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\ The first sectioy"of this monogragh contains a report
on a2 regearch study that investigated the induction of beginning
teuachers in Queensland, Australia. The first phase of the study
collected the opinions of educational associations and organizations

. with respect *o the responsibilityvy of the profession for the
induction of beginning teachers. In the second phase, beginning
primarv teachers' perceptions yere sought on theirl preservice
preparation and their induction into the teaching profession.
Pinally, desirable qualities of beginning primary teachers as
" perceived by experienced educators weré identified. In the second
qection of this report, the proceedings »f & conference organized to ,
cons” ler the *mplications of the study findinqs are reported. At the
conference, viewpoints ofocollege personnel, school inspectors,

~—principals, experienced teachers, and beginning teachers were

"presented on the findings . of the study. Opinions based on personal-
experiences were also expressed. Recommendations arising out of £he
induction conference wvere that: (11 The major responsibility for
plarving and implementina induction for beginning teachers should be
at the school level: and (2y The programs should be carefully
conceived as a support system, and related as closely as possible to
+he training obtained in preservice education. Conclusions,on policy,
preservice preparation, initial placement, 3chool climate, and future
research are outlined. (JD)
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PREFACE

It is generally acknowledged that students who have completed a course of teacher
preparation go through a period of transition in a school before they become
fully-fledged members of the teaching profession. There has, more recently, been a
growing awareness of the desirability of plarning systematic induction programs teo
help new teachers through this difficvlt transition stage of thelr careers. Indeed, the

% Basstett Report {1978 Review: Teacher Education in Queensland) recommendad that

induction programs be !mplemented in all schools In which there are first year
teachers, Thiz growing concem for Induction gavg birth to a number of research
studies gn this topic, the most widely publicised being-the national study sponsored
by ERDL (Tisher, Fyfield and Taylor, 1978). ‘.
B - .

Recdgnising the importance of the induction period in a teacher's professional
development, the Board of Teacher Eduzation, as part of ity function of keeping
teacher education under review, decided to undertake a research project concemed
with the induction of primary teachers in Queensland, The project was cartied out
under the guidance of the Board's Teacher Education Review Committee,

The first section of this teport presents the results of the Board's research.

In the second section, the proceedings of a conference ‘otganised to consider the
implications of these findings are reported. )
The Board of Teacher Education acknowledges the assistance given by many people
in the preduction of this repert. in particular, the following deserve special mention:

. Those individuals and organisations who €ompleted qusstionnaires used,in

e the research study,

Conferenge partiCipants, and especially the panel members and speakers,
for contributing to the quality of .discission at the conference, as
. - evidenced by the recomimendations. - .

.\ Bill Young, the conference speaker, whose enthusiasm and effort con-
o tributed greatly to the success of the conference,

L. Plinning Branch, Queensland Department of Education, and the Catholic .

g Education Office for supplying information which allowed samples to be
drawn. »

. Jackie Sorensen, Board of Teacher Educaticn, win not only typed and
re-typed this report, but alsp typed the questionnaires used i the various
' phases of the research project. i

The Board would also like to thank the Victoridn Secondary Teachers Association for
its permission to use the cartoon on page 79,
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. , = INTRODUCTION

The fivst section of this report presents the results of thh Board's research project
on Induction, together with & review of some recent literature on beginning
teachers. . .

+

The.research study was conducted in three phases,

The first phase involved collecting the opinions "of educational associations and
organisations in Queensland with respect to the resgonsibility of the profession for
the induction of beginning reachers. It was envisaged that the first phase of the
project would yield useful results on the current level of concern of professional
educational assaciations with respect to induction, It was also hoped that the survey
would act as a stimulus in promoting discussion among and within educational groups
in Queensland on the toilc of induction, Data collection for th!s phase of the
projsct was conducted in the first six months of 1979, .

-

1
1

The second phase of the study ex&mmed beglnmng primary teachers' perceptions of ——,
their pre-service preparation and their induction into the testhing profession. These

data were gathered by means of a mailed questionnaire which was sent to approxl..

mately one-quarter of the students graduating ftom a Diplgma of Teaching course in
Queensland in 1978, Data collection was undettaken in 1979,

The alm of the third phase of the project was to idmtliy the desirable qualities of », «
beginning primary teachers as perceived by five Jmportant groups of educators, -
These were staff of teacher education institutions, inspectors of schools, principals,
experienced® teachets and beginning teachers. The list of qualities was developed
from the open-ended responses from A small sample of each of these groups. After ’
consolidating the list of desirable qualities, a larger sample of each gréup was con~
tacted and asked to rate each characteristic for its importance to bel.gng & successful
begi.nning primary teacher. The third phase of the project was conducted during
0. -

The reseafch report pressnted in Section | was originally used as a basis for
discussion at the Board's conference on induction, held in October 1920. integ- |
pretatipns of the results have therefore been kept tu a minimum, It was intended
that more detailed interpretations and the implications ot the results would be ’
drawn out at the conference. The conference proceedings form Section 2 of the '
report. -~ &

. ¥ *
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_METHOD - .
T ) -

i Type of Organisation . Number Nuraber Response

. » #contacted responding | rate

&

A. Teacher and Educallon Cenlres 30 18 £0%
B. School Adminlstrators Assoclations . 2 1 3% .

C. Subject Assoctations .59 . 26 54%

-t
“ip.  Associallons serving the Interests

of leachers In specllic areas * s i “,l'%

E.  Other Educational Sodles 6§ 5 83%

! TOTAL . . 156 79 55%

ERIC

} L BMASEL T

TEACHERS AMD EDUCATION CENTRES AND PROFESSIONAL ASSOCIATIONS
- 1)

»

* A K}
In the ‘firgt phase of the project, infornjation, was requested from reléant pro- *

fessional educational associations concerning their - . .

understandiﬁg of the term induction;

+

- 47 view of their responsibility, if any, In this areg;
&+ existing policy statement on induction or ‘the consensus of members'
opinjons on this matter. . R .
©The aim of this request was twofold: .

. e !
' l (i) to stimulate discussion amongst professional associations concerning the
- induction of beginning teachers into the profession; .

/; {ii) to ascertain whether or not induction was consideredas an important
; . issue by professional associations, ®

4
‘|

.

A short open-ended questionnaire was Zonstructed and mailed in March 1979 with an
accompanying- letter to all identified teacher tentres and education centres and pro-
fessional educational associations in Queensland (Totat N = 146) M),  With  one
follow-up letter, the final number of responses was 79 (N = 79).

~ *

The sample was divided into flve major groups, the distribution being as in Table L.

f]
. . : . - ey

Table 1.1 QOrganlsations cénécted and responding to’Phase | Questiohnalre

[ d )
The method of analfsing each questionnaire was to rewtite Tesponses t0 eath
question on to cards. Each card contained one discrete concept or statement. For
each question, cards were then sorted into categories. At the conclusion of sorting,

the number of cards in each eategory was counted in order to asceriain the &

frequency of each response. No attempt.'was made to weight the responses frém

different organisations according- to the size of their membership, Egh teacher and -

education centre and professional assoclatlon was geamd as one uni

*

* - ’
4

=

!

{1} Tha sourco for tho 1ligt of teocher contres ond wduconion centres wos Informatlon Stote-
ments 22 and 23, Informution nd Publicotions Oronch, Department of Education,
Gueansland.
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, SUMMARY OF RESULTS J A -
’ * ) » ! " Ll - .

"' 1 Whalls yourcentre's/dssociation’s ungderstinding dthe phrase 'Inducliort of beginnthg

+ o fteachets’? " ., . . -, .
* . -0 - P‘ : " - * F) *a
. 6 - While Induction was désc:' d in a variety ' gf .ways, teaéfers centrgs and -
.+ profeséional associations tardély’understood YindUiction of beginning tfeacherg' to

involve a process of introduction to the individual school In addition to
reporting a general orientation to the .school,- responses emphasised the:
'beainning teacher's: introduction to aspects of school policy and procedures,
including admiMistration and n Introduction to the school, of both a spcial and
professional nature, - .
-t - . * '
There was a difference between teachers centres and professional associations
in the second most Irequent definition’ of induction. Teachers centresisvere
more concerned with beginning teachers' genekal persomal” and professional
. growth while the second most frequent answer from administrators)and subject
asspciations was curriculum content and methodelogy, ., -

It is notewortfysralse that the area of curriculum content and methodology was
almost as important for sibject associations as was the introduction into thé
school en\:ironment. . . A . + "

. 2. Does Your céntre/éssoclatjon have a policy statement on its rple, If any, In the:
. Induction of beginning teachers Into the profession? :

! The enswer to this questﬁ'j appgars belov in *able 1.2,

Kg ¢ . .
\ Table ];2 Responses concertiing whether Organisation has a Policy Statement on s
. Role In Induction . . *

had ~
- [ »

- Tolal Nufaber of  Number of
+ . . ) number of . YES! - NOY
. . fesponses  responses  résponses

“ind Educatlon Centres P18 5 13 - |

1%

24 v

* 8
3‘ *

A,  Teachers
B.  Administralors Assoclations 16
C.  Subject Assoclations ) - 25
D, Speclfic Area Assoclations

N E.  Other Educational Bodtes ¢ 5

s

N O o B

a " . *

A, FotaL . - 72 «'1p . 62

. I . Centres and'Associations that answered YES to Question 2: =«
T «

.t Those centres and assoniations which reported that they had Fformu-
leted a policy on™inductiuvn, were asked the Following questions -

{ Could you provide a cop;' ol fhe policy statement or quote It below?
i When was this policy formulated? .

—

) (i) Could you describe what steps have been faken by Yyoilr ‘assoélatlon to
.. . fmplement its policy on Induction? =

The first point to be:made is that very (few ceptres and associations
answering ‘Question 2 (approximately 14 percent) had actually formulated
a policy on induction (five out of the 18 centrsy two of the 16 admini-
strators associations; one of 25.subject associations; none of tne eight

S spegﬁc area associdtions; and two of the five other educational bodies
) Of the ten centres and associations which had prepared policy statéments,
only four had formulated a specific or detailed policy statement on the
. . . induction of beglnning tcachers Into the profession, The other six cenires « -
Q . iy ,’ h ' ’ .
. ERIC D 10 ,

L
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: or associations stated in general terms, that their policy was one .of i
- assisting in the orientation of beginning teachers, Lt .
L] " -

: . It was also evident that the majority of the pohcy statements -had beEn
formulated in either 1977 or 1973,

[
e As to what steps have been taken By the ten centres and associations to s

. implement the various policies, the main activitiegy, reporte‘d were social
evenings, the production of handbooks), and' the organisation of seminars ~

' L and workshops. oo L »
- o Centres and Assmons that answered .NO 1o Ques stion 2: - .o
. . Those centres and associationg umch reported that they had not
! A formulated .8 pohcy on indietion ~were asked to . answer the '
e followinrl questmn - , e "

» LY R e mm Rm e — —— T ..

ﬂ Wis posslbla for you to ascerlain. ‘Whal is lhe consensus of ol'ﬂcers'/members'
R opinlons  (deally, - expressed at & recent %eellng) concerning your
: . centre’s/assoclation’s ro[e, It any, in the Inductinn of beglnning leachersiinto the
.. o prolesslon‘? e

The centres and associations whlch had not formulated a polu:y .on
induction saw fhemselves filling various roles. For example, the majority
. of centres saw their rdle as makmg available to beginning teachers the
- resource¥ and services at the ceqtre, or in the lpcal’ community. School
. -administrators’ associations saw ‘the responsibility for induction to be
) . mainly the concern of the individusd schol Subject assoclations believed
' # that the provision of seminars, conferenc®s and courses would be
. Wenaficial as well as the encouragement of begmnmg teachers to become

« members of thelr respective aSSOClatIOI'IS. . .

