be paid to the appraisal of their apti-
tude for education and teaching.

SCTC in question.
2. Preparatory classes for entry to tertiary teacher
training institutions will be set up in part of the

(The report in this appendix was prepared by the Divi-
sion of Teacher Education, Fujian Provincial Commis-
sion for Education.)

Raising the Quality of Potential New Recruits
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Appendix 5-B

THREE-YEAR NORMAL SCHOOL TEACHING
SCHEME (FOR TRIAL IMPLEMENTATION)
PROMULGATED BY THE STATE EDUCATION
COMMISSION ON JUNE 21, 1989

Normal schools (secondary teacher training institutions)
are specialized secondary schools devoted to the train-
ing of primary school teachers.

The three-year normal schools should adhere to the
Four Cardinal Principles (“We must keep to the socialist
road; we must uphold the dictatorship of the proletariat;
we must uphold the leadership of the Communist Party;
we must uphold Marxism-Leninism and Mao Zedong
thought.”) and make positive efforts to cater to the needs
of socialist inodernization, and they should be able to
prepare qualified primary school teachers with the fol-
lowing traits and qualifications: to ardently love the social-
ist motherland; to ardently love the Communist Party of
China; to ardently love the undertaking of primary edu-
cation, equipped with the rudiments of Marxist tenets and
basic viewpoints; to possess good public virtues and
teachers’ professional ethics, and be willing to work under
arduous conditions and to work realistically and innova-
tively, equipped with the knowledge, skills, and compe-
tencies needed in primary school educction and teaching;
to understand the basic laws governing school education
and teaching; to be equipped with some ability of aes-
thetic appreciation; to possess rudimentary knowicdge
and skills related to productive labor; to have good habits
of personal hygiene; and to be physically fit.

General Principles for Formulating the
Three-year Normal School Teaching Scheme

1. The courses (subjects) provided in normal
schools, and their content, and other education-
al and teaching activities conducted by normal
schools are regulated in the light of the needs of
socialist modernization and the implementation
of nine-year compulsory schooling.

2. The principle of combining unity with flexibility
is to be adhered to in view of the fact that China
is a vast country with large regional disparities in
economic and cultural development. The state
sets forth unified basic requirements on teaching
in normal schools, and the educational depart-
ments of provincial (autonomous regional, and
municipal) governments are authorized to decide
on the curricular content of local normal schools
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and to draw up corresponding teaching plans in
accordance with the basic requirements sert forth
by the state and in the light of the needs of local
economic and cultural development, especially
the needs arising from the implementation of
nine-year compulsory education.

In accordance with the characteristics and regu-
larities of normal school education, teaching
should follow the following guidelines: Class-
room teaching should assume a central place;
proper integration of obligatory courses with
electives, of classroom teaching with extracurric-
ular activities, and of school education with social
practice should be present; consequently, oblig-
atory courses, electives, extracurricular activities,
and social practice, together, should constitute an
organic whole of the educational and teaching
activities in a normal school.

In the light of the requirements for preparing
primary school teachers and of the specific fea-
tures of normal school students, it is imperative
to strengthen the work of ideological education
in normal schools, and effort should be made
to conduct ideological and political education
in all kinds of teaching activities, and to foster
moral integrity (especially teachers’ virtues) and
good psychological traits in the students.
Teachers are required to play an exemplary
role in both moral education and teaching, to
educate students to adhere to the Four Cardi-

.nal Principles, and to wage struggle against

beurgeois liberalization, so that the students
may become well-prepared primary teachers,
having lofty ideals, moral integrity, a good gen-
eral education, and a sense of discipline, and
be capable of fulfilling a citizen's duties and of
having good professional ethics and psycho-
logical traits.

The arrangement of the academic courses, pro-
fessional courses, arts and physical education
courses, and educational practice should be
made in the light of the needs of the preservice
education of primary teachers, and be placed on
a sound scientific basis. It is imperative to imple-
ment the principle of integrating theory with
practice, to reinforce all links of practical train-
ing, and to pay attention to the formation of
skills and competencies, so that the students
may acquire solid knowledge of academic sub-
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jects and the skills and competencies indispens-
able for a primary school teacher, especially for
teachers working in rural schools.

6. Education and teaching conducted in normal
schools should be carried out with due consid-
eration of the traits of the physical and mental
development of students, as well as of the indi-
vidual differences among students. Efforts should
be made to foster extensive interests among stu-
dents and to develop their gifts and aptitudes, so
that the students may develop in a way that is
lively, vigorous, active, and comprehensive.

Content of the Three-year
Normal School Teaching Scheme

The entire course lasts 156 weeks, and the time is dis-
tributed as follows: teaching activities, approximately
107 weeks; teaching practicum, approximately 10
weeks; summer and winter vacations, approximately 36
weeks; reserve time used for social activities and other
collective activities, with an educational implication,
approximately 3 weeks. Both obligatory and elective
courses are offered in normal schools.

Course Offerings—Obligatory Courses

Obligatory courses constitute the main body of the
teaching activities of normal schools, being the main
channels for providing the moral, intellectual, and phys-
ical education of students, and for conducting the pre-
service training of primary teachers.

The obligatory courses include courses on ideo-
logical and political education, general education, edu-
cational theory, arts and physical education, and man-
ual labor and technology. The courses on ideclogical
and political education carry the responsibility of edu-
cating the students in the rudiments of Marxism, in the
importance of adhering to the Four Cardinal Principles;
in the policy of reform and opening up to the outside
world; in patriotism, socialism, moral integrity (espe-
cially teachers’ professional ethics, or virtues), civics,
democracy and legality, independence, initiative, hard
work, and arduous struggle; and in waging struggle
against bourgeois liberalization. The academic or gen-
eral education courses are conducted on the basis of
junior secondary schools, and they are required to pro-
vide the students with the knowledge and skills, and
other competencies, needed for teaching in primary
schools, including training in Putonghua and in hand-
writing. Courses cn educational or pedagogical theories,
and on teaching materials and methods, should be
taught in the light of the actual neéds of primary school
teaching, focusing on fundamentals of educational the-
ory, on scientific methods of education and teaching,

and on the fostering of practical ability. Courses on arts
and physical education should strengthen training in the
basic knowledge and skills indispensable for teaching
in primary schools, help cultivate aesthetic appreciation,
and build a strong physique. Courses on manual labor
and technology should be instrumental in fostering
respect for manual labor and in providing students with
the knowledge and skills needed in teaching subjects
on productive labor in primary schools, and efforts
should be made to enable the students to acquire cer-
tain skills and to foster good habits of labor.

All categories of courses should endeavor to
impart knowledge with a local color and flavor. Normal
schools mainly preparing teachers working in rural pri-
mary schools should pay much attention to awareness
of issues related to the realization of modernization in
the countryside, and related to material, cultural, and
ethical progress in the countryside. Table B-1 provides
a list of obligatory courses and the approximate teach-
ing hours required for them.

Course Offerings—Elective Courses

The electives constitute an integral part of the teaching
activities conducted in normal schools, and one of great
significance. Some electives are offered in response to
local needs related to economic and cultural develop-
ment, and some are conceived with a view to widening
the scope of students’ knowledge and to developing
their interests and aptitudes. These courses play a use-
ful role in enhancing the competence of students in
teaching, especially the ability to teach a variety of sub-
jects in primary schools.

Electives usually include courses on general knowl-
edge and culture, teaching materials and methods related
to primary school subjects, arts, physical education and
sports, vocational-technical education with a bearing on
local economic development, and so forth. The content
of electives embodies the actual needs of education and
teaching in primary schools and reflects specific features
of local history, geography, and culture, as well as of eco-
nomic development. Total hours allocated to electives
should account for 7-15 percent of the total teaching
hours of three-year normal school teaching plans (about
250 to 540 hours).

The electives provided by individual normal schools
in various localities should be determined in the light of
available teachers and facilities and based on the condi-
tion that teaching of obligatory courses must be guaran-
teed. Teachers should assist their students in making prop-
er choices of electives in light of the anticipated needs of
teaching a variety of subjects on graduation, and in light
of their personal interests and aptitudes. Electives of indi-
vidual students should be distributed over all categories
of courses, with at least one elective for each category.
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TABLE B-1

List of Obligatory Courses and Approximate Teaching Hours

Courses Hours (approximate)
Ideology and Politics o190
Chinese (including teaching materials and methods in primary schools) 570
Mathematics (including teaching materials and methods in primary schools) 420
Physics 170
Chemistry - 130
Biology (including child physiology and hygiene) 130
History 130
Geography 130
Primary School Psychology 100
Primary School Pedagogy 130
Physical Education 190
Music 190
Fine Arts 190
Manual Labor and Technology 150

Educational Praxis

Educational praxis covers praxis (practices) related to
ideological education, teaching and learning of acade-
mic subjects, and pedagogical theories offered in nor-
mal schools. It is an indispensable link in the preservice
education of primary teachers, and is instrumental in
helping students to familiarize themselves with primary
education and primary school pupils and in developing
a love for their career and fostering their competence;
it also plays a special role in helping them to master the
rudiments of scientific methods of education and teach-
ing as applied in primary schools.

Educational praxis covers visits to primary schools,
educational surveys and investigations, observation of
the work (mainly classroom teaching) of experienced
teachers, and educational practice (teaching practicum).

The arrangement of educational praxis should be
coordinated with the progress of professional courses
and academic courses, as well as with scheduled social
practices of various description, and be distributed over
three years.

The tota) time allotted to educational praxis is about
ten weeks, to be distributed as follows: first year, two
weeks; second year, two weeks; third year, six weeks,

Extracurricular Activities

Extracurricular activities constitute an integral part of the
teaching and learning activities of normal schools, being
of great significance in helping students to learn knowl-
edge and develop their personality and competencies—
especially the competencies related to education and
teaching in primary schools.

Extracurricular activities commonly seen in normal
schools include lectures on specific topics and organi-
zation of various interest groups with activities ranging
from academic subjects, to science and technology
themes, to athletics, sports, and recreational activities,
and even to social surveys.

It is incumbent on the school management to for-
mulate a plan or program of extracurricular activities so
that they may be carried out in a systematic manner,
well organized and purposeful, and with the proper aid
provided by teachers assigned to help with such activ-
ities. In promoting extracurricular activities, it is para-
mount to give full scope to the initiative and enthusiasm
of students themselves, so that they may develop their
abilities of self-service, self-education, and self-man-
agement, Table B-2 provides an outline of the weekly
contact hours stipulated for each obligatory course, and
their suggested distribution among subject materials.

Supplementary Explanations on the
Implementation of This Teaching Scheme

This teaching scheme serves as a reference for the edu-
cational departments at the provincial (autonomous
regional, and municipal) levels to use in developing and
designing their own normal school teaching plans, with
proper modifications as they see fit. Where conditions
permit, pilot projects for developing integrated courses
in the natural sciences or in the social sciences may be
initiated. In the case of some regions where conditions
are not yet ripe for implementation of this teaching
scheme, the educational departments of these regions
may continue to implement the older document (enti-
tled “A Circular on Readjusting the Teaching Plans in

54




5 / TEACHER TRAINING AND PROFESSIONA! )EVELOPMENT IN CHINA 85

TABLE B-2

Weekly Contact Hours of Obligatory Courses and Their Distribution

First Second Third
Subjects year year year
Ideology and Politics 2 2 2
Chinese 6 6 4
Teaching Materials and Methods 2
for Primary School Chinese
Mathmatics 5 5
Teaching Materials and Methods 3
for Primary School Mathematics
Physics 3 2
Chemistry 2 2
Biology (including Child Physiology and Hygiene) 4
History 2 2
.Geography 2 2
Primary School Psychology 3
Primary School Pedagogy 2 2
Physical Education 2 2 2
Music 2 2 2
Fine Arts 2 2 2
Manual Labor and Technology 2 2

Normal Schools,” promulgated by the State Education
Commission in 1986), but they are required to actively
create the necessary conditions for conducting educa-
tional reform, and when conditions are ripe, they should
also implement this teaching sckeme.

Teaching plans used in minority normal schools
(or classes) are to be formulated by educational depart-
ments at provincial (autonomous regional, and munici-
pal) levels, in accordance with the guidelines laid down
in this teaching scheme, and in light of conditions exist-
ing in these minority areas.

The obligatory courses offered in minority normal
schools, or classes, should meet the basic requirements
set by the state, and efforts should be made to strength-
en bilingual instruction. The minority language of the
areas concerned should be taught and also should be
used as a teaching medium, and at the same time, stu-
dents in these schools must be required to learn
Putonghua, in accordance with the constitutional provi-
sion that “the state promotes the nation-wide use of
Putonghua (commonspeech, based on Beijing pronun-
ciation).” Accordingly, the Han Chinese language (in its
Putonghua form) should be taught as an obligatory
course in minority normal schools. The provision of elec-
tives in minority normal schoo!s should be considered
in light of the specific features of the minority national-
ity concerned, and some of them should deal with
nationality policies, with the history and culture of

minority nationalities, and with regional geography and
conditions of regional economic development.

The teaching plans used in specialized normal
schools focusing on music or fine arts, on physical edu-
cation and sports, and on foreign languages should be
formulated, in accordance with the aims and objectives
of these schools, by the educational departments at the
provincial (autonomc us regional, and municipal) levels,
with the regulations stated in this teaching scheme to be
used as general guidelines. In these normal schools, of
course, the specialized subject in question should be
reinforced, with concomitant reinforcement of the
courses on the teaching materials and methods con-
cerning the specialized subject as applied in primary
school teaching. Furthermore, in these schools, courses
on ideology and politics, Chinese, mathematics, physi-
cal education, and primary school psychology and ped-
agogy should not be neglected; students enrolled in
these schools should receive reinforced training in spe-
cialized subjects and, at the same time, basically ade-
quate training in courses on ideology and politics, on
academic subjects, and in the competencies required for
teaching in primary schools at a level similar to that
attained in regular normal schools.

This scheme is intended for implementation in
three-year normal schools. The four-year normal schools
may design their own teaching plans, with the provisions
of this scheme to be used as general guidelines.
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Appendix 5-C

TABLE C-1
Typical Teaching Plan of Normal Schools in Jiangsu Province

Contact Hours per Week

School Year
Total
Subject 1st 2nd 3rd Lecture Hours
ideology and Politics 2 2 2 194
Chinese 6 6 4 520
Teaching Materials and Methods 2 62
for Prima.y Schools
Mathematics 5 5 330
Teaching Materials and Methods 3 93
for Primary Schools
Physics 3 2 165
Chemistry 2 2 132
Biology (including Child 4 132
Physiology and Hygiene)
History 2 2 128
Geography 2 128
Primary School Psychology 3 99
Primary School Pedagogy 2 2 123
Physical Education 2 2 2 194
Music 2 2 2 194
Fine Arts 2 2 194
Total weekly teaching 3 29 23 2,693
hours for obligatory courses
Electives 0-2 2-4 4-6 190-384
Extracurricular Activities 3-5 3-5 3-5 291-485
Total amount of weekly activities 34-38 34-38 30-34
Manual Labor and Technology 2 2 4
(in weeks)
Educational Praxis (in weeks) 2 2 6 10
Reserved time (in weeks) 1 1 1 3
Review and examination sessions 2 2 2 6
(in weeks)
Number of weeks in session 33 33 31 97
per school year
Total number of weeks 40 40 40 120
per school year
E l{l‘ic 9 n
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Appendix 5-D

TABLE D-1

Plan of Teaching and Learning Activities
Formulated by Nantong Normal School in Jiangsu Province

Contact Hours Per Week
School Year
Total

Subject st 2nd 3rd Lecture Hours
ldeology and Politics 2 2 2 188
Chinese 6 5 4 476
Teaching Materials and Methods 2 54
for Primary School Chinese
Mathematics 4 2 3 281
Teaching Materials and Methods 2 2 122
for Primary School Mathematics
Physics 3 2 167
Chemistry 2 2 134
Biology (including Child Physiology) 4 132
and Hygiene
History 3 99
Geography 99
Primary School Psychology 3 99
Primary School Pedagogy 3 1 135
Physical Education 2 2 2 188
Music 2 3 2 222
Fine Arts 2 2 2 188
Skill Training 2 2 161
Total weekly teaching hours 30 27 26 2747
for obligatory courses
Electives 3 5 237
Manual Labor and Technology 2 weeks 2 weeks 144
Learning from experienced teachers 1 2 2 134
Educational Praxis
Teaching 3 weeks

} 288*
Practicum 5 weeks
Extracurricular Activities 4 4 4 376
Number of weeks in session 33 34 27

per school year

*Teaching and practicum combined.
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CONTEXT
Definitions

Table 6.1 provides information for definitional purposes.

Education Systems and Student Population

Of the 6 million people in Hong Kong, aboui 1.2 mil-
lion are young people undergoing fulltime education.
The breakdown by level is as follows:

Pre-primary: 190,000

Primary: 502,000

Secondary—in schools: 446,000
Secondary—in technical institutes: 13,000
Postsecondary (tertiary): 48,000.

The bulk of this population is ethnic Chinese. A
small proportion—about 1 percent—comprises the chil-
dren of those who have come to Hong Kong for busi-
ness and other purposes. These children receive an edu-
cation based on a curriculum relevant to their swn
countries. Consideration of this group is excluded for
the purposes of the present paper.

All children in Hong Kong receive nine years of
free, and compulsory, education, consisting of six years

98

of primar; and three years of junior secondary school-
ing. Provisions beyond junior secondary are designed
to meet social and economic needs and are subsidized
up to about 85 percent of cost. The pre-primary sector
is not formally subsidized by the government but assis-
tance is given to parents and kindergarten operators in
various forms.

Education constitutes the largest single item of
recurrent government expenditure—20 percent. The
education budget in the 1993-1994 financial year
amounts to HK$22.2 billion (US$2.8 billion).

Table 6.2 shows the provision of subsidized places
for different levels of education expressed as a per-
centage of the relevant age groups (see also Appendix
6-A).

In general, Hong Kong has a highly uniform sys-
tem of schooling. There are no significant geographical
differences in terms of curriculum, standards, or mode
of operation. There are 937 government and atded
schools at the primary and secondary levels that are
fully funded by the government. About 10 percent of
these schools are run directly by the government. The
rest are operated by nonprofit organizations, such as
charitable or religious bodies, with government subsi-
dies designed to provide the same standard of educa-
tion as government schools. A detailed breakdown of
the number of schools at the kindergarten, primary, and
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TABLE 6.1
Definitions

Typically,
How Do You Define

In Terms of Grades/Levels

Age Range of Students

Type and Level of Education
Required to Teach at This Level

Pre-primary schooling

Primary schooling

(a) A 1-year course of nursery
education

(b) A 2-year course of kinder-
garten education

A 6-year course of primary
education

(a) When a child has attained
the age of 3

(b) When a child has attained
the age of 4-5

Starting when a child has
attained the age of 6

At least Secondary 5 or
Secondary 3 plus in-service
training. Most in fact have com-
pleted Secondary 5.

1. Mainly secondary 5 + 3-year
fuli-time preservice teacher

Secondary schooling (a) 3 years of junior secondary
education

(b) 2 years of senior secondary
education

() 2 years of 6th form

(matriculation) education

Postsecondary schooling
(other than teacher
preparation)

Education beyond the state of
secondary education

Preservice teacher
preparation

(a) 3-year course for Secondary
'S graduates provided by
Colieges of Education

(b) 2-year course for Secondary
7 graduates provided by
Colleges of Education

(c) Diploma, certificate, and
degree courses provided by
tertiary institutions

Starting when a child has 1
attained the age of 12

At least 17 years of age

Normally over 17

training, or Secondary 7 + 2~
year full-time preservice teacher
training

2. A minority with secondary
education + 2-year in-service
teacher training

. Secondary 5 + 3-year full-time
preservice teacher training, or
2. Secondary 7 + 2-year full-time

preservice teacher training,
mainly for (a) and
3. Degree + Postgraduate
Certificate in Education for the
rest

Degree plus PGCE or higher

A combination as under
secondary schooling for (a) and
(b). Degree and higher
qualifications for (c).

secondary levels, together with their respective enroll-
ments, can be found in Appendix 6-B.

In addition to public-sector schools, some prima-
ry and secondary schools are run by private concerns
to meet the needs of a small proportion (11 percent) of
the school-age population that prefers privately run
schools to public-sector schools. These are not covered
in this paper.

Publiz-sector secondary schools include the fol-
lowing:

Grammar schools
Technical schools
Special schools
Prevocational schools
Technical institutes

e Others (practical schools, skills opportunity
schools, industrial training centers)

A more detailed description of the specific mis-
sions and characteristics of these scheols can be found
in Appendix 6-C.

BACKGROUND ON THE TEACHING FORCE
Basic Characteristics of the Teaching Profession
In 1992, there were 46,049 teachers engaged in teaching
activities. In terms of deployment, 17 percent were

teaching in kindergartens, 39 percent in primary schools,
and 44 percent in secondary schools. Their gender and
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TABLE 6.2

The Provision of Subsidized Places for Different Levels of Education
Expressed as a Percentage of the Relevant Age Groups

Policy Achieved :

Level Target (%) (%) Remarks

(a) Pre-primary Not set 85 Not within subsidized sector

(b) Primary 100 100 Part of 9-year free and compulsory
education

() Junior secondary 100 100 Part of 9-year free and compulsory
education

(d) Senior secondary

-secondary courses 85 85

—craft courses 10} 9 4 10} %

(e) 6th form 28 28

(f) Tertiary

~first-year, first degree 18 } 24 '8 } 24 Achieved

-sub-degree 6 6 1994/95 academic year

age distributions, broken down by type and sector, can
be found in Appendixes 6-D, 6-E. and 6-F.

Qualified Kindergarten Teachers (QKT) have com-
pleted senior secondary schooling and two years’ in-ser-
vice training conducted at the government’s colleges of
education. Every kindergarten is required by law to
employ a QKT as the principal. QKTs comprise 21 per-
cent of teachers in the kindergarten sector. They are
employed directly by kindergarten operators.

Qualified Assistant Kindergarten Teachers (QAKT)
have completed at least junior secondary schooling and
12 to 16 weeks of in-service training at the same gov-
ernmer* teacher training establishments. In fact, most of
these teachers have completed senior secondary school-
ing as well. The QAKTs comprise 25 percent of kinder-
garten teachers. Like QKTs, they are employed directly
by the kindergarten operators.

These two types of kindergarten teachet> make up
the trained element of the kindergarten teaching force.
Kindergartens are encouraged, but not compelled by
law, to have at least 40 percent of their teaching staff
trained. Seventy percent of kindergartens have in fact
achieved, or exceeded, this target.

The basic requirement for teachers in primary
schools is a Teacher Certificate. Those who holc Teacher
Certificates are either Secondary 5 graduates who have
completed three years of teacher training, or Secondary
7 graduates who have completed two years of similar
training, either in preservice or in-service modes, at gov-
ernment colleges of education. These teachers form the
bulk of the existing teaching force in this sector.

1

U

The balance of the teaching force is made up of
teachers who have completed comparable schooling or
teacher training courses but whose credentials (e.g.,
those obtained in foreign countries) are not fully rec-
ognized in Hong Kong; or those who meet the basic
academic requirements but are without professional
training. These teachers are normally appointed to
vacancies that cannot otherwise be filled. While in
employment, they are encouraged to take up in-service
training designed to bring them up to the level of
Teacher Certificate holders. Bars to salary increments
serve to provide the needed inducement for profes-
sional upgrading.

