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FOREWORD

In 1976 the Schools Commission commenced a program of evaluat-
jon of its specific purpose programs, in order to obtain
objective assessments of the impact of these programs and to
determine ways in which they might be improved. One of the
programs chosen for evaluation was the Development Program.

The Australian Council for Educational Research was commiss-
joned to undertake this evaluation. Ms Margaret Batten of
ACER carried out the investigatior and wrote this report.

A number >f changes in administrative procedures and
policy for the Development Procram took place prior to

and during this evaluation. I: is a tribute to Ms Batten
that her report nevertheless | resents a clear statement
about the Program's impact in 2ach State and also provides
a useful national overview.

The Commission believes that thi: repcrt contains extensive
material of interest to education researchers and to those

who are concerned to involve teachers, administrators,
ancillary staff, parents and others in co-operative activities
which will improve their educational knowledge and skills.

K. R. McKINNON
{Chairman)
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PART ONE:

INTRODUCTION AND OVERVIEW OF THE EVALUATION PROJECT AND THE
DEVELOPMENT PROGRAM

The first chapter covers the evaluation brief for the project
and the project objectives and methodology.

The second chapter gives an overview of the Development
Program and comments on the major thrusts.

The third chapter describes the way in which the development
committees in each State have handled the implementation of
the Development Program and discusses the issues raised. The
information about each State's operations has been divided
into four parts - the administrative structures of State and
regional committees; committee policies and priorities;
types of courses, attendance rates, sources of initiation;
and communication. A table is included at the end of the
chapter to enable a quick, if approximate, comparison across
States of certain organizational items. The tables and
associated discussion in this chapter and elsewhere refer
only to funds allocated to committees for development activities
and expenses, not to replacement funds.

The fourth chapter sets the Deveiopment Program in the

context of the total in-service education provision for teachers
in Australia. Reference is made to professional associations,
tertiary institutions, education centres and teachers centres,

and school systems.



1 - THE EVALUATION PROJECT: BACKGROUND, EVALUATION BRIEF, AND
PROCEDURES
BACKGROUND

- By the beginning of 1976, the Development Program had been in operation for d
two years. It was one of several education programs instigated and supporte
by the Schools Commission, following the recommendations in thke report of the
Interim Committee for the Australian Schools Commission, 1973. The Schools
Commission sponsored large-scale independent evaluations of three of its
programs in 1976 - the Innovations, Disadvantaged Schools, and Development
Programs. The Commission felt that these evaluations were necessary because
it wanted more extensive information on the implementation of the programs
than it was able to gather itself; it was under some pressure from the new
federal government to «ccount for the money it had expended; and, most
important, it wanted to make decisions, on the basis of the information
received, about the future directions of the programs.

The evaluation of the Development Program began in July 1976 for an initial
period of twelve months, later extended to eighteen months. A grant was
made socn after the commencement of the project to suppirt a separate
evaluation of education centres. This wa3 undertaken by Dr B. Fallon.

The evaluative approach used in the project was determined by the scope of
the evaluation and the nature of the Development Program. The Program was
innovatory, but could not be neatly encapsulated 1ike the innovatory
curriculum programs that have been the subject of educational evaluations.
Although a certain amount of prescription has been imposed by the Commissions
Program implementation has taken many different forms, and new forms have
continued to emerge as emphases changed and ideas developed. Many thousands
of participants throughout Australia have been involved in this complex
pattern of activity, and many hundreds in its administration. The diver‘51ty1
and range of the Program, combined with the factors of limited time and sma
number of project personnel, meant that a traditional measurement-based
model of evaluation would be inappropriate. The approach would need to be
subjective, descriptive and interpretative, rather than objective and
statistical.

The purposes of the Development Program evaluation were to obtain 1‘nfor‘mflt‘on
on the perceptions, organization and efrizcts of the Program, to provide 2
basis for policy decisions concerning future directions of the Program, an

to be a source of information diss~mination.

The methods used in the evaluation were interview, guestionnaire, and the
collection of documentary and background information, all of which were
identified by Parlett and Hamilton (1972) as appropriate for what they call
the illuminative evaluation model.

The vast scope of the evaluation project made it impossible to cover all Fher
areas of research interest relevant to the evaluation. The Northern Territo"y
and the Australian Capital Territory were excluded from the evaluation at d
the request of the Schools Commission because their development programs ha £
a different administrative structure. The evaluation report does not attempr
to analyse the viability of the methodology employed in the project. AnotheS
important area that was omitted was a consideration of the cost effectivenes
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Of the Development program and the exact nature of the resource input into
Tn~gapyice €ducatign in Australia. This issue has been discussed in detail
Y Cameron (1977) 5n his report, cCost and Efficient Utilization of INSET
esoumees: Austrqlig. Appendix I contains a statement provided by the
Schog]s COMission which gives details of the appropriation of Commonwealth
fundg for development purposes from 1973 to 1977.

EVALUATION BRIEF oM SCHOOLS CoMMISSICN

The Purpose of the evyzluation is co obtain information on the
Perceptions, °rganizatijon and effects of the Teacher Development
Prograp, A special gtudy will be made of Education Centres.

The eyajuation report will provide a basis for policy decisions
concerning future directions of the Program. It will also be a
source of information dissemination, so that practitioners in all
Stateg can be made aware of the problems and achievements of
Programg that have been developed in other parts of the country.

The information is to be used by the Schools Commission, the State
Teachey pevelopment Committees, and organizers and participants of
dGVelopmental activities both within and without the Commission-
fundeq program. ~

The aygluation process is seen as being formative and interactive
as wej] as summative, During the project, information-givers will
also pe infcrmation-receivers, and they will help . to determine the
direction taken by the evaluation.

Genargy gvaluation of the Teacher Development Program: Specific
Objectives

1 Te dJetermine the degree to which the Progran has increased the
range of OpPpOrtunities and the degree of participation in
in-service education in Australia.

2 To getermine the degree to which needs and demands for develop-
mental activities are being met by the Program and to consider
this in relation to the broader context of the total provision
for such activities.

3  To optain evidence on the effects of activities carried out
under the Program on individuals and schecis involved and to
pProvide detailed evidence about particular activities that
are identified as important developments.

4 To determine the extent to which the operation of the Program
incorporates the emphases of the Schools Commission and to
identify factors that militate for and against these emphases
being incorporated in in-service activitiec.

Thege emphases are:

(a) inter—system character of the Program, at Committee and
- course level;

(b) devolution of administrative responsibility, and involve-
ment of participants at all stages of planning and

12
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(c)

(d)
(e)

()

implementation of in-service activities;

broadening the base of the program to include ancillary
stff, parents, community;

development of longer courses;
provision for eeds of specific groups - teachers of
migrants, Aborigines, children with learning difficulties;

administrators, young teachers, isolated teachers; and

development of more effective in-service methods and
techniques.

5 To report evidence on unintended outcomes of the Program.

Ir.formation Required

The following statements contain details of the kind of information
required to meet each of the objectives.

Objective 1. Historical description that will provide information
about changes that have occurred due to the introduction of the
Development Program and the establishment of Development Committees
to implement the Program. Consideration to be given to the follow-
ing organizational aspects =

(1)
(11)
(111)

(iv)
(v)
(vi)
(vii)
(viit)

administrative structures

policy

priorities for funding, criteria for approval and rejection
of activities

types of courses and activities

sources of initiation and planning of activitles

attendance rate, type and range of participants
communication network

impact on school organization

Objective 2.

(1)

(11)

(111,

Documentation of the expressed needs of various groups of
people.

Account of the perception of people involved in in-service
activities on how weli needs are being met. People
consulted should include Program administrators and
participants, and other providers in the area of in-service
education.

Description of the interaction between the Development
Program and the other specific purpose programs of the
Schools Commission concerning in-service education issues.

Objective ..

(1)

The evidence of the effects of activities can only be of a
general kind ! ised on statements and perceptions of those

associated wit. the Program. It will be necessary there-

fore to obtain a wide range of views from representatives

of groups associated with the Program.

13



(11)

Detailed studies of selected in-service activities that
will provide information about methods and organizations
adopted in implementing new developments in in-service
programs, and about the outcomes of these programs.

Objective 4. In considering the extent to which the operation of
the Program incorporates the emphases of the Schools Commission, it
will be necessary to assess the understanding by those involved in
the Program of these emphases, and to determine the extent to which
these eiphases are reflected in the policies and operations of
Develcpment Committees at State and regional levels.

(a)

(b)

(c)

(4)

(e)

(£)

Inter-system character. 1dentification of the extent to
which:

(1) the in-service activities reflect the needs of the
government and non-government sectors; and

(11) non-government and government representatives share
in both the planning and implementation of teacher
development activities and the power of minority
groups to influence decision-making.

Devolution of Responsibility. Determination of:

(1) the degree to which this occurs at all stages of
teacher development activities, in administration,
organization, and participation;

(11) particular forms of organization that facilitate
devolution of responsibility; and

(111) the role of centralized course provision and
administration.

Broadening base of Progrum. Determining the degree

to which ancillary staff, parents, and community are
involved in teacher development activities, the degree of
satisfaction of these groups with the Program, and the
attitudes of teachers to broadening the base oi the

Program.

Development of fonger couwses. A survey of the types of
courses available and the groups for which they are
catering.

Provision fon needs of specific groups. Determine the
extent to which expressed needs of particular groups are
being met - teachers of migrants and Aborigines, isolated
teachers, young teachers, administrators, etc. Identify
groups where needs are not being met.

Development of more effective in-senvice methods and
techniques. Identify and describe methods and techniques
that are being used in teacher development programs.

Objective 5. In the course of in.ormation collection, any
unexpected results of Program implementation will be noted and

wvxanined.
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PROCEDURES

Severa] visits of two to five days were made to each State, except for
Wwestern Australia, where one longer visit of two weeks was made. Document-
ation was collected on Program operation from development committees and the
Schools Commission. In each State, structured interviews were conducted with
four to six members of the State Development Committee and two regional
committees (one country, one metropo]itan), with a coverage of government/
non-government representatives, teachers/administrators, and parent represen-
tatives. The interviews focused on the Schools Commission emphases and
associated “ssues listed in Appendix II. The interviews elicited committee
members' opinions of each item, the extent to whicr the itcm had been
incorporated in the Program operation of the region or State, and the resul-
tant benefits or problems. The chairman or executive officer of each regional
committee that was not visited by a member of the evaluation team was sent

an open-ended questionnaire which listed the emphases and issues and allowed
room for comment. Seventy per cent of regional committees responded to the
questionnaire, most in great detail, and much useful information was thus
obtained.

It was more difficult to devise a satisfactory method for obtaining tuvacher
reactions to the Development Procram. Two methods tried initially were not
particularly successful - short general questionnaires sent to teachers in
the regions visited did not yiel~ a sufficiently detailed response, and a
similarly small return resulted from talkini to teachers in the staff rooms
of schools visited in a region, because their minds were concentrated on

the irmediate problems of the next lessor or a fight in the school-yard
rather than on issues of in-service education. A new method was then tried,
which produced excellent results. In each region visited, a committee
member organized discussion sessio”: with 5-10 teachers from a range of
schools (government/non-government, primary/secondary), held at a centre
away from the schcols. The teachers were informed in advance about the
discussion topic. [he list of Comnission emphases and associated issues
was distributed at the discussion session, but did not need to be referred
to very often because the group interaction was so0 productive that nearly
all topics were covered in the natural flow of discussion. All the sessions
were taped.

Committee and teacher responses are discussed under the Comaission emphases
headings in Part Three of this report. Additional information on committee
operation and participant opinion was obtained by attendance at development
committee meetings, and observation and informal discussion at in-service
courses.

Questionnaires were found to be helpful when used for specific purposes, such
as the special studies of school-centred, long-term, and residential
activities, and when information was being collected from other groups
involved in teacher development. Two major questionnaire surveys of

teachers on in-service education were undertaken in Victoria and Tasmania,
and are discussed in Part Two of this report.

Information was collected from teachers to determine what factors other than
Program activities contributed to their professional development, and whether
there was any degree of interaction between these influences and their
effects. An attempt was also made to find out what effect the Development
Program had on the policies and operation of other groups concerned with

is



teacher development, such as tertiary institutions, education departments,
and subject associations.

This report is divided into six parts. Although there are some areas of
overlap, each part functions almost independently of the other parts, and
can be read as a separate piece of work. In each pert there is ¢ present-
ation of relevant information, followed by a discussion of the major issues
which emerged - sometimes the discussion is placed at the end of a part,
sometimes at the end of a chapter. The parts may be summarized as follows:

Part One: the evaluation project and the procedures used to fulfil the
requirements of the evaluation brief;

an overview of the Development Program, incorporating three major
thrusts - the inter-system principle, devolution of responsibility,
and diversity;

operation of the Program in the States, including State and
regional committees, types of courses, sources of initiation and
communication;

the Program .. relation to other sources of in-service provision,
such as the systems, subject associations, and teachers centres.

Part Two:  two surveys of teachers, in Victoria and Tasmania, covering
opinions and experiences of in-service education.

Part Three: responses by development committees and teachers to seven issues
jdentified by the Schools Commission as the major emphases of the
Development Program.

Part Four: school-centred teacher development - general opin -~ f develop-
ment committees and teachers, and descriptions of s. . school-

centred activities and their outcomes.

Part Five: long-term courses - their role in the Program, some examples of
courses offered, and participant reaction to them.

Part Six: a concluding statement comprising development committee inter-
action with the Schools Commission, strategies for future in-
service provision, and recurring elements in the Development
Program in its four years of operation.

16



2 - OVERVIiEW OF THE DEVELOPMENT PROGRAM

This chapter focuses on the major thrusts of the Schools Commission
Development Program, the nature of their impact a::d the extent to which
the current achievement in in-service education cin be attributed to the
Program or to other sources, and future Program strategies.

The major tnrusts of the Program are taken to be:

(i) inter-system character cf Program administration, organization,
and implementation;

(ii) devolution of responsibility to regional, school, and community
levels;

(iii) diversity of viable in-service alternatives for all teachers.

INTER-SYSTEM CHARACTER

The table which gives details of State involvement in the Development
Program in 1976 (Chapter 3) shows an uneven pattern of participation by
non-government teachers across the States. In New South Wales and Tasmania
the percentage of non-government teachers taking part in Program activities
is well below their proportional representation in the States' teaching
forces. Non-government participation in Queensland, where the jnitiation
and organization of courses lies largely in the hands of the Department of
Education, is extremely high. Two probable explanations are that
replacement funds have made it easier for non-government teachers to attend
long courses ( a major component in the Queensland program ) and that there
js a large number of education and teachers centres in Queensland which
cater well for the local needs of non-government teachers.

The analysis of responses in the Victorian questionnaire survey (Chapter 3)
showed that irn-service education in general, and the Development Program in
particular, were far more important to Catholic school teachers than to
independent* school teachers. Catholic school teachers have been involved
as participants rather than as course initiators or organizers, although
they have taken full advantage of the funding for single school activities;
this should give them the confidence and experience to take a more active
role in the planning of general activities.

In some States, separate funding of jn-service education has ceased or has
been amalgamated with Schools Commission funding. In other States separate
funding has continued for courses relevant only to government school
teachers. The advent of the Schools Commission Program has given stimulus
to the in-service orientation of the Catholic school system and independent
schools directly, through the appointwent of consultative teams and system
in-service co-ordinators, and indirectly, by forcing system organizations
to consider and formulate policies about teacher development.

The influence of the education departments is still very strong in the

implementation of the Program in all the States, but departmental personnel

have become more tolerant and appreciative of the actual and potential

contribution of the non-government systems. The inter-system principle is

working well at committee level and will continue to improve as non-govern-

ment personnel acquire the knowledge and experience that will put them on

a more equal footing with departmental people. At course level, there is

* Except as noted in the footnote on page 13, the term 'independent schools'
refers to non-government, non-Catholic schools. 17




10

only superficial interaction between the systems, except in some long
courses where the heterogeneous background of the participants has bezn a
contributing factor to course success, and in activities initiated by
subject associations which have an established inter-system membership.
Nevertheless it is essential that the majority of courses supported by
Program funds should continue to be offered to all teachers, regardless of
system, because the concept of equal development opportunity which is
implicit in the inter-system principle is just as important as the
explicit goal of system interaction.