-

3. _K It Is posslble fot you to ascerlain, wha‘t Is Ihe Consgnsus of olficers'/members’
_gplnions {Idezlly, expressed al a mcent meeilng). conc erning -

- o {81 Ihe steps which “should be to.leed for the Induclich of beginnidg’ leachelé Into
the professton? . ) .
L4 . -
Teacher and education centres reported steps thut involved both themselves .
and the individual schools They saw the iol\owing to be important aspects of
. . the school’s role: - .t N

. mtroductlon to school pollcy and procedures, including admmi-
P stration ot

.. : T "« meetings held within the individuai scheol . . .o
' « s assistance in curriculum content 3id methodology

R an introduction to the regulations, pohcy and procedures of the
. Education Department, e t

Cohtres also saw aspects in which they themselves could be involved. These

mncluded conducting lectures, seminars and workshops, and soclal actjvities, and

the preparation of an onentation booklet for beginning teachers,
~  Not unexpectedly, school administrators associations were malnly concerned .
N wlith an introduction to the mndividual school environment. For this type of . oo
¢ association, the most frequently mentioned aspect was an introduction to
school policy and procedures; and the second most frequent, assistance in
curriculum content and methodology. s

. 1

For sub]ect associat:ons, curriculum content and methodo!ogy assumed the

highest impottance, in the induction of beginning teachers into the profession, It

« was suggested that advice be given on such.topics as teaching techniques,

' lesson preparation and syllabus’ content, Subject associations were also con-

\ cemed with redueed teach;ng loads for beginning teachers, and holing social
. activities, .neetings, seminars and workghops within the school. .

P . 11 .
«. . r . - . ,,‘ on -
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! . In conclusion, it can be seen that, while there way'a degree of v riation, the °
- - contem of respondents generally centred upon steps that should be foflowed in
‘. the Introduction cf the beginning teacher into the individual school, ?
- | i . .
3, I W15 possible for you !¢ ascertaln, what Is the consensus of~ officers'/members®

opinjons (ideally, expressed al a racent maeting) conceming - '
. +{b}  ¥Who should be responsible for ens:urlng thal thess cleps are followed?

. >
- The most, frequent answer from’ centres and assoclations was that individual
school personne-, partlcularly school"administration, should be responsible for )
. ensuring th.t induction procedures are followed, While this-was so, however, - =~ - -
. 4 there were a number of othef suggestions including .inspectors of, schools,
. L . Regional -Offices and tralning institutions. Perhaps the overall impression that

.. Is-gained from the responses to thisquestion is that the control of induction
. -"7v  procedures should be a co-operative process, with schooi personnel playing a ’
Fasal * major. role, . e L,
X - - . - . R = -
8 I 1L Is possble for you 1o asceriain, what Is the consensus o? officers*/members* ‘
\ . opintons Gdeal_ly, expressed at a recepl meeling} coneeming -

\oe oy o (c) Whal should be the length of the induclion procedures? . - <!

L.

’ r
S .~ There were varicus snswers that were given to this question but thé most
' frequent response.was that the length of induction procedures should be
o frexible, continuing as long as they are needed, Gf the remaining responses, the
Y . two frequently reported were that induction programs should continue during
i the first year, of Into the skcond year of service, 7

NYTVTT 3T e ls possll;le for you to ascetlain, what Is the consensus of offlcers'/mgmbers’
. . opinlons (ideally, expressed al a recenl mesling} conceming -

! .
. L {d) Wnowshould ba responsible for assessing the effectiveness of thase procedures?
- 4 - ta . F
c T \\ The answers to this question ¢anged from the Board of Teacher Education to
the beginning 'teacher. The majority of teacher cenirss .and administrdtors ~
\ associations thought that ei'ther‘ the staff of the Individuat school itself should
* 1. 7] be responsible, including the' beginning tedcher, or the sctool staff in
. conjraction with some other agency. The beginning teacher figured prominently
\ ©In tne‘answrs of subject associations, but a varh;ty of other people were aleo
. . mentioned, These included 'a regional Science ad\gser', the ‘overseer of Mu.:.ic =
Education within® schools’, and 'Inspectors of Schools\ 3

e 3 .
- L] - L]

4 Fof referance puiPoses: . . .
' \ . . How many ‘mefnbers belong tc your assoclation? ™ .
N . {If applicable) " .How many of your members are sludent teachers?

., {If applicable} H\t?w\ many oF your members are in their first year of leaching?

- (ﬂappiid‘able} How‘i-na:ny of your members are in lhelr first three years of
s teaching? .

4 ]

»

Most of the associations and cen?re\s did not* o could not provide the inform-
ation requested, Of those who did respond, the largest association hdd 19,000 .
members (Queensland Teachers Union) and the smallest 13 (a smail. education
; centre), . . .
A c - M

5. Any fuher comments? p . .
. : In answer to this tquestion, many of the cantres™and associa;ions eithety  +-
emphasised or elaborated: on various points which had. been previously

- . “mentioned in their responses to éarlier questions. N .

.

Other centres and associations which answered this questioq suggested various .4
. activities conceming iduction which could be conducted in the future. These
° included: . “ .

. * A survey of first year teachers at the end of their first year may shgd

- Y,

some Jight op the requiremen ﬂmoseem‘zgachers are looking for.

o | . ' ! ‘1 ' :
ERIC - L i1e . : 2
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. There appears to be a plethora of inductiyn courses at present - some

& .. —rationalisation would assist the new.teachec who at present is being bom..

- conducting induction Programs could be valuable both to these wis

barded.

. Feedback assessments from beginning teachers, schools and otherh?gdies
ng t
mount induction programs and to colleges wishing to modify or expand the
¢ structure of courses offered,

~

®
. Attempt to have ‘Teacher Induction Program - Secondary' adapted to a
primary level.

-

v Q . -
. Some consensus of the neads expressed by beginning teachers during their
first year might be submitted to the Board with a view to modifying or
expanding ths structure of teacher«tralning ccurses,

Sy




PHASE I
BEGINNING PRIMARY TEACHERS QUESTIONNAIRE
f .
in the secend phase of the project information was sought from beginning teachers
concerning:
. a brief descriptlon of their first appointment;
. their opinions on present induction procedures;
. their opinlons on a possible future systematic induction program,

METHOD

At the end of March 1979, a structuwred questionnaire was mailed to a random sample
. of 246 beginning primary teachers throughout Queensiand, employed in Government

dnd Catholic primary schools, The sample was limited to those beginning teachers
who had graduated at the end of {978 with a three.year pre-service Dipléma of
Primary Teaching from Queensland teacher education institutions (approxilmgtely
one-quarter of all Queensland Dip.T. (Primary) graduates) The final response rate
was 7 per cent (N = 215) Details of the sample appear in Table 2.1,

Iable 2.1 Sample and Respehse Rales for Phase I (Beginning Teachers) Quest_!onna!re

ERIC

Coliege No. Dip.T.  No. Dip.T, - No.of Response
{(Primary) (Primary} questionnalres rate
Dec. 1978 Dec, 1978 ratumed
Graduates  Graduales
- sent &
. questionnalre
KGCAE 166 41 A 80%
NBCAE ’ 237 59 55 93%
MGCAE . 156 8 - X5 g2%
[McAuLEY/ 67 16 14 | 8e%
DDIAE q 1 % 30 " 83%,
CIAE ) a7 .2 18 82% -
TCAE 126 4 ' kL] 83% .
TOTAL . 793 - 246, 215 7 a7
The aims of the beginning tzacher questionnaire were fwo-fold: —~ e —————
()~ To supply -information for Phase Il of a research project on the °
Preparation of Teachers for the Teaching of Reading and Associated
” Language Skifls :
Gi) - To supply information for Phase Nl of the research project on

induction,

It is thé second aim of the questionnaire that is the subject of this report. It is
Intended that the results outlined below will convey the perceptions of beginning
teachers concetniing the topic of induction, .

. . 0 . . B

RESULTS AND DISCUSSION .

In the samgle, 26.5 per cent of beginning primary teachers wecre moles and
73.5 per cent, females. This ratio {approx. 1:3) was the same as that of the
total population of Okp.T. primary gradustes. The majority of beginning
tenchera were aged 20 (62.3 per cent) while 24,7 per cent were 21; 4.7 per
cent were 22; 7 per cent were over 22; and one beginning teacher was aged 19
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(0.5 per cent). The information and opinions obtained from this semple are
repotted in table form below. The results are expressed as percentages
calculated on the total number of questionnaires returned (N = 215). A 'No
Angswer' column records the percentage of the total sample who Jid not answer
a particular question. ) ’

Descriptlon of Beginning Teachers' First Appointment

To begin this description of beginning teachers' flrst appointment, Table 22 shows
the total number of teachers on staff In the school to which they were appointed, It
may be seen that 20.5 per cent of beginning teachers were appointed to saller
schools. Given that there are seven years of primary schooling, it could be concluded

t the great majority of the new teachers would have at least one other teacher
in the same year level to whom the¥ could turn for heip or discuss their problems.

-

Table 2.2 Total number of teachers at Achool to which beginning teacher 1irst
appointed (%)

No. of teachers Upto5 6«10 1120  21-30  Over 30

in school

Proporiion of sample of 5.6 9 38,4 24,2 17.2

beglhning teachers

Fl

The year levels to which beginning teachers were appointed are shown In Table 2,3,
Very few beginning teachers were appointed 1o the extreme ends of the primary
school (Year | and Year 7). There was a fairly even distribution of teachers
appointed to Years 2-5.

A
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Table 2,3 Year taught by beginning teachers (%)
Compuasite H 2 3 y 5 6 7 N
Year o4 Answer
5.6 79 195 205 B4 163 70 09 42

It was in,terestini to discover to what level of the primary school males and females
were appdinted. A . cross-tabulation of relevant variables shows that no males were
appointed to Year i and 7.7 per cent were appointed to Year 2. This is compared
with 357 per- cent of fém les who were appeinted to Years -] and 2 On the other
hand, 538 per cent of males were appointed to the upper school (taken as Years 5,
$ and 7) in comparison with 15,5 per cont of females, )

It would appear ti..t, even with the appointment of beginning teachers, the teaching
domains of male amd female teachers (upper and lower sections of schools
respectively) are fairly clearly delineated,

"As to the type of classroom organisation to which beginning \teachers were
appointed, Table 2.4 shows that the majority of them (674 per Gent) \vere appointed
1o seli.contained classrooms - and taught most subjects to one d&lass. Another
interesting percentage In Table 2.4 is the 4.7 per cent of teachers who teach most
subjects to one class alfthough they are situated in an open area classroom. This
atcounts for almost one quarter of all beginning teachers teaching in‘an open area,

=

Finally, Tables 2,5 to 2.8 give information concerning the children put in beginhing
teachers’ charges the ndmber. of children In thelr classes; the opinions of beginning
teachers conteming the soclo~economic status of these children; Information
concerning the race of children taught; and finally, the epinions of beginning
teachers concerning the ditficulty of teaching the children in their classes.

3 L
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Tablo 2.4 Beginning ieacl,}ers' present teaching situations (%)
Teaching SHuation .,
Sell-conlaired elassroom, 67.4
teach mosl subjects to one class *
Seli~confalned ciassroom, 6.0
mostly team-teaciing :
o * Open area classroom, . W7
. f téath most subects to one class , .
< Opanrea classroom, ’ 5.8
1&32--1eachlng )
Qthér - 3.3
- No Answer,’ 2.8
Table 2 Tota! number of children In class (%}
Upto 15 16-20 21-26 26-30 31-35 36-40 §1-45 Over h5 No
. - Answer
1.4 7 15.3 3.5 M.z 1.4 1.4 73 47
Table 2.6 Saclo~economic stalus ol area irom which majorly of childrern come (%)
High Mediim Low No .
M Answer
9.8 7.2 67 2.3
Table 2.7 Race of clilldren {%) .
Migrant Aborigingl Average Other  No
Mixture i Answer
9. ° 0 926 &7 08 ’
] . - .
Table 2.8 Diticuity ol fmaching children (%)
~.  Always Often . Somclimes = Sefdom Never - Ne =~
¢ Diftleult Dililc ult Dillicult Ditlicult Dillleult Answer
Y 1.2 " 55.8 29.6 1 0.5 '

Tables 2.5 to 2.8 indicate that beginning teachers' class sizes were generally 26 to
35 pupils; they perceived .he socio-stonomic status of their pupils as medium; the
race of their pupils was an “average mixture” and it was sometimes or seldom
difficult to teach their pupils. . ?

.