Teachers in secondary schools comprise universi-
ty graduates (those with university First Degrees) and
nongraduate, but qualified, teachers—Secondary 7 grad-
uates who have undergone two years of teacher train-
ing, or Secondary 5 graduates who have undergone
three years of teacher training in a college of education.
University graduate teachers constitute 70 percent of the
total. They usually teach higher forms, or grades, which
demand more in terms of subject expertise, and they
generally receive better pay. Among the university grad-
uate teachers, only those who have gained a post-grad-
uate Certificate of Education-—~involving one year of full-
time or two years of part-time study after First Degree
graduation—are considered fully qualified. Among non-
graduate teachers, all those holding a Teacher Certifi-
cate are considered fully qualified.

Teachers in government primary and secondary
schools receive a civil service appointment. Teachers in
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other public-sector primary and secondary schools are
employed by individual school managements.

Characteristics of Teaching Employment

As civil servants, teachers in government primary and
secondary schools receive terms and conditions of ser-
vice common to the rest of the civil service. These
include a monthly salary (which is subject to annual
cost-of-living adjustments and incremental increases on
the basis of performance), leave, medical and dental
coverage, a noncontributory pension on retirement,
and, depending on rank, some assistance toward hous-
ing. Civil service terms and conditions of service are
determined by the government on the advice of an
independent body. The general policy is for the gov-
ernment to be a responsible employer and to follow pay
trends in the private sector.

Teachers in other public-sector primary and sec-
ondary schools pariicipate in the same pay scale as their
civil service counterparts. They also receive the same
leave benefits. As non—civil servants, however, they are
ineligible for the other fringe benefits as a general rule,
but the government contributes substantially to these
teachers’ provident fund (5-15 percent of pay, depend-
ing on years of service, matched by 5 percent from the
teachers themselves). Schools operated by some chari-
table organizations also offer medical and dental bene-
fits through health and hospital services under the man-
agement of the parent organization. A few schools offer
housing for staff from their own resources.

The gap between fringe benefits for civil servant
and non—civil servant teachers has been a longstanding
source of dissatisfaction. In 1993, the government intro-
duced a limited scheme to assist non—civil servant teach-
ers with housing needs.

There are four ranks, or categories, for nongradu-
ate primary school teachers (see Appendix 6-H, Table
6.H-1) covering 26  ints on a Master Pay Scale (e,
from points 14-39—see Appendir 6-G). A fully qualified
teacher starts at Point 14 (HK$12,940, or US$1,660 per
month) and may aspire to the mosi senior rank pay at
Point 39 (HK$40,960, or US$5,250 per month).

There are five ranks for university graduate sec-
ondary school teachers (see Appendix 6-H, Table 6.H-
2) covering 33 points on the same Master Pay Scale (i.e.,
from points 17-49—see Appendix 6-G). The salary of a
graduate teacher without professional training starts at
Point 17 (HK$14,990, or US$1,920 per month) and may
rise to the most senior rank pay at Point 49 (HK$59,965,
or US$7,690 per month). Nongraduate teachers in sec-
ondary schools are paid the same as teachers in prima-
1y schools.

Teaching is generally regarded as a well-paid
occupation, at least as far as the initial years are con-
cerned. The salary at Point 14 on the Master Pay Scale

is comparable to salaries for registered nurses in the
public sector and for personnel officers in the manu-
facturing and trading sectors. Point 17 is comparable
to salaries for assistant engineers and assistant town
planners in the civil service and to salaries for mer-
chandising officers in the private sector. Point 39
approximates salaries for controllers of telecommuni-
cations, chief medical technologists, and principal
information officers in the civil service, and is compa-
rable to the salary for accountants in the private sec-
tor. Point 49 is the the highest point for senior profes-
sionals, that ‘s. senior engineers, senior architects, or
chief social work officers.

Teachers in Hong Kong are not compelled to join
teacher unions, but several teacher unions and profes-
sional bodies have been established. Although these
unions do not have a direct say on the salary and pro-
fessional status of teachers, they promote the interest of
education workers; the views of teacher unions and
professional bodies are taken into account by the gov-
ernment in the formulation of policies. An elected rep-
resentative of teachers sits on Hong Kong's legislative
assembly.

Patterns of Supply and Demand for
Teaching Positions

Generally, teacher vacancies in schools have stabilized
at less than 1 percent of the total establishment. Kinder-
gartens have experienced a higher vacancy rate, at less
than 2 percent.

The wastage rate in the existing stock of primary
school teachers has remained around 10 percent. New
recruits make up about 7 percent of the stock. The bal-
ance represents the decline in primary school enroll-
ment due to population change. Secondary school
teachers have experienced a wastage rate of 11 percent.
New recruits now make up 14 percent of the stock. The
gain is due to greater success in recruiting graduate
teachers in recent years. Kindergartens have experi-
enced a high overall wastage rate of about 20 percent.
However, the wastage takes place mostly in the
untrained category. Trained, qualified kindergarten
teachers suffer only a 9 percent wastage rate, which is
no more than that in primary and secondary schools.

Regarding teachers trained to teach specific sub-
jects, areas of shortage for secondary schools include
Chinese literature, English language, and computer stud-
ies, while the area of shortage for primary schools is in
English language.

Where fully qualified teachers cannot be found,
schools are: permitted to take on less qualified staff, and
encouraged to put them through in-service training to
bring them up to the required standards. When teach-
ers for specific subjects cannot be found, schools have
to make do by falling back on teachers with closely
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related training, such as utilizing mathematics teachers
for physics courses. In the final analysis, noncore sub-
jects may be withdrawn.

The supplv-and-demand situation in terms of
teachers’ choices is highly volatile. Much depends on
the attractiveness of teaching vis-a-vis other employ-
ment opportunities. In the special context of Hong
Kong, it also fluctuates according to the propensity of
people to emigrate and, lately, on how many of those
who have left later decide to return. The basic planning
objective is to produce enough qualified teachers to
meet anticipated demand in quantitative and qualitative
terms. Temporary shortfalls are met by ad hoc solutions,
to the best extent possible.

NATURE AND CONTENT OF
TEACHER PREPARATION

Characteristics and Governance of
Teacher Education Programs

There are two main sources of teacher preparation. Non-
graduate teachers for primary and secondary schools
attend one of four government-run Colleges of Educa-
tion (see Appendix 6-1 for details and enrollment fig-
ures). University graduate teachers attend one of seven
degree-granting institutions—three universities, two
polytechnics, and two colleges (see Appendix 6-J for
details of in-service courses offered at these institutions).

The government Colleges of Education also pro-
vide training for kindergarten teachers and for other in-
service teacher education. Three of the seven tertiary
institutions offer various programs in education. Two of
the universities also offer Post-Graduate Certificates in
Education (PGCE) to equip subject-based degree hold-
ers to acquire the necessary teacher training. They also
contribute to in-service training. The Colleges of Edu-
cation are under the administrative jurisdiction of the
Further Education Division, which is one of ten divi-
sions in the Education Department. The colleges are
under the immediate direction of an Assistant Director
of Education (an outline of the organizational structure
of the Colleges of Education can be found in Appendix
6-K). Education-related programs are also offered by
faculties or schools of education within the tertiary insti-
tutions mentioned above. These programs are detailed
in Appendix 6-L.

The Colleges of Education have a total lecturing
staff of 440, representing 6.2 percent of the total for the
Education Department. Speading for the colleges
accounts for HK$188 million, which represents 1.5 per-
cent of the recurrent expenditure of the department—a
total of HK$13 billion in fiscal year 1992-1993. Of the
total recurrent spending on tertiary education, amount-
ing to HK$6.4 billion in 1992-1993, it is estimated that

1
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education-specific programs accounted for HK$98 mil-
lion, or 1.5 percent. It is not possible to isolate the exact
expenditure incurred in educating First Degree holders
who subsequently join the teaching force. On the
assumed unit cost of HK$95,000 per graduate in
1992-1993, and on the basis of 1,870 graduates taken
into the teaching profession over the sarme period of
time, the cost would come to HK$178 million. Thus, the
total annual cost attributable to preparing teachers at the
tertiary level would be some HK$276 million, or 4.3
percent of the sum devoted to tertiary education. Total
spending on teachers would thus be HK$464 million, or
2.4 percent of the total spending on education as a pro-
gram area. '

POLICY GUIDANCE

The general policy on preservice and in-service teacher
preparation is that the curriculum should be relevant
and kept up-to-date, and that the instruction should be
maintained at a high standard.

The Education Department is responsible for devel-
oping and delivering the curriculum for nongraduate
teachers through the teacher training colleges. The tertiary
institutions—as autonomous academic institutions—are
similarly responsible for programs offered for university
graduate teachers. The present arrangement has been
found to be inadequate. Improvements are described
under the section on Policy Issues and Trends, below.

Accreditation/Approval

The institutions responsible for running the respective
teacher preparation programs also determine the acad-
emic qualities of these programs. The Colleges of Edu-
cation are not externally accredited. Universities in
Hong Kong are self-accrediting, and employ networks
of external examiners and peer group review. Nonuni-
versity tertiary institutions are subject to external review
by an independent accrediting body.

NATURE AND CONTENT OF
TEACHER PREPARATION

Goals of the Teacher Preparation System

The goals are to attract good-quality recruits; equip
them with an understanding of young people, teaching
skills, and subject knowledge; and support them in their
professional development. The specific qualities are of
these goals are:

*  Physical and psychological well-being
»  Sociability
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e Positive attitudes toward the profession, learn-
ing, and other people
Good communication skills
Alertness, sensitivity, flexibility, adaptability, and
assertiveness

Academic Preparation Prior to
Preservice Teacher Education

This section is applicable to entry into the full-time,
preservice programs offered by the Colleges of Edu-
cation. Apart from meeting minimum academic
requirements, detailed in Appendix 6-M, candidates
must andergo two interviews and a practical test for
certain subjects. The first interview involves an assess-
ment of the candidate’s general qualities, including
attitudes toward teaching and adaptability to the
working environment. The second interview assesses
the candidate’s competence in coping with the lan-
guage requirement of the academic programs, which
are conducted in either English or Chinese. The prac-
tical test is for candidates intending to study physical
education, music, art and design, technical drawing,
or computer literacy.

Candidates are selected on the basis of how
well they perform in the interviews and on the prac-
tical test, if applicable. Where merits are equal, pref-
erence is given to the candidates receiving the high-
est grades in public examinations. The number of
entrants into the Colleges of Education is determined
by projection of demand and, in the short term, con-
strained by physical capacity at the colleges. In 1993,
the target intake was 1,100. There were 9,315 appli-
caats, of whom 2,173 were interviewed; 1,199 were
finally registered.

Nature and Content of
Preservice Teacher Preparation Curricula

A detailed explanation of of full-time preservice cours-
es offered by the Colleges of Education appears in
Appendix 6-1.

Differences in the Nature and Content of
Teacher Preparation Programs

The Colleges of Education operate below the degree
level. Their programs teach a combination of subject
knowledge and pedagogy. Degree-level education-
related programs have particular focuses, whether
they be the training of school administrators, physical
educators, or music teachers. The Post-Graduate Cer-
tificate of Education offered by the two universities
aims to equip subject-based graduates with pedagog-
ical skills.

Linkages Between Curricular Standards for
Teacher Education and
Curricular Standards for Students

Hong Kong has developed a common core curriculum
for the general guidance of schools. Individual schools
are encouraged to develop their own school-based cur-
riculum to suit their own needs. In practice, most
schools follow the common core curriculum, with
minor adaptations. The teacher education curriculum
in use at the Colleges of Education is designed with the
school commor core curriculum in mind. Emphasis is
put, however, on the need to adapt to suit the needs of
schools and students. The teacher education curricula
used by tertiary institutions follow a similar approach.

LICENSING
Initial Requirements

The registration of teachers is governed by law and
administered by the Education Department. There are
two channels for obtaining a license to teach. The first
is to become a registered teacher. This status applies to
holders of Teacher Certificates from the Colleges of Edu-
cation (whether obtained preservice or in-service) and
university degree-holders with a Post-Graduate Certifi-
cate of Educatior:. Registered teachers can teach in all
schools, subject to the schools themselves deciding on
the level of classes and subjects taught. .

The second is to be granted the status of a permit-
ted teacher. This approval limits the teacher to particular
subjects within particular schools, and is not transferable.
It applies to graduates who do not have the PGCE and
to candidates who do not have Teacher Certificates.

Licensing Reauthorization

The status of a registered or permitted teacher, once
granted, is not subject to further renewal.

Status of Qualifying Conditions
There are no variations in statutory requirements for
teacher registration. The statutory authority, however, in
the person of the Director of Education, can exercise
certain discretions on interpretation of the law.
ON-THE-JOB TRAINING AND DEVELOPMENT

Induction or Transition Processes

The induction of new teachers takes the form of talks
and seminars organized by the Education Department,
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and by other teacher organizations, in the summer hol-
idays before the start of the new term. Schools are also
encouraged to offer school-based programs with the
help of the more experienced teachers. Some funding
is provided by the government for this purpose.

Professional Development Opportunities

A wide range of in-service courses is available for teach-
ers at different levels for the purposes of professional
development. Some of these are prerequisites for pro-
motion to higher ranks (for details, sce Appendix 6-D.
It is recognized that a more structured and coherent
framework of in-service development is needed.
Improvements are expected to emerge from the new
Institute of Education and the new Advisory Committee

on Teacher Education and Qualifications (see section
below).

POLICY ISSUES AND TRENDS FOR
TEACHER PREPARATION AND
PROFESSIONAL DEVELOPMENT

Present Concerns for Change and Improvement

The most pressing problem is the need to revitalize teach-
ing in primary schools. A past preoccupation has been to
expand opvortunities for education. This has been
achieved at the expense of quality. Now, the communi-
ty expects far more in terms of facilities and teachers. The
advent of universal education has also brought with it
problems not evident in an earlier era, when those for-
tunate enough to gain access to education were motivat-
ed and able to do well. Now teachers have to cope with
pupils of much more diverse backgrounds, motivatiors,
and abilities. This challenge puts new demands on the
skills and dedication of the individual teacher.
Increased career opportunities outside of teach-
ing and expanded access to tertiary education have had
the effect of luring people of good quality away from
a career in teaching. There is still no shortage of peo-
ple interested in becoming teachers. But it is necessary

to uphold and improve the level of quality of recruits
by increasing the competitiveness of a teaching career
in terms of status, initial prospects, and the availability
of a-clear path for career and professional develop-
ment. Separately, as Hong Kong becomes & more afflu-
ent community, its present stand of leaving the kinder-
garten sector in the hands of private operators has
come under increasing pressure. The upgrading of the
quality and professional competence of kindergarten
teachers has become a major issue (especially when
improvements to the primary school sector are being
pursued vigorously).

Present and Long-Range Plans for Improvement

In response to the problems in the primary school sec-
tor, the government has embarked on an ambitious pro-
gram to:

e Upgrade 35 percent of the primary teaching
posts to graduate status by the year 2007

e Upgrade the present government-run Colleges
of Education to a new, autonomous, tertiary-
level Institute of Education, with the authority
to offer its own degree programs (the new
Institute will be subject to external academic
accreditation)

e Create a new body to assess supply and demand
of teachers and to recommend to the govern-
ment how the demand should best be met by
the existing and new program providers

These initiatives are estimated to cost HK$22 bil-
lion over a 15-year period. The reforms, to be imple-
mented in stages, began in 1993. As regards the situa-
tion in the kindergartens, the government has embarked
on a review of what must be done. Present indications
are that the upgrading of teacher preparation for this
sector is a foregone conclusion. - The focus is on how
improvements could best be achieved through govern-
ment action, without detracting from the merits of a pri-
vately run sector.
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Appendix 6-A

EDUCATION SYSTEM OF HONG KONG

L. OF PROVISION F ON

Normal age

21

19

18
17

16
15

14
13
12

FIRST DEGREE
SUBDEGREE 6%

Sinines B itas ey w“@-‘é
CRAFT COURSES 10% fniild iniisii i it
D RN
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Grade/year
of study

Seconduy 7
Secondary 6

Secondary 5
Secondey 4

Secondary 3
Sstondary 2
Secondary 1

Primary 6
Primary 5
Primary 4
Primary 3
Primary 2
Primary 1

Upper
Lower

Nursery
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NUMBER OF DAY SCHOOLS AND ENROLLMENT

Appendix 6-B

BY LEVEL AND TYPE, 1992

TABLE B-1

Level Government Aided Private Total
KINDERGARTEN

No. of schools — — 743 743
Enroliment — — 189,730 189,730
PRIMARY

No. of schools 48 562 78 652
Enrollment 31,050 421,768 48,807 501,625
SECONDARY

No. of schools 40 323 92 455
Enrollment 38,604 349,036 58,145 445,785
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Appendix 6-C

PUBLIC SECTOR SECONDARY EDUCATIOMN AND
VOCATIONAL TRAINING INSTITUTIONS

Gramimar Schools and Technical Schools

The general aim of grammar schools and technical
schools is that all children should follow a broadly sim-
ilar course of secondary education comprising a bal-
anced blend of academic, practical, and culturai sub-
jects. Technical schools give additional stress on and
facilities for practical subjects within the standard course
but the differences between grammar and technical
chools are not great. Grammar and technical schools
offer a five-year course leading to the Hong Kong Cer-
tificate of Education Examination and, except for a small
minority, a further two-year course leading to the Hong
Kong Advanced Level Examination.

Special Schools

Special schools are aided schools catering to children
with special educational needs. Some special schools
also operate a boarding section. In general, the ordinary
school curricula and syllabi are followed in special
schools as closely as possible. However, to cater to the
varied learning needs of pupils, adapted or specially
designed curricula for different subjects, as well as pro-
grams on daily living skills, are provided.

Prevocationai Schools

Prevocational schools provide the link between gener-
al education and education for employment through a
knowledge of broad-based basic skills and a wide range
of applications of modern techniques in at least two
major fields of local employment. Pupils graduated from
a prevocational school should have acquired a solid
foundation of general knowledge and an introduction
to a broad-based technical and practical education on

which future vocational training may be based. Prevo-
cational schools offer a five-year course leading to the
Hong Kong Certificate of Education Examination and
most of them also offer a further two-year course lead-
ing to the Hong Kong Advanced Level Examination.

. Other Schools

1. Skills Opportunity Schools: Skills opportunity
schools are junior secondary schools for studerits
with severe learning problems and who cannot
benefit from the ordinary curriculum, even with
intensive remedial support. Skills-related subjects
are provided in the curriculum.

2. Practical Schools: Practical schools are junior sec-
ondary schools for unmotivated students. A con-
siderable empbhasis is laid in practical learning with-
in the curriculum. Hong Kong Sea School is one of
the practical schools.

Technical Institutes

The technical institutes cifer craft and technician cours-
es to Secondary 3 and Se-ondsy 5 leavers, respective-
ly. The duration of full-time courses is one year for basic
craft courses and two years for technician courses. Part-
time courses are offered on a day-release or evening
basis, and the duration is normally either two or three
years. The wide range of disciplines inciude commer-
cial studies, computing studies, design, engineering,
hotel keeping and tourism studies, clothing, and textile
and construction industries.

Industrial Training Centers

Industrial training centers offer basic training or skills
upgrading for industrial craftsinen and technicians, and
for clerical and supervisory personnel in the service sec-
tor. There are at present 19 training centers for different
sectors.
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Appendix 6-D

| NUMBER OF KINDERGARTEN TEACHERS BY AGE, GENDER, AND
TYPE OF KINDERGARTEN, 1992

TABLE D-1
Type of Kindergarten
Age Group Gender Profit-making  Non-—profit making Total
15 Male — —_ —
Female — 1 1
Subtotal 1 1
16-19 Male — 2 2
Female 538 391 929
Subtotal 538 393 9N
20-24 Male 1 1 2
Female 895 772 1,667
Subtotal 896 773 1,669
25-29 Male 1 —_ 1
Female 613 974 1,587
Subtotal 614 974 1.588
30-34 Male 2 7 9
Female 514 863 1,377
Subtotal 516 870 1,386
35-39 Male 4 3 7
Female 348 466 814
Subtotal 352 469 821
40-44 Male 4 6 10
Female 263 370 633
Subtotal 267 376 643
45-49 Male 2 4 6
Female 150 203 353
Subtotal 152 207 359
50-54 Male 2 2 4
Female 68 77 145
Subtotal 70 79 149
55-59 Male 8 3 1%
Female 32 54 86
Subtotal 40 57 97
60 and above Male 3 7 10
Female 28 23 51
Subtotal 3 30 61
Total Male 27 35 62
Female 3,449 4,194 7,643
Subtotal 3,476 4,229 7,705
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Appendix 6-E

NUMBER OF PERMANENT PRIMARY TEACHERS BY
AGE, GENDER, AND SECTOR, 1992

TABLE E-1
Sector
Age Group Gender Government  Aided Private Total
16-15 Male - - 2 2
Female - - 25 25
Subtotal - - 27 27
20--24 Male 36 156 30 224
Female 137 769 354 1,260
Subtotal 175 925 384 1,484
25-29 Male 20 508 . 52 580
Female 128 1,859 346 2,333
Subtotal 148 2,367 398 2,913
30-34 Male 12 504 30 546
Female 95 1,533 182 1,810
Subtotal 107 2,037 212 2,356
35-39 Male 17 497 20 534
Female 127 1,513 96 1,736
Subtotal 144 2,010 116 2,270
40-44 Male 17 718 10 745
Female 95 2,202 115 2,412
Subtotal 112 2,920 125 3,157
45-49 Male 16 619 7 642
Female 95 1,585 68 1,748
Subtotal 1" 2,204 75 2,390
50-54 © Male 39 552 10 601
Female 187 1,216 68 1,471
Subtotal 226 1,768 78 2,072
55-59 Male 25 531 9 565
Female 98 686 40 824
Subtotal 123 1,217 49 1,389
60 and above Male 2 48 18 68
Female 5 43 18 66
Subtotal 7 91 b 134
Total Male 186
Female 967

Subtotal 1,153
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Appendix 6-F

NUMBER OF PERMANENT SECONDARY TEACHERS BY
AGE, GENDER, AND SECTOR, 1992

TABLE F-1
Sector
Private
with
Standard
Staff
Age Group Gender Government Aided CAPUT/APS  Structure Private Total
16-19 Male — — —_— — 2 2
Female — —_— — —_— 1 1
Subtotal — — — — 3 3
20-24 ’ Male 61 559 17 22 YAl 730
Female 104 1,243 41 32 - 54 1,474
Subtotal 165 1,802 58 54 125 2,204
25-29 Male 106 1,738 75 120 179 2,218
Female 148 2,282 47 118 89 2,684
Subtotal 254 4,020 122 238 268 4,902
30-34 Male 114 1,753 60 115 113 2,155
Female 144 1,764 53 100 63 2,124
Subtotal 258 3,517 13 215 176 4,279
35-39 Male 195 1,529 44 83 89 1,940
Female 205 1,353 37 79 39 1,713
Subtotal 400 2,882 81 162 128 3,653
40-44 Male 175 1,072 31 47 56 1,381
Female 141 870 18 31 31 1,091
Subtotal 316 1,942 49 78 87 2,472
45-49 Male 91 469 13 12 38 623
Female 73 368 4 19 13 477
Subtotal 164 837 17 31 51 1,100
50-54 Male 104 361 17 33 38 553
Female 69 221 1 1 16 328
Subtotal 173 582 28 a4 54 881
55-59 Male 67 260 13 27 33 400
Female 12 90 5 6 6 119
Subtotal 79 350 18 33 39 519
60 and above Male 1 51 5 8 38 103
Female —_— 16 6 3 N 36
Subtotal 1 67 1 1 49 139

1.9
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Appendix 6-G

MASTER PAY SCALE (IN HONG KONG DOLLARS*)

TABLE G-1

Point As of Jan. 1992 As of Jan. 1993
49 HK$54,635 HK$59,965
48 52,740 57,885
47 50,905 55,875
46 (44B) 49,125 53,920
45 (44A) 47,420 52,050
44 45,765 50,230
43 44,175 48,485
42 42,350 46,485
41 40,605 44,570
40 38,925 42,725
39 37,320 40,960
38 35,670 39,150
37 34,095 37,425
36 (33C) 32,565 35,745
35(338B) 31,120 34,155
34 (33A) 29,740 32,645
33 28,530 31,570
32 27,245 30,150
31 26,020 28,795
30 24,855 27,505
29 23,745 26,275
28 22,675 25,090
27 21,655 23,965
26 20,685 22,890
25 19,760 21,865
24 18,890 20,905
23 18,040 19,965
22 17,235 19,070
21 16,450 18,205
20 15,670 17,340
19 14,925 16,515
18 14,220 15,735
17 13,545 14,990
16 12,895 14,270
15 12,280 13,590
14 11,695 12,940
13 11,130 12,315
12 10,490 11,610
1" 9,875 10,930
10 9,305 10,295
9 . 8,765 9,700
8 8,225 9,105
7 7,720 8,545
6 7,245 8,020
5 6,805 7,535
4 6,380 7,065
3 5,995 6,635
2 5,625 6,225
1 5,285 5,850

*Note: The Hong Kong dollar is linked to the U.S. dollar at a fixed exchange rate of HK$7.8 = US$1.
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Appendiz 6-H

RANKS AND CORRESPONDING SALARY POINTS FOR NONGRADUATE
PRIMARY SCHOOL TEACHERS AND FOR UNIVERSITY GRADUATE
SECONDARY SCHOOL TEACKERS

TABLE H-1
Nongraduate Primary School Teachers

Rank Salary Point (Master Pay Scale)
Certified Master 14-24
Assistant Master 25-29
Senior Assistant Master 30-33
Principal Assistant Master . 34-39
"
TABLE H-2

University Graduate Secondary School Teachers

Rank Salary Point (Master Pay Scale)
Graduate Master 17-33
Senior Graduate Master 34-39
Principal Graduate Master/Assistant Principal 38-41
Principal Ii 40-44
Principal | 45-49

1 'f') L]
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Appendix 6-I

COURSES OFFERED AND ENROLLMENT AT
COLLEGES OF EDUCATION

Courses Offered

1.