However, the 'major ty of courses' does not mean 'ali courses'; there is
room for greater flexibility in the Schools Commission policy on the fund-
ing of system courses. “xceptions have already been made, as in the case
of single school activities; as long as a balance is maintained between
systems, there is surely a place for a 1imited number of funded courses
that are appropriate to one system only. For certain purposes, the systems
could be regarded as groups with particular needs to be met; the
Commission has continually stressed the importance of meeting the needs of
‘such broad groups as teachers of migrants and disadvantaged children, young
teachers, and isolated teachers.

It is evident from the comments of teachers and administrators, quoted
throughout the report, that the increased opportunities for participation in
development activities have been appreciated by people from all systems,

and there are examples of some fruitful interaction between systems. Both
the increased opportunities and the interaction are the direct results of
Schools Commission policy, even if the interaction is less than anticipated.
Without the Development Program the situation would have remained static.

DEVOLUTION OF RESPONSIBILITY

The 3chools Commission has stressed the importance of the devolution of
in-service responsibility, through the creation of regional development
committees ang the emphasis on the school community as a focal point for
development activities. The Schools Commission was not alone in its
support of a policy of devolution - education departments in most States
were talking about, Or had already irplemented, a policy of decentralized
administrative and operational responsibility by 1974. There was a general
trend, stemming from sociological as well as educational sources, towards
greater autonomy for the school as a functional unit, and greater
responsibility for all those involved in the school's operation, including
teachers and parents.

Regionalization of in-service education has become a practical reality
throughout Australia, although many regional committees would 1ike more
independence and autonomy. The New South Wales central committee acted
quickly in its implementation of this policy; granting the regions a high
degree of autonomy has allowed the central committee to devote its time to
other considerations, such as the initiation of in-service education stra-
tegies, the setting of Program objectives, and evaluation.

Decentrziization of in-service responsibility has spread in a number of

directions as a result of the Development Program. The establishment of

education centres and support of teachers centres have facilitated the

active involvement of teachers and community members at the local level;

the funding of activities has enabled grgféssiona1 associations to increase
o1 ’



the number, range, and quality of their in-service course offerings; and the
achievements in the area of school-centred teacher development would have
been on a much smaller scale without Program support.

The Victorian questionnaire survey showed that the principal influences on
teachers in the context of introducing changes in teaching metnods or
approaches were in-service activities, other teachers, and self-motivation.

It is ikely, then, that the in-service education format with the greatest
potential for sustained and continued teacher development is the school-centred
activity. A comment from a teacher who took nart in a schoul-centred

activity echoes the feelings of many others.

The availability of funding and assistance in organizing in-service
activities has been of immense benefit to all who have participated.
If nothing else, teachers are thinking, and even if they have been
dning this before the Schools Commission came into being, they
seldom got the chance to express themselves; nor did such thinking
ever have much of a chance of actually influencing policy and
decision-making.

The reports from teachers, principals, organizers, development cormittees
about school-centred activities have been positive and enthusiastic about
the strategy. There have always been such activities in schools, but
Commission funding has enabled schools to tackle more smbitious programs,
and the success of the funded activities has carried over into the non-
funded area and stimulated development there. It seems to have brought
about significantchanges in staff attitudes and in ss:hool policies,
organization. philosophy, curricula.

Whether this strategy is as sound as it may appear has yet to btz proven.

Are the changes worthwhile in terms of the school's educatiunal offering,

do innovations have a real chance of surviving and deveinping, is the
creation of a cohesive staff attitude just a pleasant excess of bonhomie
that does not really affect what goes on in the classroom? There have been
few attempts to undertake long-term evaluations of school-centred teacher
development. As Ingvarson (VISEEP, 1976b: 41) said, further development and
research is needed in this area 'if the concept, which has such obvious
practical rationale, is not to sink to the status of another passing tad'.

A distinctive feature of the Development Program's policy of devolution of
responsibility is its recognition of the role of parents and the community.
Education centres were so called to underline the belief that the centres
were not for the sole use of teachers. Sections on school-centred in-
service education in the Commission reports stressed the importance of
including, where appropriate, all interested members of the school
community, not just the teaching staff. Commission policy has been
implemented in practice - parents have been included in a number of school-
centred activities, and community members make good use of many of the
education centres. As with the implementation of the inter-system
principle, it has been difficult to break through entrenched divisions and
establish productive connections. The parents most intimately involved in
the Program are the representatives on development committees , and they
are constantly frustrated by the siowness of the infiltration of the
Program 'message' into parent ranks. But, from the outside, it is clear
that progress is being made - the parent voice has become more confident
and knowledgeable, and is recognized by teachers as a contribator to,
rather than a challenger of, in-service educaticn.
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DIVERSITY

The school-centred approach has been favoured by in-service educaters
because it has many of the advantages and few of the disadvantages of
other in-service strategies - teacher commitment to a program is more
likely when the program is centred around his work situation aad involves
the staff group, and objectives are more 1ikely to be achieved in the
school situation, where follow-up, continuity, and support are more easily
provided.

However concentration on this strategy alone could lead to a host of
deprived rather than enriched teachers. Not all schools can run successful
programs, and few schools could provide sufficient input and stimulus to
satisfy all the development needs of teachers. A diversity of in-service
offerings has certainly been a feature of the Development Program. It has
been a 'famine to feast' situation - indeed many teachers passed through a
stage of fascination with the vast array to a stage of bewilderment and,
finally, aversion.

The Schools Commission created tne development rommittee structure and
passed to it full responsib.iity for administration of the Development
Program. Few committee members had experience in administration of this
kind, and in the early years were totally preoccupied with the immediate
problems of sorting through applications, coping with the intricacies ov
financial operation, and establishing some sort of communicaticn system.
There was plenty of money, and all applications that satisfied tne
rudimentary selection criteria were able to be funded. It was inevitable
that this would happer. and inevitable that criticism would be made of the
looseness of vhis approach and the licence it gave to the short, self-
contained, often ill-planned course.

At best, thk's scatter-shot approach to the important problem of
continuing education of teachers is valuable in fostering
individual initiative for professional growth and in nromoting the
importance of in-service change and development throughout rhe
teaching service generally. At worst, it becomes an expensive,
largely ineffective, sporadic, piece-meal tinkering with curriculum
and teacher education. (O'Hare and Thiele, 1977:3)

My criticism of the current program is that there are too many
teaspoonsful, too many one-day stands, too many adult 'show and
tell.'. (State committee member, Victoria)

The era of diversity was necessary, but development committees, guided at
a distance by the Schools Commissicn, have realized that this must be
followed by an era of discrimination. A co-ordinated approach to the
continuing education of teachers is required - to involve the interactive
co-operation of groups (such as schools, commurity, colleges of education,
and teachers centres) whose previous involvement in the Program has tended
to be haphazard rather than planned. An approach such as this would
result in the formulation and implementation of strategies of in-service
education which would cut out the dead wood from the past and encourage
new growth in carefully selected directions.
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3 - OPERATION OF THE DEVELOPMENT PROGRAM IN THE SIX STATES

INTRANUCTION

For some years prior to the publication of the report of the Interim
Committee for the Australian Schools Commission (1973), State education
departments had been conducting in-service education programs. Courses
were provided for primary school teachers to up-grade their qualifications.
There were administrative courses for senior teachers and principals, and
courses for classroom teachers (mainly primary) organized by inspectors or
regional directors, usually in a lecture/discussion format. The main
purpose of many of these in-service courses was to introduce teachers to
the new curricula which flooded the educational market in the late sixties
and early seventies. In Queensland, for example, the Education Department
began to run annual vacation courses - by 1971, over 2200 primary teachers
were being catered for each year in 39 courses. Education departments
varied in the degree to which they supported travel and accommodation and
often the financial responsibility lay with the teacher.

Very little in-service education was available to teachers in non-government
schools, although they were sometimes invited to attend the State run
courses. The Catholic education system initiated some in-service
activities - religious orders ran courses for their own teachers, and some
large conferences were neld (for instance, in New South Vales a large four-
day conference took Dlace in the May vacation each year to update the
teaching skills of 2000-4000 teachers). The Independent Schools Education
Committee (ISEC)*was founded in Western Australia in 1968 'to provide
opportunities for closer contact among independent school teachers by
encouraging the further development of professional competence among
teachers'. Between 1968 and 1974, ISEC organized 200 lectures and work-
shops for teachers, which were subject and skill-based.

Education departments did not provide as much ijn-service education for
secondary as for primary teachers. (An exception to this was the Technical
Schools Division of the Victorian Education Department.) The needs of
secondary teachers were mainly catered for by subject associations, which
performed a valuable service by initiating local in-service activities and
national conferences. Secondary tezchers also enrolled in formal education
courses offered by tertiary institutions.

Advisory teachers and consultants have been increasingly used since the
1960s to service the development needs of primary and secondary teachers.
In some areas, particularly in the country, teachers formed their own self-
help groups, and organized after-school sessions with displays of work and
with teachers as speakers. Mutual aid groups functioned in country
districts in Queensland - 'principals, and sometimes teachers, met to plan
work, prepare teaching «ids, exchange ideas, and to gain professional and
social alleviation of their isolation'. Some teachers centres were
established, organized by groups of teachers in local areas, again for the
purpose of self-help. The Tasmanian Government supported the establishment
of three teachers centres, which provided a range of in-service help for
teachers.
* ISEC includes in its membership, Catholic, non-systemic schools.
Elsewhere in this report the term 'independent school' refers only to
non-government, non-Catholic schools.
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In 1967 a special committee, appointed by the Victorian Education Depart-
ment, produced its report and recommendations on in-service training and
education. South Australia (Education Department, 1971) had its own Karmel
report on in-service education, following a decade of active involvement in
the area. A committee was formed as recommended in the report, with an
inter-system basis and with tertiary and teacher representation. The
committee met three times a year to consider applications for one-day and
residential programs. (In 1973, 694 residential and 131 non-residential
courses were approved.) The in-service activities held at Raywood, the
residential in-service centre founded in 1966, received praise from
teachers and administrators throughout Australia.

However, despite a growing awareness of the need to provide for the
continuing education of teachers in the States, many teachers prior to

1974 had no experience of in-service education or their experience was
limited to short lecture/discussion sessions imposed on them {for their own
good) by the upper echelons of the education departments.

NEW SOUTH WALES

Administrative Structure

state. In 1974-75 the Development Program was administered by an interim
committee with four government and three non-government representatives.

At the beginning of 1976, this committee was superseded by the State
Development Committee, which has a membership of sixteen, meets three

times a year, and deals with policy formation and surveillance. The member-
ship of the committee is as follows:

5 - Department of Education (administrative sector)

4 - Catholic Education Commission (two from administrative scector,
one from tertiary cotlege, one principal)

3 - associations for heads of [ndependent schools

1 - Teachers Federation

1 - Joint Council of Professional Teachers Associations

1 - non-government non-systemic schools not represented (from
tertiary institution)

] - Federation of Parents and Citizens Associations.

The State committee has divided itself into five sub-committees, which meet
once a month and are responsible for different areas of committee operation.
The finance and budgeting sub-commi ttee exercises budgetary control over
funds, critically appraises financial aspects of applications and additional
requests for funds from regions. The planning and evaluation sub-committee
monitors the achievement of stated Program objectives for each year, and
collates and examines information received from regions. The administration
sub-committee puts into effect the policy decisions of the central
committee (e.g. media vans, study grants, teachers centre allocations) and
maintains liaison with regional service officers. The inrovations sub-
committee proposes and monitors new types of in-service activities (e.q.
task forces, longer courses). The publications sub-committee assumes
responsibility for the publication and dissemination of reports, including
appropriate regional publications.
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In 1976 a teacher from an independent school was seconded to the in-service
branch of the Department of Education to help with the cneration of the
Development Program, particularly in liaison with indegendent schools. The
central committee also appointed a resources officer to produce and
co-ordinate resources for' development activities and to provide assistance
to regions.

Regional. The eleven regional committees have been in operation for
several years and have the use of 90 per cent of the State's allocation for
development activities. They have complete financial control of local
activities and send to the central committee monthly reports which give
details of activities and expenditure. A1l rave government and non-
government systems and teacher representation (x1though, in most cases,
administrators far outnumber teachers); some have appointed representatives
of parent organizations, teachers centres and tertiary institutions. The
size of committees varies from eight to twenty-six members. Like the
central committee, many regional committees have created sub-committees to
deal with different aspects of Program operation. Carrying decentraliz-
ation further still, district and subject committees with inter-system
representation have been formed in many regions to stimulate local
initiative. Regional committees often work closely with local teachers
centres, colleges of advanced education, consultants and advisers. The
regional program could not operate without the administrative and clerical
assistance provided by regional officers. Typical organization would
comprise a regional services officer, with a professional assistant, a
typist, a clerical assistant, and a general assistant from the professional
services centre. Figures 1 and 2 represent the operational frameworks of
two regional committees.

REGIONAL COMMITTEE

Courses of duration of 2 weeks or more
Task Force Out of Region Courses

School-based courses Study Grants
Regional Conferences
A, N K
H.Q. &
OTHER GROUPS
DIRECTORATE . >
OF STIDIES Special Education
DISTRICT COMMITTEE CO-ORDINATE

Rationalise &

&
Recommend for CO-OPERATE
Approval

<
/ \ 1\
MEDIA CURRICULUM
VAN COMMITTEE | &——~-—

PARENTS
TEACHERS FACULTY
ADVISERS ANCILLARY TEACHERS CENTRE ASSOC IATION
STAFF
/ / / / /

!
FIGURE 1. ADMINISTRATION OF A REGIONAL DEVELOPMENT PROGRAM, NEW SOUTH WALES
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(i) Courses

OPERATION ADMINISTRATION
COURSE - .
1.* Originate proposal 5. Arrange details of the
PROPOSER . course
INDI VIDUAL 6. Respond to advertising 1. Mark rolls
TEACHER 10. Hold activity
12. Certify claims
SCHOOL etc
COMMITTEE REGIONAL SERVICES OFFICER
2. Balance of resoui-ces 4. Advertise course
and.aTlocat1on ) Reply to applicants
EgeéENAL 3. Decision on funding _ Rolls and claim forms
Selection of participants to organiser
14. Review evaluation of 13.  Process and pay claims
courses program

(ii) Within-school Grant

COMMITTEE ADMINISTRATION
1. Develop proposal 6. Complete organisation
SCHOOL 7. Hold activity 8. Pay costs
LEVEL 9. Complete certificate

11. Evaluate activity

COMMITTEE REGIONAL SERVICES OFFICER
Register proposal

3. Summarise proposals

REGIONAL 4. Decide priorities for committee

LEVEL 5. Prepare grant chegue
and certificate of
expendi ture

12. Evaluate Programs 10.  Acquit expenditure

* Numbers refer to sequence of operation.

FIGURE 2. ADMINISTRATION OF A REGIONAL DEVELOPMENT PROGRAM, NEW SOUTH WALES
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Commi ttee Policies and Priorities

In November 1975, at the meeting of regional chairmen with the State
committee, a draft statement of needs, aims and objectives for 1976 (and a
similar one for the triennium 1976-78) was formulated, and later a
definitive form was produced by the State chairman. Each aim had sub-
sections detailing specific objectives and the evidence of attainment
required. Information about evidence of attainment was sent to the State
cormittee at the end of 1976 (see Appendixes Il and 1V). The preparation
of the needs, aims and objectives statement for 1977 demonstrated greater
regional involvement. Regional chairmen had consulted their own district
commi ttees, principals, regional officers and advisers, and came to the
meeting with a clear idea of the in-service needs in their area. The

resul tant statement 'produced a level of commitment that is the lowest
common denominator, which some regions will go way beyond' (State committee
member). The aims for -1977 were ?i) increase in emphasis on school-based
activities (activities that are within and beyond schools that meet school-
based needs), (ii) development of regional support services (e.g. training
of resource teams and production of materials to support school-based
development programs), (iii) consolidation of administration (e.g. further
integration of professional services centres and teachers centres into the
operation of the Development Program), (iv) courses for school executives,
(v) expansion of the scope of development activities (e.g. consultancy
training courses, community involvement, ancillary staff training, innov-
ations, assistance for isolated and minority roups), (vi) refinement of
activity approval and evaluation procedures, ?vii) experiences not available
within the school (e.g. teacher exchange, interstate and international visitS)'

Members of both central and regional committees reported an increasing
emphasis on within- and between-school activities.

We are encouraging schools to set their own objectives and areas of
need, and plan what courses will be attended. I would hope that by
1982 most in-service work will be cone in school. (State committee
member)

As well as the general statement of aims, individual regional committees
have developed their own policies and priorities. The policy of one
cormittee is simple and straightforward.