Informatlon and Opinicns on Presen_t lnuuctlon‘Proéeduis_

Beginning teachers were asked where they had learnt the most teaching skilse
college. practising school, or in school since employment. As may be seen from
Table 2.9 beiow, the most frequent response was in school since employment (488
per centh A vety small proportion of teachers felt that they had learnt most of
their eaching skills in college. ]

i
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Table 2,9 Oplnlons on wham_b(egrnnlng teachers felt they izamt the most teaching

skills {%)
" i A
Collega Fratlising In schoo! Other No
‘ School slnce Answer
é’ - employment -
7.4 38,6 48.8 3.3 1.9 -
-]

Beginning teachers were asked whether ot not they had visited the school to which
they were appointed before the ccmmencement of first term. Table 2,10 shows that
only 7.4 per cent of respondents did not visit their school Approximately 70 per
cent thought that the visil was at least of some help and almost 30 per cent
believed it to have been either of great or very great help.
Table 2,10 ~ Opliniéns on the helpfulness of school visit prior to the commencement of

first tem {5}

very Great  Some LMl No ,  No No* No ,

Great Help . Help Help Help Oplnlon Visit Answer "

Help

' &

116 o 16.1 40.% 15.8 4.7 0.0 S e 1.4
Beginning teachers were also asked about the hejp that they had refeived in their
‘first montas of teaching’, It may be ohserved from Table 2.1 that the types of help
in which a majority f respondents felt were of 'great! or wery great! help were the

. advice from other ciassroom teacher (71,1 per cent)
) consulting various text books (60 per cent)
+  advice from. the principal (503 per cent),
"The types of help in which the highest number of beginning, teachers (over 30 per
cent) thought were 'of little' or 'of nd help® werer - .
. consulting lesson notes prepared for practising school (32,5 per cent) .
+  attendance at regular school staff meetings (32 per cent) . T
. consulting material and notes provided by college Yuring training (307 per
centh . . T
It is important to note also the Jarge piercéntaée of teachers who answered that
many types of help either were not available or had not occurred. Of particular
—r e interest at the school level are the following:- '
. attending school workshops for beginning teachers (73.5 per cent)
.« working on schiool curriculum committees (63.8 per cent)
_+  observing demonstration lessons (65,6 per cent) .
- attending school meetings for Begirning teachers (35,3 per ceng)o -

It is also_interesting to note that 292 per cent of ‘beginning teachers reported that
they had not received advice from 'other administrators'. A cross-tabulation of
relevant” variables, however, shows that nost of these teachers (26,9 per cent)
taught in the smaller schools, The conclyrion could be drawn that many ‘other
administrators' were not available as a resource, due to the size of the school, A

similar conclusion could probably be warrarted concern
teachers, the other school-based personnel insvolved,

ing remedial and resource

Such a conslusion would not be appropriate, hawever; with some other types of help,

It is especially important to note that many beginning teachers in their first months

of teaching had not taken advantage of {or knbwn about) allendance at meetings of a

. i
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. .
prolessional assoclallon (81.9 per cent) and attendance at a local teachers centre (g0 per
cent), It could be argued that, for some heginning teachers, professional associations
and teacher centres were not available to them, but this would not _ccount for the
high percentage who had not used these resources.

Table 2,11

%

Opintons concerning F<!p recetvad in the lirst months ol teaching (%)

[Aruitoxt provided by exic [

Very Great Some Lille No Mot Mo Mo
Greal Help Help Help Help avallable Oplnlon Answer
Help Not
I oceurred
TAavice from princlpal 191 3.2 A9 7.9 2.0 2.8 0.5 0.9
" |Agvice trom other . R
admintsiratars 13,5 214 24,7 7.9 0.9 28.8 1.4 1.4
Advice trom other
classtoom teachers 367 34 219 33 1.9 0.5 O.Q 1.4
. hgvice from resource *
of remedlal feachers 1'2.6 23.3' 23.2 7.0 37 27.9il 1.4 0.9
Advice from guldance
alllcers i 1.9 4.7 8.8 5.6 7.9 674 2.8 0.9
Advice trom college ‘ )
leclurers . 0.5 5.1 6.5 6.0 :.9 69.8 3.7 0.5
Observing demon~ '
siratlon [essons 60 74 0.2 37 &0 65.6 0.5 0.5
. Aftendance at regular s
school stalf meetings a'.a 13,0 40,5 1_6.7 15.3__— -2_.3 2.3{ 0.9
Aflendance-at school .
meelings lor beginning a4 1917 1B 0.2 56 353 1.9 0.5
. leachers
Altendance at'school ’
wotkshops for begin- 37 s 74 47 23 735 2.8 0.5
ning tgachers )
Warking on schoaot ’ b P ' o
‘ C.:U"'lcl:llum Commﬂlees 2.3 9.3 9.8 402 1-"‘ 68.8 303\ 0.9
Consulting various .
curtteulunt guides - < 84 358 W09 88 19 33 05 0.5
| Consutting varieus ; .
lext books 167 43,3 312 6.5 0.0 '1.9 G5- 0.0
Consulting lassen notes g ) :
prepared lor pl‘agtlsln 60 116 42,3 12.5 13.0 6.5 0.9 . 0.0
* | school - .
‘ Consulting material, . v " L
notes provided by 37 W9 4as 237 70 23 00 0D
cotiege during tralning . . : . ,
Using resource materlal .o ' A
you prepared during 10,2 242 298 223 * 74 TA47 05 . 09
training . n
Allendance at a focal ' ) -
leachers cenltel 1.9 . 6.3 10.2 9.8 5.1 6040 6.0 0.5
Visiling -other schools ‘0.9 0.5- 33 1.2 23~ ) 8645 3.7 ) _* 0.9
Attendinte al meelings . . - ,
of a professtonal .05 28 23 ‘28 28 819 . &5 0.5
assocklion . o .
- ., .
O ‘ . ! 1 W r
RIC w18 . .
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To conclude this section, Table 2,12 shows fiow beginning ‘teachers felt about the
teaching of various curriculum areas iIn their first year out, The curriculum area
thought to be. the most enjoyable and easiest to teach was Mathematics (31,6 and
25,1 per cent of sample respectively). The most frequent answer concerning the least
enjoyable subject was Social Studies (20,9 per cent) while the most difficult was
Reading (27,9 per cent) N

+

Table 2,32 Opinions on Ihe subject that was most/leas! enjoyable and easlest/mios!

.t M - aliticylt to teach to pwn class (%) . :
Subject 1 Mok Leas! Eastest Most difficult
~ Enjoyable Enjoyable ‘lo teach to teach
Music 8.8 16,3 R %3
\ - Malhs N6 . 9.3 25,1 20,5
Viitten Expression ()" 4,7 2.3 1.9 47
Reading (%) a7 9.8 1.4 279
hn 6.5 . W7 17.2 0.5
Speling (# - 05 = %5 10,2 2.8
Oral Comm, {*} * . 4.2 14 2.3 2.3
. IPhys. g4, ‘ ' 7.0 Y8 3.3 x
Social Studies 9.3 20.9 8.8 13.0 .
Science e 7.9 15.4 37 .
larammas (%) 0.9-- 7.9 0.9 37 )
All of Language Arls 4.7 1.4 4,2 5.6
—_ ‘ had . s _
N No Answer 5.1 5.6 4.7 4.7
- {*y It 13 recognised that theso stubjm orecs ore integroted witfiin the totol lenguoge orte

orea, Since Longuoge Aris is such g wide curriculum oreo, however, it was decided to
soparote them, perhaps artificlolly, for the purpoes of thia survay. N

. - - .

It is interesting to note that those \teachers who found a particular curriculum area
+ -the most enjoyable, did not necessarlly find it the easiest to teach (and vice versa),
Taking Mathematics as an example, only 35.3 per cent of the teachers who found:
Mathematics the most enjoyable, also found it the easiest to teach; and only 462 per
cent of those teachers who found-Mathematics the easiest to teach, also found it
the most enjoyable., Interestingly, there were even some teachers (five out'of %3 «
11,6 ‘per cent) who found Mathematics to.be the most difficult to teach, also con-

- ¥

sidered it the mast enjoyable, .

..  Opinions on procedural aspects of a possible systematic induction program. *
Beglnning teachery were, asked whether or pot 3 s;'stematic introduction to tépchiné
{inductlon program) should be introduced sometime during a teacher's first year,
Table 2,13 shows that the great majority (819 per cent) were in favour of such a
program. While this is so, it should be noted that nearly: one-fifth of beginning
teachers were either not in favour of an induction program (12 per cent) or had no
opinion on the matter (4.7 per cent) - - . .
\ ; . .
Table 2,13 Opinlons on whether' a systemalic Introduction to teaching Unduction .
. - pnogram! should be introduced sometime during a teacher’s tirst year (2}

g - . Yes No  No ! Ng '

- - o, ) - Opinion ' Answer - 4 = s

i . . N

< 819 130 %7 05

Q .....r/ o B : 4 .

e L7 . . v ' .




Next, opinlons were s.ught on the who, when, where, how and what of an Induction
program. First, Table 2,14 below sho'ss that the majority of beginning teachers (712
per cent) felt that an induction program should be school-based, Teachers centres

were not excluded, however, with 209 per cent {avouring them, . . .
Table 2.14 Opiniens en where the Induction program should be mainly conducted (%)
Colleges Schools  Teachers Colleges QOther No
: Cenfres Schoeols & Answer
Cenires
. 5.1 A, ‘{1.2 09 - 0.5 9 0.5

As to who should conduct the induction program, Table 2.15 shows that almost one
half of the sample believed that the most appropriate persons were 'experienced
classteom teachers' {483 per cent) As to-the opinion of the remaining beginning
teachers in the sample, perhaps it could be concluded that most saw the conducting
of an induction program as a co.operative process between various different
individuals within the profession, A glance at the table shows that only 10.8 per cent
of them answered that any one particular type of person should conduct an induction
program (Scheol Principa.lsﬁ per centj Advisory teachers 42 per cent; and staff
from Teachers Centres 1,9 per cent)h .

a -
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Opinlons on who should conduct the Induction program (%)
\ i School principals 4.7
' “ College tecturers 0.0 ¢
* ) Schaol princlpals In consullation with colleges 9.3
Coliege lecﬂr‘ers In consullallo_l! u_vllh school 82 -
princlpals " — — -
— _Advisory leachers - 8,2 "
"‘ o - . Expeﬂ.anced_ ¢’ 2stoom leachers 48.8
. . . Slatf from Teachers Centres ) 1.9
B - Other . 268
. No Aniswer ) 09

4

Two questions were asked relating to when an induction program should be

conducted. .First, Table 2.16 shows that the majority of beginning teachers felt th=t

* an induction program should commence at the beginning of the ¥ear (77.2 per Sent) "

- . -—

-

Tabld 2,16 ‘Gpinlons on when the Induciion program should gomme’nce (‘!é)
B Beginning of the year . 77.2
Middle of the year 12.5
‘Tou-rards end of lhe )'rear ) ﬁ“ .. 23 )
Other . * 8.5 i
No }\nswari- ’ 05 7

Table 2.7 then gives furiher details about when an induction program should be
conducted. This table is interesting for several reasons. To begin with, thete was a
substantial minority (31.2 per cent) of beginning teachers who felt that an induction
program should be held solely inside school hours, | .
The majority of the sample, however, took a different view on_this matter, There
were 81 per cent of beginning teachers who were prepared te spend at’ least some

.t .

“'r ) ‘ Al ol L] "
" “u . N LY T— 120 + ’ .
. . ) ’ . " . .




B ¥

'ERIC

oA 1 Text Provided by ERIC

}

- time oulside school hburs during term, for particibation in an induction program, with

12,6 per cent of the sample actually feeling that the’program should be conducied
solely outside school hours during lerm. There were also some teachers who were
interested in the conducting of all or part of an induction program during vacations
(15,9 per cent total), : ) .