Three-year full-time (Chinese; preservice teacher
training using Chinese as the medium of instruction,
designed to produce qualified teachers of general
subjects at primary level and two elective subjects
up to Secondary 3. Minimum entry qualification for
this course is Grade E in six different subjects at the

-Hong Kong Certificate of Education Examination

(HKCEE), including English language and Chinese
language, obtained in not more than two sittings.
Three-year, full-time (English) preservice teacher
training using English as the medium of instruction,
designed to produce qualified teachers of general
subj-~ts at primary level and two elective subjects
up to Secondary 3. Minimum entry qualification for
this course is Grade E in six different subjects at the
HKCEE level, including English language and Chi-
nese language, in not more than two sittings.
Three-year, full-time (English) preservice teacher
training using English as the medijum of instruction,
designed to produce qualified teachers of prevo-
cational schools. Minimum entry qualification for
this course is Grade E in six different subjects,
including English language and Chinese language,
at the HKCEE level in not more chan two sittings.
Two-year, full-time (English) preservice training
using English as the medium of. instruction,
designed to produce qualified teachers for general
subjects at primary level, and two elective subjects
up to Secondary 3. The minimum qualification for
this course is Grade E or above in at least two sub-
jects at A-Level in HKAL.

One-year, full-time Advanced Course of Teacher
Education (ACTE) designed to equip serving, quali-
fied, non-graduate teachers of cultural, technical, and
practical subjects to teach their specialized subjects
up to.§
attending e course are granted full-pay study leave
and schools\releasing the teachers for the course are
provided with temporary replacement teachers.
Two-year, part-time In-service Course of Training
for Teachers in Primary Schoois (2Y ICTTIP)) for
academically qualified teachers employed in aided
or private schools who do not possess the profes-

ndary 4 and Secondary 5 levels. Teachers

10.

11,

113

sional qualifications to make them eligible for clas-
sification as “Qualified Teachers.” Applicants must
be: Diploma holders of HK Baptist Colletge (from
1970); graduates or final year students of HK Shu
Yan College (from 1976) or Lingnan College, HK
(from 1979); or holders of a Higher Diploma award-
ed by the HK Polytechnic or City Polytechnic of HK.
Three-year, part-time, In-service Course of Training
for Teachers in Primary Schools (3-Y ICTTIP]) for
academically qualified teachers employed in aided
or private schools who do not possess the profes-
sional qualifications to make them eligible for clas-
sification as “Qualified Teachers.” The general entry
requirements are that applicants should be full-
time, permitted or registered teachers in primary
schools and should have at least five subjects at
Grade E or above in the HKCEE.

Two-year, part-time In-service Course of Training
for Teachers in Secondary Schools (2-Y ICTTISD
and

Three-year part-time Inservice Course of Training for
Teachers in Secondary Schools (3Y ICTTIS]). These
courses are provided for academically qualified
teachers employed in aided or private schools who
do not posses ‘he professional qualifications to
make them el...ble for classification as “Qualified
Teachers.” The general entry requirements of the
three-year course is five subjects at Grade E or above
in the HKCEE. For the two-year course, applicants
must be: Diploma holders of HK Baptist Colletge
(from 1970); graduates or final-year students of HK
Shu Yan College (from 1976) or Lingnan College, HK
(from 1979); or holders of a Higher Diploma award-
ed by the HK Polytechnic or City Polytechnic of HK.
Part-time Refresher Training Course for Serving Sec-
ondary School Teachers (Nongraduate) (RTC[NG])
1o acquaint serving, qualified, nongtaduate sec-
ondary school teachers who have more than five
years of teaching experience after their initial
teacher training with modern teaching methods
and approaches at secondary level.

Two-year, part-time In-service Course of Training for
Qualified Kindergarten Teachers (2-Y QKT), Open to
serving kindergarten teachers with Grade E or above
in at least two subjects in HKCEE. On successiul
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12

13.

14.

completion of the course, participants will be accord-
ed “Qualified Kindergarten Teacher” (QKT) status.
Twelve-week, part-time In-service Course of Train-
ing for Qualified Assistant Kindergarten Teacher
(12-week QAKT). Open to serving kindergarten
teachers. On successful completion of the course,
participants will be accorded “Qualified Assistant
Kindergarten Teacher” (QAKT) status.

Two-year, part-time In-service Course of Training for
Teachers of Children with Special Educational Needs
(2-Y ICTTISE)) provides initial in-service training for
qualified nongraduate or graduate teachers teaching
in special schools or special education classes.
One-year, full-time course provides initial teacher
training to those who wish to become technical
teachers in prevocational schools. Applicants must
possess either a Diploma/Higher Certificate/High-

. er Diploma awarded by a Polytechnic or a Techni-

15.

cal Institute or an equivalent qualification, and
should have at least two years of relevant postqual-
ification industrial experience.

Two-year, part-time In-service Course of Training for
Technical Teachers (2-Y ICTTIT)) for academically
qualified teachers employed in aided or private
schools who do not possess the professional quali-
fications to make them eligible for classification as
“Qualified Teachers.” The general entry require-
ments are that applicants must be: Diploma holders
of HK Baptist College (from 1970); graduates or final

TABLE I-1

year students of HK Shu Yan College (from 1976) or
Lingnan College, HK (from 1979); or holders of a
Higher Diploma awarded by the HK Polytechnic or
City Polytechnic of HK. They should also have
majored in a technical or commercial dizcipline.

.16. Part-time Refresher Training Course for Serving Sec-

ondary School Technical Teachers (RTC[T]) to
acquaint serving technical and commercial subject
teachers—who have more than five years of teach-
ing experience after their initial teacher training—
with modern teaching methods and approaches at
secondary level.

17. Five-week Retrair ing Course for Primary School
Teachers (PRC) to acquaint serving, qualified pri-
mary school teachers—who have more than five
years of teaching experience after their initial
teacher training—with modern teaching methods
and approaches at primary level.

18. Part-time courses: A range of trainers’ training pro-
grams for a wide spectrum of the HK community,
notably the industrial and the commercial sectors,
is provided.

19. In-service Short Courses for Technical/Commercial
Teachers. Short courses and seminars on specific
topics tailored to the needs of serving technical and
commercial teachers are provided.

Figures for student enrollment in the above courses, as
of January 1993, are shown in Table I-1.

Student Enroliment in Government Colleges of Education Courses as of jan. 1993

Courses Enroliment
(@) 3-year Fulitime (Chinese) 367
(b) 3-year Fulitime (English) 855
(¢) 3-year Fulitime (English) (Technical and Commercial) 126
(d) 2-year Fulltime (English) 659
(e) ACTE 94
(f) 2-year ICTT (Primary) 161
(g) 3-year ICTT (Primary) 333
(h) 2-year ICTT (Secondary) 38
(i) 3-year ICTT (Secondary) 17
() RTC (non-graduate) 201
(k) 2-year QKT 294 -
() 12-week QAKT 160
{m) 2-year ICTT (Special Education) 338
(n) 1-year fulltime (Technical) 9
(0) 2-year ICTT (Technical) 20
(p) RTC (Technical) 32
(@ RC (Primary) 174
() Part-time courses 491
(s) Inservice short courses —
Total 4,523

1i4
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Appendix 6-]

IN-SERVICE COURSES
AT THE COLLEGES OF EDUCATION

Advanced Course of Teacher Education (ACTE)

This is a one-year, full-time course, which is intended
to equip nongraduate teachers of cultural, practical, and
technical subjects to teach these subjects up to senior
secondary level. The course will comprise a core of
studies in Education, Educational Technology, Comple-
mentary Studies, and Language Skills, which all students
must follow. In addition, each student will study in
depth, on an elective basis, one area of subject special-
ization. Practical teaching in schools will form an inte-
gral part of the course. For technical teachers, the prac-
tical teaching element will be replaced by a period of
attachment to industry or to commercial firms.

The areas of subject specialization offered are as
follows:

Art and Design

Home Economics (Home Management)
Home Economics (Dress and Design)
Physical Education

Music

Commerce

Design and Technology

An applicant should have two years full-time,
posttraining teaching experience in the subject for
which the application is made. Successful applicants will
be granted one year full-pay study leave.

Part-Time Conversion Course for Serving Primary
and Secondary School Teachers

This is one year, part-time conversion course for (1)
holders of part-time “In-service Course of Training for

" Teachers in Primary Schools” who are now teaching at
secondary level; and (2) holders of part-time “In-service
Course of Training for Teachers in Secondary Schools”
who are now teaching at primary level. '

Core studies for the first category above consist of
studies in Education, Teaching Techniques, and Educa-
tional Technology, while core studies for the second cat-
egory consist of studies in Education and Primary Stud-
ies in Chinese, Mathematics, Social Studies, and Science
and Health Education. For practical teaching, teachers
will be supervised in their teaching throughout the

course of training.

Course for Teachers of Children with Special
Education Needs

This is a one-year, full-time course for nongraduate
teachers in special schools and special classes. The cur-
riculum of the course in the one-year study period will
include a Common Core Program, which covers essen-
tial areas of general and generic studies in special edu-
cation.

In addition to the Common Core, each trainee will
be required to take up a major and a minor elective to
study in depth the adaptation and teaching techniques
for two types of children with special education needs.
The areas of specialization are as follows:

Education of children with learning difficulties
Education of mentally handicapped children
Education of visually handicapped children
Education of hearing-impaired children
Education of maladjusted and socially deprived
children

Education of physically handicapped children
e Management of children with speech and lan-
guage problems

Retraining Course for Special Education Teachers

This is a one-year, part-time course of 150 hours’ dura-
tion. The course aims to provide experienced teachers
of children with special educational needs with an
opportunity to update their professional knowledge and
skills in special education.

The course consists of two main areas of studies—
Optional Studies and Specialized Studies. Optional Stud-
ies covers both (1) the latest developments in theory
and practice in the generic domain of special education
and (2) a variety of issues in special education aiming
at catering to the diversified needs and interests of indi-
vidual participants. The following areas of Specialized
Studies are offered:

¢ Education of children with learning difficulties

¢ Education of mentally handicapped children
e  Education of visually handicapped children
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»  Education of hearing-impaired children

e Education of maladjusted and socially deprived
children

e  Education of physically handicapped children

e Management of children with speech and lan-
guage problems

Retraining Course for Primary School Teachers

This course lasts for five weeks and involves the use of
distance learning techniques. The aim of the course for
teachers is to acquaint serving teachers with modem
teaching methods and approaches at primary level, to pro-
mote further understanding in the use of resources, and
to introduce new concepts in curriculum development.
Together with lectures, wordshops, tutorials, and

seminars, the course will emphasize the use of distance’

learning techniques and independent, self-paced study.
To ensure its efficiency and effectiveness, learning pack-
ages comprising audio, video, and printed materials will
be used throughout the course.

The course content is divided into two modules,
Core Area of Study and Curriclum and Methodology.
Core areas consist of:

e  Child development and its implication for learn-
ing

e Activity approach and topic work

¢ Student guidance
School administration and extracurricular activi-
ties

e Computer application

¢ Remedial teaching

Curriculum and Methodology consists of the
teaching of Chinese, Mathematics, English, Arts and
Crafts, Music, Physical Education, and General Subjects.

Course for Teachers of School-based Remedial
Support Program

This course lasts for four weeks. The course is specially
designed for teachers of the three basic subjects of Chi-
nese, English, and Mathematics, who will teach the bot-
tom 10 percent junior secondary students. The curriculum
of the course will include the characteristics and special
needs of the target group of students and methods of
understanding and meeting their needs. Classroom man-
agement and management of behavior problems com-
monly associated with these students will be included.

Refresher Training Course for Serving Secondary
School Teachers (Nongraduate)

This course is operated on 19 alternate Saturday morn-
ings and one weekday afternoon in sessions of three

hours each per week for a duration of 37 weeks. The
Saturday mornings are for lectures and the weekday
afternoons for independent studies, assignments, pro-
jects, tutorials, seminars, and visits.

The aim of the course is to acquaint teachers with
recent methods and approaches to teaching in sec-
ondary schools and to promote further understanding
of the use of resources and new concepts in curriculum
developmer:t. The course is subject-based, with half of
the total contact hours allocated to the core studies—
consisting of compulsory and optional subjects—and
half to the study of the elective subject. Core studies
include Educational Ideology and School Practices in
Education, Educational Technology, and Optional Sub-
jects. These last include two sets. Set I is as follows:

Computers in-Teaching

Computers in School Administration
Workship on Video Program Production
Juvenile Delinquency

Student Counseling and Guidance.

Set 11 is as follows:

Skills of Conducting Small Group Discussions
Mixed Ability Teaching

Parent-Teacher Relations

Educational Evaluation

Education for Democracy—Clarification of Con-
cepts.

For elective studies, teachers should select one
subject, on an elective basis, from fourteen subjects.

Refresher Training Course for Serving Secondary
School Teachers (Graduate)

The course is operated on a mode covering 19 alternate
Saturday mornings in sessions of four hours each for
lectures, and one three-hour weekday afternoon per
week for independent studies, tutorials, and seminars.

The aim of the course is to acquaint serving grad-
uate teachers with modern methods of teaching in sec-
ondary schools and to promote further understanding
of new developments in secondary education.

The course is held at the University of Hong Kong
and the Chinese University of Hong Kong. The course
at the University of Hong Kong comprises six compo-
nents—new developments in curriculum and teaching,
core studies, options, seminars, tutorials, and indepen-
dent study. Participants are required to select one sub-
ject, on an elective basis, from 13 subjects. General stud-
ies are conducted in the following:

e The education system in Hong Kong—its impli-
cations for teaching
o New developments in educational technology

O
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Psychology of learning
Modern trends of assessment

e Curricular trends and roles of teachers in cur-
riculum design and innovations

Core studies includes Philosophy of Education and
Management of a Department in Schools. Optional stud-
ies include the following:

Children with learning difficulties
Counseling skills

Environmental education

Handling school delinquency
Home-school cooperation

Mastery learning

Organizing extracurricular activities
Personal development of teachers
Personal moral and religious eduction
School initiatives in curriculum design and inno-
vations ‘

Skills in conducting small-group teaching
The concepts of school management
Initiatives (SMI)

Using microcomputers in schools.

e © 5 o & & © o o o

¢ o o o

The program of the Chinese University of Hong Kong
is designed to ensure a balance between theory and
practice and a foundation on which the participating
teachers’ further professional and career developments
can be built. The program comprises the following
courses and nonlecturing-type sessions:

1.  Advances in curriculum studies and teaching
methods: The purpose of this course is to enable
participating teachers to nurture a fresh outlook
on their major areas of responsibility through
lectures, group discussions, and tutorials.

2. Contemporary theories in education: The purpose
of this course is to elucidate new developments
in educational theories from a global perspective.

3. FEducational technology—analysis of instruc-
tional processes: The purpose of this course is to
provide participants with opportunities to assess
the efficacy of a variety of audiovisual aids in
relation to improvement of teaching in class-
rooms.

4, Cognate courses: The purpose of this course is

to enhance the participants’ understanding of

their role as teachers in the classroom and
school, and to broaden their perception of their
potential contribution to the community.

Seminars

Tutorials

Independent Studies

Now

Refresher Training Course for Serving Secondary
School Technical Teachers

This course is operated on 18 alternate Saturday morn-
ings and a weekday afternoon in sessions of three hours
per week for a duration of 33 weeks. The Saturday
mornings are for lectures and the weekday afternoons
for independent studies, assignments, projects, tutorials,
seminars, and visits.

The aim of the course is to acquaint serving tech-
nical or commercial subject teachers with recent meth-
ods and approaches to teaching in secondary schools
and to promote further understnding of the use of
resources and new concepts in curriculum develop-
ment. The curriculum comprises two main areas, Pro-
fessional Studies and Elective Studies. The Professional
Studies program aims at improving participants’ under-
standing of current educational issues relevant to their
teaching, and at developing skills necessary for handling
problems they encounter in teaching. The Educational
Technology part of the program introduces to partici-
pants the systems approach in instructional design and
the selection, application, and evaluation of instructional
media for both teaching and learning situations. For
Elective Studies, teachers select one subject on an elec-
tive basis from 11 subjects.

Course for Principal Graduate Masters/Mistresses
(PGM) in Secondary Schools.

This course is operated by the University of Hong Kong
and the Chinese University of Hong Kong. The aim of
the course is to give graduate teachers in secondary
schools the opportunity to improve their efficiency and
knowledye in discharging their duties after their pro-
motion to PGM. The different subjects offered in this
course are School Administration, Curriculum Devel-
opment, Remedial Teaching, Pastoral Care, and Extra-
Curricular Activities. The course has a duration of ten
meetings, each three hours long,.

Course for Principal Assistant Masters/Misstresses
(PAM) in Secondary Schools.

This course is operated by the University of Hong Kong
and the Chinese University of Hong Kong. The aim of
the course is to give nongraduate teachers in secondary
schools the opportunity to improve their efficiency and
knowledge in discharging their duties after their pro-
motion to PAM. The different subjects offered in this
course are Pastoral Care, Guidance/Counseling, and
Extra-Curricular Activities. The duration of the course is
ten meetings, each three hours long,

llw
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Appendix 6-K

ORGANIZATIONAL STRUCTURE OF THE
COLLEGES OF EDUCATION
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Appendix 6-L

PRGGRAMS IN EDUCATION OFFERED BY
HONG KONG TERTIARY INSTITUTIONS, 1993/1994

TABLE L-1
Years of
Program Mode Duration Entry Requirements Institution
B Ed PT _ 4 Teacher’s Certificate HKU, CUHK
B Ed FT 4 A-level HKU
B Sc in Speech FT 4 A-level HKU
and Hearing Sciences .
BA in Physical Education FT 3 A-level HKBC
and Recreation Studies
CERTED PT 1 First degree or Teacher Certificate HKU
plus 2 years teaching experience
PGCE FT 1 First degree HKU, CUHK
PT 2 First degree HKU, CUHK, HKBC
M Ed FT 1 PGCE HKU
PT 2 PGCE HKU, CUHK
M Phil FT 1 PGCE HKU, CUHK
PT 3 PGCE CUHK
PhD FT 3 M Ed/M Phil in Ed HKU, CUHK
PT 4 M Ed/M Phil in Ed CUHK
Key
PGCE—Postgraduate Certificate in Education
HKU—University of Hong Kong

CUHK—Chinese University of Hong Kong
HKBC—Hong Kong Baptist College
FT—fulitime

PT—part-time
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Appendix 6-M

ENTRY REQUIREMENTS FOR
PRESERVICE TEACHER EDUCATION

TABLE M-1

3-Year Course 2-Year Course
1. Applicants should have completed 5 years Applicants should have completed 2 years of education
of education in a secondary school. beyond the level of Secondary 5 in a secondary school.
2. Applicants should have reached 17 years of age Applicants should have reached 18 years of age
by 30 Sept. in the year of application. by 30 September in the year of application.
3

. () Applicants should have attained Grade E or above in 6 different subjects at HKCEE level in not more than twao sittings, with at least

4 subjects in one sitting.

(b) Applicants should have obtained not less than 11 points (b) Applicants should have attained Grade E in at least 2 subjects
for the 6 subjects, calculated on the basis of 1 point at A-level in HKALE, plus at least Grade D in one other subject
for Grade E, progressing to 5 points for Grade A. at HKCEE.

{¢) The 6 subjects mentioned above at (a) must include Chinese Language and English Lang'uage. Applicants for the English Course
should have attained at least Grade E in Syllabus B or at least Grade C in Syllabus A in English.

. Those who have attained public examination results comparable to the standards stated in 3 above may also apply.
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Teacher Training and
Professional Development

in Japan

Submitted by: International Affairs Planning
Division, Ministry of Education, Scilence, and
Culture

CONTEXT
Definitions

The following information is provided for definition-
al purposes. Additional information is provided in the
following section, “General Structure of the Education
System.”

Pre-Primary Schooling: Education in kinder-
gartens and in kindergarten departments of schools for
the visually impaired, hearing impaired, and otherwise
handicapped.

In Terms of Grade/Levels: n/a

Age Range of Students: 3-6

Type and Level of Education Required to Teach at
This Level: Associate's degree from junior colleges
with certified teacher training courses.