We aim to cater for all teachers and all areas. Our program is not
a hotch-potch, as some critics say, but the result of a planned
strategy, because New South Wales has tended in the past to support
certain areas at the expense of others.

Another committee, propounding the same policy, categorizes the different
content areas, and graphs the allocation of expenditure in time and number
of participants to each area in the form of a huge coloured chart.

This facility helps the committee to make a judgment on funding
and non-funding of courses as they are proposed, and a balanced
program is maintained.

A country committee sent a questionnaire about regional in-service
activities to each school, with a request that the total staff discuss the
points raised and forward their opinions to the committee. The question-
naire sought to identify unmet needs, successful and unsuccessful courses,
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and possibl® alterrgtives to the present in-service program. The 1977
Program emphases jn this region were based on the outcomes of this survey.

Some ommittees pypiish the criteria they use to select participants for
restpjcted COUrses catering for less than ten participants. One committee
Tequipes a Statemepnt of teaching experience and the relevance of the course
to the applicant; apother committee selects on the basis of the educational
respongibility of the applicant, other courses attended, any priority
Indicgted by the principal, organizations to which the applicant beiongs,
and Specia] Interegts .

Tyres of Courses, apeendance Rates, Sources of Initiation

Long . urseS (more phan two weeks in duration). In 1976, one year-long
Courge for teachep jjprarians was held, and eight courses, mainly subject-
based, of 10-30 days were conducted. The proportion of government to
NON~gqyern™nt teachers Participating in these courses was approximately
€quiygient to thej, representation in the teaching force as a whole.

Short ourses. The following table shows the number of courses and
Participants for 1975-76.

————

1975 1976
T —
No. of courses: central 144 (5%) 127 (3%)
regional 2,884 3,574
T ————
No. of participants: government 57,186 §85%g 54,641 $$§é;
non-government 10,112 15% 8,179
L__\\‘_”,,,

Neary, 700 more coyrses were offered in 1976 than in 1975, with the central
committee Showing g decreased involvement. [he number of teachers attending
Courgeg decreased (p 4,478) in 1976, and the involvement of non-government
teachaps dropped to 13 per cent (much lower than their 20 per cent represent-
ation jp the total teaching force).

?é;°0atioﬂ Of fupgs, The following table shows details of expenditure for
S-76.

Expendi ture

% of total
| 1975 1976
coln‘sgs 85.0 88.7
In-sepyice grants 4.9 1.3
Resoyrces and equipment 5.3 7.7
Teachers centres 1.5 1.6
Professional teachers associations 0.25 0.3
AdVertising and pub]ications 2.9 0.4

_\/
There as an increase in expenditure in 1976 on courses and resources and
a decpease 1N expenditure on grants and publications.
Attajpment of obje;&ives._ The regional returns at the end of 1976 indicated
to whyt extent the gpjectives set for the year had been attained (see
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Appendix IV). The results may be summarized as follows:

(i) 69% of teachers in the State had attended an in-service course
during the year, exceeding the target of 60%;

(ii) 80% of courses had derived from requests of individual teachers or
groups of teachers, exceeding the target of 60%;

(iii) the same proportion of courses was held out of school time in 1976
as in 1975, as required (in school time: 44%; out of school time:
37%; partly in school time: 19%);

(iv) 9% of schools had undertaken a within-school program, 6% below the
target;

(v) 0.8% of teachers participated in longer courses, less than the
target of 1% (participation was nil in three regions);

(vi) 76% of teachers in one-teacher schools attended an in-service
course, exceeding the target of 50%;

(vii) more than 50% of recipients of study grants in 1975 became involved
in regional programs;

(viii) seven of tho regional committees reached or exceeded the required
5% of activities to be held in association with professional
services or teachers centres.

Sources of initiation. Although it is stated that 80 per cent of courses
derive from requests from teachers, it is not clear how many submissions
come directly from teachers, and to what extent teachers are involved in
the subsequent planning and organizing of courses. Regional committee
responses revealed a variety of approaches to teacher involvement in the
operation of the Program.

A country committee relies on its 29 local development committees of
teachers to propose, structure, and conduct courses, with assistance when
required from the regional services officer and professional assistant.

Course organizers are always teachers; teachers must be involved
in course program development; endeavour is made to use teachers
as lecturers and resource persons; workshop sessions featuring
teacher leadership characterize rmany activities.

A metropolitan region uses consultants to help teachers prepare submissions
for courses in school hours, and these submissions are predominantly from
the government sector. Non-government teachers are more involved in the
planning of courses out of school hours. A1l courses of this type are
submitted to teachers centres, which have an inter-system committee, and
the proposals which are then put forward to the regional committee are

automatically approved.

A metropolitan committee calculated that 89 per cent of the courses it
approved resulted from teacher initiative. Sixty per cent of those were
from district and subject committees, 25 per cent from teachers centres,
and 1% per cent from jndividual teachers and schools.

A country committee relies heavily on its district and faculty associations,
staffed by teachers. These committees seek requests for activities from
teachers, return 1ists of proposals for teachers to jindicate preferences,
develop submissions according to priorities expressed, meet with other
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district/faculty and regional committee representatives 'to discuss
priorities, needs, quality, and content of proposals', and send final
lists to the regional committee for ratification.

Communi cation

Both State and regional committees produce comprehensive booklets contain-
ing information on administrative structure, policy, and procedures, which
are widely circulated. The State committee publishes in-service reports,
and circularizes brochures which give guidelines and information about in-
service grants, involvement of parent and community groups, task forces,
and within-school activities. The State committee is compiling a register
of resource persons in tertiary institutions, commerce, and industry.

In the regions, communication with schools is maintained in a variety of
ways, mostly in the form of written information. Calendars, broadsheets,
newsletters, and bulletins are issued once a year, term, or month.
Teachers centres also send in-service information to schools. Some

commi ttees publish reports of successful courses. One committee remarked
that teacher involvement in in-service courses had increased the local
publication of collated notes, which it fe't 'reflected the spirit and
endeavour of local teachers to tackle aspects of new curricula', such as a
visual arts notebook, a science journal, and a local history resource
guide.

A metropolitan committee commented that 'while written information is
important, oral and face-to-face communication is most important'. Three
times a year the chairman and professional assistant meet with represent-
atives (mainly consultants and advisers) from district infant, primary, and
secondary areas, and teachers centres. At these meetings ‘courses mounted
in the previous term are discussed in detail, overall policies such as
conference policies are discussed and the needs of teachers as expressed to
advisers, to teachers centres and so on are examined'. In another metro-
politan region the committee chairman, dissatisfied with the effect of
written communication with schools, planned in 1977 to meet personally
every principal and senior mistress in his region.

The principal was recognized by committees as an important Tink in the
chain of communication. In some schools, the principal assumed full
responsibility for disseminating information about in-service activities
and determining which of his staff should attend the activities; in other
schools, responsibility for co-ordination and communication was delegated
to a senior or assistant teacher.

QUEENSLAND
Administrative Structure

state. The State Development Committee has 26 members, with the following
pattern of representation:

11 - Department of Education, administration (Assistant Director-
General, chairman)
5 - Catholic Education Office
3 - Association of Independent Schools

L8



) 21

Sub-normal Children's Welfare Association

Queensland Teachers Union

Schools Commission

Parents organizations

N N
'

Education centre.

The two parent representatives were invited to join the committee in mid-
1976.

The State development sub-committee was appointed to receive submissions
and make recommendations on funding and policy to the State committee.
Both committees meet once a month. The sub-committee has a membership of
nine - three representatives from the Department of Education, two from
the Catholic Education Office, one from the Association of Independent
Schools, and three from teachers associations (government and non-
government). A1l but the teachers associatiun members are also on the
State committee.

Two members of the sub-committee, the in-service co-ordinators for primary
and secondary education within the Department of Education, were given the
major responsibility for administration and operation of the Development
Program. As the co-ordinators are also responsible for the State-funded
jn-service program, assisted by 16-member standing committees, there is a
considerable overflow of ideas from one in-service sector to the other. In
mid-1977, a full-time secretariat (a senior executive, and clerk/typist)
was appointed by the State Development Committee to handle the increasing
volume of submissions to the sub-committee and 'to improve the information,
administrative and clerical service to both committees'. This appointment
has enabled the in-service co-ordinators to give more time to their other
jmportant role, the planning and initiation of programs. Im mid-1976 and
in early 1977, two more in-service co-ordinators were appointed to
represent Catholic system and independent schools, and they have played an
important part in increasing the involvement of the non-government sector
in the Program.

Regional. Decentralization of the Development Program in Queensland has
occurred at different rates and in different ways. In some regions there
has been no official develgpment committee - 'We have never been committed
to a policy of formal committees. Small committees are formed as the need
arises'. Where they do exist, the regional committees are entitled in-
service co-ordinating boards, and their membership varies from three
education department administrators in one region, to a 24-member committee
in another, with representation from government and non-government employing
authorities, tertiary institutions, teachers unions, education centres,
advisory teachers, principals associations, and classroom teachers. The
first co-ordinating board was established in Darling Downs as a result of
the Hayes report (1973) and served as a model for other regions.

One co-ordinating board listed its functions:

(1) facilitate passage of submissions toState
development committee;
(11) approve submissions for immediate funding at the

regional level;
(111) co-ordinate in-service activities in the region;
(iv) foster the development of educazéyy centres in the region.
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Education centres have played an jncreasingly important part in regional
development work.

In 1977, co-ordinating boards were given $10,000, half of which was to be
used for funding ad hoc programs, the other half for school-based programs
costing less than $500 (submissions for more expensive programs were passed
on to the State committee for funding). During the year, at the instigat-
jon of the State committee, in-service co-ordinators were appointed in

most regions, to facilitate regional administration of the Development

Program.

In mid-1977 the State committee issued policy guidelines for decentralizat-
jon, which recommended that each of the nine regions should set up a
representative committee, to be called the Regional Branch of the State
Development Committee. Each region will be represented on the central
committee, which will meet once a term and 'will continue to formulate
overall policy, determine leadership and daily allowance and travel rates,
and through its secretariat, be responsible for recording and accounting
of all activities'. The regional committees will be reguired to report
bi-monthly on actual, committed, and proposed expenditure. The allocation
to the regions in 1978 will be three to four times greater than the
allocation for 1977.

Committee Policies and priocities

One of the first actions of the central committee after its formation was
to appoint a sub-committee to survey teacher needs, which resulted in the
publication of the Briody report (Queensland. Department of Education,
1974). The recommendations of the report were taken up by the committee,
and courses were initiated for young teachers, and teachers of migrant and
aboriginal children. The committee decided to put half its funds into
longer courses to cater for experienced teachers in metropolitan and
country areas. Longer COurses, centrally initiated but often regionally
organized, remained the focus of the development program in Queensland
until 1977. In that year the central committee felt that it should 'set
jts own house in order', and devoted much time in committee meetings to
policy discussions. These discussions and the outcomes of a conference
held in Novamber 1976, on the role of the State Development Committee (with
submissions from subject associations, teachers unions, education centres,
regional committees, individual teachers, advisers, inspectors), led to the
publication of a series of policy statements and guidelines on decentral-
jzation, the funding of national conferences, and the implications of the
inter-systemic foundations of the Program, with particular reference to the
planning of courses.

The State Development Committee, Queensland, has adopted the two following
statements as the basis of its more detailed policies:

1 It is highly desirable that applicants who seek funds from this
Committee should, prior to making application, form an inter-
systemic planning committee. An inter-systemic planning committee
is one composed of representatives of StaLe, Catholic, and of
non-systemic non-government schools. In geographical darceas,
where all systems are not represented, then committees composed
of available systemic and non-systemic representatives wiltl
suffice. Such committees nced not be formed in relation to
school-based in-service applications.
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2  Programs or courses designed by such committees should be open to
all members of the school communities in all types of schools.

This statement appeared in a document of policy statements for the guidance

of applicants.

In the same document the outline of an appropriate

submission form was given, based on the criteria used by the central
committee for the approval of activities.

In considering eligibility for funds, the following criteria will
be used, and it is strongly suggested that submissions be organized
in similar fashion:

(1)
(11)
(1i1)
(iv)
)
(vi)

(vii)

(viii)

Title, date, venue of program.

Originator of program: reputation, suitability of the
organization or person involved. Is the organization or
person the best one to deal with the proposal?

Need and purpose: Does the need exist? What is proposed?
Is the purpose clear and definite and well documented?
Audience: For whom is it designed? Has it wide applic-
ation? Open to all? Number likely tc attend?

Staffing: Quality of leadership? Other assistance,
resource people, consultants, observers, clerical?

Time and location: Dates of program? Centre? Residential?
Non-residential?

Program: Well planned and documented? Methods to be used,
e.g. conference; seminar; workshop; field trips (any
organization including field trips in its program is
required to submit full details substantiating the needs
for such trips). It is important that in-service programs
be based on sound principles of adult education. All
submissions will be expected to show that the organizers
have designed the program so that effective learning is
encouraged.

Pre-program participant involvement should be encouraged.
Follow-up to programs should be considered and integrated
into designs. Provision should be made for the effective
evaluation of the activity.

Anticipated costs of program: budgetary details of
lecturers' fees; travel costs of leaders and participants;
daily allowance (as per scale); other costs - clerical,
printing, postage, telephone. (Incomplete submissions
could result in unnecessary delays in acceptance of
applications.)

Unless exceptional circumstances exist, applications for
approval in retrospect will not be considered.

Although long courses are still an important part of the Development
Program in Queensland, there is a strong trend towards the encouragement of
school-based activities, as can be seen from the regionai allocations for
1977, half of which were to be used for school-based programs.

Another aspect of teacher development which is regarded as a priority by
the State committee is the advisory teacher service (allotted 11 per cent
of the budget in 1977).

O

ERIC

Aruitoxt provided by Eic:
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Types of Courses, Attendance Rates, Sources of Initiation

The funds for development activities in 1976-78 (projected) were allocated

by the State committee in the following way (given as percentages of the
total allocation for development activities).

1976 1977 1978
Long-term release programs 46.6 34.1 20.0
Short-term programs (intra-state) and
national conferences 34.2 43.3 24.0
Regional programs (including sckool-
based) 11.5* 8.0 36.0
General administration and advisory
services 7.7 14.6 20.0

* In 1976 this percentage referred to school-based programs only; other
regional programs were included in the percentages for short and long-
term programs. )

This table gives a clear indication of emerging State committee priorities,
with much stronger support being given to regional activities and to
administration and advisory services, with less emphasis on long-term
courses and centrally funded short courses.

The attendance figures for 1976 were: government teachers, 69 per cent;
non-government teachers, 31 per cent. The non-government involvement is
proportionally very high. Since 1974 Queensland teachers have attended
more courses out of school hours than in school hours.

In 1976, attendances at primary and secondary long-term release programs
were:

(1) Whole Term Release Program - 95 teachers per term, 285

teachers per year, a total of 17,100 teacher days (primary);

(11) In-depth Curriculum Studies Program - 105 teachers
attending six courses of five weeks duration at five venues
throughout the State, 630 teachers atlending courses of five
weeks at five venues, a total of 15,750 teacher days
(primary);

(111) Professional Development Program (12-16 weeks) - 62
teachers (secondary):

(1v) Resource Teachers Program (16 weeks) - 24 teachers (secondary),

Sources of initiation. In 1976 the organizers of in-service Courses, in
order of frequency, were subject and teacher associations, education centres,
schools, co-ordinating boards and central departmental branches, tertiary
institutions, and the Catholic Education Office. There has been an upsurge in
applications from education centres and schools. Subject and teacher
associations have always taken an active part in the Program but in the
period July 1974 - June 1975, education centres were at the bottom of the
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1ist of applicants and schools did not appear at all. At the top of the
1ist at this time were tertiary institutions and the Department of
Education, along with subject and teacher associations.

Communication

Communication has been a particularly acute problem in Queensiand where
there has been such a strong central focus in the Development Program.

The primary and secondary in-service co-ordinators took it upon themselves
to establish channels of communication within the State, as well as bearing
the administrative load and helping to initiate and develop programs. When
the co-ordinating boards were being established, the two in-service co-
ordinators attended regional meetings, but by 1976 this had become an
impossible task and contact could only be maintained by phone. The
appointment of regional co-ordinators was a necessary stap. The following
diagram was drawn up by one regional committee to 'i1lustrate the important
1iajson function of the regional in-service co-ordinator in the communicat-
jon network'.