Rl
-

Table 2,17 Opinlons on when lhe Induclion program should be conducled (%)
> in schoel hours durfrig Term Y nz
Culside school hours during term 12:4
Durng school vacatlons 1.9
Both In and sulside schoot hours during lem 9.4
) Bolh in school hours durlng term atid during < 4y
vacalions

Bolh putside school hours during term and

durlng vacations 1.4
Bolh In, oulside schodt hours during Term 1.9
and during vacatlons
Clher 0.9
Mo Answer - 0.5

Tables ‘2,18(z) and 2,18(b} show beginning teachers' opinions on the number of hours
per week and also the number of weeks for which the program should be conducted.
The tables show that only a minority saw an induction program running much longer
than a school term (approximately 12-15 weeks), It is also of interest that over half
(58% per cent) of the sample thought that either 1,2 or 3 hours a weck should be
devoted to the program. ’ :
« !
Teble-2.18(2) ° Suggested hours per week 1o be devoted to the Inductlon pregram (%)

1 2 3 h, 5 € "7 § =9 10 1120 Over MO
i ’ + ’ 20 Answer

»

S22 263 w9 65 8.5 1.4 ‘1.& 0.5 05 23 <41, 143747

" Table 2. 1'5122 Oplﬁlnns on the number of waek:; tor which 1h; program. should be con-‘
ducted, (%) - .
-5 6-10- . 11-15 16-20 Over20 . Other No
M ~. Answer. ’
- 373 . 3,7 67 ¢ 2% 3% 23, 40

When the two variables in Tables 2.18(a) and 2.180) ace multiplied, the result is the

dotal cnumber of hWows which beginning feachets feel should be devoted to an

induction program. This resiilt is presented in Table 2,19 below. It shows that the
majority (61.D-per cent) gave answers between } and 20 hours,. The large range and

" stapdard deviatior; however, show that beginning teachers by no means ‘Sharé any -

+ copsensus on.the number of hours that should be given to an induction program.

- 1

%

. = x,
“Table 2,1 * Oplnlons un iotal indu-*ton hours desired (%) :

Frequenty (Percenia'gw—“ Range Mean -Medlan Standard
* o~ s Deviallon

S =10 . 1120 21450, . Over 50

™. hours hours *“hours  hours }° -

Tt y » . -
Ao~ 279 242 140 3-3%2 . 3542 18,00 54,09

-

hours - hours hours hours .
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in summary, the preceding paragraphs indicate that:

. The majority of ﬁeginning teachers not only support an induction program
but also feel it to be of sufficient importance that they are orepared to
give at [east some time outside the normal school hours.

+ - Most beginning teachers fslt that this program should commence at the
beginning of the year and should be conducted mainly in the school

N Halt of the beginning teachers believed that experienced teachers should
conduct this program add most of the others felt that it shouid be a
co-operative process betwgm different sections of the profession.

. Beginning teachers expressed ho consensus on the number of hours that

!

should be devoted to induction.

Oeinions on_desirable content of a possible ind\;ction profram
L]

Tabie 220 gives Iieginnin.g teachers’ opinions on the topics which could be inclided
in an inductlon program. The topics which over 90 per cent thought 'desirable' or
very desirable' were the following:
+ dealing with learning problems (963 per cent)
. planning of CCP (94.9 per cent)
handling of children with behaviour problems (92,6 per cent)
«  methods of teaching In curriculum areas (90.2 per centh

Summing ‘undesirable' and ‘very .undesirable' columns. reveals the most unfavoured
topics to be:

. Philosophy of Education (469 per cent}

. Sociology of Education (46.5 per cent) .

+  Theories of Education {46.] per cent} , s
‘Educational Psychology (40,5 per cent). ”

When ‘2ny future induction program is being planned, it would be Important to .
consider the above topics for inclusion (or exclusion} in such a program. This Is nét
to say, however, that the most favoured or unfavoured topics should be the only
basis for decision-making conceming the, content of induction. To Some beginning

* teachers, other topics were also uppermost in thelr minds. For example, .100:per cent-

of those teachers who worked in an open area classroom but taught most subjects to
one class, thoughf” the topic leaching Inan open area sltuation was either . 'desirable’ or,
very desirable' . The point to be made herd'is that while the above topics should be
considered carefully, the most suitable induction program will undoubtedly be one

" that remains flexible and attempts to cater for each individual beginning teacher's

ERIC

. heeds, ¥ o .
Tabie 2.20 dﬁlﬁla‘n}; on toples which could bs included In an Induchion program (¢4}
Topic : Very Dest~  Neutral  Undesir- Very No
- . Deslr-  able able Undasir- Answer
able , v able
. o . C e
Generat teaching S, 0
sirategles . ?0.7 . 36:3 18.6 1.2 b . 1.9
Use of teaching materals | - ' - .
and resources 1 8.6 ) 50.2 A ] 14 0.0 1.@
School adminisiration - : .
procedures 1.2 498 30.2 8.4 0.0 . 05
Deparimental regu- : ' . )
latlons ? . &4 . Shh 30:2 5_.6 - 0.9 0.5
. jKnowledge of law of 63 546 274 33, . 00 - 14

Interest 10 teachars ..
Planning of ¢.C.P. 1.2 237 28 L%, 00 4 05

‘ . s 22
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zoplc very Desir-  Meulral  Undesir=" Very Mo
- R Degir-  able able Undeslr- Answer
. able . L able
Pblifosophy of Education .} ° 0,9 13.5 ki 36,7 10,2 0.9
Providing Individuatised ' .
Instreetion 3241 45.8 14.4 2.3 0.5_ 0.9
Relating to parenis 35.3 50.7 12.1 0.5 0.0 14
Soclology of Education 14 116 40.0 3.7 8.8 0.5
Educational Psychology 3.3 22,3 © 330 3.2 53 0.y
Organising and teaching
In a group situatlon ‘42 3 44,7 : 1.2 1.4 0.0 0.5
Theortes of Education . | 0.9 102 B 345 1.2 0.9 .
Melhods of teaching . ’
0 et aﬂ? rane 549 353 8.8 0.5 0.0 ., 05
Qrganlsing and implement- . )
Ing extra-cymicutar 26.0 54.4 177 0.% 0.5 0.5
activitles | y '
Using community rasources - ®
{ncluding peopie In the 27,9 §3.5 16.7 0.% 0.5 0.5
classroom) . .
Dealing with learning
problems 64.2 32.1 , 2.2 0.9 0,0 0.5
Teaching In an *open !
area situation 274 N 414 2h.2 6.1 ¢« 1.4 0.5
T -
Handling of ¢hildren with
behaviaur prblems ° 63.3 259.3 5.1 1.4 . 0.0 0‘.9
\ ' !
P . ‘ i
o ‘
. . .
5 L]
- -~ b . L]
", N .
[
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! PHASE 1l
THE QUALiTIES EXPECTED OF BEGINNING PRIMARY TEACHERS

1 g

The aim of the third phase of the project was to identify those qualities which were
regarded as desi.able In a beginning primacy teacher. Opinions concerning desirable
characteristics of beginning "primary teachers were sought from a number of groups
of eddcators. These were staff in teacher education institutions, Inspectors of
schools, primary school principals, experienced teachers {with at least five years

teaching "experience) and beginning teachers. ' -

The third phase of the project was itself divided into a number of stages. Firstly, a
list ot qualities of beginning primary teachers was developed. After trialling and
modification, items in the list were rated by each group of educators with respect
to their jmportance as a characteristic of a beginning primary teacher.

.‘{ \
L €

Deveioping the List of Qualities ) .

- 4

A sfhan sampld of each of the groups of educators was contacted by ‘mail, Each

persen coitacted was asked to list those professional and personal characteristics
. which he considered were desirable qua_lities of beginning primary teachers at the

start of .their teaching careers, ’

’ [

it wal emphasised to respondents that their list should not be restricted to teaching

competencies. Respondents were encouraged to list any quality that they considered

w?s an jmportant charactetistic of a.beginning primary teacher. .

"It was, decided that, in the first szag%, the sample size should remain reasonably
small; To achleve this, and to ensure that significant numbers of each sub-group (e.g.
teachers in Government/non-Government schools) were included in the sample, it was
necessary to include more representatives of some sub-groups than would have been
normally included with .equal probability sampling. Thus, principals, experienced
teachers and beginning teachers in Catholic schooly were over-represented in the
sample. Further, six lectwers from each college of advanced education were chosen.
Large colleges were therefore under.represented and small  colleges
over-represented, As there were only 33 primary school inspectors, all were included
in."the sample. Some loss of representativeness was traded off against ensuring an

. adequate representation of important sub-groups. ’ .o '

2
The nugber of persons selected from each group, together.with the response ratey
after one follow-up letter, is shown in Table 3.(¢ - - ¥

* .

.

Tabte 2,'1 . Samplé and Rgspt;nse Rales for Initlal Request lo supply Desirible
-;/ Characledslics of a Beglnning Prmary Teacher . .

Educalional Group : . Number Number  Response’

In sample returned rate
Lecturers © . T ] T 41 ”: 85%
Inspectors ) . 33 cr KL
Principals . \ " oue 45 - 92%
Expetlenced Teachefs —_— 48 '. 3 L
. | Peginning Teachers - . ) 47 37 9%

¢ . L . .
The, responses received were reducedto discrete statements or concepts, In all,

‘1,569 separate ideas wert received from the 192 respondents. These comprised 3285

from “college lecturers, 248 from Wnspectors, 358 from principals, 292 from
experjenced teachers and 223 from.beginning teachers, - s L

.
a F -

Each discrete statement was re-written onto @ card, Each of the five sets of cards
was then sorted and re-sorted.into a smaller number of categories. During sqrting,
responses from each group of educators were kept apart from the responses of the
othet groups, . o . '

- [

)

’e: i i N . B ;,7.‘ , 24 i . ) . . 4 .
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Criginally, it was planned to form a separate categorised list of desirable qualities
of beginning primary teachers for each group and to label the categories separately
for each group. As sorting proceeded, however, it became apparent that there was a
high degree of similarity in the categories across the five groups of respondents,
Thus, while the cards were still sorted separately for Jecturers, inspectors,

1+ principals, experignced teachers and beginning teakhers, it was possiblp to give the

&
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same names to the categories for each of these groups, Thete were, of course,
differences in the number of times each category or quality was referred to by each

group. In some instances, a particular category of reasponses was not mentioned at all .

by cne or more of the groups. |
a4

Those ca'tegories of qualities which were referred to at least four ‘times by any one
-of the groups of respondents were retained for use in the Aext stage of the utidy. A
total of 44 items were retained using this criterion. S

Before sending the list of desirable qualities of beginning primary teachers to a
larger sample for rating, it was decided to trial the jtems. Bachelor of Education
students at a Brisbane college of advanced education and teafhers at six Brisbane
primary schools were inyolved in the trialling, The sample size for the trial was 185,
Respondents were -asked to rate each item in terms of- thg importance they
considered it had to being a successful beginning primary teacher. In addition,
respondents were asked to comment on itemis they considered were ambiguous ¢f not
clear,

-

[}
As a result of this trialling, minor modifications were made to a number of items to
vemove ambiguities and unclear wording. In addition, one.item was split into two'
. separate jtems. A total of 43 items was thus used for the next stage ol the survey.
L] o L

The trial was also used to und&rtake a preliminary factor analysis of the items. This
was done to determine the underlying dimensions being measured. The factor analysis
produced & six factor solution. It was decided, however, that before committing the
research to these factors, further analysis would be undertaken on the full sample to
be used in the final found. The results of the initial factor analysis are therefore
not discussed further at present. ' .

Sampling and Method for Final Round

The final round of the third phase of the p:roj}fé't involved obtaining ratings of the
k5 items from-d larger sanle of each of the groups of educators. - .