Note: In pre-primary schooling (kindergarten), children
receive comprehensive instruction in the areas of health,
human relationships, the environment, language, and
expression.

Primary Schooling: Education in elementary
schools and in elementary departments of schools for
the visually impaired, hearing impaired, and otherwise
handicapped.

In Terms of Grade/Levels: 1-6
Age Range of Students: 6-12

Type and Level of Education Required to Teach at
This Level: Associate's degree from junior colleges
with certified teacher training courses.

Note: In primary schooling (elementary schools), stu-
dents receive instruction in Japanese language, social
studies, arithmetic, science, life environment studies,
music, drawing and handicrafts, homemaking, physical
education, moral education (private schools may
replace this with religion), and special activities. See
Table 7.1 for an outline of the standard number of year-
ly school hours devoted to these subjects.

Secondary Schooling: Education in secondary
schools and in secondary departments of schools for the
visually impaired, hearing impaired, and otherwise
handicapped.

In Terms of Grade/Levels: Lower: 7-9; Upper: 1012

Age Range of Students: Lower: 12-15; Upper: 15-18

Type and Level of Education Required to Teach at
This Level: For lower, associate’s degree from
junior colleges with certified teacher training
courses; for upper, bachelor’s degree from uni-
versities with certified teacher training courses.

Note: In lower secondary schooling (lower secondary
schools), students receive instruction in Japanese lan-
guage, social studies, mathematics, science, music, fine
arts, heaith and physical education, industrial arts and
homemaking, foreign languages, moral education (may

113




114 TEACHER PREPARATION AND PROFESSIONAL DEVELOPMENT iN APEC MEMBERS

TABLE 7.1

standard Number of Yearly School Hours in Elementary Schools

Subjects 1st G 2nd Gr. 3rd Gr. 4th Gr. 5th Gr. 6th Gr.
Japanese Language 306 315 280 280 210 210
Social Studies — — 105 105 105 105
Arithmetic 136 175 175 175 175 175
Science —_ —_ 105 105 105 105
Life Environment 102 105 — — — —
Studies )

Drawing and 68 70 70 70 70 70
Handicrafts

Homemaking —_ — — — 70 70
Physical Education 102 105 105 105 105 105
Moral Education 34 35 35 35 35 35
Special Activities 34 35 35 70 70 70
Total 850 210 980 1,015 1,015 1,015

Note: One school hour is defined as a dass period of 45 minutes.

be replaced by religious education at private schools),
and special activities. See Table 7.2 for an outline of the
standard number of yearly school hours devoted to
these subjects.

In upper secondary schooling (upper secondary
schools), general subjects consist mainly of Japanese
language, geography and history, civics, mathematics,
science, health and physical education, art, and foreign
languages. See Table 7.3 for an outline of general edu-
cation subjects in Upper Secondary Schools and the
number of credits for each subject.

Specialized subjects include agriculture, industry,
commerce, fishery, home economics, and nursing. In
the 1994 academic year, a comprehensive course offer-
ing integrated instruction in both general and special-
ized subjects was also established.

Preservice Teacher Preparation: Teacher train-
ing courses at junior colicges, universities, and graduate
schools certified by the Minister of Education, Science,
and Culture as imparting the qualifications necessary for
a teacher certificate.

In Terms of Grade/Levels: Junior colleges: 13-14; Uni-
versities: 13-16; Graduate Schools: 17-18 (Master’s
program)

Age Range of Students: Junior colleges: 18-20; Uni-
versities: 18-22; Graduate Schools: 22-24 (Master’s
program) _

Type and Level of Education Required to Teach at
This Level: For details on postsecondary educa-

tion, please see the section “General Structure of
the Education System.”

In reference to the above definitions, please also note
the following:

s In schools for the visually impaired, hearing
impaired, and otherwise handicapped, instruction
will be based on the curricula at ordinary kinder-
gartens, elementary schools, and secondary
schools. Instruction in the special field of educa-
tional therapeutic activities is also provided.

o Based on the principle of providing equal edu-
cational opportunities, the Ministry of Education,
Science, and Culture (Monbusho) has estab-
lished national curriculum standards from
kindergarten through upper secondary school to
secure an optimum national level of education.

e A Monbusho order, which is based on the
Schoo!l Education Law, determines educational
content and the number of school weeks for
kindergartens, as well as the kinds of courses to
be taught in elementary and secondary schools,
and in schools for the visually impaired, hearing
impaired, and otherwise handicapped. Based on
this order, the fundamental standards for indi-
vidual course objectives and content are laid out
in a “Course of Study” for kindergartens, ele-
mentary and secondary schools, and schools for
the visually impaired, hearing impaired, and oth-
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TABLE 7.2

Standard Number of Yearly School Hours in Lower Secondary Schools

Subjects 7th Gr. 8th Gr. 9th Gr.
REQUIRED SUBJECTS
Japanese Language 175 140 140
Social Studies 140 140 70-105
Mathmatics 105 140 140
Science 105 105 105-140
Music 70 35-70 35
Fine Arts 70 35-70 35
Health and 105 105 105-140
Physical Education
Industrial Arts and 70 70 70-105
Homemaking
NONREQUIRED SUBJECTS '
Moral Education 35 35 35
Special Activities 35-70 35-70 35-70
Elective subjects, etc. 105-140 105-210 140-280
Total 1,050 1,050 1,050

Note: (1) One schooi hour in this table shall be fifty minutes.

(2) The number of teaching hours for Special Activities shall be allotted to “class activities” (other
than school lunch activities) and " club activities” provided for in the Course of Study for Lower
Secondary Schools. However, when necessary, it may be allotted to "class activities” only.

(3) Teaching hours for “elactive subjects, etc.” may be allotted to additional teaching in Special Activ-

ities, as well as to elective subjects.

(4) As regards teaching hours for elective subjects, the standard number of teaching hours for For-
eign Languages shall be 105-140 for each grade. The names of elective subjects other than For-
eign Languages are specified in the Courses of Study.

erwise handicapped. Courses of study are drawn
up by the Minister of Education, Science, and
Culture, vased on recommendations from the
Curriculum Council, an advisory body for the
minister.

e  Schools establish their own curricula in line with
the provisions of the School Education Law, the
Enforcement Regulations for this law, and the
Course of Study, taking inio account currerit
conditions in the school and community, the
physical and mental development of students,
and student characteristics.

General Structure of the Education System

The structure of Japan's school education system is set
out in the School Education Law, which prescribes a sys-
tem with six years of elementary school, three years of
lower secondary school, three years of upper secondary
school, and four years of university (see Figure 7.1).
The nine years of elementary and lower secondary
schooling are compulsory; parents and guardians are
required by law to send children between the ages of 6
and 15 to school. Upper secondary schools provide

both general and specialized education for students
who have completed compulsory education. Education
for the physically and mentally handicapped is carried
out at schools for the visually impaired, schools for the
hearing impaired, and schools for the otherwise handi-
capped. Kindergartens offer preschool education.

Special training colleges and miscellaneous
schools, while not included in the category of “post-
secondary education,” provide students with practical
vocational training and specialized technical education
(see Figure 7.2). In addition, five-year colleges of tech-
nology offer graduates of lower secondary schools
intensive specialized instruction and help them to devel-
op necessary vocational skills.

By law, only the national government, local gov-
ernments, and educational foundations can be founders
of schools. Schools can be divided into three cate-
gories—national, public, and private—according to the
status of the “founder.” Local governments include
Japan's 47 prefectures and 663 cities (population of
50,000 or more), 1,962 towns, and 575 villages in these
prefectures. The 12 cities with populations near or
exceeding 1 million are specially recognized by law and
are given the equivalent authority of prefectures.
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TABLE 7.3

General Education Subjects in Upper Secondary Schools; Number of Credits for Each

Standard No. Standard No.
Subject Areas Subjects of Credits Subject Areas Subjects of Credits
JAPANESE Japanese Language | 4 HEALTH AND Physical Education 7-9
LANGUAGE Japanese Language Il 4 PHYSICAL Health 2
Japanese Language 2 EDUCATION
Expression
Contemporary Japanese 4 ART Music | 2
Language ) Music I 2
Contemporary Japanese 2 Music Il 2
Use and Usage Fine Art | 2
Classics | 3 Fine Art !l 2
Classics It 3 Fine Art i 2
Appreciation of Classics 2 Crafts Production | 2
Crafts Production I} 2
GEOGRAPHY AND World History A 2 Crafts Production lli 2
HISTORY World History 8 4 Calligraphy ! 2
Japanese History A 2 Calligraphy I! 2
Japanese History B 4 Calligraphy Il 2
Geography A 2
Geography B 4 FOREIGN English | 4
LANGUAGE English !l 4
awvics Contemporary Society 4 Oral Aural Communication A 2
Ethics 2 Oral Aural Communication B 2
Politics and Economy 2 Oral Aural Communication C 2
Reading 4
MATHEMATICS Mathematics | 4 Writing 4
Mathematics || 3 German
Mathematics 3 French
Mathematics A 2
Mathematics 8 2 HOME General Home Economics 4
Mathematics C 2 ECONOMICS Home Life Techniques 4
General Home Life 4
SCIENCE Integrated Science 4
Physics | A 2
Physics | B 4
Physics 1! 2
Chemistry | A 2
Chemistry | 8 4
Chemistry I! 2
Biology 1 A 2
Biology | B 4
Biology !l 2
Earth Science | A 2
Earth Science | 8 4
Earth Science Il 2

Note: (1) For both full-time and part-time courses, 35 school hours of lessons per school year are counted as one credit. One school hour lasts
50 minutes. Exther all or a selection of some courses are required of all students in all subject areas, except for Foreign Language.
(2) Inorder to complete an upper secondary school course a student must earn 80 credits or more. A student in a specialized course must
acquire 30 or more credits in vocational or other specialized subjects.

Table 7.4 shows a breakdown of schools by type
and affiliation for the 1992 academic year. A majority
of the kindergartens are privately affiliated, while
more than 90 percent of elementary and lower sec-
ondary schools are public institutions. Public schools

1

dominate other school categories as well. The discus-
sion in this chapter, therefore, will center on instruc-
tors at public schools. Table 7.5 shows a breakdown
of students by school type and affiliation for the 1992
academic year.

4
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Organization of the present school system.
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TABLE 7.4

Breakdown of Schools by Type and Affiliation as of May 1, 1992

Schools National Public Private Total
Kindergartens 49 6,220 8,737 15,006
Elementary Schools 73 24,487 170 24,730
Lower Secondary Schools 78 10,596 626 11,300
Upper Secondary Schools 17 4,166 1,318 5,501
Schools for the 1 67 2 70
visually impaired
Schools for 1 105 1 107
the hearing impaired
Schools for 43 729 14 786
the otherwise handicapped
TABLE 7.5
Breakdown of Students by School Type and Affiliation as of May 1, 1992
Schools National Public Private Total
Kindergartens 6,613 391,213 1,551,042 1,948,868
8)* (763) (3,036) (3,807)
Elementary Schools 47,231 8,834,049 65,946 8,947,226
(104) (49,048) (946) (50,098)
Lower Secondary Schools 34,811 4,782,499 219,530 5,036,840
(40) (23,948) (1,533) (25,521)
Upper Secondary Schools 10,328 3,684,637 1,523,532 5,218,497
(19) (11,008) (5,006) (16,033)
Schools for 212 4,592 115 4,919
the visually impaired (2) (21) (1) (24)
Schools for 344 7.586 67 7,997
the hearing impaired 0) (28) (0) (28)
Schools for 2,985 73,017 666 76,668
the otherwise handicapped (5) (239) (0) (244)

*The number of foreign students is indicated in parentheses.

Of the students who graduated from lower sec-
ondary schools in March 1992, 95 percent went on to
upper secondary school. No special course is provid-
ed for students planning to go on to universities; any-
one who has graduated from upper secondary school,
who has otherwise completed 12 years of schooling,
or who is recognized as having equivalent academic
ability is eligible to enter university. Of the students
who graduated from upper secondary schools in
March 1992, 32.4 percent went on to universities or
junior colleges.

The school founder is responsible for administer-
ing school operations and for meeting expenses. Public
schools are administered by the local board of educa-
tion, but the school principal is responsible for most
day-to-day activities.

BACKGROUND ON THE TEACHING FORCE
Basic Characteristics of the Teaching Profession

Table 7.6 shows a breakdown of teachers by school
type, school affiliation, and gender for the 1992 acade-
mic year. Elementary schools, schools for the hearing
impaired and otherwise handicapped, and kinder-
gartens feature a higher percentage of female teachers.
While male teachers are more common at other kinds
of schools, the percentage of female teachers is increas-
ing each year.

Table 7.7 shows a breakdown of teachers by
school type and age for the 1992 academic year. At ele-
mentary schools, the 35-39 group was the largest,
accounting for 21 percent of all teachers, followed by the
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TABLE 7.6
Number of Teachers by School Type, Affiliation, and Gender as of Oct. 1, 1992

Schools National Public Private Total
ELEMENTARY SCHOOLS
Total 1,744 415,338 2,971 420,083
Male 1,387 171,196 1,522 174,105
Female 387 244,142 1,449 245,978
LOWER SECONDARY SCHOOLS
Total 1,680 258,316 10,194 270,190
Male 1,345 163,512 6,756 171,613
Female 335 94,804 3,438 98,577
UPPER SECONDARY SCHOOLS
Total 625 211,864 65,991 278,480
Male 524 169,832 50,526 220,982
Female 101 42,032 15,365 57,489
SCHOOLS FOR THE
VISUALLY IMPAIRED
Total 82 3,220 39 3,341
Male 53 1,866 23 1,942
Female 29 1,354 16 1,399
SCHOOLS FOR THE
HEARING IMPAIRED
Total 84 4,400 35 4,519
Male 54 2,097 17 2,168
Female 30 2,303 18 2,351
SCHOOLS FOR THE
OTHERWISE HANDICAPPED
Total 1,203 35,841 192 37,236
Male 688 16,546 83 17,227
Female 515 19,385 109 20,009
KINDERGARTENS
Total 274 23,329 76,494 100,097
Male 36 551 5,937 6,524
Female 238 22,329 70,557 93,573

TABLE 7.7
Breakdown of Teachers by Age Group and School Type as of Oct. 1, 1992

Under 60 and Average
Schools 24 25-29 30-34 35-39 40-44 45-49 50-54 55-59  Over Age
Elementary 43 134 18.1 21 16 9.7 7.2 94 .09 39.6
Lower Secondary 4.5 16.1 21.8 17.2 13.0 8.5 83 9.3 1.2 39.1
Upper Secondary 2.7 131 16.6 15 14.7 12 12.7 9.9 33 41.6
Schools for the 4.1 13.6 15.6 15.5 13.7 1.5 12 126 1.3 413
visually impaired
Schools for the 53 15.5 171 16 12.9 73 6.6 7 0.7 353
hearing impaired
Schools for the 5.6 19.5 213 18.6 12.9 7.8 6.6 7 0.7 37.7
otherwise handicapped
Kindergartens 40.1 16.3 79 9.7 9.2 5.2 35 29 5.3 329
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30-34 group, with 18.1 percent. The average age of
these teachers was 39.6 vears. In the lower secondary
schools, the most common age group was 30-34,
accounting for 21.8 percent of the total, followed by the
35-39 group, with 17.2 percent. Average age was 39.1
years. At upper secondary schools, the 30-34 (16.6 per-
cent) and 35-39 (15 percent) groups were the most com-
mon, and the average age was 41.6 years. This trend is
evidence of the change in the number of teachers hired
resulting from steep fluctuations in the student popula-
tion (see the section “Employment Statistics” below).

When the age of public school teachers was bro-
ken down by prefectures (for location of prefectures
in Japan, see Figure 7.3), Hokkaido had the highest
average age for elementary school teachers, at 42.8
years, while Kagawa prefecture was lowest, with an
average age of 36. 8 years. In general, instructor age
is higher for prefectures where there are declining
populations and little new hiring, and lower for those
with growing populations and more new hiring. For
lower secondary schools, Okinawa prefecture had the
highest average age, at 43.2 vears, and Shiga prefec-
ture the lowest, at 35.9 years. For upper secondary
schools, Okinawa again had the highest average age,
at 45.8 years, while Nara prefecture was lowest, at
38.4 years.

Niigata
Ishikowa

Regarding length of service, elementary school
teachers served an average of 16.2 years; lower sec-
ondary school teachers, 15.2 years; upper secondary
school teachers, 16.7 years; teachers at schools for the
visually impaired, 16.4 years; teachers at schools for the
hearing impaired, 15.9 years; teachers at schools for the
otherwise handicapped, 13.3 years; and kindergarten
teachers, 9.3 years. Thus, length of service typically
averaged 15-16 years.

Table 7.8 shows the academic background of pub-
lic school teachers. Graduates of teacher training uni-
versities and similar specialized institutions accounted
for 63 percent of all elementary school teachers, 43 per-
cent of all lower secondary school teachers, and 19.6
percent of all upper secondary school teachers. Thus,
the percentage of teachers graduating from general uni-
versities rises withi school level. Further, the percentage
of junior collegie graduates is on the decline at elemen-
tary and secondary schools, while the percentage of uni-
versity and graduate school graduates is increasing.

Generally, teachers are divided into the following
grades: . principal, vice principal, teacher, assistant
teacher, nurse teacher, assistant nurse teacher, and lec-
turer. Teachers at secondary schools and the secondary
departments of special education schools icach specif-
ic subjects.

FIGURE 7.3
f Locations of prefectures mentioned in the text.
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TABLE 7.8

Academic Background of Teachers as of Oct. 1, 1992

TEACHER‘TRAINlNG UNIVERSITIES

Schools Total Grad. School Universities Junior Colleges
Elementary 63 0.6 56.5 5.9
Lower secondary 43 0.9 40 2
Upper secondary 19.6 1.1 17.9 0.7
GENERAL UNIVERSITIES

Total Grad. School Universities Junior Colleges Other
Elementary 37 0.1 21.9 14.1 0.9
Lower secondary 57 0.9 47.8 7.8 0.4
Upper secondary 80 7 70.8 1.8 0.8

Public school teachers are hired by the board of
education (see “Certification” section below). In the
case of public schools, teachers (excluding part-time
lecturers) at elementary schools, lower secondary
schools, and schools for the visually impaired, hearing
impaired, and otherwise handicapped are conside red
employees of the respective city, town, or village gov-
ernment. To prevent salary disparities resulting from
varying local budgets, the prefectural government also
pays half the salaries of all teachers employed in the
levels of compulsory education in order to maintain
compensation levels around the country. A prefectural
Board of Education is responsible for hiring and
appointing teachers whose salaries are paid by the pre-
fectural government, while municipal Boards of Edu-
cation supervise their service.

The percentage of public school teachers belong-
ing to teachers’ associations continues to drop, falling
from 90.9 percent in 1960 to just 58.9 percent in 1992.

Characteristics of Teaching Employment

Teachers at national schools are considered national gov-
ernment employees; those at public schools are consid-
ered local government employees; and those at private
schools are considered private citizens (i.e., participants
in an employment contract based on private law).
Compensation for public school teachers, who are
considered local government employees, is specified in
local ordinances. Compensation for local school teachers
whose salaries are paid by the prefecture is specified in
prefectural ordinances to ensure uniform compensation
for all teachers in the prefecture. To achieve uniform com-
pensation nationwide, which is necessary to maintain
national educational standards, compensation in each pre-
fecture is based on the pay received by national school
teachers. Compensation for national school teachers is

specified by law. In addition to their base salaries, teach-
ers are eligible to receive allowances for the following:
dependents, financial adjustments, housing, transporta-
tion, assignments to outlying areas, administrative posi-
tions, periodic (end-of-term) costs, and diligent service.

The Special Measures on Securance of Excellent
Educational Personnel in Compulsory Education Schools
was enacted in 1974 to regulate compensation for teach-
ers at elementary and lower secondary schools. This act
states that “necessary incentives, compared to ordinary
civil servants, must be provided.” By providing special
incentives, the law is designed to allow teachers to con-
centrate on their teaching duties, thereby contributing to
the hiring of talented teachers. In fact, teachers’ salaries
and benefits rose steadily during the 1974-1979 period,
producing a marked improvement in compensation. As
of the 1992 academic year, the starting monthly salary for
a government employee engaged in general administra-
tion vras yen 161,400 (at the exchange rate concurrent
with this writing, one U.S. dollar was equivalent to 100
yen) while teachers at national elementary and lower sec-
ondary schools received yen 180,800. Teachers at nation-
al elementary and lower secondary schools also receive
a special allowance for compulsory education teachers.

In 1972, the government abolished overtime com-
pernisation for teachers and substituted the ruling that,
based on the special nature of the work and the unique
employment conditions, all work, be it during or out-
side of official working hours, would be evaluated com-
prehensively, and that teachers would be paid a uni-
form teachers’ adjustment allowance, equivalent to
about 4 percent of current base salary.

Average monthly salaries as of September 1992 were
yen 309,400 for elementary school teachers (average age:
39.6 years), yen 305,700 for lower secondary school teach-
ers (39.1 years), and yen 330,400 for upper secondary
school teachers (41.6 years). Teachers who have per-
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formed their duties well during a specified period (usual-
ly 12 months) since the setting of their salary are general-
ly given a raise. Teachers with frequent absences, or who
have been subject to disciplinary measures, are not con-
sidered to have performed their duties well.

As government employees, teachers have their job
security guaranteed by law. Unless specified by laws or
government ordinances, they are protected from inex-
pedient actions, such as dismissals or pay cuts. When
such actions are deemed unwarranted by teachers, they
may lodge protests and file lawsuits. As public servants,
government employees are placed under certain restric-
tions regarding their political activities. The government
has ruled that teachers, because they exert a significant
influence over their pupils, are forbidden (in schools of
all affiliations) to carry on political indoctrination or
campaign activities, thus taking advantage of their posi-
tion and authority. There are also restrictions on outside,
part-time employment for teachers, since it is consid-
ered a duty of government employees to devote them-
selves fully to their jobs.

Private-sector workers in Japan have the right to
organize, to negotiate, and to strike, and teachers at pri-
vate schools, because they are not government employ-
ees, are no exception. Employees of the national and
local governments (including teachers at national and
public schools) have the right to organize, but not the
right to bargain collectively. They are also forbidden to
go on strike. Japanese teachers’ unions differ from ordi-
nary labor unions in that they are allowed to report
opinions and complaints about working conditions but
are not allowed to sign collective agreements or other-
wise to determine their working conditions. Working
conditions are specified in local ordinances.

Patterns of Supply and Demand for
Teaching Positions

Teacher hiring, transfer, and separation for the 1991
school year, which began in April 1991 and ended in
March 1992, are described below.

TABLE 7.9

At elementary schools, 16,229 teachers were hired,
69,087 were transferred, and 15,895 were released. At
lower secondary schools, 11,856 teachers were hired,
40,712 were transferred, and 10,940 were released. At
upper secondary schools, 8,753 teachers were hired,
22,550 were transferred, and 9,169 were released (see
Table 7.9).