Regional
Universities Digectzr
Education N
Centres
] o Regional Inspector
Reading ‘ e Y Inspector In Charge
Resources Centres ;____________;:::1 Secondary Primary
L |
Inspectors of Schools -

| Co-ordinator also

____ B ' Secretary to the Board

-
In-service ,,/’/ Oth
Commi ttees / Reg?:)na]
Tolleges Offices

Head Office

Schoolsl/////

In-service

Offices Brisbane South
Advisory Council

FIGURE 3. ADMINISTRATION OF A CO-ORDINATING BOARD, QUEENSLAND

In mid-1977 the State committee suggested that schools should be encouraged
to appoint in-service officers to strengthen the communication network
and to facilitate the development of school-based programs.

Prior to 1977, co-ordinating boards often expressed dissatisfaction

with the channels of communication to the central committee - they felt
frustrated because of their ignorance of current developments and because
of the lack of clear policy directions from the State committee. The trend
towards increased decentralization in 1977-78 and the publication of policy
statements and guidelines has helped to overcome this frustration.
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The in-service co-ordinators for Catholic and independent schools have
opened up channels of communication in the non-governrent sector, through
written and personal contact. The system advisory teachers not only carry
out considerable development work in the schools but also serve as
disseminators of information about the program as de the inspectors.

The State development sub-committee, in a further attempt to overcome
communication barriers, has given each of its members the responsibility
for some aspect of information dissemination. The six areas are:

(i) advertisements on school-based programs in teachers journals
and newsletters;
(1i) the collation and publication of policy statements;
(1i1) the involvement of regional in-service co-ordinators;
(iv) summaries of funding approvals in teachers journals and
newsletters;
(v) dissemination of information on available reports of programs
and resource kits;
(vi) encouragement to schools to appoint in-service officers and
commit tees.

SOUTH AUSTRALIA

Administrative Structure

state. In 1976, the State committee adopted the title, Services and
Development Committee (SA), and introduced regionalization. Five regional
committees were established and these will be increased to nine by 1978.

The membership of the State committee is as follows:

— Director of Educational Services (Chairman)
- Education Department, Schools Directorate
- Catholic Education Office

Independent Schools Board

— South Australian Institute of Teachers

- Raywood In-service Education Centre

W = NN W
|

- Parents organizations (State, Catholic, and independent
schools)

- Community

- Regional directors of education

Schools Commission

W e e
}

- Education Department, Education Services.

Until July 1976, the State committee operated with twelve members. Newly-
admitted representatives are those from parent groups, the regions and the
Schools Commission.

3

g



[ab]
~1

The main functions of the State committee are to recommend on policy, to
conduct feasidility studies, to promote and monitor the activities of the
regional committees, and to administer State-wide activities, interstate
and overseas programs, system-initiated activities, and special projects.

Rezicnal. The State Committee recommended that the membership of the
regional committees should be as follows:

- Regional Director (Chairman)

1
3 - Education Derartment, Schocls Directeorate (regicnal)

[N
L}

Soutr Australian Institute of Teachers

Catholic schools

p
|

- Independent schools
- Parents organizations (State, Catholic, and independent schools)
Corzmunity

- Education ceéntre

T
}

- State working part» comnittee.
The main functions of the regional committees are to recommend:

(1) on priorities for the expenditure of the regional budget allocations
within the approved State policy;

(ii) on allocations to specific activities within the Services and
Development Program;

(iii) to the State committee on possible policy changes; and
{(iv) approval for development activities of a regional nature.

The cor~ittees generally meet three or four times a year. The burden of
administrative responsibility falls on the working party, which is a sub-
committee of the main committee, and usually meets at least once a month
(although the working party of the State committee frequently meets once a
week). In some regions the regional director, as chairman of the committee,
takes sole responsibility for approving applications which invoive funding
of less than $400. This action is taken with the approval of the committee
to enable such applications to be dealt with quickly without increasing the
number of committee meetings. Up to three Principal Education Officers
(PEQs) ~aY be on regional committees and they play a major role in the
operation of the Program.

Committes Folicies and Priorities

The working parties of State and regional committees make decisions on
policy and priority issues. During 1976-77 the State committee jssued a
series of policy statements and amendments, covering a range of issues such
as types of courses, submission forms, participants.

while residential conferences will continue to be regarded as an
important teacher development activity, residential conferences
will normally only be funded where the conference organizers
have furnished evidence of clear and detailed planning of their
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aims, organization and evaluation of the proposed residential
conference and.its relationship to a total, planned, articulated,
systematic teacher development program.

When a conference organizer applies to have a conference designated
a working conference (i.e. system-initiated) he or she should
justify the request (in writing) by providing the following:

(a) a detailed statement of the grounds on which the employer
proposes to initiate and direct teachers to attend the
proposed conference,

(b) extensive details of the proposed program,

(c) a statement of the expected outcomes of the proposed
conference.

Programs which demonstrate that the activity is part of an on-going
program of school community development in some form may be given

a high priority. 'One off’ unrelated activities may be given a low
priority.

Gince the school should be regarded as the unit of focus for
in-service education and since programs should not only be based

on a particular school, but also in that school, each school should
be encouraged to initiate its own development program. Each school
should be encouraged to establish a development committee,
representative of the different levels and sectors of the school
community appropriate to the activities planned.

Working parties of regional committees have devoted much of their time to
the determination of priorities. One committee drew up nine-point lists in
four areas - content, method, participants, organizer - and a priority order
was established for each area by committee members. At the end of the first
year of committee operation, there had been no need to refer to it because
the number of apriications received had not exceeded the funds available.

The over-riding factors are what have we got in kitty and where are
we on the calendar. It would be a pity if the need for an activity
arose and there was no money available. (regional committee

chairman)

The State committee has tried to encourage organizers to consider a series
of activities at regular intervals rather than block-time courses, and a
non-residential rather than a residential conference format, but the
proportion of residential courses is still much higher than in the other
States. It has encouraged applications for school-based activities by
publishing a 1ist of 15 possible strategies for such a program:

(1) after school workshops;
(ii) total staff workshop sessions with visiting consultants;
(iii) subject groups within the school conducting workshop
sessions with visiting consultants and advisory teachers;
(iv) teacher development programs run in conjunction with
Principal Education Officers and personnel from tertiary
institutions;
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(v)
(vi)

(vii)
(viii)
(ix)
(x)
(x1)
(xii)
(xiii)
(xiv)

(xv)
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school~based development programs run in conjunction with
Specialist Services Branch personnel;

workshops which expose the staff to the views of such persons
as employers, community representatives, parents, etc;
inter-disciplinary workshops;

total school staff conferences;

teacher induction;

school~based curriculum evaluation;

total school program evaluation;

course evaluation;

school community decision-making;

development and use of non-professional staff and non-school
community resourses;

preparation of school-based curriculum materials and resources,

Types of Activities, Attendance Rates. Sources of Initiation

The following table shows .costs and attendance rates of activities catered
for in the Development Program in 1975 and 1976.

Number of . .
: st Participants Cost
Type of activity activities
1975 1976 1975 1976 1975 1976
Residential
State 210 11 6,84 5,776
Regional 16 48 459 1,567
Total 226 219 7,313 7,343 $237,375 $418,574
Non-residential
State 554 460 | 19,475 19,267
Regional 168 171 4,270 7,218
Total 722 631 | 23,745 26,485 $115,792 $214,228
Interstate conferences
Education Department 165 108
Catholic Ed. Office 27 19
Independent schools 29 24
Total 35 32 221 151 $39,906 $36,172
Overseas visits 10 N 16 12 $9,097 $6,743
Special projects 44 81 $232,828 $51,810

The nunbe} of special projects funded almost doubled in 1976. These projects
included interstate study or observation tours, radio programs, development

of resource materials. -
in 1975 resulted from two decisions of the State committee.

The high degree of expenditure on special projects
Seventeen 'cost’

centres of development activity were identified (e.g. Wattle Park Teachers

Centre,

purchase of equipment,

Catholic Education Office) and grants of $7,000 were made for the

and $60,000 was allocated to a comprehensive reading

program (which included sending two teachers to England to do a special

reading course).
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Because of the establishment of regional committees, there was an increased
regional involvement in activities in 1976, which would be expected to
continue in 1977, when regional committees were granted a greater proportion
of the funds.

Overseas and interstate attendances at conferences decreased in 1976,

because they had a smaller allocation in the budget. A central committee
member commented that when the Program started, the committee had difficulty
in spending the annual allocation so that interstate and overseas visits were
an easy answer to the problem. Some regional committees faced the same
problem in their first six months of operation - surplus money was spent on
in-service resources. In 1976, all replacement funds went to the State
program of full or part-time release scholarships, which enabled over 300
teachers from all systems to undertake further study for up to a year on a
full or half-time basis. .

One quarter of the residential activities in 1976 were school-centred. Only
seven of the non-residential activities were school-centred. Fifty-four per
cent of residential activities and 83 per cent of non-residential activities
were held in school time.

The following table shows attendances of government and non-government
teachers at different types of courses in 1976.

Short courses
Non-
Residential residential

Long - Interstate Overseas
courses conferences conferences

Government
teachers 6,175 16,520 385 110 10
Non-government

Lteachers 633 908 80 35 3

The highest degree of participation by non-government teachers was in inter-
state and overseas conferences and long courses. Non-government particip-
ation was higher in residential than non-residential short courses.

Sources of initiation. Development committees are still responsive rather
than initiating bodies. According to a State committee member, activities
are proposed by subject consultants, PEOs, deputy principals, principals,
senior masters, service branch personnel, subject associations, a few class-
room teachers, and a few parent bodies. Another member commented that
teachers did not see course initiation as their role - in the committee's
first year of operation, only one teacher responded to the Schools
Commission's invitation to initiate an activity. The education department
groups had long been acknowledged to have responsibilities in this field.
Proposals for activities from the non-government sector came through the
Catholic Education Office and the Independent Schools Board.

Tertiary institutions organize some courses, principally the longer courses
in special education and library training.

For several years, schools have initiated residential staff conferences,
although there are not as many now as in the past since the committee has
imposed more stringent conditions on funding. Organizers are required to
provide 'evidence of continuous, progressive, purposeful, total school staff
programs which include the prppg? d residential conferences'. Organizers
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of many residential conferences are given valuable assistance by the
principal of Raywood In-Service Education Centre, who is also a member of
the central committee.

Communication

A11 Commission funded development activities appear in the Education Gazette
which is published weekly and distributed to all schools, both government
and non-government. In-service information also appears in regional news-
Jetters. The Catholic Education Office representative on the central
committee issues weekly bulletins to Catholic schools, containing in-service
information and some reports of successful programs. The executive officer
of the Independent Schools Board, who is a member of the State committee,
_sends a circular to all independent schools.

The State committee has published a booklet of notes for the guidance of
course organizers and has also listed 15 examples uf types of development
activities that would be appropriate for funding - such as Compact courses
at Wattle Park Teachers Centre; co-operative curriculum construction;
production of videotapes, films, and in-service packages; radio courses
for teachers through Adelaide University radio 5UV. A 30-page booklet,
Some Ideas for Conference Organizers, has been produced by the principal
of Raywood and the director of Wattle Park Teachers Centre, both of whom
have had extensive experience in course organization. The booklet poses
questions that should be considered by organizers, puts down points for
analysis, suggests solutions to problems.

Regional personnel in particular commented on the need for a personal and
informal approach to teachers to break down some of the communication
barriers. One region has instigated 'development drop-ins' at different
venues to establish informal contact with teachers and to introduce them
to different aspects of the Development Program. .

Great emphasis is placed on the role of PEOs and advisory teachers for. the
formal and informal dissemination of information to the teachers they meet
in the course of their travels. As one teacher said, 'People make a far
greater impact than paper'.

TASMANIA
Administrative Structure

From the beginning, the operation of the Development Program in Tasmania

was different from other States. Even before the Karmel report appeared,
teachers centres were functioning in Tasmania and providing development
activities for teachers from all systems. The Northern Teachers Centre was
established in Launceston in 1970, the North West Teachers Centre in Burnie
in 1971, and the Southern Teachers Centre in Hobart in 1973, all supported

by Education Department funds. When the Schools Commission was formed, two
centres applied for federal funding as education centres. The Burnie centre
received a major grant, the Hobart centre a minor grant, while the Launceston
centre remained a State-supported centre.

Tasmania diverged from Schools Commission policy on teacher development, as
expressed in reports, in two important ways. It made no distinction between
employer-initiated and teacher-initiated ai§i¥ities, and State funds for
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teacher development were combined with funds from the Schools Commission to
provide a joint program.

The regional teacher development committees are composed almost entirely of
teachers, another unique facet of the Tasmanian program, and function as
sub-committees of the boards of management of the teachers centres. The
administrative structure of one centre is illustrated in Figure 4.

BOARD
OF
MANAGEMENT '
PLANNING BUDGETING
COMMITTEE FINANCE &
DEVONPORT BUILDING COMMITTEE
SENIOR EXECUTIVE OFFICER

PLANNING NORTH WEST TEACHER
COMMITTEE DEVELOPMENT
CIRCULAR HEAD COMMITTEE

EXECUTIVE OFFICER EXECUTIVE OFFICER

BURNIE DEVONPORT
REGIONAL LIBRARIAN CLERICAL ASSISTANT ACCOUNTS CLERK P/T
LIBRARIAN F/T GROUNDSMEN P/T
LIBRARY CLERICAL CLERICAL ASSISTANT CLEANERS P/T
ASSISTANTS P/T P/T

FIGURE 4. ADMINISTRATION OF A TEACHERS CENTRE, TASMANIA

The composition of the State Teacher Development Committee is as follows:

3~ Development and Information Services, Education Department
3 - executive officers, teachers centre

1 - supervisor, Education Department

2 ~ Teachers Federation

1- Centre for the Continuing Education of Teachers (CCET)

1 - Catholic Education Office

1 - independent schools

1 - parent.

The executive officers from the three teachers centres were invited to join
the State committee in 1977; until then, the committee consisted of people
who came from in and around Hobart.

In mid-1977 the State committee recommended that regional committees should
(1) cease to be sub-committees of the boards of management, (ii) be appointed
_ by and responsible to the State committee, and (iii) be changed in com~

- position to include representatives of the State committee and the regional
office.
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Committee Policies and Priorities

The role of the State committee is to administer general funding, to main-
tain the State-wide balance of activities as well as meet local needs, to
look at areas of special emphasis and longer courses.

After a meeting of State and regional committee representatives in 1977, a
document was issued giving 'points for guidance of regional teacher develop-
ment committees', including priority areas for short and longer courses.

Short courses - activities in the fields of literacy and numeracy
education in rural areas
management training
carcer and vocational education
school-based evaluation and curriculum development
parent education and participation
education for girls
- activities arising from acceptance of Seconda.
Education Report
teacher librarianship
special education
migrant education
infant education

Longer courses - priorities identified by Schocls Commission
teacher librarianship
special education
- priorities identified by Tasmanian Schools
Commission Committees
literacy and numeracy
school management
carcver and vocat ional rounselling
infant refresher courses
school~-based evaluation and curriculum development
music
- priorities ifdentified by development committees
rural education
outdoor education
primary science
social science

Furthey ¢n in the same document, it is stated:

The task of regional teacher development committees is to advise on
the servicing of all needs, irrespective of their sources. It is
not simply the task of a regional committee to draw up a regional
program to cover only locally identified needs without regard for
the broader state-wide issues.

Types of Courses, Attendance Rates, Sources of Tnitiation

The differentiation made by the Schools Commission between the three centres
has led to a certain amount of dissatisfaction with funding arrangements.
Total funding (from State budget, State teacher development committee, and
the Schools Commission education centre funds), for the Southern Teachers
Centre, serving 1,800 teachers, is $160,000; for the Northern centre,
serving 1,200 teachers, $130,000; for the North West, serving 1,200

teachers, $170,000.
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The activities {(of less than two weeks duration) and attendance at all
centres in 1976 are listed in the following table:

Attendance

Activities Government  Non-government

289 courses (development committees) 7,154 252
360 activities (teachers centres) 5,376 272
599 meetings (teacher organizations) 13,580 58
873 lectures and tutorials (CCET) 14,043 824

Proportional representation of teachers from non-government schools is low
in all activities, particularly teacher organization meetings (0.4 per cent)
and development committee courses (3 per cent) .