In selecting the samﬁle for the final stage of the survey, care was taken to engure
that; within each group, all subjects had an equal probability of being selegted.
Furthet, the sa:)mple wag cliesen.so that the number of subjects selectedl for edch
group was approximately equal, This was not possible, of course, for the inspectors
as there were aniy 33 primary-school field inspectors In service.in Queensland. The
~sampling techniques are described below. . ‘
A list of lécturers who were inwlg‘éd in teaching Diploma of Teaching (Primary)
students was compiled for all colleges in Queensland, Although Brisbane Kinder.
garten Teachers College offers a Diploma of Tedching (Early Childhood), lecturers
from that coltege were included.as graduates are eligible to teach in the lower year
levels> of primary schools, Thé list included not only ‘method’ lecturers, but also
those engaged in subjeGts such as Philosophy of Educatidn, Educationat Psychology
and Sociology of Education. Lecturers taking ‘general studies’ subjects in the
. Diploma of Teaching (Primary) course wede also included. Thus, those taking cour'ses
such as Engfish Literature, Linguistics, Forelgn Languages, Computing, and so on
also_formed part of the’population from which the sample of lécturers was drawn,
Within each college, a random sample of half of the let_:turers was chosen for in-

)

clusion in the sample., - N u

. i:rimary schoots in Queensland were stratitied by type {Government or Catholic) ar}d

[ocation. Within, each stratum, a.random sample of oneufifth of the schools was
selected. Principals of these schools were jncluded in the sample. The sample
excluded principals of small oneteacher schools,. . : Y
Using the same sampling frame described above, a random sample i one in iort\r
experienced teachers was chosen. Experienced teachers were defined as those ‘who
had been teaching for at least five ycars, !

b .
n__‘ win g
¢
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One-quarter of the graduates of the Diploma of Teaching (Primtary) course from each
college was selecred for the sample of beginning_teachers. Only these graduates who
had actnally taker: up a teaching position in a Queensland primary school were .
chosen. ‘.' B * i -

- - - -

. 1
As previcusly noted, all primary school field inspectors'were included in the final
stage of the survey. .

Those chosen in the sample were forwarded questionnaire instruments by mail. A
reply-paid envelope was included. Sampling details and response rates, after -

fo{low-up letters, are summatised in Table 22 . = N
N N . N
LT Tabie 3,2/ Sample and Response Rales for Final Round Questionnalre o
' Educallonal Group Sampling Number _ Nimber Response
- ratlo !n sample  responding v'rate_ -
° . Leclurers " tin? 98 166 8u%
inspectors ATt 3. 97%
Princlpals . 1ins t20y 191 L
Experitnced Teachers 110 49 198 162 _oa% o
.. IBeginning Teachers 1me 18 15 " 82%e

* -

Subjects sampled were forwarded a questionpaire containing the list of 45 desirable .
qualities of a beginning primary teacher which had been coggiled from the responses .
to the earlier open-ended-invitation to list desirable charad ristics_of new primary .
teachers. In the final round, respondents were asked to rate each statement bn a

five point scile, indicating whether they conuidered the quality was essential, very
impprtant, moderately important, siightfy important or unimportant to bemg a

. sucogssful beginning teacher. Respondents were also asked to list, in ordet, what
- they ‘considered were the five most important jtems. ) - ’
- D;scrigtion of -Resmndeng P - ' . t .

[

In addition to asking respondents to rate each item, the qumionnair'é also sought
' background information on each of the respondents. The information cdliécted, while
differing for the various groups, inciuded sex, age, teaching experience, type,
Iocation and size of sctool, type of classroom and year levels taught. Differences in >
ratings, of the items for the .various sub-groups, eg. 3 comparison of ratings of -
. teachers in Government and non-Gavernmént schools, are not discussed in vhis, -
"“report. For reference purposes, a brief description of each group of educators is
given l:elow. . . -
*Slightly more than three-quarters of the lecturers were male. Their age range was
generally from 31-50 years, although 20 per cent weré more than 50 years of age, A
. majority of the lecturers (65 per cent) had at least one year's experience teaching In
a primary school. All [ecturers who responded also'had at least one year's experience
as a lecturer, with the largest percentage haying betiween six and. 10 years
experience. In addition, the largest proportion (¥2 per cent).had been in their
present college for between six and 10 years, Two-thirds of the Jecturers Were™
- involved in taking 'method’ subjects in the Diploma of Teaching (Primaty) coutse.

. . i

All but three of the 32 inspectors responding to the questidnnaire were male. All but
four were aged more than 40 years, with the largest proportion (47 per cent) more
than 50 years old, Of those inspectors responding to the questions about teaching .
experience, all had some experience in primdry scheols, either as a principal or as a

s . classroom teacher. Indeed, 29 of the '32 inspectors Had more than 20 years
experiencé as a primary principah Four-fifths of the inspectors had been inspectors

for betwben one and+]0 yeark, Two inspectors had experience,js lectirers in a A
& . tertiary institution,, o . ) .
<Of the principals who responded, 85 per cent were male. The highest phroportion'(fp .

per cent) were between 31 and 40 years old, with only a small proportion (8 per
. -] ,

ta - ~
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cent) under 30, More than h+If the principals had more than 10 years experience as a

" principal.” Six principals had some experience as a staff member of a tertiary

institution. Slightly more than half of the principals undertook teaching duties within
thelr school * | a

The schools from which the responding fsrincipals were drawn were mainly Govern.
ment (79 per. Zent) Most of the principals were in small schools with fewer than 10
teachers, and half of the schools were located in the country. A sig ‘ficant majority
of the schiools (65 per cent) had fewer than one-quarter of classrooms which were of
the open~area type, and still more (80 per ceht) had fewer than one-quarter of the
teachers involved in team.teaching, .

The experienced teachers responding to the questionnaire were predominantly female
(68 per centh They had a wide spread of age ranges, but the highest proportion were
between 31 and 40 years, Nearly half of the experienced teachetrs had been primary
teachers for between Il and 20 years, with a further 20 per cent having more than

20 years’ experience. Few had experience as a principal, and only one teacher had |

experience, as a lecturer In a tertiary institutlon. There was a reasonably even
spread of experienced teachers across the seven year levels, Slightly more than half
of the experienced teachers taught in - self-Contained classrooms, teaching most
subjects to one class, About one-quarter taught pupils in an open-area classroom.

* .
The schoels in which the experlenced teachers were teaching were mainly Govern-
ment schools (81 per cent). Slightly more of the schools were located in the metro-
politan area than .were located in ejther a provincial city or the country.
Three-quarters of the experienced teachers were teaching in schools in which there
were more than 10 teachers, with 40 per cent in large schools of more than 20
teachers.

The beginning teachers were also mostly fema.: (83 per cent). The overwhelming
majority of the beginning teachers were under 25 years old, although a small number
(2 per cent) were more than 25, About two-thirds of the beginning teachers were
teaching classes in years 2, 3 or 4. None were taking Year 7 classes. This confirms
the finding of Phase Il of the project that beginning teachers were usuaily appointed
4o the middle year ievels within the school (see Table 2.3} Thirty per cent of the

> first year teachers were teaching in an open-area classroom.

The great maiority (91 per cent) of beginning teachers were jn Government, schools,
and in schools with at least 10 teachers %8# per cent) Slightly mote beginning
teachers were appeinted to country schools than either metropolitan or provincial
city schools

The Priorvities of the Respondents Lot s . a} —
The major focus of the survey was to identify those quaiities regarded as important

to being a sycressful beginning primary teacher. A useful way to consider the
priorities izt examine the order of importance in which the items were placed.

Each respondent contacted by gquestionnaire was asked to rate each of the items In
terms of l6s importance for being a successful beginning primary ieacher. The scale
used for “~*ing was 5 - essential, 4 - very important, 3 - moderately important, 2 -
slightly important, | - unmportant. T~

Besed off this scale, a mean score was calculated for each Item within 2ach group of
respondents, These mean scores were then rank ordersd within each group. Based on
assigning an equal weighting to each of the groups of respondents, an overall
rank.ordgring was also calculated, . *

The rank order of the items for each group is shown jn Taule 33, The ltems are
listed in overall rank order. (The mean scores are provided in Tables 37 w 3.10.)

* /
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Table 3.3 . Bank'Order of llems lo: each group, Usted by Overal) Rank Order
. = .
el . . ITEM - - -JOVERALL | LECTURERS- INSPECTORS--PRINCI=--~EXP. ~~~ —BEG,”
NO. ' PALS  TEACHERS tEackERs | -
44, [Ablily t> communicate ° 4
affeclively with ¢hiidren | ! ooy 3, 2
6. {Genulna Intéres! In and e
Iking for childsan 2 2 ¢ 2 1 1 3
. : “ * * .
11. {Enthuslasm In cairying " -
oul 1eaching role - 3 3 3 2 3 6 "
18, [Commitment lo leaching | 4 b 4 5 9.5
33, |Pallence and self~conirol 5 L %57 8 4
15. |WHliingness to accept - *
dvice and guidance 6 25 5 b _10’5 7
& |Abiity o effeclively )
dscipine pupts 7 25 14 95 8 1
14, |Proficlency in us2 of ° L
English (including lluent B 6. " CR- [ 17.5
spoech) . -
22. [Readingss lo seek advice | ¢ 15,5 9.5 7. 13 135
7. [Warm approach 10 2 -7 13 105 17.5
12; [Knowledge of teaching . ~
methods In major " 8 17 14.5 -8 11,
cufriculum areas
26, |Abliity to provide an o -
ppropriate atmosphera 12, 5 15.5 B 1 9.5
for learning
29, :i?t:irr:;m approach lo 13 1. 28 P 6 12 30
16, [Awareness of professlonall |
responsibliities assoclaled] 14 21.5 ] 12 3 ¢ 21
v{llh being a feacher
2 gm!:zu:g';f:g%; Cerrenl 4o 1% 22,5 16 18 5
30, {Ablilty 1o plan work _ -
orograms 1.6 15.5 255 175 .21, a
37.Resllence In face of- 17 19 10 2 " 135
+ 3. |5kl In Inlerpersonal .
relatlonships B 7 125 3 19 16,
21, |Flexibiity In approach
_|to teaching W19 13 26.5 28 16.5 12
§3. Backgraund knowledge "
of subject matter of
primary school cunicula 20 10,5 22,5 22 26 24
{e.g. Maths>concopts,
* |Sclentllic facts) |
A -
40, |[Respact for oplinlons of p
0"3%‘ 21 27 15.,5 . 21'!- 16.5 27.5
9. |[Knowledge of basic » .
clussroom management 22 18 195 - 25 23 23
procadures
17. |Famiianty with curlculunt - .
guldes, thelr 2ims and 23 ‘23 21 20 21 29
otjectivas T, -
21 - .
— 0 28"

-




. L wr
,

. ,Table 3.3 {conld)

»

RANK

|
. loveaucd

TTEN 1TEM . LECTURERS TUSPECTORS_ PRINCI.  EXP. BEG,
. E 4O, _ - PALS  TEACHERS  TEACHERS
a 27. [AbiiRy to cater for . ) A
Individual differences In 24 10,5 a7 . 27 27 19
- |pupils ' . .
10, |Ablity lo workc In - .
. Zoperation with other 25 | -25 26.5 17:5 21 »2
members ol staff ) . *
“ 5. [Knowledge-of evajuation * " ; )
technlques 5‘ 26 E) 2%5 29 0.5 20
" [ 25 [Cenfigence tn abiltty to
- peﬂgrm leaching tasks. &7 29 & .30 27 -.15 .
23, |SKil in"ustng questioning | . 4 - ’
tachilques 28 21,5 5 kF 28 22
13, |Recognition of nead lo
be punctual . 29 . 37 19,5 1" 25 k1
1. {Willingness to parlicipale .
In professlonal develop~ A k1 12,5 1%.5 3%s a7
- menl aclivilies .
36, |Possesslon ol a range of :
tcaching techniques k) | 20, a3 35 a5 25.5
42. |Broad, general knowledge| 32 a2 29.5 k) 2 n
20; [Sense’of humour 33 335 39 %5 24 27.5
24, [Kaawiedge of child ‘
L growlh and develop- 34 17 2. 36,5 33 35
menl -
3a, |Concem for parsonat . .
appearancs a5 40 28 . 22 34 36
L L)
1%, |Pror practical experence
I a varlety of teaching 36 33,5 38 kL 375 25.5
slluatione . ’ . .
41, | Abfiity lo write clearly . :
on Ihe blackboard 37 k ;] J5 - s 3%
| 21, {#High slandard of : X
. parsonalmorafly k| w2 24,5 26 3% a9
28, [Willingness 1o become
e Involved tn exlra-, ag as k]| 23 40 4o
" currlcular activitlas
32. | Awareness of soclal and ¢
cultgist Intiizneds on_. 50 35 L2 L1y -4 o
educallonal praciices
2%, | Knowlaedge ol Iheories . -
" |undempinning educallonal | 41 3% Eh | 41 4% 42
praclice
8, | Goodresulls from pre- .
service course 42 41 40 42 43 43
34, J Abllly lo carry out,
school adminislrallve 43" iy 44 i 42 41
precedures
45, | inlares) in pursuing furlher * )
acadenlic sludy 44 43 43 43 4% LT
35, | Understanding of organ- s
fsatfon and administration .
of educallon In 4 45 45 45 45 45
Queendland -
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. genuine interest in and liking for children g

H . N ' . Ja -
Table 3.3 shows that ine most important qualities expected of a beginn'ing primary
teacher, as perceivad by all the groups of educators invelved in the study were:

» " ability to communicate effectively with children _ .