The rapid increase in the birth rate following World
War 1], a period commonly referred to as “the first baby
boom,” produced a marked rise in the student popula-
tion. To cope with this increase, the Law Concerning
Class Size and Number of Educational Personnel in Pub-
lic Compulsory Education Schools and the.Law Con-
cerning Establishment and Placement of Public Sec-
ondary Schools and Number of Educational Personnel
were enacted in 1958 and 1961, respectively. Based on
these acts, the number of public school teachers was cal-
culated based on a specific ratio for each type of school,
according to the number of classes and students. As a
result of efforts to improve educational standards, the
number of teachers has risen steadily, and the ratio of
teachers to students is also increasing each year.

Following another peak in the 1980s, the result of
a second baby boom, the student population entered a
period of decline, and fewer teachers are needed. Com-
bined with the fact that fewer instructors have been
quitting in recent years, this has led to a situation in
which fewer teachers are being hired.

Listed below are the figures for the number of
individuals who took the teachers' employment exam
in the 1992 academic year; the number who were actu-
ally hired; and the ratio of applicants to openings. .

In the case of elementary schools, 34,739 individ-
uals sat for the exam and 10,987 were hired, which
translates into 3.2 applicants for every opening. For
lower secondary schools, the respective figures were
39,005 and 7,839, for a competitive ratio of 5:0. For
upper secondary schools, the figures were 28,007 and
4,383, with 6.4 applicants for every opening. In each
school category, then, the number of applicants is con-
siderably higher than the number of openings.

Teacher Migration—April 1, 1991-March 31, 1992

No. of No. of No. of Total No.
Schools Hires Transfers resignations Teachers*
Elementary 16,229 69,087 15,895 470,083
Lower secondary 11,856 40,712 10,940 270,180
Upper secondary 8,753 22,550 9,168 278,480
Special education 2,898 . 4,839 14,056 45,096

*As of Oct. 1, 1992,
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When the ratio of applicants to openings is bro-
ken down by subject, it is found that, at lower sec-
ondary schools, the greatest competition is for positions
in homemaking {8.7) and health and physical education
(7.3). Meanwhile, positions in industrial arts (2) and
mathematics (2.7) were the most available. At upper
secondary schools, the most hotly contested positions
were for social studies (11.3) and health and physical
education (11). The most available positions occurred
in nursing (1.8) and fishery (2).

When analyzed by prefecture, competition was
highest for positions in Osaka prefecture, with 12.5
applicants for every opening, followed by Ishikawa
prefecture, with a ratio of 8:8. The lowest ratios were
shown by Hokkaido (2:2) and Niigata (2:2) prefec-
tures.

The Educational Personnel Certification Law states
that a provisional teacher certificate, valid for three
years, may be granted when an instructor with a stan-
dard teacher certificate is not available. Generally, how-
ever, these certificates are granted to individuals who
already have teacher certificates for other school levels.
At secondary schools, when no teacher is available for
a given subject, the granter of the certificate can autho-
rize an instructor without a certificate for the subject to
teach for a period of up to one year.

CHARACTERISTICS AND GOVERNANCE OF
TEACHER EDUCATION PROGRAMS

Japan's teacher training is based on the teacher certifi-
cation system and built around the principle of an open
system, wherein both teacher training universities and
ordinary universities provide teacher training with their
own characteristics. University programs are based on
the minimum criteria set out by law and offer training
with individual characteristics. Teacher certificates are
granted to students who have earned the necessary
number of credits as stipulated by law. To maintain uni-
form standards for teacher training, the ml.istry, or
Monbusho, is responsible for certifying all training
courses.

Like elementary and secondary schools, universi-
ties are divided into three affiliations—national, public,
and private—based on the status of the founder. The
school founder bears administrative and financial
responsibility for the school. It is left to Monbusho to
certify that a given university course provides students
with the basic qualifications required for a teacher cer-
tificate (see information below in this section). Certifi-
cation criteria differ for each type of teacher certificate
(see “Certification” section, below).

Between 70 and 80 percent of all junior colleges,
universities, graduate schools, and advanced courses have

teacher training certification courses (see Table 7.10).
Forty-eight national universities have academic faculties
devoted solely to teacher training; they are referred to as
“teacher training universities.” Basically, these national
teacher training universities are located in each prefecture.

More than 60 percent of elementary school teach-
ers are graduates of these teachers’ colleges. The figure
drops to 40 percent for lower secondary schools, and
some 20 percent for upper secondary schools. Thus, the
higher the level of education, the higher the ratio of
ordinary university graduates (see above section, “Basic
Characteristics of the Teaching Profession”).

Because teacher training is based on an open sys-
tem, and covers institutions ranging from teachers’ col-
leges to ordinary institutions of higher education, it is
very difficult to single out related expenses. Govern-
ment budgetary outlays for education in financial year
1989 amounted to yen 14.935 trillion, of which institu-
tions of higher learning accounted for yen 2.506 trillion,
or 16.8 percent of the total. When the yen 2.579 trillion
in donations to private schools are taken into account,
educational costs for institutions of higher education
amounted to yen 5.085 trillion.

The national government determines the basic
policy for measures to improve the quality of teach-
ers in three stages—teacher training, hiring, and in-
service training. Decisions are made based on recom-
mendations from the National Council on Education
Reform, which is an advisory body to the Prime Min-
ister, and the Educational Personnel Training Council,
which is an advisory body to the Minister of Educa-
tion, Science, and Culture. In 1988, the Educational
Personnel Training Council defined the qualities
required of a teacher as follows: a sense of mission as
an educator; a deep understanding of the process of
human growth and development; a professional ded-
ication to the students; education in one’s subject spe-
cialization; broad and rich knowledge; and practical
teaching skills based on this knowledge. In the eyes
of the council, concrete measures needed to upgrade
teacher quality include improvements in the teacher
training and certification system; the creation of an
induction training program for newly appointed teach-
ers; and the systematic establishment of in-service
training programs.

Characteristics of
Teacher Preparation Institutions

Teacher training courses are organized by universities,
but the subjects and credit hours required for a teacher
certificate are determined by law. The Minister of Edu-
cation, Science, and Culture is responsible for certifying
each training course, based on its compliance with these
criteria.
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TABLE 7.10

Number of Universities and Junior Colleges with Certified Teacher Training Courses as of

June 1992

Schools with Certified
Teacher Training Programs

Schools, by Type No. of Schools No. %
UNIVERSITIES
National 98 79 80.6
Public 41 30 73.3
Private 384 306 79.7
Total 523 415 79.3
JUNIOR COLLEGES
National 39 1 2.6
Public 53 30 56.6
Private 499 381 76.4
Total 591 412 69.7
GRADUATE SCHOOLS
National 98 77 79.2
Public 23 13 56.5
Private 216 152 70.4
Total 337 242 71.8
ADVANCED COURSES
National 40 36 90
Public 1 1 100
Private 44 36 81.8
Total 85 73 85.9

Concerning in-service training, the law stipulates
that teachers at national and public.schools must con-
tinue training throughout their careers and that the
appointing authorities strive to implement training pro-
grams, So-called induction training programs for newly
appointed teachers are required by law. Guidelines of
Monbusho are published for basic items such as the
number of days of training and the methods to be used;
local boards of education draw up training plans refer-
ring to this basic framework, taking into account the
state of affairs in individual schools and communities.
Further, Monbusho has the right to offer both general
and specific guidance and advice concerning all aspects
of training implementation.

The Minister of Education, Science, and Culture is
responsible for certifying that each teacher training course
provides students with the basic qualifications required
for a teacher certificate. To obtain such certification, the
founder of the university submits to the Minister of Edu-
cation, Science, and Culture an application containing
information about the name of the university, faculty and
department, the type of teacher certificate, the maximum
number of students, the curriculum, instructors, and facil-
ities. The Minister of Education, Science, and Culture then
consults the Educational Personnel Training Council and
decides whether to certify the course.

The decision is based on factors such as the objec-
tives and character of the university or graduate school
department, the interrelationship of these factors with
the teacher certificate for which the school is applying,
the curriculum, and teachers. In the case of a training
course for elementary school or kindergarten teachers,
for example, the school must have a teacher training
department. Regarding the curriculum, the school must
offer the subjects specified in the Enforcement Regula-
tions of the Educational Personnel Certification Law for
subjects and teaching, in accordance with the type of
certificate being applied for.

After a training course has been certified, Mon-
busho is charged with the responsibility of providing
appropriate guidance and advice to maintain and
improve course standards.

The appointing authorities are responsible for
planning and implementing in-service training.
Regarding induction training for newly appointed
teachers, the implementing authority draws up an
outline and annual training plan for basic items such
as the number of days of training and training meth-
ods, taking into account the guidelines published by
Monbusho. Individual schools base their annual
instruction plans on these and submit them to munic-
ipal boards of education,
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NATURE AND CONTENT OF
TEACHER PREPARATION

To obtain a teacher’s certificate, a person must, in prin-
ciple, earn the university credits specified in the Educa-
tional Personnel Certification Law (see sections below
for details).

Academic Preparation Prior to
Preservice Teacher Education

To be admitted to a university, a student must have
done one of the following:

1. Graduated from an upper secondary school

2. Graduated from the upper secondary depart-
ment of a school for the visually impaired, hear-
ing impaired, or otherwise handicapped

3. Completed three years of study at a college of
technology

4. Been certified by the Minister of Education, Sci-
ence, and Culture as possessing equivalent qual-
ifications

There is no special preparatory school program,
nor are there any uniform criteria, methods, or standards
for the acceptance of applicants; each university holds
its own entrance examination. The maximum number
of students to be accepted is specified in the school reg-
ulations for each faculty based on departments or cours-
es. In the 1992 academic year, national teacher training
universities accepted 19,930 new students. At ordinary
universities, many students are not interested in cbtain-
ing a teacher certificate or finding employment as a
teacher after graduation.

Nature and Content of
Preservice Teacher Preparation Curricula

Subjects in the teacher training curriculum can be divid-
ed into two categories: those concerning teaching and
thosc concerning the student’s subject specialization.
Regarding the former, required subjects and credit
hours are specified for each type of school by the Edu-
cational Personnel Certification Law and the Monbusho
order, Science and Culture. Main subjects include the
following areas: the essence and goals of education;
physical and mental development and the learning
process of students; educational methods and tech-
niques (including the use of computers and education-
al materials); subject teaching methodology; moral edu-
cation; special activities; student guidance and
educational consultations; and teaching practice. To be
certified as elementary school teachers, students must
earn at least 41 credits; those desiring certification as

secondary school teachers must earn at least 19 credits.

Teaching practice usually lasts at least four weeks
(four credits) for kindergarten and elementary school
teachers, and at least two weeks (two credits) for sec-
ondary school teachers. This includes 15-30 hours of
instruction (one credit) before and after the teaching
experience. Universities and faculties designed for
teacher training have schools attached to them for the
purpose of teacher training practice. When such schools
are unavailable, the university makes a request for
cooperation to a student’s alma mater or to another suit-
able school. Schools that are willing and able to accept
student teachers on a continuous basis are sometimes
designated “special cooperating schools.” Although the
university draws up the plan for teaching practice, guid-
ance during the teaching practice period is provided
alternately by the university and by the cooperating
school. During this period, student teachers experience
a wide range of teaching duties both inside and outside
of their subjec: specialty, including instruction in moral
education, homeroom supervision, and an understaud-
ing of school education and the state of the surround-
ing community and society. The university evaluates the
student teacher and approves the credits based on
reports from the cooperating school.

Regarding subjects in the student’s specialization,
required subjects and credit hours are specified by the
Educational Personnel Certification Law and by directives
from Monbusho. To be certified as an elementary school
teacher, for example, a student must earn at least two cred-
its in each of the following subjects: Japanese language,
social studies, arithmetic, science, life environment stud-
jes, music, art and handicrafts, homemaking, and physical
education. To be certified as a lower secondary school
teacher in mathematics, a student must earn a minimum
of 40 credits, including at least 20 zedits from among the
following subjects: algebra, geometry, analytical geome-
try, probability and statistics theory, and computers.

Differences in the Nature and Content of
Teacher Preparation Programs

As noted above, universities are responsible for orga-
nizing their own teacher training courses. Because the
Minister of Education, Science, and Culture certifies the
courses based on uniform standards, however, no sig-
nificant disparity can be observed among universities or
districts. Training courses are different for each type of
teacher certificate; subject matter and credit hours differ
depending on the type of school (kindergarten, ele-
mentary school, lower secondary school, upper sec-
ondary school, schools for the visually impaired, hear-
ing impaired, or otherwise handicapped), the grade of
teacher certificate (advanced, first class, second class),
and the teacher’s subject specialization.
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Linkages Between Curricular Standards for
Teacher Zducation and
Curricular Standards for Students

To ensure national educational standards, the Mon-
busho order and Course of Study specify general stan-
dards for the type and content of courses in elementary
schools, secondary schools, and schools for the visual-
ly impaired, hearing impaired, or otherwise handi-
capped. The Educational Personnel Certification Law,
which specifies the subjects for certification, and the
accompanying enforcement regulations, which indicate
which class subjects a university must offer, are gener-
ally revised in line with the Course of Study.

CERTIFICATION

Initial Requirements

All teachers must have a teacher’s certificate. Teacher
certificates are issued under the authority of the Educa-
tional Personnel Certification Law and are of three
types: standard, special, and provisional. Standard cer-
ti“icates are divided into advanced, first-class, and sec-
ond-class certificates for each school category (elemen-
tary, lower and upper secondary, schools for the
visually impaired, hearing impaired, or otherwise hand-
icapped, and kindergartens). There is no second-class

TABLE 7.11
Type of Teacher Certificates and Necessary Quatifications

certificate for upper secondary schools. Teacher certifi-
cates are granted to individuals who possess the basic
qualifications outlined in Table 7.11, and who have
earned the necessary college credits. Certificates for sec-
ondary schools are granted for each subject. Prefectur-
al boards of education are responsible for granting
teacher certificates, and a standard certificate is valid
anywhere in the country.

The “special teacher certificate” was established to
allow the utilization of individuals from society at large
who possess special skills or expertise. It is granted to
individuals who pass the teachers’ exam given by the
certificate-granting authorities. Provisional certificates
are for assistant teacher and assistant nursing teachers
and are granted to individuals passing the teachers’
exam only in cases when a teacher with a standard cer-
tificate is not available. Both special and provisional cer-
tificates have a limited lifetime and are valid only with-
in the prefecture where issued.

For certificate holders to actually teach at a public
school, they must first pass the Teacher Employment
Selection Test, held by boards of education in all pre-
fectures and selected cities. After passing this test, cer-
tificate holders are employed as teachers. Standard cer-
tificates are valid indefinitely, and certificate holders are
permitted to take the Teacher Employment Selection
Test as many times as they wish during their careers.
The boards of education carry out a multifaceted eval-
uation of the applicant’s skills, qualificatiors, and suit-

Minimum Number of Credits Required

Subject Subject Specialty

Type of Certificate Basic Qualifications Specialty Teaching or Teaching

ELEMENTARY SCHOOL TEACHER

Advanced certificate Master's degree or one year's residence 18 a4 24
and 30 credits in subject specialty

First-class certificate Bachelor’s degree 18 a4

Second-class certificate Associate’s degree from junior college 10 27

LOWER SECONDARY SCHOOL TEACHER

Advanced certificate Master's degree or one year's residence 40 19 24
and 30 credits in subject specialty

First-class certificate Bachelor’s degree 40 19 24

Second-class certificate Associate’s degree from junior college 20 15

UPPER SECONDARY SCHOOL TEACHER

Advanced certificate Master's degree or one year's residence 40 19 24
and 30 credits in subject specialty

First-class certificate Bachelor's degree 40 19

Note: Teacher certificates also exist for teachers at special education schools, for kindergarten teachers, and for nursing teachers.
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ability for a teaching position. Evaluation methods are
diverse and include written tests of general education
and specialized knowledge in the applicant’s subject
specialty; skills tests in areas such as physical education,
music, fine arts, and English conversation; essay tests
(most of which question the candidate’s dedication to
education and awareness of related issues); interviews;
aptitude tests; and evaluation of a candidate’s past par-
ticipation in extracurricular and volunteer activities.

In March 1992, 404,504 students graduated from
universities with certified teacher training courses. Of
this total, 72,553, or 17.9 percent, earned teacher cer-
tificates, and 13,424, or 18.5 percent, of those with cer-
tificates passed the test and were employed as teachers
(see Table 7.12).

Certification Reauthorization

Standard teacher certificates need not be renewed.
However, they are rendered invalid if the holder is
judged to be incompetent or quasi-incompetent, if the

~

holder is a member of, or attempts to form, a political
party or other organization that supports the overthrow
of the government by violent means. The certificate may
also be revoked if the holder intentionally breaks the
law or commits a grave misdeed.

Special teacher certificates are valid for a period
of three to ten years; the exact term is determined by
the prefectural board of education. Provisional certifi-
cates are valid for three years.

Provisional certificates nay be granted only when it
is impossible to hire a teacher with a standard certificate.
Ordinarily, they are granted to teachers who possess stan-
dard certificates for other school categories. At secondary
schools, the certificate-granting authorities may permit a
teacher without a certificate for the relevant subject to
teach said subject for up to a year when a teacher with
the proper certificate is unavailable. Further, when there
is determined to be a special need in certain areas of a
subject, the certificate-granting authorities may appoint as
part-time lecturers individuals without a teacher certificate.
This is done with the objective of tapping special skills

e

holder is imprisoned for a criminal offense, or if the and expertise possessed by individuals outside academia.

TABLE 7.12

Number of Graduates of Universities and Other Institutions with Certified Teacher Training Programs
and Number Receiving Teacher Certificates, as of March 1992 : :

Number of Students Who
institutions Number of Graduates Received Teacher Certificates
UNIVERSITIES NATIONAL
TT.U. 19,345 17,182
Ordinary 67,405 8,230
Public 10,108 2,328 *
Private 307,646 44,213
Total 404,504 72,553
GRADUATE SCHOOLS NATIONAL
TTU. 1,784 1,418 R
Ordinary 16,199 1,675
Public 954 146
Private 7,874 1,216
Total 26,811 4,455
ADVANCED COURSES NATIONAL
T.T.U. 267 229
Ordinary 48 18
Public 14 13 s
Private 294 174
Total 623 434
JUNIOR COLLEGES NATIONAL
T.T.U. — —
Ordinary 675 27
Public 4,194 1,676
Private 152,421 44,641
Total 157,290 46,347
OTHER 5,283 5,255
ToTAL 594,511 129,044
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ON-THE-JOB TRAINING AND DEVELOPMENT
Induction or Transition Processes

A training program for newly appointed teachers was
implemented in the 1989 academic year, based on the
Law for Special Regulations Concerning Educational Pub-
lic Service Personnel. Under this law, appointing author-
itics have a legal obligation to provide newly appointed
teacners with induction training during their first year of
work. Individual covered under this obligation include
teachers, assistant teachers, and full-time lecturers at
national and public elementary schools, secondary
schools, and schools for the visually impaired, hearing
impaired, and otherwise handicapped. In addition to nor-
mal teaching duties (class and subject supervision), newly
appointed teachers are required to undergo in-school
training for two days a week and training outside school
for one day a week. The training covers areas necessary
to the fulfillment of a teacher’s duties, including basic
skills, class managément, subject instruction, moral edu-
cation, special activities, and student guidance.

Concerning in-school training, designated guidance
teachers offer guidance and advice to newly appointed
teachers with the help of other teachers. Guidance teach-
ers are selected from among a school’s vice-principal,
teachers, and lecturers (including part-time lecturers).
Only teachers with a great deal of experience are chosen
for this duty. Out-of-school training includes such activi-
ties as lectures, seminars, and hands-on guidance at edu-
cational centers; visits to other types of schools, social
education facilities, child welfare facilities, and private
corporations; volunteer activities; and outdoor activities.

Along with this training, schools with one new
teacher are assigned a part-time lecturer for three days
a week; those with two new teachers are assigned a full-
time teacher, This helps to ensure a lighter work load
(class hours, etc. ) for the newcomer and for guidance
teachers. Necessary costs for induction training, includ-
ing personnel costs, are borne by whoever implements
the induction training program, that is, by the appoint-
ing authorities (prefectural boards of education in the
case of elementary and lower secondary schools). The
national government reimburses compulsory education
schools for one-half of related personnel and out-of-
school training costs.

Professional Development Opportunities

In recognition of the unique character of their duties,
teachers are offered a variety of training-related excep-
tions that are not available to other government
employees.

The law requires teachers to continue training
throughout their careers in order to carry out their

teaching duties. At the same time, boards of education
are charged with the responsibility of planning and
implementing teacher training. Three types of training
are recognized: professional training, which is consid-
ered a necessary part of the job; voluntary training,
which is undertaken by the teacher outside of working
hours; and work-exemption training, which can be
planned independently by the teacher and, if it does not
adversely affect school activities and is approved by the
school principal, exempts the teacher from the obliga-
tion of concentrating on teachir.g duties while allowing
him or her to draw normal pay. Prefectural boards of
education play a central role in the implementation of
training programs for public school teachers. They are
responsible for implementing the following kinds of
training:

1.  Induction training: for all newly appointed
teachers with less than one year's experience (90
days a year)

2. In-service training for experienced teachers: for
all teachers who have completed 5, 10, or 20
years of service

3. Master teacher training: for all newly appointed
principals and vice principals

4. Training for newly appointed curriculum coor-
dinators: for all new curriculum coordinators

For core teachers, there is a long-term dispatch
program to help them develop specialized skills and
qualifications. Under this program, which may last any-
where from several months to two years, teachers are
sent, with pay, to a graduate school or educational
research institute. In 1993, plans called for the dispatch
of some 1,250 teachers to graduate schools for periods
of one-to-two years.

Further, three universities with graduate schools
have been set up to ensure opportunities for research
and study, primarily for experienced teachers. The three
universities are Hyogo University of Teacher Education
(founded in 1978), the Joetsu University of Teacher Edu-
cation (1978), and the Naruto University of Teacher Edu-
cation (1981)

Municipal boards of education also provide train-
ing programs for teachers at public schools that take
into account the state of local affairs. The national gov-
ernment, through Monbusho, directly implements the
following types of training. Its aim is to train school
principals, vice-principals, and subject teachers capable
of playing a leadership role in each prefecture. (The
government also provides support for prefectural train-
ing activities.)

1. Central workshops for intensive in-service train-
ing: for school principais and vice principals (22
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Cays; 800-individuals a year), and for other core
teachers (36 days; 1,000 teachers a year) at pub-
lic schools

2. Comprehensive colloquium on Course of Study
guidelines: for all teachers at public schools

3. Dispatch of teachers overseas: to inspect educa-
tional facilities: for teachers aged 35 or over
(1,200 teachers for 30 days and 3,800 teachers
for 16 days) and teachers aged under 35 (180
teachers for GO days)

In addition, educational research institutes offer a vari-
ety of training sessions, and each school has its own
unique training program.

POLICY ISSUES AND TRENDS FOR
TEACHER PREPARATION AND
PROFESSIONAL DEVELOPMENT

Present Concerns for Change and Improvement

Expertise in subject specialty and practical teaching
skills needs to be further developed during teacher
training. Further, persons with deeper scholarship need
to be brought into the educational system.

An in-service training program should also be sys-
tematically established to follow the training program
for newly appointed teachers. Other issues include the
building of linkages between university training cours-
es, in-service training, and (especially) the training pro-
grams for newly appointed teachers.