Regional development committees sponsor several types of activities other
than short seminars held at the teachers centres. Minor fellowships are
awarded to individual teachers for periods of approximately 3-10 days to
allow them to travel interstate to visit schools or other institutions.
Individual teachers may also be sponsored to make day visits to other
schools to look at facilities or to see programs in operation. School-
based seminars are another type of activity encouraged by development

commi ttees - some were held in 1976, but the numbers have quadrupled in 1977.
In relation to overseas visits. the State committee has preferred to bring a
subject specialist from arother country for an extended period to travel and
teach and share, rather than spend the money sending a small number of
teachers out of Australia. The State committee also supports larger con-
ferences (for up to 40 people), mainly organized by subject associations.

The following table gives an idea of the numbers for different types of
activities supported by regional development commi ttees.

s i North West Centre Southern Centre

Activities (Feb.-Dec. 1976) (Feb.-July 1977)
Seminars at centre 117 690
Minor fellowships 20 9
Inter-school visits 100 30
School-based seminars* 8 16

* The number of school-based seminars has increased in ai] regions in 1977.

Each year, the regional committees send out to schools the four-page Survey
of Needs forms and submission forms for course initiation. From the results
of the surveys the regional committees draw up priority lists, and the
executive officers meet with State committee representatives to co-ordinate
the following year's program and adapt it to the budget. A booklet,

Ideas for School Development, is published and circulated at the beginning
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of the year to all schools. It contains State-drawn courses (relevant to
all Tasmanian teachers and planned in association with the State committee),
and regional courses (organized by regional committees to cater for local
needs).

Activities are organized by consultants and officers from the Education
Department and Catholic Education Office, and some teachers. Assistance
for organizers is provided by executive officers of the teachers centres,
regional superintendents, supervisors, consultants, and State teacher
development officers.

Communi cation

Two major sources Of written communication with the schools about the
Development Program are Guidelincs (for course organizers and participants)
and Ideas for School Develorment (with aims and description of each course),
both published by the State conmittee. Teachers centre bulletins and
brochures contain in-service information and news, and some reports of
inter-school visits, fellowships, and school-based seminars are available

at the centres.

Executive officers play an important part in communication with teachers,
through contact at the centres and in their visits to schools.

This year has seen an expansion of the idea of visits to schools
by Executive Officers. It has proven to be a good public relations
exercise, has made schools and teachers aware of the many services
we are able to provide and has been the maln means of finding out
the needs of teachers in this region. The Executive Officers have
visited schools on 532 occasions and very few schools would not
have received at least one visit. For the organization of Teacher
Development activities these visits have proven invaluable,
particularly with the planning of our 1977 Teacher Development
Program. (North West Teachers Centre, 1976)

Education officers were appointed by the State committee to all regional
teachers centres in 1977. These officers are responsible to the State and
regional committees, not directly to the centres' boards of management
(unlike the executive officers). The education officers work with the
regional development committees, and share in the planning and operation
of the year's program. One purpose of these appointments is to improve
communication between central and regional operations of ~he Development
Program,.

VICTORIA
Administrative Structure

state. For two years following its formation in September 1973, the
Victorian In-Service Education Committee (VISEC) had a membership of 29 -
twenty representatives from the Education Department, five from the Catholic
Education Office, and four from independent schools. After the publication
of the Schools Commission Report for tie Trieunium 1976-78, VISEC increased
its membership to 37 by the addition of representatives from teachers
organizations, parent organizations, teachers centres and tertiary
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institutions, and each member has a substitute member. Since October 1975,
VISEC membership has been as follows:

State school compenent

7 Education Department, divisional nominations (including the
Chairman)

State school principals

Teachers organization

Parents organization

Catholic school component

3 - Catholic Education Office
1 - Principal

1 - Teacher

1 - Parent

Independent school component

2 - Independent schools organization
2 - Teachers
1 - Parent

Othen otganizations

3 ~ Tertiary institution
2 - Education/teacher centre
1 - Subject association.

VISEC meets once a month and its executive committee once a week. The
executive committee currently comprises one Independent schools represent-
ative (Chairman), one Catholic education representative, the Assistant
Director of Teacher Education (in-service), a teacher, and the e xecutive
officer. The responsibility of the Executive is to attend to matters of
committee business; this includes the consideration of all submissions and
allocations, the co-ordination of reports and recommendations from the
various sub-committees, the supervision of areas of finance, and the
consideration of research and the framing of recommendations on specific
matters as directed by VISEC.

The Education Department has made a building available to VISEC to house the
professional and public service staff associated with the administration of
the Development Program in Victoria. The professional staff comprises the
executive officer, two teacher education officers, six teachers (two from
each of the three teaching divisions - primary, secondary, and technical)
who act as in-service advisers, a development officer for indepandent
schools, and an officer to promote parent-teacher development activities.
There are nine public service of ficers at the centre who process claims and
undertake clerical and administrative tasks including the operation of
printing faciTities.
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FIGURE 5. ADMINISTRATION OF VICTORIAN IN-SERVICE EDUCATION COMMITTEE
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During 1976-77, five sub-committees were established as an adjunct of
VISEC. These sub-committees make policy recommendations and propose
activities in the areas of Aboriginal, migrant, and special education,
participation of parents and community members, and program initiatives.
A1l sub-committees have at least one VISEC member (all sub-committee
members, except one, are from VISEC) and co-opted members .

Applications to VISEC for funding in-service activities are seen by six
advisory groups set up by the employing authorities, one representing each
of the three teaching divisions of the Education Department, the Catholic
Education Office, the Association of Independent Schools of Victoria, and
Special Services Division. These groups give priority ratings to
applications for general activities, which are co-ordinated by the executive
committee for subsequent recommendation for approval. The general activities
are then considered by a special advisory sub-committee, the membership

of which comprises the executive officer, a member of each of the six
advisory groups and a parent member of VISEC. The chairman of the

executive committee is chairman for the meetings of this sub-committee.
Programs which have not received clear indications of support or clear
indications of 'no support to be provided' 3re carefully examined and
considered in relation to those activities which have received high support,
to ensure a wide range of educational areas is represented and to achieve

as far as possible a balanced in-service education program. Activities

are then recommended to VISEC for formal approval.

Regional. Regionalization of Development Program operations was first
mentioned at the sixth meeting of VISEC, and eleven regions became fully
operational in 1975. Most regional committees (RISECs) have a membership
of about 20, nominated by the regional director. Representation is similar
to the central committee, plus the regional director (who acts as chairman
unless he chooses to rominate another person) and a VISEC member.

Each committee appoints its own executive, and the committee's executive
officer is a teacher education officer (TEQ) appointed by the Education
Department with responsibility for in-service education and some aspects of
pre-service administration. These regional structures all appear in VISEC
policy statements.

Regional allocations of funds for 1978 were determined on the basis of
teacher population (50 per cent), geographical area (20 per cent),
proportion of small schools in a region (15 per cent) and the proportion
of first-year teachers in a region ?15 per cent).

As it is VISEC that determines allocations, financial control still remains
largely at the central level. A regional committee determines the levels of
support for the regional activities and programs to be provided from its
allocation. The regional director, on behalf of the committee, has the right
to authorize local orders in regard to organizational items to the value of
$100, but in general final processing of claims for organizational expenses
such as lecture fees, lecturers' travel anu accommodation is undertaken by
central administration while the regions .omplete the processing for
participants' expenses. In the claim process there have been some delays in
payment which have caused dissatisfaction and embarrassment in the regions.
The process, however, has been considerably refined.

Several regions have established sub-committees (in line with a recommend-
ation from the central committee), particularly in country regions where
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distance inhibits the successful implementation of the Program. Sub-
conmi ttees are composed mainly of teachers, with a divisional basis
(primary, secondary, or technical) but their functions vary - in one
region the funds are split between seven sub-committees which cater for
local development needs; in enother region the five sub-committees examine
all applications for school-hours activities, while the regional conmittee
examines applications for all weekend and evening activities.

Commi ttee Policies and Priorities
One of the earliest decisiuns made by VISEC was that

an evaluation prugram be undertaken to gather intormation on
in-service education in Victoria, and to make recommendations to
the Committee.

The high priority given to this policy decision was unique - this was the
only large-scale evaluation (it was a two-year project) sponsored by any
committee in the first few years of operation of the Development Program.
The evaluation team (from the Australian Council for Educational Research
and Monash University Faculty of Education) presented its findings to the
committee in five reports - In=Scrviee Edusction for Teachers: a Beviaw of
the Literature; Questionnatr: to Teachers; Deotalled Studics of In-Serviece
Programs; School-3ased Teacher Developremt; Administration of "n-Service
Education in Vietorie 1573-76. 1In September 1976, VISEC held a two-day
meeting to consider the reports and their reconmendations, and to discuss
priorities, particularly in relation to the organizational structure of the
committee. As a result, a system of sub-committees was introduced, so that
in the futu e 'much of the detail, particularly that associated with the
approval of activities, could be handled by advisory groups, sub-conmittees,
and the executive, leaving VISEC somewhat freer to concentrate on matters
of policy and long-term planning, including the determination of priorities
in in-service education'.

In 1977 the sub-committees put forward a number of proposals to VISEC
(mairly in the areas of program initiatives, parent participation, and
Aboricinal education), which have been, or will be implemented.*

A general statement of policy and procedures was first published in 1975,
and revised in 1977. It contains the original statemen: of priorities or
criteria for approval of activities.

Where selection is nce2®:ury, the tollowing factors will be
considered:

the needs for in-service cducation as perceived at the time by
the emploving authorities represented on the committee,

the degree to which the proposed activities reflect the expressed
needs as perceived by teachers,

the degree to which the competence of the teacher is affected by
the proposed activity,

*These proposals are discussed in detail in later chapters.
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the number of teachers whose competence will be improved by
participation in the in-service activity, either directly or

indirectly,

the manner in which it is proposed to encourage teachers to
translate knowledge and skills gained into more effective
student learning,

whether it is proposed to evaluate the success or otherwise
of the in-service activity.

The policy and procedure document contains a very comprehensive set of
guidelines for regional committees, covering committee composition,
functions of regional and sub-regional committees, and administrative
procedures. It sets out conditions for the funding of teachers centres and
teacher advisers/consultants. Regional centres are funded from regional
allocations for organizational expenses and equipment, if the centres have
proved their viability and are open to all teachers. Funding for travel,
accommoda tion, and minor organizational expenses may be provided for
consultants by regional committees if the consultants are attached to a
school, not an employing authority (such as Curriculum and Research Branch
or Catholic Education Office), and if consultants respond to requests from

all types of schools.

Regions vary in their responses to these last two statements, particularly

in their attitude to consultants. There is some confusion about the role of
consultants and to whom they should be accountable. The funds involved may
be considerable - for example, one regional committee supports 16 secondary
advisers (at $500 each) and 13 primary advisers (at $300 each). Some

regions are happy to continue allocating funds in this way (one region allots
consultants 20 per cent of its funds), others regard it as a burden.

In some regions, teachers centres play an active part in development work

and are given a high priority in funding allocations. One regional committee,
about to fund its sixth centre, allocates $2,000 per centre, plus any left-
over money at the end of the year.

Some regions have started to establish their own sets of priorities, while
others are content to use the guidelines provided by VISEC and concentrate
their energies on responding to local development needs as they arise. The
transitional stage between the two approaches was described by one committee

member.

The committee is now beginning to feel that flexibility is looking
like inconsistency = up till now it hasn't wanted to restrict
itself by delineating policy and priorities (other than the VISEC
guidelines). But now it is changing its mind.

Types of Courses, Attendance Rates, Sources of Initiation

The following table shows the allocation of Development Program funds for
1976-78 as recommended by VISEC (given as percentages of the total grant).
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1976 1977 1978
Interstate activities 2.5 1.0 1.6
International activities 0.8 0.4 0.5
Aboriginal education 2.3 2.0 0.5
Special educetion training - 10.1 9.6
Teacher librarian training 4.9 3.6 4.2
Speci¥ic courses and projects 16.7 14.0 14.5
VISEC general activities 29.5 20.0 18.2
Glenbervie resource centre 1.3 1.2 1.1
Regional committees 33.8 34.8 40.1
Migrant education training - 2.8* -
Service charges 7.3 10.2 9.6

*Funding not usec

The pattern of allocations has remained fairly constant over the years,
except for the decrease in VISEC allocations and the increase in regional
allocations.

VISEC funded 368 courses in 1976, of which 63 per cent were in school time,
and 37 per cent out of school time. In 1977, VISEC funded 220 courses, 70
per cent in school time, and 30 per cent out of school time.

There was a marked decrease in one-day courses in 1977, and an increase in
two-day courses, evening series, and courses of more than one week in length
(both in and out of school time).

The number of residential courses funded in 1977 was 16 per cent of the total
(about two-thirds of the number funded in each of the previous two years).

There were 29 interstate activities funded in 1976, and 10 international
activities involving 26 people from July 1975 to December 1976.

The attendance rate for VISEC activities in 1976 was slightly under two days
of in-service education per teacher. Only one regional committee estimated
the number of teacher days spent at in-service activities in 1976, and that
was five days per teacher.

The number of single-school activities has increased since 1974, as VISEC
adopted the motion that ‘the committee shall support submissions from
individual schools, and give them high priority.' Single-school activities
can only be funded by regional committees and, after a slow start, they now
account for about one-quarter of regional activities. In 1977 about 11

per cent of the total development funds were spent on school-centred
activities.
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Sources of initiation. The 360 activities funded by VISEC in 1976 were
organized by the following groups:

Education Department 165
Subject associations 97
Other associations 21
Teachers associations 8
Independent schools

Catholic Education Office 4
Parent groups 2
Local groups 6
Tertiary institutions 48
(Interstate visits) 3

Most regional committees made general statements about the initiation and
organization of courses. In some regions, the general activities were
mainly organized by regional sub-committees, in others by consultants.
Teacher Education Officers often played an active role in helping and
advising organizers, particularly those involved in school-based activities.

One region set down the exact sources of program organization.

Education Department administration 29
Regional committees 9
Regional consultants 29
Regional groups 2
Institutions 9
Subject associations 2
Individual schools 30
Individual teachers 28
Communication

VISEC has been concerned about the inadequacies of a communication network

in a populous State. While still circulating schools with information about
development activities, VISEC also publishes a calendar of forthcoming
activities on the weekly education page which appears in a morning newspaper.

The six in-service advisers appointed by the Education Department to work
with primary, secondary, and technical schools not only help with the
organization uf activities but also act as a personal channel of communicat-
jon to teachers. The same role is played by the people responsible for in-
service education in the Catholic Education Office, and the in-service
adviser to independent schools, who issues a monthly newsletter and has
instigated the appointment of a development liaison officer in about thirty
independent schools.

The in-service adviser for parents and the school community has been very
active in establishing contacts with schools and parents, explaining the
operation and potential of the Development Program. She has circulated a
comprehensive guidelines document, which outlines procedures and 1lists
ideas for program applications with names of resource persons to contact.
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WESTERN AUSTRALIA

Administrative Structure

state. The State committee is entitled the Schools Commission Services and
Development Committee and has 15 members. The composition of the 1977
committee is as follows:

2 - Assistant Directors-General of Education (one of whom is
chairman)

- Directors, Education Department

- Superintendents of education

- Government School Teachers Tribunal

- Principal, government primary school

Headmaster, independent school

- Teacher, independent school

- Catholic Education Commission

- Salaried Officers Association

R S i I )
}

- Parents organizations (for government, independent and
Catholic schools).

Representation has changed 1ittle since the inception of the committee in
1974, except for the inclusion of parent representatives in mid-1976.

The executive officer of the committee is responsible for teacher develop-
ment in the Education Department, and co-ordinates State and Schools
Commission programs. Two education officers from the Education Department
(one primary, one secondary) were appointed in 1974 to help with the
organization and administration of both programs, but now they are
exclusively concerned with Schools Commission work. An education officer
for independent schools was appointed in 1976 to look after the in-service
needs of the non-government school sector and to work in collaboration with
the other two officers.

Until 1977 the central committee functioned with the assistance of Primary
and Secondary Planning Committees, which considered applications before
passing them on to the central committee for ratification. These committees
have now been replaced by three sub-committees, which deal with applications
for funding, program planning,and administration. The applications-for-
funding sub-committee deals with applications from subject associations,
teacher groups, community groups, schools and individuals, if central
organization is required for the activities. The program planning sub-
committee deals with applications from systems, special groups (e.g. special
education, child migrant education, Aboriginal education), tertiary
inscitutions and teachers centres. It was hoped that this committee would
examine new areas and methods of conducting in-service work, but the
consideration of applications within its area of responsibility has proved
to be a full-time task. The administration sub-committee deals mainly with
the budget, scales for lecturing fees, publications, evaluation, liaison
with regional committees and teachers centres.