. enthusiasm I.r. carrylﬁg out teaching role
- commitment to teaching .
. --“patience &nd self-control, . .

Each of these items was not only ranked in the top five overall, but was also rated
amongst the ten most important by each group.

As noted previously, respondents were also requested to list, in order, the five most

“important qualities of a beginning primary teacher, Table 3.4 indicates the proportion

of respondents who named particular items as the first preference. Only those items
which were given ,t.rst p"eference by at least 5 per cent of any one group are
shown, .

[N -
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fable 3;4 Proporilan of each group giving first preference lo items
. PROPORTION WAMING TTEM AS FIRST PREFERENCE
e . TiEN ~. |OVERALL | LECTURERS IMSPECTORS PRINCI-  EXP, BEG, |
NO, . PALS  TEACHERS _TEACHERS |
- x 1 B 1 ‘1 1 %
6. JGenulne interest In and ,
Fllklng for chlidren 0 W 3 0 34 . 28
18, {Commiiment lo leacking | 14 13 9 20 1 10
49, |AbMIly lo ccmmunicale ' :
lellecllve[y with ctndren | 1 2 3 8 ? v
11, [Enlhusiasm In carrying
oul feaching role TN 2 i 8 . & 3
&, tAblitty lo elfeciively
discl um;‘}u ' 4 .- 3 1 5 10
3. 5k In ierpelsonal X
relallonl:hlps 3 o3 10 1 1 1
29, [indusirious appreach -
lo leaching @ 1 7. 2 : 1

An examination of Table %4 reveals a similar picture with regard to the most im-
portant qualitles as is shown by Table 3,3, Table 3.4 shows that four items In par-
ticular were given first preierence by a reasonably large proportion of respondents,
These were: i

. genuine inte It t in and liking for children (30 per .cent)

. commitment t teachh&'(ll} per cent)

. abitity to comthunicate effectively with children (10 per cent)

+  enthusiasm in ?rrying out tedching role 1(7 per cent)
The least important qualities of those in the list can also be seen from Table 3.3, It
cannot be inferred, however, that these Items are unimportant. The items were

compiled lrom an invitation to'a small sample of cducators to list the desirable
alities o1 2 beginning rimary teacher. Notwithstanding this, of the ltems in the

. ugiderstanding o orgamsatmn and administration of education in Queens-
land ——

. - interest in pursuing further academlc study
. ability to carry out school administrative procedures
N

I 2 3p
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.+ good'results from pre-service course-,
. knowledge of -thedries underpinning educational practice.

* As well as being ranked inong the five lowest En':era]l, each of these items was dlso
ranked in the ten least important qualities expecied of a beginning primary teacher
by lecturers, inspectors, principals and teachers.

In additior. to considering overall rankings of items, ditferences in rankings alaong
the various groups are also of Anterest. Dilferences have been regarded as ,
significant only if they meet two crilteria, Firstly, there must be a statistically
- significant difference Zt the 01 level) iy the mean rating of the item among the
groups. Secopdly, any differences detected In this manner are discussed only if the
- - rapkings between the groups are'judged to be meaningful. Some value judgment is
clearly involved in selecting these items to consider. A

It

- Using these criteria, dlttereqca between the groups are discussed for {6 items.
Beginning teacher’s tanked thesfollowing itenis more highly than did other groups:

. ability to effectively discipline pupils K -
. ability to prepare a Current Curriculum Program
ability .t plan work programs .

. . . confidence in ability to perform teachirg tasks. )

Probably the most striking difference Letween beginning teachers amd the other
groups is In the beginning teachers' ranking of abilily to effectively discipline pupils. Be-
ginning teachers felt this was the most important quality. On the.other hand, It was
seen as only twenty-fifth mest important by lectwrers, The concern of beginning
teachers for being able 1o discipline pupils is apparently not shared i:y all of the
other groups, with lecturers showing the least concem.

There was also a striking difference between beginning teachers and other groups in
[the impertance given to being able to prepare a Cument Curdeulign Program. This  item
was ranked fifth by beginning teachers, but orly fourteenth to twenty-third by the
- other groups. It could be argued, then, that beginning teachers have a eoncem for
knowing how to prepare a Current Curriculum Program, which is not shared to the °
same extent by lecturers, Inspectors, principals or experlenced teachers, This is 2lso
true, to a lesser extent, for planning work programs and for self-confidence.

The tollowing desired quallties of beginning primary teachers tended to be ranked
more highly by inspectors and principals than by the dther groups:

. industrious approach to teaching
. willingness to participate in professional development activitins
.~ recognition of need to be punctual

- +

+ . concemn for personal appearance v
. high siandard of personal-morality.

« It should be ngted that, although the last™two items above were ranked higher by
principals and inspectors thar by lecturers or téachers, they were not highly ranked
by any group. Of the above items, the most noticeable difference between principals
and inspestors and the others occurs in their ranking of Induslitous approach lo leach.

. Ing. This quatity of a new teacher was ranked sixth by both inspectors and
principals, but only twenty-elghth by lecturers and thirtieth by beginning teachers

Conversely, Hexiblily in approseh lo leacalng was given a lower priority by Inspectors
~and principals than by teachers and lecturers. :

Lecturers tended to rank the following items more highly than did the other
educators: ‘
. ability to provide an appropriate almosphere for learning

1 . skill in Interpersonal relationships
\‘ *
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' 'background knowledge of subject matter of primary school curticula

-

. ability to cater for indwidual differences in pupils
. knowledge of child growth and development.

On the other hand, lecturers considered wllllngness lo accept advlce and guldance to be

of Jower priority than did the others, . !

It can be seen ‘that two of tie items ranked more htghly by lectuers were Con.

cemed with pup:l learning, while two others were related™to the knowledge. which
- the beginning ptimary teacher can bring to-the classroorﬁ situation,

Two' other interesting points can be made in general about the rankings. Firstly,
principals and inspectors tended to agree, more than any other two groups, in their
rank.orderings of the items. This is hardly surpnsr‘pg givén the background of the
inspectors, Secondly, the evperienced teachers rarely rankeq an item as a higher or
lower priority than all of the other groups. That is, they tended to take the middle
ground between the positlons of the other educators. . \

The rankings discussed above m,dicate the priorities that a number of ‘relevant
groups give to” the list of qualxtms of beginning primary teachers, They do not
reflect, however, the tmportance, in absolute térms, accorded to each quality.

For example, know:ng thdt an item is ranked seventeenth gwes little indicatipn of
whether the item is considered to be an essentjal, mederately important or un-
important quahty of a beg:nnmg prtmary teacher, To show this, the mean item score
is most appropriate. * .

Exploring the Major Dimensions bei_ngmeasurea I;y_the Items

Before exdmining the individual item means, it was decikded to mmstigote if the
items were measyring a number of underlymg dimensions of beginning teacher
qualities.

To investigate the underlying dimensions of teacher qualities being measuwred, the
items were factor analysed, image factor analysis produced four factors. As reported
earlier, a six factor solution was detived from a factor analysis of the trial stage of
the Items. As was to have been expected, there was some discrepancy between the
two factor analyses. However, the same major clusters of items appearwd in both
varimax-rotated solutions. A good deal of confidence can thus be placed in the
stability of the factor solution, The factor analysis of the final stage produced a
mote elegant solution than the trial analysis, Given this, and the fact that the final
analysis was based on a much larger number of cases than the trial (703 vs 185), it
was decided to adopt the four factor solution for further cdnsideration.

The results for the four factor solution are.shown in Table 3,5,

-

feble 3,5 * Faclers derived from ‘Deslrabte Characterislics of a Beglnnlng Primary
Teache Questionnaire
Fagtor 1 ' Loading
o Technlaues of Teaching
E .
2, 'Abitty %o prepare a Current Curriculum Program 56
4. Abliity to etlegtively discipling pupils 37
5. Knowledge of evaluatlon techniques 57
9. . Knowledge ol basic classroom management prq’cedures v S50
12, Knowledge ol teaching mettods In majer cutrlculum areas 56
17. Famiblarity wilh currlculum guldes, their aims and objectives 57
19, Prier praclical experience In 3 varlely of teaghing siluations 41
|23 Skmt In using questioning techniques 51
27. Abliity to caler for Individual ditlerences In pupils* H2
30,  Abliity to plan werk programs 63
34, Ability to carry out school administrallve procedures 36
36, Possessloa ol a range ol teaching technlques 45
25




Table 3,5 {contd} o,
42, . Broad, general knowledgerx . 29
‘ ) 43,- Background knowladge of subjecl maller ob|:vrlrmar1[r school
L . cumicula (8.9, Maths concepls, Scianllilc facls) A3
) Fagior 2 . - .
Profasstonal Qualilles
%
0. Abllity to work In co-operatton wilk other members of stait - 237
13. Recognition of need fo be punciual T S5
- |14, Proliclency In use of English (Including lluent speech) 2
15. Wilingness to accepl advice and guldanes 53
' 16,  Awareness ol prolesslonal responsibillfles assoclaled with be[ng a leachar 39
22. . Readiness io seek advice 39
28, Wllingness to become volved Iextra-curricular achiviites 43
o 29, Industious appreach to téaching . ¢ 51
l 31, High standafd of personal ‘morality 57
38, Concem for persénal dppearance - s g4
. [ %1, AbIfly to write clearly on fhe blackboatdx . v A6
Factor 2 |
,  Personal Characfenstics
-
3. skilin Interpersdnal retationshtps 43
&, “Genuine Interast In and Iking for chitdren . i3
7. Viarn spproach Al
11, Enthusiasm in carrying out teaching rates A2
18. Commitment 1o tdaching . . . 38
20, Sense ol humour ) &b
21, Flexibllity In approach te leaching 49
25, Conlidence In abliity to perform teaching tasks +38
26. Ablllly to-provide an appropilate attnosphete for leaiming> . &3
33. Paltence and seti-conlrol 45
37, Resllence In lace of lallure L2
40. Respect for opialons of others . .38
44, Ablkly to communlcale etlectively wilh chlldren 1
R Factor 4 .
Knowledge Base for Teaching
1, Wilingness to participate In professional development activitles 36
8, Good resilts Irom pre.service course +38
24. Kngwledge of child growth and devalopment* . o2
32. Awareness of soclal and cullural influences on educaticnal practices 8
.} 35. Understariding of arganisation and administrallon of educatton In Queensland .47
39. Knewledge of Ihearles undempinning educatlonal practica -
J 45, Interast In pursuing Igrlhet academic study S0

Ll

Itoma hoving soltent looding { 2> ,35) on wore thon one foctor. Itets ploced with the

foctor on which thur had the higheost Looding,

Item 42 did not, Lood highly on ony factor. It wos olocod with Foctof 1 03 this won the

foctor on whlch It hod the higheot lowdings

o

The names given to each of the factors should be regarded as tentative, They are,
_ however, meant to suggest the essence of the items which make up each of the
factors,

The items which load highly on the first factor refer, ln the main, to technical skills
" of teaching or Techniques of Teaching, Most of the items are concerned with the
ability of the teacher to be an cffective classroom practitioner. The factor provldes

an gverall measure of Techniques of Teaching, including the qualities of preparation,
discipline, evaluation, questioning skills, individual differences and school
administrative tasks.