Present and Long-Range Plans for Imorovement

The Educational Personnel Certification Law was
revised in 1988. As part of efforts to improve practical
teaching skills, this act raised certification standards and
established the advanced teacher certificate. This cer-
tificate, designed with the objective of attracting indi-
viduals possessing advanced, specialized expertise in a
certain field, has as its basic qualification the comple-
tion of a master’s degree at a graduate school, and is
for teachers at all types of schools, as well as for nurs-
ing teachers. :

The special teacher certificate was created to bring
individuals from society at large, possessing special
skills and expertise, into the educational system. The
special part-time lecturer program was established to
make it possible to hire part-time lecturers without
teacher certificates.

Concerning in-service training, the induction
training program was established in the 1989 academ-
ic year. In addition to the traditional prefecture-man-
aged training programs undergone by all teachers after
completion of five years of service, starting in the 1993
academic year, the national government established
two kinds of subsidies for training for teachers who
have completed 10 and 20 years of service, respec-
tively. The government also established a subsidy pro-
gram that will allow local boards of education to carry
out systematic certification seminars, helping teachers
with second-class teacher certificates to obtain first-
class certificates.
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CONTEXT

Since the liberation in 1945, education in the Republic
of Korea has made remarkable progress in quantity. The
quantitative expansion has taken place in the increase
of the schools, in student population, and in growth in
the number of teachers. The expansion of elementary
school, middle school, high school, and higher educa-
tion from 1945 to 1993 is outlined in Table 8.1.
Qualitatively, however, much progress has not
been made in tandem with the rapid quantitative
growth. During the past five decades, every effort has
been made to solve educational problems and to
upgrade the quality of education. Innovative efforts,
especially to streamline the education system, have
been carried out since the 1980s. The focal point has
been placed on elevating the quality of education
through a shake-up of the education system, and on
improving the conditions of education. The present
school ladder system follows a singular track of
6-3-3—4. Elementary school, middle school, high
school, and college and university constitute the skele-
ton of the school system. This is illustrated in Figure 8.1.

134

Definitions

The terms of schooling are six years in elementary
school, three years in middle school, three years in high
school and four years in college and university. Ele-
mentary and middle schooling is provided to all chil-
dren, compulsory and free of charge. General informa-
tion on schooling in Korea in terms of grade levels and
student age ranges is presented in Table 8.2.

In 1993, about 13,000,000 children and youth
were enrolled in about 10,000 schools. The number of
schools and students is shown in Table 8.3. The per-
centage of students in the total population is about 30
percent. The student population portion of non-
government school sectors is becoming higher than
that of government school sectors as school levels
increase. This means that private schools contribute
much to the development of education. The entrance
rate of students and school enrollment ratio in each
level of schools is growing steadily (see Table 8.4).
Table 8.5 shows the graduation rate of students by
level of schooling and the percentage of female stu-
dents graduating.
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TABLE 8.1
Quantitative Expansion of Education by Enroliments, 1945~1993

Elementary Middle High Higher
School School School Education*
1945 1993 1945 1993 1945 1993 1945 1993
Schools 2,834 6,057 166 2,580 307 1,757 19 655
Teachers 19,729 139,159 1,186 97,131 1,720 96,698 1,490 51,277
Students 1,366,024 4,336,252 80,828 2,410,874 40,271 2,069,210 7,819 2,099,735
: *Higher education includes colleges and university, junior colleges, graduate school, miscellaneous school, air correspondence college, and open
3 college.
TABLE 8.2
Definitions of Schooling
Student
School Type Grade Levels Age Range
Pre-elementary ' — 4-5
Elementary 1-6th grade 6-11
Secondary 7-Sth grade 12-14
Postsecondary 10-12th grade 15-17
Preservice teacher 13-16th grade 18-21
preparation
TABLE 8.3
Number of Schools and Students
Schools A Students
National & National &
Total Public Private Total Public Private
Kindergarten 8,515 4,514 4,001 467,380 113,332 356,048
Elementary 6,057 5,981 76 4,336,252 4,268,860 67,392
Middle School 2,590 1,890 700 2,410,874 1,794,587 616,287
High School 1,757 864 893 2,069,210 787,827 1,281,383
Higher Education 655 134 521 2,099,735 712,682 1,387,053
TABLE 8.4
Student Entrance Rates and Enroliment Ratios
Middle School High School Higher Education
Entrance Enroliment Entrance Enroliment Entrance Enroliment
Rate Ratio Rate Ratio Rate Ratio
1970 63.8% 51.2 70.9% 28.1 34.5% 88
1980 96.8 95 848 - 63.5 471 16
1990 99.5 96.9 91.3 87.6 54.4 38.1
1992 99.6 97 96.2 89.2 62.5 46.8

Note: Educational Indicators in Korea (KEDI), 1992,
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TABLE 8.5

Student Graduation Rates by School Level and Percentage of Females Graduating

Elementary Middle Schoo! High School
Total (%) Female (%) Totai (%) Female (%) Total (%) Female (%)
1970 894 —_ 93.2 94.9 90.7 93.5
1975 904 90.4 92.7 93.9 94.8 97
1980 94.1 94.2 97 98.4 94.4 98.4
1985 97.7 97.9 96.9 100 92 94.7
1991 99.4 99.5 97.8 97.7 94.3 96.5
1992 98.9 99 97.7 97.9 94.5 96.7
TABLE 8.6

Percentage Distribution of Population by Educational Attainment

Elementary (%) Middle School (%) High School (%) Colleges & University (%)
1975 65.5 14.8 13.9 5.8
1980 55.3 18.1 189 7.7
1985 43.4 20.5 259 10.2
1990 ) 33.7 189 33.2 14.2
TABLE 8.7
Expected Levels of Education for Children
Son Daughter
Middle High College & Graduate Middle High College &  Graduate
Schoot (%) School (%)  Univ. (%)  School (%) School (%) School (%) Univ. (%) School (%)
1977 7.5 36.2 55.5 0.8 23.7 42.7 333 0.3
1987 1.6 13.9 60.5 24 4 25.6 55.1 15.3
1990 1.6 12.1 61.9 24.4 39 20.4 61.3 14.4

Source: National Statistical Office, Social Indicators in Korea, 1991.

Percentage distribution of population by educa-
tional attainment has been greatly improved (see Table
8.6). The total average years of educational attainment
was 9.20 as of 1990. It is noteworthy that the average
number of years of educational attainment for those
20~29 years old is 12.05. This is the result of the strong
desire of people for education and the supportive pol-
icy measures of the government. Table 8.7 shows the
expected levels of education for children for 1977-1990.
Most parents want their children to complete college
and university and graduate levels.

BACKGROUND ON THE TEACHING FORCE
Basic Characteristics of the Teaching Profession

See Tables 8.8 and 8.9 for statistics on trends in teach-
ers' average age and years of teaching experience, and

on the percentages of female teachers, from
1965-1992. As shown in Table 8.9, the percentage of
female teachers has increased as time passes. The per-
centage of female teachers will become higher in the
future in line with greater efforts at industrialization.
The academic attainment level of teachers is at least 16
years of schooling, because teachers’ certificates are
provided to those who have completed our four-year
teachers’ college and college of education, or to those
who have attained an equivalent level of academic
achievement.

Since 1953, 11 national teachers' colleges, locat-
ed in each province, have been the main source of sup-
ply for prospective elementary school teachers. Sec-
ondary school teachers have been produced from the
colleges of education, which are, in most cases,
attached to universities. At present, 35 colleges of edu-
cation produce prospective secondary school teachers.
In 1953, Provision 11 of the Law on the Educational

14g
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TABLE 8.8

Trends of Teachers’ Average Age and Teaching Experience by School Level

Elementary Middle School General High School Vocational High School
Years of Years of Years of Years of
Age Teaching Age Teaching Age Teaching Age Teaching
1970 33.2 1.3 353 10.1 36.7 109 35.8 9.5
1980 36.5 15.8 35.6 11.8 36.6 123 35.5 1"
1990 40.3 18.7 36 1.3 371 12.5 375 124
1992 41 19.1 36.7 124 38.3 134 38.2 1341
TABLE 8.9
Percentage of Female Teachers by School Level
Junior College &
Elementary (%)  Middle School (%) High Schooi (%)  University (%)
1965 255 16.1 8.9 11.9
1970 29.1 18.6 9 12.6
1975 337 25.1 12.7 14.5
1980 36.8 328 171 15.7
1980 36.8 328 1741 15.7
1985 43.1 38.5 204 17.7
1991 51.6 47.6 23.3 20
1992 52.4 47.7 23.2 20.5
TABLE 8.10
Monthly Salary of Elementary and Secondary School Teachers by Salary Step, 1993 (in U.S. dollars)
Salary Monthly Salary Monthly Salary Monthiy Salary Monthiy
Step Salary Step Salary Step Salary Step Salary
1 $325 1 $439 21 $651 31 $914
2 336 12 452 22 676 32 942
5 346 13 473 23 702 33 971
4 357 14 494 24 727 34 999
5 367 15 516 25 753 35 1,0267
6 378 16 538 26 779 36 1,053
7 390 17 561 27 804 37 1,079
8 402 - 18 583 28 830 38 1,106
9 414 19 606 29 858 39 1,132
10 427 20 628 30 886 40 1,158

Public Service prescribed that graduates from the
national education institutions be given preferential
treatment in the recruitment process in government pri-
mary and secondary schools. Thus, most graduates
from private colleges of education could be recruited
into private schools; they were unlikely to obtain teach-
ing positions in public schools. But in 1991, the Con-
stitutional Court decided that this teacher recruitment
policy violates the equal opportunity principle solemn-
ly guaranteed in Constitutional Law. The teacher
recruitment policy has been revised, or improved, to
ensure equal opportunity for competent, prospective
teachers through open competition.

Characteristics of Teaching Employment

The teacher compensation system has been changed sev-
eral times in terms of its salary tables, various allowances,
and fringe benefits, in accordance with the financial con-
ditions of the Government and community support. Dur-
ing the past four decades, the mainstream of the salary
schedule has been developed toward the single-salary
schedule. In other words, every teacher with the same
kind of teaching license and teaching experience receives
the same amount of salary and allowance, regardless of
whether he or she works in elementary, middle, or high
school (Table 8.10 shows 1993 figures for monthly
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salaries for elementary and secondary school teachers).
In general, the starting salary step for the beginning
teacher who graduates from teachers’ colleges or colleges
of education is number nine. (Table 8.10 shows only
fixed pay; various allowances are not included. Profes-
sors in colleges and junior colleges are paid according to
different salary tables.)

The teacher salary schedule includes monthly pay
that is fixed plus several allowances. Besides the month-
ly salary, additional allowances are paid on a monthly
basis, within the limits of budget, as bonuses, teaching
allowances, family allowances, schooling expenses for
children, allowances for special-area service, special-
duty allowances, allowances for overtime work, and so
on. Teachers also have fringe benefits, such as medical
insurance, pension, schooling expenses for children,
loans for housing, and befc = and after leave for child-
birth (about two months for :emale teachers).

The Korean Teachers’ Mutual Fund is an organiza-
tion that oversees the welfare of teachers and provides
them with financial security so that they can devote
themselves fully to their profession. The Teachers Pen-
sion Fund of Private School Teachers is the equivalent
organization for private school teachers. The Korean Fed-
eration of Teachers’ Associations (KFTA) is recognized by
the government as the only legal organization for the
teaching profession. In 1952, this organization joined the
World Confederations of Teaching Profession (WCOTP)
as a full member, and has participated in various types of
activities. However, some teachers who were discontent
with the conservative activities of KFTA independently
formed the National Council of Teachers, which later
became a teachers’ union, in 1990. Under the slogan
“True Education,” these teachers advocated collective
struggles for teacher salary increases, the improvement
of deteriorated conditicns of teaching, and democratiza-
tion of the educational leadership. They also demanded
the right to exercise collective bargaining, and even to
strike (with the provision that they would first ask the
permission and cooperation of other professional teach-
ers’ organizations). The government disagreed and dis-
missed about fifteen hundred teachers from their teach-
ing posts on the grounds that they had violated the laws
and generated negative public sentiment. After four years,
the government allowed almost all of these dismissed
teachers to return to classrooms, on the condition that
they secede from the labor union movement. Even
though the government does not recognize the labor
union movement of teachers, the union was enrolled as
a member of EI (Education International) in 1993.

Since 1992, KFTA has engaged in collective bar-
gaining with the Ministry of Education (MOE) on issues
such as salary increases, teaching conditions, retirement
and health insurance policies, and so on. As mentioned
above, during the past decades, the teacher recruitment

policy was overreliant on national institutions, discrim-
inating against private institutions. But the recruitment
of teachers is now carried out on an open, competitive
basis in order to induce more highly qualified teachers,
regardless of their gender, birthplace, college of origin,
or other considerations, into the teaching profession.
And recruitment is based on a variety of criteria—such
as written examinations, college records, teaching skills,
and personality—to induce bright, prospective teachers
in each provincial area.

Annually, about 7,000-8,000 teachers are recruit-
ed. In 1993, 7,381 teachers were recruited into primary,
middle, and high schools. New teacher demand is, at
most, about 7,000 teachers yearly, even though about
57,000 prospective teachers are available. Accordingly,
the MOE tries every year to secure a larger educational
budget in order to recruit more teachers into the teach-
ing profession.

CHARACTERISTICS AND GOVERNANCE OF
TEACHER EDUCATION PROGRAMS

Characteristics of Teacher Preparation Institutions

Institutes responsible for teacher education vary in type
and level. Kindergarten teachers are usually trained by
junior vocational colleges; elementary school teachers
by teachers’ colleges; and secondary school teachers by
colleges of education and general colleges and univer-
sities. These institutions supply nearly 30,000 teachers
annually. Appropriate licenses for teaching are award-
ed to those who graduate from these institutions.

Some kindergarten teachers are trained by four-
year colleges and junior vocational colleges, as well as
by colleges conducting courses through audiovisual
media and correspondence. Elementary school teachers
are trained by 11 four-year national teachers’ colleges.
Secondary school teachers must be graduates of col-
leges of education (there are 12 national colleges of
education in the Republic of Korea); of education
departments or teacher education courses in colleges
and universities; or of Master of Education programs in
graduate schools of education. The entrance examina-
tion for teachers’ colleges and for colleges of education
has changed, and now includes an aptitude test and an
interview. Colleges and universities, apart from offering
courses in teacher preparation institutes, also offer
teacher education programs to supplement the supply
of teachers in secondary schools. These programs pro-
vide an alternative path for students enrolled in other
programs to receive teacher training.

Graduate schools of education were established to
upgrade the professionalism of teachers by providing
exposure to research-based, in-depth studies. They offer
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day and evening classes during designated seasons so
that teachers can attend at a time convenient for them.
Special teachers for the handicapped are educated
according to the level of schools where they are expect-
ed to teach. Apart from the subjects of specialization,

they are also exposed to courses aimed at improving .

their teaching, relevant to the targeted audience. School
librarians must be graduates of universities and colleges
with a major in library science. Nurses are qualified to
become teachers by graduating from junior colleges or
from a university, and by obtaining an RN license.

Policy Guidance

The guiding policy of teacher preparation and in-service
training is to improve professional competency and
develop a sense of commitment to the teaching profes-
sion based on sound views of education. The organiza-
tion responsible for teacher policies is the Teachers
Affairs Bureau in the Ministry of Education at the nation-
al level.

Accreditation/Approval

There is no formal accreditation system for teacher
preparation programs. But some specialists and profes-
sionals have been very emphatic about the need for
teacher preparation program accreditation to become a
part of the college and university accreditation system,
and there are plans to put this idea into practice in 1997.

NATURE AND CONTENT OF
TEACHER PREPARATION

Goals of the Teacher Preparation System

The goals of teacher education are to develop profes-
sional competency in prospective teachers in order to
establish high-quality education. As mentioned above,
teachers’ colleges train elementary school teachers, and
colleges of education produce students for teaching at
secondary schools. Korea National University of Educa-
tion (KNUE) was inaugurated in 1985 with the specific
goal of producing a corps of teacher elites dedicated to
teaching and in-service training for teachers.

Academic Preparation Prior to
Preservice Teacher Education

In Korea, candidates for all colleges and universities
must pass entrance examinations in the form of scholas-
tic aptitude tests conducted by the National Board of
Educational Evaluation. Scholastic achievement in high
school comprises 40 percent of the total score which

candidates must achieve to gain entrance to colleges
and universities. In addition, candidates for teachers’
colleges or colleges of education must take an aptitude
test and undergo an interview, which account for 10
percent of the total score.

Nature and Content of
Preservice Teacher Preparation Curricula

The curriculum of teachers’ colleges consists of required
and elective courses. The former include general sub-
jects (national ethics, Korean language, the history of civ-
ilization, problems in Korean society, natural science,
mathematics, and a foreign language) and professional
education subjects geared to raising the professionalism
of teaching. Elective courses include a variety of subjects.

The curriculum of colleges of education is com-
posed of general humanities subjects and specialized
subjects, which, in turn, are divided into required and
elective subjects. The former are intended to produce
broadly informed teachers, whereas the latter focus on
specific skills associated with teaching. Students are also
encouraged to specialize in a discipline of interest to
them, for up to 21 credit hours. A four-week period of
teaching practice is included in the curriculum of teach-
ers’ colleges and colleges of education. In general, each
college of education has an elementary school, a middle
school, and a high school attached to it. Teachers’ col-
leges are attached to an elementary school, where the
students are required to complete at least four weeks of
on-the-job training. In the course of teaching practice, a
student teacher must complete an internship, which
includes observation of class instruction, actual teaching,
and performance of attendant duties.

ON-THE-JOB TRAINING AND DEVELOPMENT

In-service teacher training aims at improving education-
al expertise, enhancing the quality of the teaching pro-
fession, and encouraging a sense of commitment. In-ser-
vice training is offered in five categories: qualification’
training to obtain credits for promotion; general training
to broaden overall knowledge in educational theories
and practices; induction training for new recruits to
acquaint them with the profession; refreshment training
for in-service teachers to improve performance of teach-
ing duties; and special training, in the form of study at
KNUE for two years in master's programs.
Qualification training is the responsibility of
teacher training centers established in each provincial
area. It requires trainees to complete a minimum of 30
days (180 hours) of training to be certified for promo-
tion. It takes at ieast 10 days (60 hours) of training to
complete a general in-service. Task-specific programs
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vary in duration, depending on their goals and contents.
An induction program is offered under the direct super-
vision of the provincial or municipal office of education.
The National Institute of Educational Research and
Training provides a variety of refreshment programs tar-
geted for educational administrators and school man-
agers. Teachers are provided with scholarship opportu-
nities for overseas study in order to observe teaching
practices and familiarize themselves with other educa-
tional systems. This program has proved to be effective
in developing a global outlook on education and in sen-
sitizing teachers to their responsibilities. By and large, it
has had a positive impact on teachers’ morale. Foreign
language teachers are sent to countries where their spe-
cialization languages are spoken, and attend programs
there to improve their skills in verbal communication.
In-service training programs for 1992 are listed by train-
ing institute in Table 8.11.

Professional Development Opportunities

Teachers must participate in in-service training in order
to qualify for higher-ranking licenses; therefore, the
qualification training programn: is very popular among
teachers, because it gives them an opportunity for
career advancement. However, some teachers avoid or
have negative views of general in-service training for
their voluntary professional development. There are no
particular incentives or benefits offered for such train-
ing, such as salary increases of the kind that can be
obtained through higher-ranking licenses.

TABLE 8.11

LICENSING
Classification of Teachers

In order to ensure the professionalism and the public
accountability of teachers, graduates of teacher prepa-
ration programs are required to be licensed according
to criteria established by law. Teachers are classified
according to the following categories: Grades 1 and 2
teachers (i.e., of the first- and second-degree category,
rather than school grade level); assistant teachers; spe-
cial education teachers; librarians; teachers for skill prac-
tices; and nursing teachers. Each category must meet
specific qualification criteria, established in Clause 1,
Article 79, of the Education Law. In accordance with
these criteria, each prospective teacher is licensed by
the Minister of Education.

Teacher certificates, or licenses, are valid through-
out the teacher’s lifetime. The main frame for teacher
licensing is divided into four hierarchical categories:
Grade 2 teachers, Grade 1 teachers, vice-principals, and
principals. (This hierarchy is illustrated in Figure 8.2.)
Most beginning teachers enter the profession as Grade
2 teachers and are not subject to a probationary period.

Status of Qualifying Conditions

Teachers can acquire .- higher-ranking license after com-
pletion of 180 hours of in-service training programs;
higher-ranking licenses provide teachers with better
positions, more responsibilities, and added prestige. For

in-service Training of Teachers by Training Institute, 1992

Training Institute

Central Educational Research &
Training Institute

Regional teacher training institutes

Elementary teacher training institutes
Secondary teacher training institutes

Comprehensive teachers’
training institute

Training institutes designated by
MOE & Board of Education

Overseas observation

Training Programs Tralnees Total
General training 1,925 3,809
Professional training 681

Other training 1,203

Qualification training 9,475 26,963
General training 8,447

Other training 9,041

Qualification training 2,005 2,230
General training 225

Qualification training 179 257
General training 78

Qualification training 1,255 1,437
General training 182

Qualification training 2,828 29,131
General training 26,303

Observation visit 3,217 3,759
Speciality training visit 542

Source: Education in Korea (MOE), 1992-1993.
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example, when Grade 2 teachers obtain Grade 1 teach-

_ers' licenses, they are eligible for promotion to head
teacher positions, a stepping stone to vice-principal or
school supervisor positions at the Education Office (see
Fig. 8.2). And when Grade 1 teachers obtain licenses for
vice-principal, they can qualify for appointments as
principal. In this sense, the teacher licensing system is
geared more toward professional advancement than it
is toward professional development.

Promotion and transfer policy is specified in offi-
cial regulations for the civil service in the education sec-
tor, in the sections concerning promotion and perfor-
mance appraisal. Promotion to higher positions or
transfer to other administrative positions requires appli-
cants to have good career evaluation records, perfor-
mance appraisals, a record of in-service training, and
extra, additional points. Career evaluation records refer
primarily to seniority, whereas performance appraisal,
in-service training, and additional points are based main-
ly on merit. In general, teachers with significant teach-
ing experience tend to rely on seniority for promotion,
while teachers with little experience prefer the merit sys-
tem. The conservative climate of educational circles in
the Republic of Korea promotes a preference for senior-
ity as a gage of teacher qualification for advancement.
The opportunity for promotion often goes to “inside”
candidates rather than to “outside” ones. In a sense, this
means that administrative or supervisory positions are
not widely publicized, and that qualified candidates are
seldom made aware of the vacancies.

Grade 2 and Grade 1 teachers and vice-principals
may work up to 65 years of age before retirement, as
long as they serve with good records. However, since
1992, principals can hold office only for four years, and
can be reappointed for one additional term. The term
system of principalship was introduced on the basis of
the recommendation of the Central Council of Educa-
tion as a response to overwhelming numbers of teach-
ers applying for promotion to principal, and also in an
attempt to curb the authoritarian leadership styles of
some principals. The school supervisors who are pro-
moted from within the ranks of experienced teachers
are very popular among teachers. Recently, there have
been efforts in most provinces to recruit new school
supervisors through open competition. In some
provinces, supervisors, vice-principals, and principals
can be transferred interchangeably.