The central committee no longer has to ratify the decisions on course
funding made by the sub-committees. Its role is to be concerned with broad

-~
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policy and overall administration. Like the sub-committees, it meets once
a month.

Regional. At the begizning of 1976, the Primary Superintendents in the
Education Department were asked to be responsible for the immediate format-
ion of regional dew:lopment committees in Western Australia, and they became
foundation chairmen of the rew committees. This was not so much an exercise
in bureaucratic domination as the most expeditious way to implement a
Schools Commission directive. By 1977, less than half of the regional
committees 5ti11 had superintendents as chairmen - the remaining com’*tees
are mostiy headed by school principals. It was expected that by tiw en of
1977 t%eve would be education officers attached to resource centres 1ir all
regicns, who would act as executive officers for regional commitiees.

Most of the regional committees followed the suggestions about representat-
ion made by the central committee, which included district superintendents,
principals and teachers from primary and secondary government schools,
principals or teachers from primary and secondary non-government schools,
overnment and non-government parents organizations, and teachers centres
including reading, resource, and education centres).

Two members from each regional committee were invited to a seminar in
December 1976 (also attended by members of the central committee) at which
regional reports were presented and policy and problems discussed. A member
of the central committee stated that regional development activities were to
be seen as additional to, not a replacement for,centrally conducted
activities; that regional committees, while possessing a high degree of
autonomy, were subject to the policy as formulated by the central committee;
that regional committees had an advisory role with no function outside the
region, the line of communication being through the central committee.

Each term, regional committees are sent part of their annual allocation in
advance, and provide six-monthly statements of expenditure for the central
committee. A firm stricture laid on the regional committees is that they
may only consider applications for courses held out of school hours, while
the central committee may consider applications for courses held both in

and out of school hours.

Regional committees have approached their task in different ways and have
been given sufficient freedom to experiment with alternative structures and
modes of operation.

The whole issue is in evolution; every area can expect to develop
differently and to operate differently in different years, because
of geographic and personality characteristics. Flexibility is
the keynove to ensure breadth of contribution. (country regional
committee chairman)

Several operational models have been tried:

(1) In a region which extends over hundreds of kilometres, committee
meetings were held by telephone in 1976. Two sub-committees were
established in the major population areas in 1977 so that meetings
are now physically possible. The regional office makes funds
directly available to individuals or schools to enable crganization
to be taken out of the hands of regional officers who may be
500-800 kilometres away from interested teachers;
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A metropolitan region tried an area and a central model in 1976,

and decided to use the area model in 1977. The region was divided
into six areas, with two delegates to the regional committee from
each area. Most delegates happen to be principals from high schools.
The area conmittee 'stimulates initiative, co-ordinates and relates
submissions to the more immediate locality prior to regional
committee approval'. A contingency fund is made available to these
area committees for urgent local initiatives;

In one country region, the education centre plays a vital role in
teacher development. The education centre co-ordinator and an
advisory teacher are on the conmittee, and the secretarial staff of
the centre are used to type letters and print advertisements. The
co-ordinator plays a major part in program initiation, organization,
and communication.

Committee Policies and Priorities

According to the booklet issued by the central committee, the aim ~f the
Schools Commission Development Program is

to improve the quality of education in schools by developins, the
individual and collective capacities of school communities.
(Australia. Schools Commission, 1976.)

The booklet delineates the major activities for which the central committee
takes responsibility:

(1)
(i1)
(iii)

(iv)

(v)

provision of centrally organized courses conducted in school time
and out of school time;

allocation of funds to Regional Services and Development Committees
for the conduct of development activities in and out of school time;

support for educational resource centres and reading centres;

support for development activities initiated by subject or
professional associations, tertiary institutions, individuals
schools etc;

support for delegates from local associations and individuals to
attend interstate and overseas conferences.

Criteria used for the approval of applications were given as follows:

The course or conference is designed to promote the professional
development of teachers and/or ancillary personnel.

All the relevant detailed information has been provided including
the proposed program for the course or conference.

The anticipated cost is in keeping with the size, aim and standing
of the course or conference.

Local consultants, and particularly personnel from within the local
school systems, are used wherever possible. Where consultants from
interstate are to be invited, a detailed submission justifying their
use is invited. This should clearly indicate that no suitable
person of similar expertise is available in Western Australia.
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The application reaches the Executive Officer at least eight
weeks before the proposed date of the course or conference.

These policies and criteria were accepted and acted upon by the regional
comittees. Some committees listed additional policies and priorities they
had established:

We encourage the amalgamation of projects and the broadening of
applications to include other schools where this seems advisable.

Community-oriented projects are highly recommended.

The criterion has increasingly been -'what type of behaviour
change might be expected as a result of this course?’

Types of Courses, Atteridance Rates, Sources of Initiation

Long courses (more than two weeks in duration). Twelve courses of 10-15
days were held in 1976, all but one were non-residential. They included two
refresher courses, two curriculum development courses, and courses in media
studies, administration, and remediation (this course was repeated three
times). A course for teacher librarians was of six weeks duration. 1In
addition, replacement funds were made available to teachers undertaking a
course for learning assistance teachers at Mt Lawley College of Advanced
Education. The central committee still had considerable difficulty in

using up its replacement funds for the year.

Short courses. In 1976, 16 per cent of centrally funded courses were
residential, most of them held over a weekend. Attendance figures for
all courses in 1975 and 1976 are given in the following table.

Number of Number of participants

courses Government Non-government
1975 209 6,384 (78%) 1,807 (22%)
1976 State 120 2,316 (74%) 807 (26%)
Regional 276 4,140 (83%) 827 (17%)

In addition, 193 school-based activities were funded, all held out of school
hours.

while the number of courses increased in 1976, the total number of teachers
attending them remained the same. The overall number of non-government
teachers participating in the Program was constant over the two years,
although proportionally more attended centrally organized than regionally
organized courses. The government/non-government attendance percentages are
roughly equivalent to the teaching force percentages for the two sectors in
the State.

Two trends that were noted in the types of courses available in 1976 were
the organization of more courses for ancillary personnel and communi ty
members, and the adoption of the series approach to course provision (short
meetings held at intervals). ) '
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The responses from regional committees did not give 1. y details uf tie
type of courses provided. One metropolitan regicnal c. mittee made
reference to its longest course (a music course one day : wee. for 15 weeks)
and its shortest course (a motivational breakfast attended by 40 high school
staff). A country regional committee described the types of -ourses
organized and the reception they received - probleii-solviny and special
interest courses were popular; parent courses involved over *,000 people,
and subject area courses attracted approximately 80 per cent »f the teacher
population in the region; curriculum development and extension-type

cours~s had not proved very successful.

Activities other than courses. In 1976, funding was made av:-lable for:

(i) national conferences, attended hv 40 teachers and an illary
personnel;

(ii) study tours of eastern States for 2-3 wecks, undertaken by 43
people;

(iii) the running costs of three ro irce caravans,

(iv) the establishment of reading centres, two in Perth, four in the
country;

(v) the purchase of materials for existing reading/resource centres.

Sources of init:.tion. Until regionalization was introduced, most of the
courses were initiated by representatives of the systems on the primary

and secondary planning committees (particularly from the government school
sector), and organized by the three education officers. These officers are
still active in this regard with the centrally organized courses, although
more use is being made of planning committees with members co-opted from
the systems. Most submissions to the central committee still come from the
three systems (the Education Department, the Catholic Education Commission,
and the Independent Schools Education Committee), although 1976 saw the
increased involvement of subject associations (15 submissions) and tertiary

institutions.

The central committee reported that in 1976 'initiatives for regional
courses came largely from individual teachers and schools, al though towards
tne end of the year regional committees were becoming conscious of the need
to determine areas of deficiency which could be overcome by direct involve-
ment in the organization of courses'.

One metropolitan region estima’'.2: .nat two-thirds of the submissions that
came before the commi:tee were from teachers, who generally assumed
responsibility for organization, assisted by the region's executive officer.
Most regions seem to follow this pattern of a mutually co-operative working
arrangement between teachers and the regional education/executive officer
(or in one case at least, the education centre co-ordinator), usually with
the major responsibility for organization lying with the education officer.

Communication

The administration sub-committee of the central committee is responsible for
publications. The Development Program booklet issued annually outlines the
functions of central and regional committees, gives details of application
procedures, iecturing fees, committee composition, and addresses. New
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publications in 1977 were two documents which have been widely circulated
to committees, schools, -tertiary institutions, advisory personnel, and
parents organizations - one is a collection of report summaries from 25 of
the people who undertook study tours in 1976; the other is a directory of
resource personnel from tertiary institutions. A central newsletter is
planned for distribution to regional committees, containing practical
financial and administrative information and articles from regions on
successful courses.

In line with the trend to decentralization, the Education Department has
extended its advisory service, previously centrally-based, across the State,
so that at least three primary advisers are based in each region, and can
thus more readily contribute to regional teacher development. Secondary
advisers still operate from Perth on a regular circuit. Unfortunately
advisers are no longer allowed to respond to requests from non-government
schools, and plans for a joint advisory service have, at least temporarily,
foundered.

One regional committee reported on the active involvement of advisers in

the communication process, through addressing school staff about the
Development Program and giving feedback on courses. Other regional
committees use the printed word as a channel of communication with teachers,
by including reports of successful courses in the regional magazine and
circulating useful hints for organizers gleaned from evaluation reports.

A country regional committee gave an exhaustive 1ist of the methods of
communication it employed:

letters and invitation pro-formas

Community Educativi. “entre newsletter

posters pripared by Commwnity Education Centre
newspaper advertisrments

newspaprer artl les

radio

telephume -~ 'ring around' - viisit prior to each course
persomal contuct with committee members

school newslefters

liaisom/repres. ' catives in each school
superintendents' vicirs to schocls.

Three of the six regienal committees from whom information has been received
had encouraged the appointment of in-service representatives in schools. It
was generally agreed that persona)l contact was the best form of
communication.

At central level the non-government sector, through the Independent Schools
Education Committee (ISEC), had made a concerted effort to overcome the
communication barrier. At the end of 1975, following the visit of

Br. d'Arbon from the State Davelopment Committee in New South Wales, ISEC
urged the central committee to appoint an education officer for non-
government schools. This officer made contact with all schools within his
sphere through personal visits and a regular newsletter. Schools have
responded very slowly to his request for the appointment of in-service
liaison officers {only 33 out of 153 schools replied to the initial letter),
but he reports the gradual evolution of 'a network and system to involve
independent schools personnel at levels other than the purely participatory'.

'y
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DISCUSSION

Working from the same broad Schools Commission guidelines, the implementat-
ion of the Development Program has taken a variety of different forms in the
six States. There has been a wide diversity in Program orgazization within
as well as between States. It would be difficult and probably fruitless to
attempt a detailed comparison of State or regional operaticns - difficult
because all are based on different cssumptions and the organi-ational frame-
works vary so markedly, and fruitless because the situation never remains
static. Structures are constantly changing or being modified, and new
structures evolving.

To assist in identifying the emergent patterns of organizaticn, there are
some general observations and a concluding summar; of the key organizational
features of each State. The chapter ends with a table which gives some
numerical information about courses and participants (the figures presented
must be treated with caution, for no attempt was made tu check the data
sources and bases for calculation).

There does seem to be some sort of pattern of course part cipatiosr Dy
teachers from government and non-government schools. Participation by noi -
government school teachers is higher in those States which provide mure
courses out of school hours than in school hours, and where full-time
in-service co-ordinators have been employed to take responsibility for the
non-government school sector.

Teacher participation in the initiation and organization of courses seems to
be lower where the central administration is active and powerful, or where
organizational responsibility is given to a group of education officers or
consultants who are respected by teachers. Teachers centres, subjert
associations, and schools have become increasingly involved in course
jnitiation and organization.

Development committees have tended not to look outside the confines of the
educational structure for resource input (of both personnel and materials).
The mainstays of the Program have been the education departments, and
increasing use has been nade of the resource potential of tzachers centres,
subject associations, and, in some States. tertiary institutions. Few
attempts have been wade tc tap the potential of the business or industrial
worlds, or the skills of the local community, and although parents are
slowly being integrated into the Program they are still on the periphery of
participation and resource input.

The communication pattern in the .ogram tends to be a disjointed one. Tt
is difficult to establish an efficient communication network within a
Program that is so extensive, diverse, and flexible. At first, great
reliance was placed on written communication, but this proved unsatisfactory
because of gaps in the communication chain and because circulars tended to
be read by the knowledgeable rather than the ignorant for whom they were
intended. Useful written communications have proved to be bulletins or
reports of successful development activities, and guideline documents for
groups in need of specific advice, such as regional committees, parents,
and organizers. It was recognized that personal communication was a more
efficient alternative, and this strategy has worked particulariy well when
full-time in-service co-ordinators/education officers have been appointed
with responsibility for particular groups, such as primary teachers,
secondary teachers, non-government school teachers and parents. Regional

-
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officers have broader responsibilities, and many express concern that their
administrative load debars them from personal communication tasks - those
with clerical assistance have a better chance of establishing personal
contact with teachers in their regions. The communication network has been
strengthened in some regions by the appointment of in-service officers in
the schools. This system can only function effectively if the schools
acknowledge the importance of their role in Development Program operation.

ORGANIZATIONAL FEATURES OF EACH STATE

New South Wales: (i) high degree of regionalization;

(ii) joint State/regional determination of in-service
needs and objectives;

(iii) regional evaluation of objectives.

Queensland: (i) highly centralized administrative and organizational
system;

(ii) davelopment of longer courses;
{iji) appointment of advisory teacher services;

(iv) appointment of government and non-government
in-service co-ordinators.

South Australia: (i) residential courses;
(ii) network of central and regional education officers;

(iii) provision of comprehensive guidance and help
{documents/personnel) for course organizers.

Tasmania: (i) focus on teachers centres;

(ii) annual State-wide survey of teacher needs;

(iii) regional development committees composed of teachers.
Victoria: (i) 1large representative central committee;

(ii) sponsorship of Program evaluation;

(iii) appointment of in-service officers for departmental
primary, secondary and technical teachers, for non-
government teachers and for parents.

Western Australia: (i) appointment of education officers for departmental
primary and secondary teachers and for non-
government school teachers;

(ii) establishment of resource centres,

(iii) restriction of regional operation to out-of-school
hours courses.

o
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1976: STATE INVOLVEMENT IN DEVELOPMENT PROGRAM

NSW  Qid SA Tas Vic WA
Short courses. 3,701 334 853 289 2,700 396
‘Timing of courses (%).

(i) in school hours 44,0 35.0 63.0 -* 65.0 20.0
(ii) out of school hours 37.0 65.0 16.0 - 35.0 80.0
(iii) part in/out 19.0 21.0

Residential courses - 3.0 25.0 1.0 3.0 16.0
(% ‘of ‘total course). (centrally
funded
only)
School-based activities. 800 - 59 - - 193
Course participants.
(i) % government
(total % of
government teachers
in State in 87.0 69.0 87.0 97.0 - 78.0
parentheses ) (79.0) (84.0) (85.0) (84.0) (79.0) (81.0)
(ii) % non-government
(total ¢ of non-
government teachers
in State in 13.0 31.0 13.0 3.0 - 22.0
parentheses) (21.0) (16.0) (15.0) (16.0)-(21.0) (19.0)
Participants in longer
courses. 437 1,001 465 - - -
Participants in interstate
conferences . - 50 151 - - 40
Participants on overseas
e gl pants on - - 12 - 26 (plus 43
study tours)
Total grants for development
activi ties excluding
replacement funds ($000) . 2,120 862 605 227 1,800 469

* Information not available for blank items.
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4 - THE DEVELOPMENT PROGRAM IN RELATION TO OTHER SOURCES OF IN-SERVICE
PROVISION

PROFESSIONAL ASSOCIATIONS

In the course of the evaluation, the involvement of professional associations
(teachers unions, subject and principals associations) in teacher development
was frequently mentioned. Many of the commi ttee members interviewed ard the
teachers who took part in discussion groups were office-bearers in
professional associations. In general, subject associations had taken
greater advantage of the opportunities provided by the Development Progr :m
than teachers unions or principals associations.

To obtain more information, questionnaires were sent to thirty professional
associations, of which eleven replied. The questionnaire (Appendix V)
asked for information about the type of development activities provided by
the association, and for opinions on the impact of the Development Program
and the future role of professional associations in the area of teacher
development.