Q

ERIC

Aruitoxt provided by Eic:

26




Q

ERIC

PR v provicea oy i

1

r . ' - . ' ' . .
B " ) r > L -
B . . -
“ - P
- . .
»

The interpfetation and naming of the second. factor is not as clearcut as the first.
Items such as recognilion of need to ba punctual, high siandard of parsonal morallty, »-u
concern for-personal appearance, might well be' regarded as measuring traditionsl or
‘conservative values associuted with teaching, On the other hand, ablily to work In
co-operation wilh olher members of stafl, wilingness to accept advice and guidance and *
readiness lo seek advice can hot be classified so. easily in this way. It could be
atgued, however, that' the items jdentified with Factor 2 are all measuring
Frofessional Qualities associated with being a teacher. Thus, those items previously
Mentioned, together with items such as ~ willingness to, become Involved In
extra~curricular activities, industrious appreach to leaching and awareness of professionat
responstbiitles assoclaled wilh heing a feacher might all be legitimately regarded as pro-
fessional aspects of the tezcher's role, - - ’ ,

The third factor has been labelled Personal Characteristies. Its constituent items are
concemned mainly .with those qualities which cou used 1o characterise people in
general, not just teachers, There is, nonetheless, some contamination from 'teacher!
items, in particular, ability to provide an appropriate atmosphere for learning, llexlbilly In

approach lo leaching ahd, to a lesser.extent, anthusiasm In carrying out the teaching role,

commitment to tzaching, and cenfldence In abllity {o perform teaching tasks could be re-
garded as teacher-specific items, rather than as general personality characteristics.

. The teacher charactertstics comprising the fourth factor also form a mEéi‘iingful

cluster, It can be seen that, in general, the items imply the teacher’s having a strong
grasp of the theorles and knowledge used to influence educational practices More-
over, the inclusion of the iterns willingness lo parficipate In professional development
acllvilies and Interest in pursuing further academlic study jmply that the factor is aiso
measuring a professional development component of teacher qualities, For reference

purposes, Factor 4 has been named Knowledge Base for Teaching,

The four factors described above are by no means clearly defined, While care should
be exercised in interpreting a factor score based on summing the scores of the items
comprising a given factor, the factors do provide a convenient and useful mcans of
grouping the items when the ratings given by the various groups are discussed,

The Importance of the Factors and_of Individual ttems

The mean scores on each of the scales identified by factor analysis may be examined
to detetmine, in general terms, the importance placed on each of the clusters of
beginning teacher qualities. Scale scores are calculated by summing the mean scores
for the items associated with a particular factor, To preserve the same unit of
measurement for the factors as the items, the score obtained is then divided by the
number of items comprising the factor,

The mean scale scores are shown in Table 3.6, .

_Iable 2,8 Mean Scale Scores lor Eath Group |

Foctor LECTURERS INSPECTORS PRINCIPALS EXPERIEHCED BEGIMMING
TEACHERS TEACHERS
Techniques of Teaching 392 3395 3.80 3.84 4,11
Erol essional Quatllies 3.69 109 4.07 392° 3.5
Personal Characterslics ° 4,22 422 410 4,22 4,33
Knowledge Sase for Teaching 239 U220 3.21 205 3.05

Table 3.6 shows that overall and within each group, Personal Characteristics were
judged to be the most important qualities of a,beginning primary teacher. In each
case, the mean score for this scale was more than 4, indicating that, on average,
these Persbnal Characteristlcs jn the list were judged to be between very important
and essential to being an effective first year teacher, )

Beginning teachers also rated Techniques of Teaching as being between very
important and essential. Thus, it can be seen that first year teacheré placed more
emphasis on having & sound grasp of classroom teaching techniques than did the
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o other groups, thhough ‘there was a tendency.for the other groups to rate Techniques .
- - of? Teaching as very important, In no case did the average score reach four, a \

. ] On the other hand, Ipspectors and’prlncipals considered Professionial Qualities as
slightly more than very important. Lecturers rated this set of qualities the lowest at
.+ 369, that is between moderately important and very imporiant. o :

It was genérally agreed that having a Knowledge Dase for Teaching was less

important than the cther three super-categories of qualities, Nonetheless, having a

sound know!edige base from which to teach was considered to be at least moderately

important for being a successful first year teacher. The lowest rating for this scale

wa$ given by teachers;'and the highest, not surprisingly, by lecturers,

in addition to considering’ the importance placed on the scales or sets of categories -
ach of the groups, It Is also of interest to examing the ratings given to

individual jtems. These are shown in, Tables 37 to 3.10, For ease of interpretation,

the items are arranged by factors. v

Isble 3,7 Mean Scores for Factor 1 (To:hnlques‘of Teachlng) and Ns constiluent -

lems, for sach group "
‘ - JLECIURERS  INSPECTORS PRINCIPALS EXPERTENCED BEGIMING
S TEACHERS  TEAGHERS
Techniques of Teaching
(Tolal) 392 .75 3.80 384 11
3 *
{1 2. AbliNy to prepare & Current *
Currculum Prodram 411 3.94 4.09 401 45.43
4, Ability 10 effaciively * . ) ®
dlscbnne-pupus 3‘93 "016 4.23 440 {h??
5. Knowledge of evalualion - )
techniques .86 .78 3.80 AT 816
9, Knowledge of basic class- . *
room managemenl pro— 4,03 .00 3,93 .96 4,07
cedures " : e
12, Knowledge of teaching o .
mélhods In major | + #23 4,06 410 * 421 . h32
cunmiculum areas . . \
17, FamMadly wilh curflculum . '
guldes, Iheir aims and 3.95 13,97 402 - 398 397
objectives ' N
\ 19.  Prior praciical experience o !
In & variely of feaching 3.66 3.50 3.39 3.57 4,02 R
situalions \ . e
23, 5kiil In using questioning o
4 .. 13Chnlques 3!98. 3«59 3«71 3.87 'ho’ .
27.. . Ablilly lo cater for ° . B
individual diflerences in 4,20 3.56 3.87 .89 520
- . puplls .
|30, Abillly te plan work y T
programs . 4,10 3.91 . 4.05 3.99 4,35 ‘
. 34, Abillly |o carry out school ] -
administralive procedures 2er 266 2.54 2‘89, 315 .
36, FPossession of & range of
{eaching lechnlques 4.0 3.63 .63 3.64 4,02
‘ 42, Broad, general knowled ge 3,79 3.78 s A7 »3.90
. 43, Background knowledge - '
- of subject malter of primary
: scHool curricula {e.g. Malhs 4.20 354 .95 393 406
. concepls, Sclenlific facts)
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* that beginning teachers place on discipline,

- :
Table 3.7 shows that, of the 14 items ‘within the Techniques of Teachjng factor, .
seven are ognsidered by each of the groups as at least Yery important. These are
items 2, 4, 9, 12, 17, 30, 43, The exiremely high rating of 4.77 given by first year -
teachers 1o ability to effectively discipline pupils indicates the very high importance

W Ve

Of . the remaining items within the first factor, bbginning teacﬁers also considered .
knowledge ol evaluation technigites, prior-praciical :exporlence In & varety ol teaching
situations; abllity to caler for Individual dillerencas In puplls,- possession of a fange of
teaching techniques,.and background knowledge of subjecl matter to be very important .
qualities of first year peimary teachers. It Is clear that first year primary teachers ;
themselves feel tﬁat practical classroom Interaction skills are very important. The

other groups also see these skills as jmportant, but not quite to the same extent as

does the new teacher, : s , o
One ifem in the first factor stood out as beirg less impoitant than the others, This R N
was abllity to carfy out school admirlstrative procedures. thlz, on ' average, the first .
year teachers considered thisa moderately important quality, the other groups rated -

its importance as between slight and moderate, - . ’

L3

. v Y} »
Table 3.8 Mean Scores far Faclor 2 (Prolesslonal Qualities) and Its constituent
- ltgrns, for each group o -,
LECTURERS INSFECTORS PRINCIPALS EXPERIENCED BEGTMNING
’ TEACHERS  TEACHERS
-Pibtessional Quallites _ - P -
(Total) 8. . 369 %09 407 3.92 3.85
10.  Abllily t6 work In . .
co-opemalon with other | 3,93 388 4,08 3.98 387 | S
‘members of statf i
13, _ Recognilion ol need lo - 6,8
be et ¥ 345 4,00 wis. 394 3lg7 .
14, Proficlency Inuse of ¢ ) . .
) English {including liuent 4.26+ .25 4,23 4,34, 4.21
speech) ' , . . : ;
15, YAlingness to Accept -’ . . "
advice and guidance 3.93 4,56 46 17 4,40
16, Awareness of professional ) .
responsibilllles assoclated 3.98 §.30 4.12 4,18 .12
wilh being a teacher ; ‘
22, Readiness to.seek advice 410 4,34 4,31 4,13 4,26
- |28.  Willingness to become
involvad In exlra—curticular | 3,30 3.77 3.69 3.20 3.26 .
aclivitles . !
29.  Industrious approach lo . - .
= teaching 391 4,50 I11.32“ 515 3.96
31, High standdrd ol personat 3.18 3.91 3.88 3.61 322
moraifty '
38. CBnecern lor personal
- appearance 3.24 3.84 3,95 3.68 3.85 .
41, Abllity to write clearly on
the blackboard | 341 3‘759 3.66 3.74 V3 -

In general, Table 3.8 shows that items in the second, factor were s.een, on average,
to be very important to being a successful first year h' (mary teacher,

However, a number of qualities were considered to be of between moderate and.

+ great importance, These Included: \ .
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regogmtlon of nced to be punctual

-~ v

4

+ - wiliingnéss to becume Involved in extra-curricular actwitles

oo concem for personal appearance

. atuhty to write clearly on the blackboard.

o

.

Having a high standard of personal moralily was considered very unportant by principals
and Inspeciors, but only,of moderate importance by lecturers and beg!nnlng teachers,

'y

Table 2,9‘ Mean Scoras tor Factor 3 (Personal Charactenstics} and its consmuent
- - _ ltems, for each aroup C,
‘ LECTURERS  INSPECTORS PRINCIPALS EXPERIENCED BEGINWING
/ B VEACHERS  TEACHERS- |
L ¥
\ Persan " Charactenistics ! .
(Tofa“ e . ll.ZZ 4.22 Q‘10 -'thZ L ?033
' 3, = Skill In Interparsonal ’ .
fela"onsh‘ps ﬂl.Zfi * 4016 3.7" 3099- 4.22
6. Gandine Inferes! In and ~ ’
. king for children 4,64 f|.72 4,63 4,68 4.66
. 7. Warm approach w18 4as a1, 417 a2t
11, Enthuslasm Ir carrying
aut teaching role 4,39 4,66 4,50 4,45 .41 .
18, Commitment to teaching 9,38 4,59 044 4,33 4,34
20, Sense ol humour 3.66 3.47 3.54 3.95 - 3.29
‘ 21,  Plexiblily in approach -
|7 1 leaching 4,17 388 3.82 4,06 ﬁ:a7 '
""125. contidence In ablily 1o : .
perform teaching lasks ' 3.90 3.59 379 3.82 4.25
. |26, Ably o provide an »
¢ approptiate atmosphers .36 4,09 4,04 4,09 4,34
lor learning . . .
33, Pallence and sefl-conlrol . .22 To4,34 4,29 ‘I'i‘l3 .65
137, Resillience In lace of i'allum 4,02 403 * 3,95 4,92 4.26
40. Respact tor apinlong ol y -
3 olhers 3.92 ll_.09 3.9 4,06 3.99
b, Ablllly lo-communicate - . :
eflectively wilh children 4,75 4,75 h49 4,66 k.74

As with the items in the first two factors, Table 3.9 shows that the items assoclated
with Factor 3 were also thought to be of great importance. Indeed, there were as
number of items on which the mean score was considerably higher than 4, These

qualities,
beginning primary teacher weres

&

. genulne interest in and liking for children
- enthusiasm In carrying out teaching role
. patience and self.control
" ability to communicate effectively wlt_h children.

hich were considered very important to essential for being a successful

]

It is also of Interest to note that beginning teachers considered confidence 10 be
very important to essential, while the others felt that this was of moderate to great
' importance.