POLICY ISSUES AND TRENDS FOR
TEACHER PREPARATION AND
PROFESSIONAL DEVELOPMENT

Present Concerns for Change and Improvement

It is imperative to lure competent teachers into the
teaching profession and to encourage and maintain their
professional development in order to upgrade the qual-
ity of education. But there are many obstacles associat-
ed with teacher preparation and professional develop-
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ment that must be overcome in order to solve the prob-
lems related to licensing, promotion, in-service training,
teaching conditions, salary, social expectations, and so
on. There are many issues and problems that should be
resolved.

First of all, teacher education institutions do not
offer enough teacher specialization courses. Teachers’
colleges and colleges of education are hardly differen-
tiated, in terms of program contents and methods, from
the teacher education courses in general colleges and
universities. This means that the identity of teacher edu-
cation institutions is not fully reflected in the training
programs. Some see this as a good reason to discontin-
ue their operatioris. As was also pointed out, there are
too many teacher education institutions and courses and
they produce overwhelming numbers of prospective
teachers, especially in the case of colleges of education
and teache. education courses in general colleges and
universities.

Second, in-service training does not give encugh

impetus to professional development. After their recruit- .

ment, teachers would greatly profit from professional
development in the form of systematic in-service train-
ing, in order to develop knowledge and skills associat-
ed with teaching, student guidance, classroom manage-
ment, and so forth. As mentioned above, Grade 2
teachers can become Grade 1 teachers after completing
in-service training. But once they become Grade 1
teachers, most of them, with the exception of those who
become vice-principals, continue teaching until retire-
ment without considering the advantages of further pro-
fessional development. This means that most teachers
complete in-service training exclusively for career
advancement rather than from intrinsic motivation for
developing professional competency.

Third, teachers are more concerned with promo-
tion than with teaching. It is not an exaggeration to say
that most teachers are only interested in administrative
or supervisory positions, particularly teachers with the
most seniority. For instance, Grade 1 teachers who have
significant teaching experience want to be promoted to
vice-principal, or to be transferred to a school supervi-
sor position. Compared with the pyramid structure of
hierarchies in other occupations, the structure of the
teaching profession is flat. Accordingly, only 10 percent
of classroom teachers can look forward to promotion or
transfer. Thus, those who fail to be promoted to admin-
istrative positions are often looked on as incompetent
teachers, even though they may be excellent classroom
teachers with considerable teaching experience. This
results in dissatisfaction and frustration on the part of
many competent teachers, and hinders the advancement
of professional development.

This strong status-oriented tendency has much to
do with authoritarian and bureaucratic administration,

as well as with centralized administrative power. In
addition, this kind of climate could be attributed to the
irrational teacher licensing system, in which the teach-
ing professions are mixed with the management func-
tions. In other words, classroom teachers such as Grade
2 teachers and Grade 1 teachers occupy a lower posi-
tion, and administrators like vice-principals and princi-
pals are in a higher position. Thus, teachers see them-
selves in a humble position, and administrators consider
themselves fortunate to have escaped it. )

Fourth, teachers are stymied by heavy teaching
loads. Above all, this situation comes from unmanage-
able class sizes. According to 1992 estimates, there were
32.8 students for every teacher in elementary schools,
24.5 students per teacher in middle schools, and 22.1
students per teacher in high schools. The large number
of students per class (39.9 in primary, 48.6 in middle, 49
in high school) is the source of the increasing teacher’s
load. In urban areas, classrooms are even more crowd-
ed. These figures compare unfavorably with those of the
more advanced countries. Heavy teaching loads may be
better illustrated by the number of teaching hours per
week. In 1993, elementary school teachers worked 26.0
hours per week, middle school teachers 17.0 hours, and
high school teachers 16.0 hours. Besides the regular
teaching hours, teachers spend additional hours for sup-
plementary or enrichment teaching programs, and are
also burdened with a considerable paperwork load.
These adverse conditions have their roots in a shortage
of funds in the education budget. Despite the rapid
expansion of the student population, the government
has allocated only small amounts to education, under
the pretext of concentrating limited financial resources
on economic development, national defense, and social
development.

Fifth, economic compensation for teachers is low.
In general, teachers are well respected by students and
their parents, and the teaching profession has been
regarded as good job, with a high reputation. The pub-
lic recognizes that teachers make a great contribution to
society, but they are not compensated for this contri-
bution. This situation is one of the factors that leads to
low job satisfaction for teachers.

Teachers also perceive that their socioeconomic
status has been lowered compared with the situation
in the past, and perhaps as a consequence of industri-
alization, even though their job contributes signifi-
cantly to social progress and national development.
This poor conception of themselves as teachers can
consequently lead to a lack of commitment to teach-
ing. The salary level of beginning teachers is not low
compared with that of other occupations. However,
the salary level of experienced teachers who have
served a long time in the teaching profession is low
compared with the salary level of other occupations.
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Since 1960, salary levels have increased dispropor-
tionately in comparison to teachers’ salaries—for civil
ser7ants employed, for example, in the state-owned
banks, or as high-ranking public officials. Fortunately,
efforts by the government—the levying of an educa-
tion tax in 1982—have resulted in a steady increase in
the general level of teachers’ pay. Nonetheless, present
salary levels fail to provide enough incentive for teach-
ers to increase their professional development experi-
ence and expertise.

Finally, supportive administration for teaching
has been insufficient. Administrative authorities
should support and encourage teachers’ educational
activities; this should be their driving force. But the
rapid growth of the student population and the expan-
sion of the teaching profession has brought with it a
growing tendency to rely on controlled supervision,
allowing bureaucracy and authoritarianism to take
hold. It goes without saying that the centralized model
in political, economic, social, and cultural affairs has
both directly and indirectly influenced educational
policy formation, implementation, and governance.
Elementary and secondary school teachers—number-
ing more than 300,000 across the nation—comprise a
formidable force, and they cannot be ignored. The
very limited range of teacher autonomy and control
over their teaching situations has left them with no
alternative than to submit to the administrative author-
ities. This was one of the motives that led militant
teachers to organize and participate in teacher labor
unions advocating the reformation of administrative
leadership in education. Fortunately, this authoritari-
an leadership and conservative, centralized adminis-
trative system has been gradually improved since the
late 1980s.

Present and Long-Range Plans for Improvement

Korean education is expected in the future to play a
more important role in national development, as well as
in individual self-actualization. The teacher is one of the
most crucial elements in education. In this sense, it is
imperative to reform the teacher preparation and pro-
fessional development system. The major thrust of
reform efforts should be directed toward streamlining
the professionalization process for teachers in all relat-
ed areas—preservice education, the licensing system, in-
service training, teaching loads, socioeconomic status,
and administration and finance.

First of all, specification of teacher education insti-
tutions is needed. It is essential that the curriculum of
elementary and secondary schools be directly linked to
the programs of the teacher education institutions. And
teacher training programs should emphasize the devel-
opment of a well-rounded character, a moral con-

sciousness, and a sense of commitment to the teaching
profession. In addition, the structure of the teaching fac-
ulty in colleges of education should be realigned by
adding subject-matter specialists to the teaching staff, so
that programs will be characterized by a greater empha-
sis on subject matter.

Second, periodic in-service training is needed. The
present main stock of in-service training is qualification
training and general training. As mentioned above, qual-
ification training, which leads to career advancement, is
presently the most popular program among teachers. In-
service training should be similarly compensated, with
effects for teachers’ salaries and for their promotion
opportunities, and teachers should be provided with
more opportunities to voluntarily participate in profes-
sional development initiatives periodically, to enhance
their skills and competence levels and to keep pace with
rapidly developing trends in the different disciplines of
teaching methods. It is also necessary to renew teachers’
license periodically, through in-service training.

Third, it is urgent that a new teaching-oriented
licensing system be established, reforming the current
management-oriented licensing system, both to dis-
courage administration-driven teacher expectations and
to expedite professional development. One proposal,
recommended by KFTA, would be to replace the pre-
sent system with Grade 2, Grade 1, senior, and master
teacher categories, eliminating the vice-principal and
principal positions. This type of ranking is the one most
often found in research institutes or colleges. The cre-
ation of these new categories would mean a change
also in the roles, salaries, teaching hours, and fringe
benefits of teachers. Under a new system like this, prin-
cipals could be appointed from among senior and mas-
ter teachers.

Fourth, optimization of teaching loads is urgent.
Teaching loads should be optimized to provide extensive
and high-quality teaching. This must begin with reducing
class size, bringing it into line with levels in advanced
countries. The Presidential Commission for Education
Reform (PCER) recommended that teaching hours per
week should be gradually decreased, to a point that
makes it possible to individualize instruction and increase
teaching effectiveness. In elementary schools (where a
teacher is responsible for all subject matter, unlike in sec-
ondary schools), teaching hours could be reduced
through a partial implementation of departmentalization
in music, arts, and physical education. It is also necessary
to relieve teachers’ overloads of administrative, clerical,
and non-educational chores through employing teachers’
aides.

Fifth, improving the socioeconomic status of teach-
ers could make the teaching profession more attractive
and is directly linked to the quality of education. To
ensure a high motivation for teachers toward teaching,
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before anything else, increasing their monthly salary level
is crucial. At the least, the salary schedule, allowances, and
fringe benefits should be adjusted to be competitive with
those of other occupations. To raise the social and eco-
nomic status of teachers, special legislative actions are in
order. The PCER and KFTA have recommended the enact-
ment of special legislation, known as the Act for Attract-
ing Qualified Teachers. Japan is a case in point. In 1974,
the Japanese Government enacted similar legislation and
salary levels have improved remarkably as a result.
Finally, administrative and financial support is also
needed. Autonomy should be granted to schools to
encourage teachers to plan and solve their own prob-
lems outside central control. The MOE and BOE should
delegate as many of their functions and powers as pos-
sible directly to schools and teachers themselves.
Traditionally, the custom has been for Korean edu-
cation administration to work from a centralized, author-
itarian model, but their function should instead be one
of support. To provide adequate support, efforts should
be made to train professional administrative personnel,
to introduce updated management techniques, and to

increase provisions of materials and means involved in
teaching. Teachers should also be encouraged to partic-
ipate in the decision-making processes related to school
management since their experiences with teaching and
its related activities form a pool of ideas to be drawn on.
Efforts also should be intensified to secure financial sta-
bility in order to meet the additional financial require-
ments needed for salary increases and for reducing the
workload of teachers, and so on.

During the last five decades, teacher training and
professional development policies in Korea have been
affected by the surrounding social context, especially by
the top-down, rigid, political management system, and
also by economic conditions. The rigid control in par-
ticular resulted in uniformity in all areas of teaching pol-
icy, such as teacher preparation, recruitment, licensing
and promotion, in-service training, and administrative
system. Economic conditions directly influenced salary,
teaching conditions, and so on. With the fast-approach-
ing 21st century in view, feasible alternatives and strate-
gies for professional competence of teachers should be
developed and implemented.
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CONTEXT
Definitions

Table 9.1 provides information for definitional purposes.

Educational Systems and Student Population

The educational system can be described as follows:

Primary Schooling: 6 years
Lower Secondary: 3 years
Upper Secor.dary: 2 years
Upper Six (“A") level): 2 years

Enrollment of students in government schools is:

Preschool: 26,000
Primary School: 2,705,966
Secondary Schools: 1,449,873

BACKGROUND ON THE TEACHING FORCE
Basic Characteristics of the Teaching Profession

Age limit for training: Basic Course—27 years old and
below; PostGraduate Diploma in Education—35 years
old and below; Gender (Intake)—60 percent Female;
40 percent Male.

Level of academic attainment: Basic Course—"O"

level with five credits; PostGraduate Diploma in Educa-
tion—a recognized first degree with “O” level certificate.
Categories of Teachers: Based on academic quali-
fication.
Recruitment of Teachers:

1. Applicants sit for teachers’ qualifying test.

2. Those who pass attend an interview.

3. Selected applicants undergo a 2.5 year training
program (Basic Course). For postgraduates. the
training program is one year. Both courses
include a semester of practicum.

4.  After graduation teachers are placed on proba-
tion from 1 to 3 years before being confirmed as
qualified teachers.

5. Teachers are trained for regular academic
schools and also for vocational and technical
schools.

Characteristics of Teaching Employment

Nongraduate teachers stc:ting salaries: RM592.00~-RM
1,740.00.

Graduate teachers starting salaries: RM 1,075.00-
RM2,979.00.

Benefits: Accrue to all qualified teachers, and
include medical, housing loans, and car loans.

Pension: All qualified teachers are pensionable
and are considered government employees.

Teachers' Unions: Included by the government in
discussions relating to teachers' welfare, but with no
direct influence on the decisions taken.
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TABLE 9.1
Definitions of Schooling in Malaysia

Typically, In Terms of Age Range Type and Level of Education
How Do You Define: Grade/Levels of Students Required to Teach at This Level
Preprimary schooling Preschool 4-6 years Trained & untrained “"O" level
Primary schooling Years 1-6 6-12 Trained & certificated
teachers—"0" level
Secondary schooling Forms 1-5 13-17 Bachelor’s Degree plus 1 year Post
Graduate Diploma in Teaching or
Certificate of Teaching
plus Bachelor’s Degree
Postsecondary Full certificate and statement 18-20 Bachelor's Degree plus 1 year Post

(Form Six & matriculation)

Preservice teacher preparation Excellent, credit pass and fail

Graduate Diploma in Teaching or
Certificate of Teaching
plus Bachelor’s Degree

20-35 Bachelor’s Degree plus i year Post
Graduate Diploma in Teaching or
Certificate of Teaching
plus Bachelor’s Degree

CHARACTERISTICS AND GOVERNANCE OF
TEACHER EDUCATION PROGRAMS

Characteristics of
Teacher Preparation Institutions

Teachers are trained according to level and subject; that
is, for primary and secondary schools, and also for the
various subjects.

All teacher preparation programs are conducted
by the government, and all costs are borne by the gov-
ernment. The annual expenditure for the Teacher Train-
ing Division is approximately RM214,314,802.68.

Policy Guidance

The Teacher Education Division of the Ministry of Edu-
cation is the main agency responsible for the training of
all types of teachers.

Accreditation/Approval

All teacher preparation programs come under govern-
ment supervision and are conducted at government
teacher training colleges and universities.

NATURE AND CONTENT OF
TEACHER PREPARATION

Goals of the Teacher Preparation System

Strive toward national unity
Develop national pride and identity
Uphold democratic ideas and ideals

s  Foster social consciousness

o Cultivate competencies in effective communica-
tion -

e Promote international understanding regarding
politics, ecology, cultures, and mankind

The qualities that are fostered among teacher
trainees are the improvement of knowledge, skills, and
attitudes in the profession. | and academic fields of the
teaching profession.

Academic Preparation Prior to
Preservice Teacher Education

Basic Course: Candidates who are of sound physical
and mental abilities, and who possess the necessary
number of subject credits from the National Examina-
tion (“0" Levels).

Post Graduate Diploma in Education: Candidates
who are of sound physical and mental abilities, and who
possess the recognized necessary degree qualification in
the subject area of training, and “0" level education.

Factors given weight in candidate admittance are
academic excellence, co-curricular and special achieve-
ments, communication abilities, and personality traits.
Allocation and number of intake for teachers annuaily
into teacher training colleges are based on teacher
requirements, determined by government agencies.

Differences in the Nature and Content of
Teacher Preparation Programs

Teacher Education in Malaysia is organized at the fol-
lowing two levels:
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University: Conducting one-year Post Graduate
Diploma in Education courses and the four-year Bach-
elor of Education Program.

Teacher training colleges: 2.5 years of Basic Pri-
mary Teacher Training; 2.5 years of Basic Non-Gradu-
ate Secondary School Teacher Training; and one year of
Post Graduate Diploma in Education courses.

Linkages Between Curricular Standards for
Teacher Education and
Curricular Standards for Students

The centralized system of education in Malaysia requires
the linking of the Teacher Education Curricula to the
national schools’ curricula (primary and secondary).
Linkages are made via national curriculum bodies at the
policy and implementation stages.

LICENSING

Authority to teach: 1t is required for all teachers to be
registered with the Teachers and Schools Registration
Division, Ministry of Education. Confirmation of per-
mission to work within the Public Service (civil service)
requires that teachers undergo a probationary period of
one to three years, after which they are confirmed in the
service as qualified teachers.

Licensure watved: Due to teacher shortages,
attachment teachers, that is, teachers who have not
undergone teacher training prog-ams, are recruited.

ON-THE-JOB TRAINING AND DEVELOPMENT
Induction or Transition Processes

For primary and secondary nongraduate teacher

trainees, there is an induction program that commences

with practicum during the training course, as well as on-
site practicums for the last semester. During the on-site
practicum of one semester, teacher trainees are sup-
ported by teacher mentors at school sites and by teacher
trainers, inspectorates, and other relevant agencies on a
regular basis.

Professional Development Opportunities

Teachers are given incentives to participate in a multi-
ple in-service program provided by state education
departments, by teacher training colleges, and by the
Professional Division of the Ministry of Education and
Universities. In-service programs also provide scholar-
ships for teachers to follow master’s and Ph.D programs.

POLICY ISSUES AND TRENDS FOR
TEACHER PREPARATION AND
PROFESSIONAL DEVELOPMENT

Democratization of education in Malaysia has brought
about the necessity of providing enough teachers in all
schools. In the short term, teacher training colleges have
to stretch their resources, in terms of both manpower
and financial support.

In order to fulfill the requirement for trained teach-
ers, teacher training colleges have embarked on a dou-
ble intake program, in terms of numbers taken into train-
ing, and a restructuring of the teacher training curricula.

In the next five years, it is foreseen that the
teacher training colleges will be addressing issues of
quantity in teacher output, while upgrading quality
through innovative training programs.
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Professional Development
Practices in New Zealand

Submitted by: Ministry of Education

New Zealand is a country of nearly 3 1/2 million peo-
ple. It has been populated by Maori for over a thousand
years and by Europeans for nearly two hundred years.
Today, most New Zealanders are English-speaking
Europeans. The indigenous Maori comprise the second
largest group. At the last census (1991), Maori made up
14 percent of the population and numbered 155,947.

The New Zealand Maori population is consider-
ably vounger in age structure than the total population:
37.5 percent of Maori were under 15 years of age at the
1991 census, compared with 23.2 percent of the total
population. This youthfulness is reflected in the per-
centages of Maori in primary (over 21 percent) and sec-
ondary (17 percent) schools.

The next largest group comprises peoples from
the Pacific Islands. Since the 1960, this group has expe-
rienced the fastest growth rate of all ethnic groups in
New Zealand—from a population of just over 14,000 in
1960 to an estimated 150,000 today. Like the Maori, the
Pacific Islands population is significantly younger in age
than the total New Zealand population, with 38.7 per-
cent of Pacific Islanders under 15 years of age at the
1991 census.

In more recent years, increasing numbers of peo-
ples from Asian countries have come to settle in New
Zealand. Table 10.1 shows the ethnic composition of the
population, 1936-1991.

Education is availablc to all New Zealanders

almost from birth to death. The Education Act of 1989
provides a state system of free, secular education for all
children between the ages of 5 and 19. In addition, the
government operates a study right scheme to enable
students to continue with tertiary education.

The education system involves a comprehensive
range of early childhood services; 13 years of school-
ing—comprising 8 years of primary schooling and 5
years of secondary schooling; the provision of post-sec-
ondary education through universities, polytechnics,
colleges of education, and private training establish-
ments; and transition education, community education,
adult education, nonformal education, and distance
education opportunities and provisions.

Since the late 1980s New Zealand education has
been characterized by comprehensive education
reforms affecting all education sectors and institutions
throughout the country. There have been substantial
changes to the administrative structures, together with
comprehensive new national curriculum and qualifica-
tions frameworks. Successive governments initiated the
reforms to achieve higher educational performance
standards, increased participation rates, greater effi-
ciencies, more decentralized decision making, and
greater emphasis on meeting both the nation’s eco-
nomic and labor market needs and its community
needs. (See Appendix 10.A, The New Structure of the
New Zealand Education System.)
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TABLE 10.1

Ethnic Composition of the Population—1936-1991 Censuses

Pacific Is.

Census Tot. Pop. Maorie Polynesian Chinese Indian Fijian Other
1936 1,573,812 82,326 988 2,943 1,200 1,486,355
1945 1,702,298 98,744 2,159 4,940 1,554 1,594,901
1951 1,939,472 115,676 3,624 5,723 2,425 1,812,024
1956 2,174,062 137,151 8,103 6,667 3,087 - 479 2,018,575
1961 2,414,984 167,086 14,340 8,333 4,027 746 2,220,452
1966 2,676,919 201,159 . 26,271 9,982 6,655 1,323 2,431,529
1971 2,862,631 227,414 40,918 12,470 7,140 1,147 2,573,542
1976 3,129,383 270,035 61,354 14,860 9,247 1,648 2,772,339
1981 3,175,737 279,252 89,687 19,248 11,580 1,908 2,774,052
1986 3,307,084 295,659 99,135 20,259 12,483 2,127 2,877,421
1986* 3,263,283 295,317 . 91,869** 19,566 12,126 1,875
2,842,530

1991+ 3,373,929 323,493 123,183** 37,689 26,979 2,760 2,859,825

eThose specifying themselves as half or more New Zealand Maori, plus those not specifying the degree of origin.

*Usually resident population.
**Comprises Samoans, Tongans, Cook Islanders, and Niueans.

CONTEXT
Definitions

Tables 10.2 and 10.3 provide information for definition-
al purposes.

Education Administration

Virtually every aspect of the administration of education
in New Zealand has been reviewed in the last five
years.! As a result of the reforms, the following educa-
tion agencies have been established.

Central Agencies.

_ Ministry of Education: The Ministry of Education was
established in 1989 as a department of state under the
State Sector Act of 1988, It is responsible for providing
policy advice to the government on all aspects of edu-
cation, from early childhood to tertiary, for overseeing
the implementation of approved policies, and for ensur-
ing the optimum use of resources allocated to education.

Education Review Office: The Education Review
Office was also established in 1989 as an independent
department of state under the State Sector Act of 1988.

IThe reforms are spelt out in a serles of government pol-
icy documents: Tomorrow's Schuols (school sector),1988;
Before Five (early childhood education), 1988; Learning for
Life One and Two (postcompulsory education and training),
1988 and 1989.

Its responsibility is to regularly and systematically audit
and review the performance of all registered schools
and licensed early childhood centers against require-
ments set out in legislation, charters, agreements, and
other policy directives.

New Zealand Qualifications Autbority (NZQA):
The New Zealand Qualifications Authority is a Crown
entity established under the Education Amendment Act
of 1990. The two central purposes of NZQA are to
establish the National Qualifications Framework, built
on defined standards, and to ensure the quality delivery
of those standards on the basis of the Framework.2 The
NZQA also ensures that New Zealand qualifications are
recognized overseas, and that overseas qualifications are
recognized in New Zealand; and it administers national
secondary and tertiary examinations.

Teacher Registration Board: The Teacher Registra-
tion Board is 2 Crown entity established under the Educa-
tion Act of 1989 to maintain a register of teachers. It does
this by determining the policies under which teachers will
be able to be registered, approving registrations and issu-
ing practicing certificates, deciding if a teacher's name
should be removed from the register, and providing boards
of trustees with the names of de-registered teachers.