On average, approximately half of the development activities which associat-
jons provide are supported by Schools Commission funds. Teachers are

helped by development committees with travel and accommodation 2xpenses for
attendance at association State and national conferences. Association funds
pay for other seminars and meetings, and for association publications such
as journals and newsletters.

Benefits of the Development pra:ranl

Association representatives fe’t that the Development Progrem had resulted
in association members becoming less parochial and more nrofessional.
Commission funds had enabled associatiuns to invite interstate and overscas
specialists to lead in-service activities, to purchase workshop materials
and to help with the implementation of new courses, which led to incireased
expertise, acceptance and satisfaction among teachers. One subject
association found tiat the availability of Commission in-service funds

made it possible to direct more zssociatien funds to activities for ctudents.
fnother association reported tiat because the Cornsissicn enabled it to
provide more in-service activities, focusing on pedagogical censiderations,
it was abie tc gear association-funded meetings more to the frontiers of
development in the subject arec. 7“wo principals associations conmented on
the differeirce that Cormission funas had made to their conferences.

We used to get the sane oid mundane speakers from anong ourselves
who'd talk about the same old mundano things. .ow we ure able
to get keynote speakers who can gencrate discussion.

We now have an intersystemic planning coumittee witich organizes=
stimulating conferences. Principals are helped to become better
administrators in their own schools at a time when the government

is pursuing a definite rolicy of Aecentralization of administration.

problems Engendered by t'o Development Progsam

There were complaints about the delays in payment of expenses and the long
intervals between the submission of an apnlication, its apprnval 2nd its
impi - mentation.

Go
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Conferences need to be budgeted for so far ahead that there is a
minimal chance for spontaneous conferences which take advantage of
an unexpected visitor or a reaction to a rapidly emerging problem.
The development committee keeps running out of money at about the
time of our major conference (December) or else has embarrassing
riches. Either way it makes confident planning a most difficult

operation.

It was pointed out that the Development Program has disadvantaged profess-
jonal associations in three ways.

()

Because activities must be open to all teachers, preferential
treatment can no longer be given to association members. Therefore,

teachers are disinclined to join.

We may have to rethink our role because, apart from its journals,
the association does not provide anything for members that cannot

be obtained free by non-members.

With so much in-service education now available in school hours,
teachers have become loath to attend courses in their own time and
most association activities are held out of school hours.

One subject association felt that development committee policies
forced associations to adopt approaches that were alien to them.

The regional development committee funding rules are antipathetic
towards subject associations and traditional disciplines. Our
association gets funding support by having its of fice-bearers
pose as independent educ: “ors in application forms. Trendy band-
wagon themes are often necessary to attract money (e.g. Women in
Australian history and education).

Future Kole of Associations in Teacher Development

Many association representatives felt that professional associations should
be given a bigger role and more authority in the organization of development
activities, because they are close to teacher interests and needs, have a
ready-made channel of communication, and are more flexible and less bureau-

cratic than other organizations.

One association felt that it would have to change its point of focus from
State-wide to local activities, as the latter were preferred by teachers,
but it foresaw difficulties in giving effective support of this kind.

The trend at the moment is towards development within a school
across the curriculum, and our association is finding its way in
deciding how it can best support such ventures. Every effort has
been made this year to support regional ventures, and all of the
feedback suggests that regional work is preferred to large scale
State-wide activities. However, in the absence of full-time
mathematics advisers (we have one to cover the State!), finding
and freeing workshop leaders for local regional activities is
extremely demanding and becoming increasingly difficult. When
requests are made for someone to work with a particular school for
a few days things are even more difficult.

6]
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TERTIARY INSTITUTIONS

Tertiary involvement in teacher education in Australia has been mainly in pre-
service training, up-grading courses and post-graduate diploma and degree
work, with 1ittle interaction between the three types of training. It has
been estimated that 10-15 per cent of all teachers were undertaking courses
for further qualifications in 1977 (Cameron, 1977: 7). Most of these

courses have been academic and theoretical in orientation. Relatively few
universities or colleges of education have initiated non-::alificatory courses
in regional development programs, although tertiary lecturers are often guest
speakers at such courses. Thus the tertiary contribution to teacher education
has been generally scen as segmented, academic and remote from the school
community.

However, various pressures are being brought to bear on tertiary institutions
that are likely to change their image and function. Increasing support is
being given by educators from all quarters to the concept of teacher educa-
tion as a continuous process, which would require the establishment of strong
Tinks between pre-service and in-service training and constant interaction of
personnel. The second pressure for change comes from the prediction of
imminent teacher surplus and probable reduction of teacher trainee intake.

To justify their continued existence, colleges and faculties of education

may need to become more actively involved in the in-service education of
teachers. Steps have already been taken in this direction in Britain. The
number of teacher training places has been drastically reduced and will
continue to decrease at least until 1980. As a result, the Advisory Council
for the Supply and Training of Teachers has recommended that 20 per cent of
college staff time should be allotted to in-service work. A powerful influ-
ence in re-thinking the role of colleges has been the James Report (1972),
with its concept of three cycles of teacher education producing a new inter-
action between higher education, initial and in-service training.

An example of a college where a new approach has been implemented is

described by Bolam (OECD, 1976). Bullsmershe College of Higher Education,
England has established five schools of study, including a School of
In-Service Education and Research. The staff assist in the teaching of

courses in more than one school, and the college encompasses a wide educational
involvement - it is a study centre for adults pursuing Open University courses;
it is the country's training agency for community and youth work; it has a
large library and resource centre which is available to all teachers and a
regional humanities curriculum centre supported by the Schools Council; and

it takes responsibility for all new teachers in the country. The In-Service
School offers a number of award-bearing courses, ranging from one-term

courses to B.Ed. honours degrees. The major emphasis is on the study of

the school and the classroom, utilizing the teacher's own working situation

as an integral part of a course. The In-Service School - following discuss-
ions with teachers, local authority administrators and the Department of
Education and Science - is offering a school-based service to teachers.

The intention of the new scheme is that schools and teachers should
see the college as a major resource bank containing people with
certain expertise and skills which can be unlocked and directed in
relation to issues which the schools themselves raise. Thus, schools
would establish a contract with a college, and tutors would normally
go into the school to work alongside teachers and children as part of
a co-operative enterprise. The commitment of tutors would be sub-
stantial and on-going, possibly over a number of years. (OECD, 1976:

43)
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No formal commitments of this scale have yet been undertaken by colleges or
faculties of education in Australia, although individual staff menbers have
been deeply involved in school and in-service work. Staff members of CAEs

in Queensland have played an important part in the operation of the long-term
courses sponsored by the Development Program, and education units in
universities (such as the Centre for Continuing Education at tHonash University
and the Centre for the Advancement of Teaching at Macquarie University)

have established links with development committees and provided a range of
in-service courses for teachers.

The relationship between these groups is sometinmes precarious, due to the
newness of the situation, uneasy alliances and some empire-protection. This
can lead to anomalies - two teachers from Catholic schools reported that they
had received circulars from universities saying that in-service funds were
available for certain courses. The teachers applied to a university to do a
course, but the university would not enrol them until they had paid their
fees, and the development committee would not give approval to their
application for funds until after the closing date for the course. So the
teachers missed out.

It has already been mentioned in a previous section that the Centre for
Continuing Education in Tasmania is an excellent example of co-operation
between education authorities (university, colleges, teachers centre,
education department) for the benefit of teachers. An attempt was made in
1976 to integrate college students and teachers in a CCET course, but the
teachers did not like the arrangement because they felt that the two groups
had such different interests and requirements in a course. CCET personnel
have not been deterred by this apparent lack of success - they feel that

the integration of pre-service and in-service education is an important
concept, and they will attempt its realization in some other way. The pre-
service/in-service link has been successfully established in a different
cituation in Tasmania. Some schools have organized a mutually beneficial
arrangement with a CAE, whereby a group of final-year B. Ed. students work for
a period of time with teachers in the classroom and develop a teaching program,
with the help of the teachers and college tutors. The students, accompanied
by tutors, then take over the classes for two days, thus releasing school
staff to work through their own in-service program. This arrangement not

only establishes closer links between colleges and schools, pre-service and
in-service education, but alsn provides a real solution to the replacement
problem, one of the major obstacles still to be overcome in the Development

Prograin.
EDUCATION CENTRES AND TEACHRRS C7°7RES

'Teachers centre' is the glcbal tem used to cover a variety of centres in
Australia which service teachers' needs. Apart from the Commission-funded
education centres and the teacher-initiated, State-funded teachers centres,
there are, for example, the administrative centres in Victoria for pre-
service and in-service education, the professional service centres in New
South Wales which provide aids and equipment for in-service courses, and the
reading centres in Western Australia which concentrate on one aspect of the
curriculum.

Australian teachers centres have been criticized because they are nore
closely linked with in-service courses than with curriculum development,
unlike their counterparts in England. There is a historical explanation for
this - the English centres were established in the 1960s when the large-
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scale national curriculum projects were at the peak of their development
and popularity, with a natural spill-over to the local level, whereas the
Australian centres were established in the 1970s at the time of the great
injection of Schools Commission funds into in-service education. Even in
England the situation has changed in the 1970s - Bolam (OECD, 1976: 79)
expresses concern about 'the relatively small amount now being spent on
the strengthening of local curriculum development activities in teachers
centres'.

While most Australian centres acknowledge that their main purpose is to
accommodate, service and initiate in-service activities, they all have
other functions. Wattle Park Teachers Centre in South Australia is one
example of a multi-faceted centre. Over the past few years it has
encompassed the following sections - in-service centre, resource centre,
ideas exchange (samples of teachers' and students' work), consultant
centre, Catholic advisory teacher centre, Independent Schools Board liaison
office, advisory teacher librarians, educational technology link, special
projects (curriculum development), and women's studies resource centre. The
Tasmanian centres cover a similarly diverse range, as do some of the more
recently established education centres in other States.

The growth of education centres as part of the Development Program saw the
demise of some of the smaller teachers centres which offered a social

meeting place and some equipment but were not actively involved with
development activities (Fallon, 1978: 39). However, there is still a
proliferation of teachers centres (34 in Victoria alone), functioning on an
ad hoc basis in the development context, trying to meet the needs of teachers,
schools and development committees. An opinion frequently stated by
personnel in the centres, the systems and the Program is that some ration-
alization is needed of teachers centres, education centres and other resource
centres, so that their potential in teacher and community development can

be fully realized.

Important questions to be answered are - what are the unique characteristics
of teachers centres and education centres, and can a case be made to support
the continued maintenance of both types?

Development committees have poured a 1ot of money into teachers and resource
centres to provide equipment and facilities to support in-service work, and
in some cases have succeeded almost too well - Ingvarson felt that by 1976
most Victorian teachers centres were 'over-equipped in relation to their
current usage and under-staffed in relation to their possible function'
(VISEEP, 1976: 78). Staffing is a perennial problem in teachers centres -
most are staffed by primary teachers on part-time study leave, a situation
which produces neither continuity nor career commitment.

Another problem of teachers centres is that they are often located in State

primary schools, which constricts their function and deters non-government

teachers and State secondary teachers from attendance.

On the positive side, Fallon (1978: 41) reported that teachers centre staff
claimed that teing part of a larger structure gave them direct

access to more resources and enabled them to arrange time-release
for teachers to be involved in development activities.
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Personnel from many of these centres, supported by education departments

and development committees, have worked closely with regional education
officers involved in Development Program operation - handling direct grants,
vetting applications, initiating courses, providing venues and facilities.

Commission-funded education centres are well-equipped autonomous units

with full-time directors; they are independent of employing authorities and
therefore more 1ikely to attract teachers from all systems and levels.
Education centres do not cater exclusively for teachers, but emphasize the
importance of community involvement in education.

A Victorian education centre director felt that some development committees
harboured misconceptions about the self-sufficiency of education centres
which made it difficult for centres to obtain funds.

Too often education centres are thought to be affluent, with
sufficient money to run in-service independently. In practice

the centres find that their recurrent budgets are largely absorbed
by salaries and operating costs. (Howe, 1977: 2)

Howe felt that education centres could perform a unique function in the
Development Program. They could offer:

(i) a small network of operational units potentially valuable
for work experience training of teachers centre staff;
(ii) the nucleus of an intra-regional and inter-regional
resources network;
(iii) agencies for additional de-centralized in-service initiatives
and administration. (Howe, 1977: 3)

Although the two types of centres possess certain group characteristics,
each education centre, like each teachers centre, has developed in different
ways and performs different functions; therefore it would be inappropriate
to propose a general plan of rationalization and co-ordination applicable
in all Statesand regions. The present deployment of centre resources in
teacher and community development is not efficient in terms of realization
of potential. It is an issue which should have a high priority in policy
discussions of education authorities in general and development committees
in particular, for the centres embody some of the basic principles of the
Development Program - devolution of responsibility, and interaction between
teachers and community, and between school systems and levels.

There are many examples of co-ordination for more efficient use of centre
resources already in existence - the Tasmanian centres, functioning through
an amalgamation of State and federal funds for teacher development; the
recommendation of the Victorian Curriculum Service Enquiry for the integrat-
jon of the 34 teachers centres, 17 audio-visual centres and five demonstration
units into professional service centres; the five-day residential seminar

in Queensland at which education centre and teachers centre personnel
discussed their roles and operations, interests and difficulties; and the
reading centre in Perth which involves teachers, parents, secondary students,
and final-year college students in its in-service courses.

In discussions with the teachers centre and education centre personnel about
the future role of centres in teacher development, the following functions
were identified as most important:
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(1) to become a co-ordinating body within a region, and a centre of
communication between schools and sources of in-service education;

(i) to become more closely associated with development committees, and
assume direct responsibility for the administration and organization
of in-service activities;

(ii1) to obtain direct grants from development committees to facilitate
immediate response to local development needs;

(iv) to establish closer communication with schools through the appoint-
ment of liaison officers (in centres and/or schools), and provide
assistance in school-centred activities;

(v) to encourage teachers to participate in curriculum development, and
provide in-service support where needed.

SCHOOL SYSTEMS

Questionnaires were sent to representatives of State and Catholic

school systems, and to representatives of parent organizations in each State
to obtain more information about the effects of the Deveiopment Program and
its relationship with other sources of in-service provisions in Australia.

The questionnaire (Appendix VI) asked representatives to respond to statements
concerning the extent of systems influence on the Program (discussed in
Chapter 8); ways in which the Program affected general and in-service policies
of the system or organization; extent of interaction between Schools
Commission/systems, Schools Commission/development committees, Development
Program/other Commission programs; and suggestions for future in-service

education models.
Effects of Development Program on Systems

Catholic schools. In most, if not all, States there was no organized syster-
supported in-service education in secular subjects for teachers in Catholic
schools before 1974. The Development Program demanded Catholic participation,
and the expertise acquired through this participation spilled over to Catholic
in-service education, increasing the quantity and improving the quality of
secular and religious provision. A regional Catholic renresentative in South
Australia remarked that increased involvement in Catholic in-service education
meant that Catholics often left the initiation of in-<ervice courses in the
Development Program to State and independent school people. In States where
an in-service co-ordinator for Catholic or non-government scnools had been
appointed, it was evident that the co-ordinator's efforts greatly increased
teacher interest and participation in development activities both funded

and non-funded, particularly those centred on the school.

Independent schools. Representatives of independent schools often find it
difficult to speak on behalf of a 'system', because these schools are largely
a collection of unco-ordinated units. There are associations of independent
schools in some States which have taken an active part in the Development
Program, but there is little in-service education provided by these groups
outside the Program. The appointment of in-service officers for independent

schools is
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seen by many as the first move for the independent schools as a
group to create, through certain selected personnel, a loose
system which will complement their independent operation.
(independent schools representative, Victoria)

One representative echoed the views of several others when he spoke of the
significant effect of Program policies on independent school teachers.

There has been a breaking down of that parochialism often-mistaken
for independence. There is a growing concern for schools and
their development. The inter-system principle is now genuinely
accepted as good.

Other effects of the Program on independent teachers that were mentioned
were that less in-service work now needed to be done by volunteers in their
spare time, and that the Program had stimulated teachers to attend a wider
variety of courses provided by other bodies than they have previously.

Government schools. In four States, the education department has maintained,
and sometimes increased, its funding for teacher development, concentrating

on those activities which meet the particular needs of the system which can-
not be funded by the Development Program. As mentioned in a previous

section, the Development Program accelerated the move towards decentralization
in the education departments of the States - this simultaneous move in the one
direction has helped each group clarify its own position and give support to
the other.

From the outset, the resources of the Development Program in Tasmania were
amalgamated with departmental in-service resources through the operation of
the teachers centres, dispensing with divisions between employer-initiated
and teacher-initiated in-service education. The three centres were all
operating with Education Department funds before 1974, but Schools Commission
funding {through the Education Centre Program) had been different for each

of them, which has caused some problems.

Before the advent of the Commission it was at least possible to
share funds in an equitable fashion. The present situation may be
likened to a biological environment into which a massive intrusion
is made from outside. The fragile, carefully built-up 'ecological
web' is damaged almost beyond repair. (Education Department

rep~. utative, Tasmania)

A member of tie State development committee in South Australia has pointed
out an unintended effect of the Levelopment Program in his State. He
refers to a two-stage sequence in a continuing professional development
program - a 'grass roots' development, which is characterized by 'increased
opportunities, encouragement and support for teachers to engage in a wide
variety of activities' which is followed, once the need for development is
established and accepted, by a comprehensive and co-ordinated approach,
incorporating planning, needs identification, evaluation, priority setting
and skilled leadership in methodology. The 'grass roots' stage in South
Australia did not begin in the 1970s as it did in other States (precipitated
by the Schools Commission Program) - it had gained its initial momentum in
the late fifties and early sixties.
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It could be noted that in South Australia the advent of Schools
Cormission funding prolonged the 'grass roots' development phase

and extended its benefits to new sections of the teaching service
within State and independent school systems. It had, however, an
incidental side effect of delaying, for a time at least, formulation
and implementation of a comprehensive, continuing teacher education
program of a quality comparable with existing pre-service teacher
education programs. (O'Hare and Thiele, 1977: 3)

parents organizations. Parent representatives felt the Development Program
was making more parents aware of their organizations' long-held aims, and
providing opportunities for these aims to be realized.

There has been some reinforcement of policies already held, i.e.
the importance of parental involvement in and understanding of
the educational process for the success of school and individual
child development. (parent representative, New South Wales)

Some representatives remarked that development activities, particularly
those that were school-based, were helping to build an easier and more
fruitful alliance between teachers and parents.

The Development Program has great potential for showing teachers
that we are neither the enemy nor incompetent non-professionals
wishing to interfere. (parent representative, New South Wales)
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IMPACT OF THE DEVELOPMENT PROGRAM:
TWO SURVEYS OF TEACHERS

Surveys undertaken in Victoria and Tasmania in 1977 were
sponsored by the State development committees in the two
States, partly for State purposes, and partly as a
contribution to the national evaluation of the Development
Program. The Victorian questionnaire was a follow-up to the
1974 survey of teachers undertaken for the Victorian In-
service Education Evaluation Project.

The results of the surveys are discussed in the following
chapters.



63

5 - QUESTIONNAIRE TO VICTORIAN TEACHERS

In 1974 the Victorian In-Service Education Committee (VISEC) sponsored a
two-year evaluation of in-service education in Victoria. The evaluation was
conducted by a team from the Australian Council for Educational Research and
the Faculty of Education, Monash University. In August 1974 a questionnaire
on in-service education was sent to 1,000 teachers in Victoria, the results
of which were published in the second of five repcrts (Victorian In-Service
Education Evaluation Project, 1975).

In 1977 three members of the evaluation team applied to VISEC for funding,
readily granted, to undertake a re-run of the questionnaire to determine
if any changes had taken place in teachers' expericnces or opinions of
in-service education over the three-year pev od.*

RESEARCH DESIGN

The teachers who received the questionnaire in 1974 were a stratified sample,
with proportional representation of male/female, metropolitan/couniry,
primary/secordary, technical and government/independent/Catholic teachers .**
The final sanple number was reduced to 926 teachers (because some teachers
could not be traced) of which 814 replied, a response rate of 87 per cent.

An attempt was made to ‘race all thc .4 teachers in 1977, but only two-thirds
could be found. (The missing teachers had either changed schools or jobs,
resigned, died, were on maternity leave, or had left the State.) It was
therefore decided to include a new complementary sample of approximately

the same number of teachers, Stratified in the same way. The questionnaires
were distributed and, after a follow-up letter and telephone calls, 626
replies were received (311 from the repeat sample, 315 from the new sample},

a response rate of approximately 70 per cent.

As with the original survey, a pilot study was undertaken with 3U teachers

to test the structure and content of the new questionnaire. The final

version of the questionnaire contained 24 items, which could be divided into
three types - there were ten teacher attribute items (covering qualifications,
sex, teaching experience, school system and level, area, school responsibil-
ities, number and funding source of in-service courses attended) and five
¢pinion/experience items from the original questionnaire, and nine new
opinion/experience items.

ANALYSIS OF RESULTS

Frequency tables were drawn up for all items. Opinions of sub-groups of
teachers were investigated by drawing up contingency tables between attributes
of teachers and their responses to opinion questions. Chi-square analysis

was applied to measure the association between attribute and opinion variables

in each of the contingency tables, which was then translated into a probabil-

ity value (the probability of the observed value of chi-square being obtained

if there was no a - -iation). Values of the probability (p) less than 0.5

were taken as ev’..” _of high association.

T Lawrence Ingvar - from Monash University assumed the major responsibility
for the project. ile was assisted by Peter Thomscua and Margaret Batten from
the Australian Council for Educatinnal Research.

** The terms ‘Catholic/independent teacher', as used in this report, refer to
teachers in Catholic/independent schools.
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A full report of the 1977 questionnaire results will be presented to VISEC
by Lawrence Ingvarson. He presented an interim report in July, 1977 -
Ingvarson (1977), Some Effects of the Teacher Development Program in
Vietoria. For a more detailed analysis of the responseS to items used in
the original questionnaire, see Victorian In-Service Education Evaluation
Project (1975), Questiomnaire to Teachers.

The present discussion will be in four parts - some general comments on the
jmplications of the questionnaire results, discussion of comparative items
on the 1974 and 1977 questionnaires, discussion of new items on the 1977
questionnaire, and an outline of the teacher attribute profiles which
emerged from the statistical analysis. These profiles are determined by
the measures of high association between attribute and opinion variables
for individual items, identified as 'trends' in the discussion.

For many of the items in the questionnaire, teachers were asked to rate
their responses as Considerable, Moderate, Slight, or Nil. For the purposes
of this analysis, the Considerable plus Moderate categories are regarjed as
positive responses to the item, and the Slight plus Nil categories as
negative responses.

It must be remembered that questionnaire responses provide in ormation
about teachers' perceptions of 4 situation, which are not necessarily an
accurate record of the actual situation; there is not, therefore, an
automatic congruence between statistical significance and practical
educational significance. It is nevertheless useful to consider the trends
and patterns which emerge from the responses, and to note the extent to
which they support the findings in the other parts of this revort.

Gencral Comments

Has the Schools Commission's Development Program had an impact upon

Victorian teachers? The evidence provided by the responses to the

quest jonnaire (particularly Questions 6, 10, 11, and 24) suggests that its
impact has been considerable. Over the three years, the average number of
courses attended by teachers has almost doubled, and in-service education

now makes a greater contribution to the professional development of teachers.
Factors associated with in-service activities have alsy increased in their
importance t> professional development - factors such as involvement with
teecher groups, professional reading, consultancy assistance, school meetings.

Responses to the two questions which specifically dealt with the aims and
operation of the Development Program over the three years shows that
teachers felt it is working successfully and that they have benefited from
it. There are still many teachers who do not know about the Program and its
aims (20 per cent of teachers were ignorant of the inter-system principle,
which is one of the basic tenets of the Program's philosophy).

Some interesting information has emerged c¢bout the effects of the Program on
the work of teachers in their classrooms. In 1974 and 1977 teachers were
asked if in-service programs helped them to cope with problems or introduce
changes in the classroom. The result was positive both times, but there was
only a 3-4 per cent rise in the degree of agreement with the statement,
which does not indicate a great change in effect. It was clear from
responses to the questions on sources of ideas and reasons for change in the
classroom that in-service education (ranked second and third) was one of

the prime motivating factors foT;iFange in the classroom. The other
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important factors were reading, the influence of other teachers (the
importance of this factor is reiterated in other questions), and self-
motivation. This was an unexpected factor, and one which is often overlooked
in thinking about the professional development of teachers. As Ingvarson
(1977) said:

Listening to other people's solutions to other people's problems
is one kind of irrelevance in ISE. Helping teachers diagnose
their own methods or problems and their effects is a totally
different kind of ISE. It is at this point that ISE needs to

meet and support teachers in their own efforts to adapt to changing
circumstarices.

It is perhaps for this reason that classroom-based action research programs
with consultancy support (Question 21) is ranked higher as a strategy
(fourth out of eight) than any other development strategy which includes
consultants. This may be because the strategy mentions involving teachers
"in co-operative study and evaluation of their own teaching programs'.

Reference is made in several questions to different types ~f in-service
courses. Terchers are supportive of Schools Commission encouragenent of
school-based teacher development - it was considered to have the most
potential value of all in-service strategies. As far as duration of courses
is concerned, short courses (particularly of one day's duration) are
unquestionably the most popular with teachers, despite Commission and
development committee attempts to promote longer courses. This may be
associated with the long-prevailing problem of teacher release, which in
some cases is an almost insuperable obstacle to attendance at courses,
especially longer ones. Teachers were moderately supportive of residential
courses, except when they involved only staff of a single school, a
contradiction which is difficult to understand or explain in the face of
supportive evidence for school staff residential programs which has emerged
from other sections of the present study.

The main requirement of teachers concerning the nature of in-service

courses is that they should have a practical emphasis and be relevant to the
classroom situation. Following on from this, they prefer the practical
session or workshop to the lecture, and welcome any opportunities for formal
and informal discussion with experts and peers.

Comparative Items 1974-1977
Question 6(a) How maw. fn-servio ourses <y activitics have nou attended

aince Jonwarn 1o jers (Tnelwling astivities Feld within
wour schonl)?

Number of in-service courses Average no.
attended ( )* per year
0 1 2-3 46 7+ (approx.)
1974
{Jan. 1972 to Sept. 1974) 14.3  17.3 36.4 24.1 6.4 1.0
1977
(Jan. 1975 to Jan. 1977) 9.3 11.5 36.6 28.3 13.9 1.7

* The percentages presented in the following tables do not always add up to
100 per cent, because the percentage of omitted responses is not included.

el
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Trends (from chi-square analysis, where p <0.05)

Level. Secondary teachers attended proportionaily fewer courses than
primary or technical teachers (1974 and 1977).

system. Independent school teachers attended proportionally fewer courses
than government or Catholic school teachers (1974 and 1977).

The average number of courses attended per year has almost doubled in the
three years. In 1977 tl.ere were proportionally fewer people in the lower
attendance rate category (0-1 courses) and proportionally more in the higher
attendance rate category (4+ courses) - the percentage had more than doublec
in the 7+ courses category.

Question 5: ost teachers have definite ideas on the subjcet of in-servie
education. We would appreciate your reactions on these general
statements about in-service education.*

Responses (.>)
Strongly Agree No Disagree Strongly

agree opinion disagree

oy . 1974 4.3 2.9 1.3 3.7 59.1
I emseary o 1977 2.1 43 1 a1.7 50.3
A1l teachers should
attend at least one 1974 34.9 42.9 9.8 9.3 2.5
in-service course a 1377  30.0 42.5 13.1 10.4 2.4
year.
In-seryice courses
are a good method 1974 33.9 56.4 3.4 4.4 .2
of supplementing 1977 22.7 59.3 10.1 5.4 0.8

(r-service educa-
Lo

In comparing the two years, teachers were consistent in the very high degree
of support they gave to the concept of in-service education as an essential
part of a teacher's professional life.

The 1977 responses to these statements, and to most others in this questicn,
showed a slight but persistent tendency to veer away from extreme opinions
compared to their 1974 counterparts - in 1977, responses were slightlv lower
in the 'Strongly agree' and 'Strongly disagree' categories, and slightly
higher in the 'Agree' and 'Disagree' categories.

*The items in this question have been divided into five groups for easier

discussion of responses. ;e
- )
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Responses (%) ]
Strongly Agree No Disagr 2@ Strongly |
agree _ ~uiiion _ disagree |
In-service cou-“ses l
would be more bene- . ,
R 1974 25.5 RZ.o 4.4 £.0 2.5
ficial if teachers 4977  jo.3  63.3 6.4 5.4 5.6

could choose the
areas to be covered.

Teachers should be

given more opportun-

ities to run in- }3;? 1
service courses

themselves.
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Trends

tevel. These statements were given most support by technical teachers in
1974, and primary teachers in 1977.

System. The first statement was given least support by independent teachers
(1974, 1977). The second statement was given least support by independent
and Catholic teachers (1974, 1977).

Teachers were certainly keen to be consulted about the content of in-service
courses, but were a little less enthusiastic about assuming full respons-
ibility for organization. In these items (and several others in this
question) there was a tendency for teachers to more constructive in their
expression of support for a statement in 1977 than in 1974. Although the
total positive responses ('Considerable’ and '‘Moderate' categories) remained
fairly constant over the three-year period, there was a marked decrease in
the 'Considerable' category in 1977. Non-government teachers remained more
reluctant than government teachers to take an active part in course planning

or organization.

Responses (%)

Strongly Agree No Disagree Strongly
agree opinion disagree

In-service courses
have rarely caused 1974 2.33 18.7 10.7 54.2 11.9
me to make changes 1977 3.2 18.5 6.2 59.7 10.7
in my teaching.
In-service courses
help me cope with 1974 7.2 51.1 16.5 19.0 2.9
problem areas in 1977 6.9 53 13.4 21.2 2.4
my teaching.

\
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Trends

System: The first statement was most strongly opposed by independent
teachers (1977), the second was most strongly supported by Catholic
teachers (1977).

There was no significant difference between the systems in responses to
these items in 1974, but in 1977 non-government teachers were more certain
than government teachers that in-service courses had helped them in their
teaching. g

Responses (%)
Strongly Agree No Disagree Strongly
agree opinion disagree

Large-scale one-day

conferences are 1974 17.4 30.7
usually a waste of 1977 14.9 31.8
time.

~ ~J
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Teachers have remained equivocal about large one-day conferences. Secondary
teachers tended to be slightly more in favour of them, primary and technical
teachers least in favour.

Responses (%)
Strongly Agree No Disagree Strongly
agree opinion disagree
Residential in-
service programs 1974* - - - - -
are worth the 1977 16.5 34,2 32.3 12.0 2.9
expense.
Parents should be
given more opport- 1974* - - - - -
unities to be in- 1977 12.1 45.7 16.5 18.4 6.4
volved in in-service
education programs.
.

Trends

System: BOth statements were given most supp.ri by Catholic teachers, least
support by independent teachers.

Of the teachers who expressed an opinion about residential programs and
parent participation, (there was a large 'No opinion' vote), more than two-
thirds supported both ideas.

*These items were not included in the 1974 questionnaire.
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Teachers who had attended no in-service courses tended to have no opinion
" about the statements, except that they quite strongly supported parent
participation. Teachers who had been to 7+ courses were very supportive of
the positive side of all statements.

Question 10: A teacher's professional development may be influenced by a
variety of factors. Decide how important the following
factors have been in your professional development.

Importance (%)
Considerable Moderate Slight Nil Rank
(i) Original 1974 39.8 34.4 21.0 3.9 1
teacher 1977 41 .1 31.9 22.5 2.6 3
training
(ii) In-service 1974 6.0 36.6 31.5 12.2 5
courses 1977 22.4 44 .9 25.2 4.8 4
(iii) Other meetings
of teacher 1974 22.6 32.4 29.6 12.9 4
groups outside 1977 206.2 35.0 28.0 8.0 5
the school
(iv) Formal study,
research, 1974 39.6 33.5 20.3 5.4 2
professional 1977 45.8 34.3 5.2 3.0 1
reading
(v) Assistance
from visiting 1974 10.7 23.5 34.5 28.9 6
consultants 1977 9.6 27.2 35.6 24.1 6
{(vi) Formal or in-
formal meetings
within the 1974 32.9 37.0 23.0 5.8 3
school to 1977 39.3 35.1 19.6 4.3 2
discuss educa-
tional topics

Trends (1977)

Level: School meetings were not quite as important to secondary teachers
as they were to primary and technical teachers. Consultants were of most
help to primary teachers (even more than in 1874).

System: Consultants were of most help to Catholic teachers as was the
contribution made to professional development by in-service courses. Study
and reading were particularly important to Independent teachers. School
meetings and orig