Four service-pi oviding organizations: All of the
four service organizations were established as Crown

2Quality is defined by the authority as “the totality of
features and characteristics of a product or service that bear
on its ability to satisfy stated or implied needs.”
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TABLE 10.2

Overview

Type of Institution Levels Age Range Type/Level of Ed. Required to Teach

PREPRIMARY SCHOOLING .

Early Childhood N/A Before 5 . Arange of education and qualifications, including Diploma
of Teaching (Early Childhood)!

PRIMARY SCHOOLING J1-F2 (Y1-8% 5t0 12 Diploma of Teaching (Primary) (there is a growing trend
toward a university degree)

COMPOSITE SCHOOLING

(PRIMARY AND SECONDARY)

Area J1-F5/7 5t0 16/18

(Y1-11/13)

SECONDARY SCHOOLING F3-7 (Y9-13) 1310 16/18 University degree or diploma in subject specialty or in
education, Diploma of Teaching (Secondary)

POSTSECONDARY EDUCATION (PSET)(L1-8)

AND TRAINING

University L4/5-8 16 plus Advanced PSET degree or diploma in area of specialty

PRESERVICE TEACHER EDUCATION

College of Education L2-7 16 plus Education degree or diploma, or other university degree or

diploma in area of specialty; teaching experience

IThe Diploma of Teaching is not a required qualification; however, an increasing number of early childhood services are preferring to employ staff

with a diploma.

ZThe traditional (usual) nomendature for primary schooling is 11-3 (junior) for the first three years (/3 and S1 are interchangeable); S2—4 (standard)
' for the next three years; and F18&2 (form) or S5&6 for the final two years. A new nomenclature, based on years for all of schooling (Y1-13), is

being considered.
3National Certificate levels.

entities under the Education Act of 1989, and are char-
tered to the Ministry of Education. They are the Early
Childhood Development Unit (ECDU), which promotes
the development and provision of quality, accessible, and
culturally appropriate early childhood services; the Spe-
cial Education Service (SES), which provides quality ser-
vices to assist those learners from early childhood to ter-
tiary who have special educational and developmental
needs; the Careers Service Rapuara (CSR), which has the
role of providing advice and information that helps peo-
ple choose the work, education, and training that suits
them; and the Education and Training Support Agency
(ETSA), which develops and administers training to sup-
port individuals preparing to enter or reenter the work
force, or who are participating in work-based training,

Other Administrative Bodies

Boards of Trustees: All state primary and secondary
schools in New Zealand are governed by a board of
trustees. Members of a board include those elected by
parents of students enrolled at the school, the principal,
and a staff representative. Secondary school boards may
also have a student representative.

Each board of trustees has a large measure of
autonomy in its control of the management of the school.

It has the responsibility for payment of ancillary staff
salaries and allocation of funds for the operational activ-
ities of the school. Since January 1, 1993, it also has
responsibility for the payment of senior management staff
salaries. The board must ensure that there is a written
charter of aims, purposes, and objectives of the school
approved by the Minister of Education. The school char-
ter includes the National Education Guidelines and local
goals and objectives that reflect the particular aspirations
of individual schools and their communities.

Tertiary Councils: Each university, polytechnic,
and college of education is controlled administratively
by a council, which represents the interests of staff, stu-
dents, relevant education groups, the community, and
the Minister of Education. :

Education Service Centers: Fourteen independent
education service centers offer a range of administrative
services to schools, such as school transport, payroll,
and property services.

THE EDUCATION SECTORS

Along with many other countries, New Zealand has
well-developed systems providing for early childhood,
primary, secondary, tertiary, community, and transition

P ter
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TABLE 10.3 .
Educational System and Student Population, 1 July 1992

Type of institution No. of Institutions No. of Students No. of Teachers  Completion Rates (%)
EARLY CHILDHOOD 3,336 centers 135,732

Licensed Childcare Centers 852 38,734 3,739.35

Playcenters 578 20,601 1,237.24

Kindergarten 582 45,603 1,521.74

Kohanga reo 719 12,617 N/A? .
Pl Language Nest 170 3,682 A

Funded playgroups 334 9647 3,054.94

Home-based 72 3,470 . 88.77

PRIMARY 2339 397,100 19,645.52 100

Full primary 1152 135,916 7,040.4

Contributing primary 954 197,175 9,486.7

intermediate 148 56,951 3,118

Private 85 7,058 422.2

COMPOSITE (PRIMARY AND SECONDARY)

Area schools 39 9,860 692.8

Private 30 10,852 11,5011

Correspondence 1 10,845 372.2

SECONDARY 339 227,912 16,3703 Istyr 98.8
State F3-7 242 194,416 ' 2nd yr 96.9
State F1-7 57 22,785 3rd yr 88.7
State F3-7(with AT} 19 10,196 4thyr 75
Private 21 6,195 463.9 5th yr 55

6th +yrs 05%
MAORI MEDIUM SCHOOLS

Kura Kaupapa 13 510

Primary schools 250 13,843

Composite schools 15 795

Secondary schools 40 2,278

POST-SECONDARY EDUCATION

Universities 7 58,745 (FT) 3,521 (FN)
34,437 (PT) 1,339 (PTE)

Polytechnics 25 33,589 (FT) 3,956 (FT)
65,057 (PT) 3,917 (PT)

Colleges of Edn. 5 5,583 (FT) 560 (FT)
4,732 (PT) 138 (PT)

Private Training Est.” 17 913

Special schools8 59 6,094 584.4
Home schooling—primary 2,124

Home schooling—secondary 454

NON-FORMAL EDUCATION

TOPs9 15,045

State schools 49,782

Universities 4,407

Polytechnics 39,672

TOTAL 6,160 1,114,680

Not available.

2State only: 16,812 regular, 1,525 reliever, 3,942 part-time.

3State only: 12,491 regular, 621 reliever, 3,258 part-time.

4with attached intermediate.

SFull-time.

6Part-time.

TThere are currently many more establishments than these numbers.

8includes hospital schools and health camps.

9Training Opportunities Programmes.

Note:Comment on Primary figures: Three quarters (77 percent) of primary and intermediate staff held permanent positions. Of these, 72 percent
were women. Relief and part-time teachers made up 15 percent of the staff, with women accounting for 91 percent of these positions. The
remaining 7 percent of primary and intermediate positions were filled by provisionally registered teachers (i.e., first- and second-year teachers)
of whom 83 percent were women. Schools in main urban areas employ four times as many staff as do schools in rural areas.

in the 11 years prior to 1 March 1993, 108 state or integrated schools closed, 107 of which were primary schools. An overwhelming major-
ity of school closures were in rural areas (97 schools), and the largest number of schools were closed in the Southland education district.

In the 11 years prior to 1 March 1993, 42 state or integrated schools opened. Almast half were kura kaupapa Maori schools, the majori-
ty of which have been established in the last 4 years.
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TABLE 10.4

Comparison of the Number of Students in State, Private, and Correspondence Schools,

1981-1991

1981 1991 Change
Number Percent Number Percent 1981-1991

State 648,488 90.3 678,101 95.9 30,387

Private 66,977 9.3 24,387 3.8 -42,590

Correspondence 2,342 0.3 2,285 0.4 =57

education. The Educztion Act of 1989 provides for free
education in state primary and secondary schools and
attendance is compulsory until the age of 16.3

On July 1, 1992, there were 664,408 students
enrolled at schools it. New Zealand, the first significant
total increase since 1986 (672,040), and the first increase
in primary school rolls since 1977. The large majority of
students attend state primary and secondary schools. A
small percentage enroll at private schools (see Table
10.4). Parents are also able to educate their children at
home, provided that a standard of education similar to
that available in state schools is maintained. Children
living in very remote areas, or unable for other reasons
to attend an ordinary school, may be enrolled in the
Correspondence School, which is a national distance
education provider. Lessons are provided in print and
on tape and video modes.

Primary and secondary schools are required to be
open each year for at least 396 half days and 380 half
days, respectively. The school year usually starts at the
beginning of February and finishes in mid-December,
and is divided into three terms. The first term usually
commences on the 5th Monday of the year, the second
term in May on the 21st Monday, and the third term in
September on the 37th Monday. The major holidays
occur in May, August, and December-January, and pri-
mary schools have a one-week, mid-term break in the
second term, usually during the first week of July.

Early Childhood Education

Most New Zealand children begin their formal education
before primary school. Early childhood education is
available to children under five years of age through a
wide range of services, most of which are administered
by voluntary agencies with government assistance. Ser-
vices do not differentiate between core and education.

3Most aspects of primary and secondary education are
free, funded by the state from general taxation. Parents must
meet some costs for items such as exercise books and other
materials.

The main providers of early childhood care and
education are kindergartens, playcenters, childcare cen-
ters, home-based day care schemes, Early Childhood
Development Unit (ECDU) funded playgroups, Pacific
Islands Language Groups, and Te Kobanga Reo, which
are based on total immersion of children from birth to
school age in Maori language, culture, and values.

Early childhood services are subsidized through
sessional payments to providers, on the basis of the num-
ber of children enrolled. The increase in government
funding available to early childhood education since 1988
has stimulated an increase in the number of places avail-
able. In 1988, there were 2,570 centers. In 1992, this had
increased to 3,336. In 1988, the number of children
enrolled was 94,677. By 1992, this had grown to 135,732.
Today, 46.6 percent of all New Zealand children aged
one to four years—including most three-year-olds (73.2
percent) and nearly all four-year-olds (92.7 percent)—are
enrolled in some form of early childhood education.

Figure 10.1 and Table 10.5 show, respectively, the
distribution of early childhood education enrollments on
July 1, 1992, and the percentage of an age group
enrolled at an early childhood service, 1990-1992.

Primary Education

Primary education is compulsory from six years of age,
but nearly all children start formal schooling on their
fifth birthday and receive eight years of education
before moving to secondary school. The first three years
are spent in junior classes schooling (J1-3), the next
three in middle primary (§2—4), and the final two years
as senior primary or interiediate (S5&6/F1&2). Class
promotion is not based on academic performance. Chil-
dren generally move from one standard, or form, to
another with their age group, a practice generally
known as social promotion.

The typical New Zealand primary school enrolls
children between the ages of five and twelve (full pri-
mary) or between five and ten (coniributing). The final
two years of primary schooling, forms one and two,
may be taken at a full primary school (new entrants to
form 2), an intermediate school (forms 1 and 2), an area
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FIGURE 10.1
Distribution of early childhood education enroliments as of 1 July, 1992.

TABLE 10. 5

Percentage of an Age Group Enrolled at an Early
Childhood Service

Age 1990 1991 1992
Under 1 year 9.4 8.6 10.8
1-2 years 18.1 19.1 22.7
2-3 years 344 347 37.9
3-4 years 715 71.4 73.2
4-5 years 95.5 92.2 92.7

school (new entrants to form 7), or a form 1-7 school,
depending on where a child lives. Schools with fewer
than 150 pupils make up 55 percent of the primary and
intermediate schools.

The primary rolls as of July 1, 1987-1992, and the
projected rolls for 19931997, are shown in Figure 10.2.

Secondary Education

Secondary education starts at form 3 and continues
through to form 7. Nearly all secondary schools in New
Zealand are part of the state system. Most are co-edu-
cational. There is a small number of single-sex schools
and schools with a religious affiliation.

Students who have completed eight years of pri-
mary schooling are normally admitted to a secondary
school, most often at age 13. Students are legally oblig-
ed to remain at school until their sixteenth birthday.
Nearly all complete three years of secondary education.
However, a substantial majority of students today
remain at school beyond their sixteenth birthday. In
1993, of the cohort starting in form 3 (Y9), nearly 85
percent were still at school at the end of the fourth year
(F6), and 52 percent for the following fifth year (F7)—
over three times the percentage continuing to form 7 in
1983 (17 percent). It is expected that retention rates in
the senior secondary school will continue to rise.

The School Curriculum

The Ministry of Education is responsible for developing
and setting the national curriculum objectives for New
Zealand schools. Boards of trustees, principals, and
teachers in schools are required to meet and follow the
objectives as part of their charter obligation. The nation-
al school curriculum has for many years included a basic
core of English, mathematics, science, social studies,
music, arts and craft, and health education and physical
education for the years of compulsory schooling (J1-F4).
At intermediate level, the curriculum also includes work-
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FIGURE 10.2
Primary rolls (infants to Form 2) as of 1 july, 1992—actual and projected.

shop craft and home economics. During their first two
years of secondary schooling, students follow the
national school curriculum (see above), and also select
a number of optional subjects, which frequently include
economics and second languages. For their final three
years (F 5-7), students are encouraged to pursue a more
specialized program of in-depth studies, choosing four
to six subjects from a wide range of options, mest of
which contribute to national qualifications.

Maori language and culture is taught widely in
schools. Recently, as a result of Maori initiatives, state-
funded kura kaupapa Maori schools have been estab-
lished to improve Maori educational achievement and
promote the Maori language. Kura kaupapa Maori teach
the same syllabi as other state schools, except that Maori
is the principal language of interaction and instruction.

In April 1993, the government launched the New
Zealand Curriculum Framework (NZCF) as the official
policy for teaching, learning, and assessment in New
Zealand schools. The framework describes a set of
broad curriculum principles, seven essential learning
areas (language and languages, mathematics, science,
technology, the social sciences, the arts, and health and
physical well-being); and eight groups of essential skills
(communication, numeracy, information, problem-solv-
ing, social and cooperative, self-management and com-
petitive, physical, and work and study skills).

National curriculum statements for each of the
learning areas are being progressively developed to spell
out in more detail the knowledge, understandings, skills,
attitudes, and values that are described in the framework.
The curriculum statements include achievement objec-
tives set in eight levels to indicate student progress in
learning throughout the years of schooling, where lev-

els one and two approximate what can reasonably be
expected of most students in the first four years of
schooling and levels seven and eight in the final post-
compulsory two years. Teachers are expected to assess
and report students’ progress in relation to these levels.

Secondary School Attainments

There are currently four national awards for senior
secondary school students: School Certificate, Sixth
Form Certificate, Higher School Certificate, and Uni-
versity Bursaries Entrance -and Scholarship. The
awards are approved by the New Zealand Qualifica-
tions Authority.

School Certificate: Subjects for School Certificate
are taken by most students in their third year of sec-
ondary education, most often at the age of 15. School
Certificate is awarded in single subjects. A student may
take any number of subjects, with English a requirement
for all full-time students. Student achievement is credit-
ed with a grade from A-E for each subject, where A is
highest and E lowest. Assessment of subject perfor-
mance is by external examination, by internal school
assessment, or a combination of both.

School Certificate is broadly equivalent to the
British General Certificate of Secondary Education
(GCSE) at grades A-E; the British General Certificate in
Education (GCE) at 0 level; the British Certificate of Sec-
ondary Education (CSE) at grades 1-3; the Canadian or
United States Grade 10; and the Australian states year
10 awards, School Certificate, Junior Certificate, or
Achievement Certificate.

Stxth Form Certificate: The Sixth Form Certificate
is awarded on a single-subject basis to students who
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have satisfactorily completed a course of one year
beyond School Certificate level. It is a nationally mod-
erated, internally assessed qualification, with no public
examination. A candidate may enter a maximum of six
subjects, one of which must be English. Grades are
awarded by schools on the basis of student achievement
in each subject taken, on a scale from 1 (highest) to 9
(lowest).

Sixth Form Certificate grades are recognized for
entry to courses offered by polytechnics and colleges of
education and, to a lesser extent, by universities.

It is broadly equivalent to a Canadian or United
States Grade 11.

Higher School Certificate: The Higher School
Certificate is awarded to students who have satisfac-
torily completed five years of study at a secondary
school level, which includes an advanced course of
one year beyond Sixth Form Certificate in at least
three subjects. It is also awarded to students who have
obtained an A or B Bursary qualification from the Uni-
versity Bursaries Examination (see below). The award
is decided by schools on the basis of certain national
guidelines.

University Entrance, Bursaries, and Scholarships:
This national qualification has been the recognized
method of entry for study at a New Zealand university
since 1986. The national examination for. these awards
is most often taken by secondary students at the end of
their form 7 year (though an increasing number of
schools allow more able students to sit in form 6). It is
a competitive examination for supplementary awards
for study at a university. Outstanding achievement in
individual subjects is recognized by the award of sub-
ject scholarships, and may allow successful students to
study at a more advanced level at university.

University Bursaries Entrance and Scholarship are
broadly equivalent to British GCE A levels; Canadian or
United States Grade 12; and in different Australian
states—year 12 awards, Higher School Certificate,
Senior Certificate, Matriculation, or Secondary School
Certificate.

National Certificate: The New Zealand Govern-
ment has recently decided that it will reform senior
secondary qualifications through the introduction of a
comprehensive National Certificate within the Nation-
al Qualifications Framework. The new qualification
will be available at secondary and tertiary levels. In
1997, it is planned that the National Certificate will be
the sole nationally approved qualification for senior
secondary school students, and that the Sixth Form
Certificate and Higher School Certificate will be phased
- out. School Certificate and University Entrance, Bur-
saries and Scholarships will remain, if in modified
form, as options outside the National Qualifications
Framework.

Composite Schools

Composite schools, most often comprising the consoli-
dation of smaller rural schools, have been established
in the last 30 years in order to provide children in small-
er centers with an improved opportunity for secondary
education, enjoying the special facilities and more spe-
cialized teaching of larger schools. These rural schools
provide education at both primary and secondary lev-
els, either in the form of area schools (from junior to
form 7), or form 1 to 7 schools.

Private Schools

In addition to state schools, there are a number of reg-
istered private primary and secondary schools run by
religious or philosophical organizations, or by private
individuals. To be registered, a private school must com-
ply with national standards of accommodation, staffing,
equipment, and curriculum set down in the Education
Acts of 1964 and 1989. Some financial assistance is pro-
vided by the state toward running costs and teachers
salaries. The Private Schools Conditional Integration Act
of 1975 has allowed for the voluntary integration of pri-
vate schools into the state system, without their surren-
dering their special religious or philosophical character.
A large number of private schools (predominantly
Catholic schools) have taken advantage of thiese provi-
sions to become #ntegrated schools. Independent (non-
integrated) schools are largely schools run by non-
Catholic religious organizations.

Resources for Teaching

Learnin;: Media Limited is frequently contracted to
undertake development, production, dissemination, and
promotion of resources for learning—especially of
materials that document and support the national cur-
riculum for schools. Learning Media Limited is a com-
mercial publishing company owned by the Crown. Its
principal activity is the development, production, and
distribution of materials for students and teachers in
New Zealand schools. It also publishes pclicy docu-
ments for the Ministry of Education, the New Zealand
Education Gazette, the video magazine Education
Update, and the School Journal.

The Rural Education Activities Programme, estab-
lished in 1979, has the role of providing extra resources
to isolated and sparsely populated rural areas.

The Reading Recovery Programme is an early inter-
vention program that provides infensive individual help
to any child who is falling behind in reading and writing
after one year at school. There are also specialist teach-
ers attached to schools throughout New Zealand, pro-
viding long-term assistance for children with serious read-
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ing difficulties. Over 200 primary and secondary advisers
are employed by colleges of education to provide advice
and guidance to schools, and to run in-service courses
for teachers throughout the country.

Special Education

Whenever possible, children with physical or other dis-
abilities are enrolled with other children at regular early
childhood centers or in regular classes a their local pri-
mary or secondary schools. When necessary, buildings
are modified, special equipment is provided, and ancil-
lary staff are appointed to assist teachers. Specialist
assistance in helping children with special needs is pro-
vided mainly by the Special Education Service.

There are residential schools that meet the needs
of a small number of children with disabilities for peri-
ods of time ranging from one term to several years. In
addition, there is a small number of state day schools
for students with intellectual and physical disabilities.
There are also hospital classes that meet the needs of
children who are long-term patients.

Postsecondary Educatior: .1 Training

Formal tertiary education in New Zealand is provided
by universities, polytechnics, wanaga, colleges of edu-
cation, and private training establishments. '

Until the mid-1980s, New Zealand had compara-
tively low levels of participation in tertiary education.
Since 1988, successive New Zealand governments have
initiated far-reaching reforms of the tertiary sector to
improve access to higher education. The Equivalent Full
Time Student (EFTS) funding system was introduced in
1990, under which tertiary institutions are funded
according to the number of students they attract, though
the overall budget is capped. Within course and cost
categories, institutions were given discretion to mount
a range of courses of their choice, up to degree qualifi-
cation. In 1992, the Study Right policy was introduced,
providing a range of allowances. for tertiary students 16
years and over, and for secondary students 18 years and
over. At the same time, the Students Loans Scheme was
established, under which eligible students can receive a
loan from the government to cover fees and course-
related costs, and for living allowances while studying.
Tertiary institutions are able to set tuition fees to meet
the balance of their costs.

The success of these policies is reflected in the
improved proportion of 18-year-olds advancing into ter-
tiary education—an increase from 26 percent in 1985 to
above 45 percent in 1992 (see Table 10.6 for distribu-
tion of tertiary students by sector and ethnic identifica-
tion, 1992). Between 1987 and 1992, the number of
equivalent fulltime students (EFTS) increased from

84,364 to 126,155—an increase over four years of 49.5
percent (see Table 10.7 for participation rates by age
and gender, 1981-1991). This improvement is expected
to continue, reflecting higher retention rates in the
senior secondary school, increased recognition by
young people of the link between tertiary education and
employment prospects, and the government’s commit-
ment to increasing the number of funded places in ter-
tiary institutions.

Universities

There are seven universities in New Zealand, located in
or near the major cities of Auckland, Hamilton, Palmer-
ston North, Wellington, Christchurch, and Dunedin. The
universities are predominantly government-funded insti-
tutions and each offers undergraduate and postgradu-
ate degree programs. They award bachelor’s, master’s,
and doctoral degrees, and postgraduate diplomas. Some
offer undergraduate certificates and diplomas.

Entry to academic and professional programs
offered by New Zealand universities is open to all
school leavers who meet prescribed minimum stan-
dards of academic achievement in the senior school
(forms 6 and 7), and to all adults (over 20 years). Uni-
versity Councils have the power to limit entry to spe-
cific courses.

Each university sets its own program, and each
university council sets the dates for terms or semesters.
Typically, the academic year runs from late February to
early November.

Polytechnics

There are 25 ins.itutions in New Zealand that are part
of the Polytechnic System, 18 in the North Island and 7
in the South Island. They vary greatly in size, from the
smaller institutions in regional centers to large metro-
politan organizations. The Open Polytechnic, situated in
Lower Hutt, Wellington, provides distance education for
25,000 students who cannot attend a polytechnic as full-
time students, offering over 800 courses spanning from
certificate to degree level.

Polytechnics provide a wide range of vocational,
professional, and community education at various lev-
els of specialization to over 100,000 full-time and part-
time students. Courses range from short courses teach-
ing a specific skill or subject to three-year professional
diploma and certificate courses. As a result of the recent
education reforms, New Zealand polytechnics are now
able to offer undergraduate degree programs. It is also
possible for polytechnic graduates to transfer credit to
some university degrees, such as Commerce.

Typically, the polytechnic academic year runs
from late February to mid-December.
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