ERIC,
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PO Table 3,10 Mean Scores for Factor 4 (i wledge Base lor Teachlng); and lls
consiituent items, for sach group Y o %
A . LECTIRERS  INSPECTORS FRINCIPALS EXPERIENCED BEGINMING
o . TEAGHERS - TEAGHERS
, - KnpwledgeBass lor /|- o : - - :
. Tedching (Tolal | 3,20 3.21 3.08 3.05
. 1.. Wilingness to parlicipate T .
" In professional develop~ 387 W6 410 357 3wo
menl aclivilies ’
r 8, Good resulls {rom pre- : ) .
/ . service course ” 3.2 3.28 2.99 gﬁﬁ 2,07 .
~ | 24, Knowledge of child growth |, '
' and development 4.05 v3.69 3.54 3.§9 3.62
, - | 32, . Awareness ot soclal and .
cullural inluences on 3.54 3.03 3.33 334 © 3,30
! educaflonal praclices
35, Understanding ol arganl-
: satlon and adminisiration 2.55 2.19 2.59 2.43 2.52
ol educallon In Gueensland ! -
39, ~Knowledge of fhectles T i
undermlnning aducattonal 3.u6 310 3N 295 292,
. “praciice . .
45, Interest In pursuing turlher : .
, academle sludy 3.07 2.68 ‘ 2.81 2.52 2.62

£
EY

\_%(e mean sco;es of the ltems associated with Factor 4, Knowledge PBase for
eaching, tended to be lower than items associated with the other factors. There
was a godd deal of \rariatmn in the mean scores of the various groups.

The only items in which the mean score of any group was &, tnd:catmg great
importance, were:

willingness to participate in professional development activitles, by
inspectors and principals .

. knowledge of child growth and development, by lecturerd

hd .

Understanding of organisation and adminisiration of aducalion In Queens[and ovas .con-
sidered to be of only slight to moderate importance. All groups .except lecturers
thought that interest in putsuing {urther academic study was a less than moderately
important desirable quality of a first year teacher.

The remammg items tended to be considered of “between moderate and great
importance. ' o
The mean ratings gt\ren abgve indicate that ali but three .tems in the list were con-
sidered as of at least moderate tmporta;’u:e to being a successful beginning primary
teachel, These were .

. ability to carry out school administrative procedures +

» interest in pursuing further academic study '
. understanding of organisation and administration of education in
Queensiand, ’ )

* Indec,d 23 of the 45 qualities in the list were considered to be at least very
* important to being a successful beginning primary teacher.

M -

Other Items added to List . .

3

In addition to rattng the 4#5 items presented, respondents were invited to list any
other qualities they considered were desirable in a beginning prtmary teacher,

) © 38 . '
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Most of the responses to this question ;Jould be categorised gs particular examples of
the qualities listed in the 45 items. There werk, however, two additional”qualities
which were mentioned & number of times. These were abllly lo communicale etfectively

wilh parents, and ability to evaluate one's own teaching, .. ) roy
Discussion - —, - - .o

-~

While there were differences among.the groups, the results show that there was-a
good deal,of consensus among those surveyed as to the desirabie qualities ‘expected
of beginning.primary teachgts, i

Glven this degree of consensus, it would be significant to ascertain to what extent
beginning teachers in Queensland primary schools possess the Important qualities
identified by the groups of educators. A setious mismatch b--tween ideal and actual
would Indicate areas in a teacher's development to whith inoge attention could be
given, . .
-1 [} - -
The results do, point, however, to one area of a primary teacher’s preparation that
might be givén more emphasis. This Is in assisting prospective pgmary teachers in
the development of classroom teaching skills. In particulad, there appears to be a
need among first year primary teachers for greater skills in classroom management
for effective discipline, and to a lesser extent, in preparing a Current Curriculum
‘Program. The Phase M results reinforce this conclusion, Two of—the three most
desirable topics which beginning teachers considered should be included in an
induction program were planning a Current Curricutum Program and handling of
children with behaviour problems. On the other hand, staff in tertiary Institutions
responsible for preparing primary teachers consider these aspects of a teacher's
preparation to be of mucﬁ less importance.
1 N < ¢ ’ ¢
This leads to a further issue arisinﬁeout of the results. That is, where and how
- should the highly desirable qualities be developed? Should ‘they be developed mainly
in the tertiary institution, or mainly In induction programs that beginning teachers
undertake after completing the'first phase of their formal education? There is, of
_course; no clearcut answer, Some of the desirable qualities, such as knowledge of
child, growth and devélopment, are probably most appropristely- developed 0 a
college of teacher education or advanced education, Others, such as ability~to-work

in ch-operation with other members of staff, might-be more easily developed by an x

induction, program provided by the school to which the beginping teacher is first
appbinted, The general princlple behind some teaching skills might be geveloped in
college, but helping teachers put the skill into practice In a specific situation would
nsidered to be a function of an induction program..

example, student teachers might be expected to gain an understanding of the
principles underlylng effective discipline techniques, and shown how to implement
them as part of theie college preparation. There is no presservice experience
ever, which can substitute for the reality of the teacher's being given full
responsibility for his own class for the first time, Planned induction programs may
ist the new teacher in developing his disclpline skills in,a classroom situation.

he same argument could be used for other items In the llst. That is, the collége has
he responsibility to providé the general principles of the teaching tethnique, to
how its students how to implement the technique and even to give practice in
plying the skiil. The individual school provides for the teacher to develop these
ls for use in particular situations.

This is not to say that all of the éualities should be develrped In this manner, As
previcusly mentioned, some qualities may be more appropriately develdped in the
college, while others may bg more appropriately developed in the Individual school,

It could be argued, further, that some of the qualities cannot be easily developed

' after the student has commehccd college ‘preparation,. That» is, certain of ‘' the

characteristics identified as highly desirable may have déveioped to their full extent
in the student by the time that she is 6f an age to enter tertidry education. If this
is true, then there are Implications in the results for the selection of student
teachers, For example if a genuine intercst In and liking for children cannot be
developed in students after they have reached 18, then colleges in which teachers
are educated might give consideration’ to using this as a possible guide fg_r. selecting ~

3
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student teachers. The, problem of, how_,to validly and Feliably measure the various
personal qualities is a further issue that would need to be considered if they were -
used in any -way for-selection purposes, ¢ . ot "

Fmally, the results of the project may have 1mplicathns for employihg authorities,
While the various employing authorities will he g differing needs, they might con.
sider the extent to which those qualities identified as highly desirable should He
used asvrguidesfor selecting beginning primary teachers,

. . T
1 + -
- e
- 4 .
. o
LS - - L
4 *
. N 1y
. . .
A -t
¥
N - B - . . N
- ’ - ] 4
. .
& .
. -
- - . - -
»
< 2.
i o .
.
4 - P “
+
. , s
PR
. L3
* H
e - . .
x
R -
- . L
- E3
- Y
- r < "o
L3
[} “ L4
s
-
N . N
4
! »
~
1Y b
-
A - -
-
' N
" [4
- (. b
* Ve .
[ - N
% .o, . g
¥
N '
- . ‘
—~— s
- > -
- -
* - * -
. " [
- -
» - . L . N
- P
-
. "
- . ., /
» * - .
-
o 2 -
- - . -
- '
~r .
. ]
. &, . ,
¥
' - . -
. N '
« ¥ " ' A ' ¥
L3
» N »! N 4 *
¥ - L3 -
. 40 ¥
t " -
. . Y . ‘
- .. ' .
- L




-

O

Aruitoxt provided by Eic

ERIC

Sunmary of Phase il .-

A list of desirable qualities of beginning primary teachers was compiled from
open-ended responses by lecturers, inspectors, arincipals, experienced teachers and
beginning teachers to an invitation to. supply these qualities, After trialling and
modification, the list of 45 items was rated by a larger sample of each of these
groups.

The rasults indicated that, over all the groups, the most important qualities
expec ‘ed of a beginning primary teacher were: .
. 9bility to communicate effectively with children
. genuine interest in and liking for children
" enthusiasm in carrying out teaching role
. commitment to teaching -
T patience and self-control. ) .
&
The major differernices between the groups in terms of prierities appeared to be that

first year teachers considered skills required for being an effective classroom
practioner ranked higher in the list of priorities than did the other groups. In par-

.ticular, thoy felt ability to effectively discipline pupils and ability to prepare a,

Current Curriculum Program to be more important than lecturers, principals,
inspectors or experienced teachers.

“

To determine the major dimensions being measured by the 45 items, factor analysis
was performed. The four factors extracted were labelled Techniques of Teachin
Professional Qualities, Personal Characteristics and Knowledge Base for Teaching, |n
generﬂ, Personal Gharacteristics were seen as the most important qualities expected
of beginning primary teachers. Having 2 Knowledgze Base for Teaching was seen as
the least important, although this was silll considered to be of at Jeast moderate
impertance.

All but three of the items in the list were seen to be of at least moderate
importance to being a successful beginning primary teacher. These items were:

. ability to carry Gut school administrative procedures
. interest in pursuing further academic study

.° understanding - of orgeﬂusatlon and odministration of educatlon’ in
Quecensland,

+ ) .
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REVIEW OF THE LITHRATURE CONCERNING BEGINNING TEACHERS
- AND INDUCTION

Scope of studies and articles: -

Whatever the term used In the literature - “beginnk 1 teacher, "ex-student",

J“probatioher”, or *neophyte” - it is obvious that a teacher spending his first full
year In a classroom is considered as having special needs. Suddenly, the supportive
climate of the teacher education institution has 8iven way to- a new and challenging,
if sometimes threatening, environment; this creates 2 series of Shanges in behaviour,
persenality adjustments and new awareness levels, Because ginning teacher is
such an interesting phenomenon, current resedrch and educktional thought are
starting to focus on him more meaninglully. !

(i) Existing induction mgran;s:

Many articles dealt with the types of induction programs that already existed
to help t ginning teacher adapt to his new surroundings and pegferm
efficiently’ as \a, teacher. These “programs" range from handouts t0 new
teachers, to t vallability of counsellors, to visits to the school before the
school year stayis, to in-setvice seminars. Part of the Tisher et al. study (1978)
involved pgathering an ovetview of the variewy of induction procedures In
existence. In Campbell's study (1974), beginning teachers were asked to rate

¢ various kinds of in-service advice and  guidance, The extensive .
Liverpool-Northumberland pilot schemegs of induction developed from the James
Report (1972) haze been well documented, including articles by McCabe (1975),
Phillips (1975), afid Lambert (1977), and in the {975 Department of Educatlon
and Science Report on Education "Helping new Teachers: the Induction Year',
Souchard and Hull (1970) Inw .tigated the prdblems that occurred in the
induction of beginning teacher., *as also did Lewis and Green (1978). Styles
(1978) commented on a Loncon scheme to help probationers, while Goodridge
,(1978) made an analysis of teacher induction in Western Australia.

1

(i) Problems of beginning teachers:

Educators in genera! are concerned with the plight of the first-year-out
teacher and many attempts have been made to discover how to help him, Some
of these attempts were reported by the London Department of Education and
Science Report on Education - Probationary Teachers, (No. 68), the Westem
Australian Education Department (Report - October 1977) and by a committee
chosen by the Teachers Union Executive in Western Australia (Report - June
1978). Anstee (1976) and Gaede (1978) examined the question of how best to
assist the young Praduates. An article by Woloch and six other ex.students
(1977) made recommendations for improving teacher inducrion. Bennett (1978)
looked at the needs of beginning teachers in Western Austraiia. 'Release fime
amd its effects on the ?rabationer were examined by Bradley and Eggleston
{1976) and Phillips (1975} in their studies of the English situation. Scriven and
Shaw (i977) reviewed the problems encountered by Queensland beginning
teachers in their first year in a classroom. Otto et al. (1979) also examined the
problems of the beginning teacher In Queensland. Janet Newberry looked at
how the first year effects the beginning teacher ({1977), and the type of
relationship that existed between beginning and experienced teacher (1978)
Some associations and institutions have even produced writtén guidelines to
ease the beginning teacher's entry into the profession; the National Association
of Secondary Scheol Principals in America produced a set of guidelines for
Principals (1969), and Stokes (1979) has made suggestions on the role of
principals; on the local scene, the Kelvin Grove College Monograph -
“Teaching: First Year Cut" (19775 s a publication designed to assist the new
graduate.

(ili) Relationship between College and Classrcom:

Tisher et al (1978) related the induction year with pre-service tralning by
documenting the nature of the beginning teacher's entry Into the profession.
Zoulter {(1979) proceeded along similar Hnes dy relating the student's practical
teaching to his later professional self-perception. Another Australian study by
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ii)
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Young {1979) examined the impact of the block teaching practice and the sub-
scquent  induction period on the studonts' percoptions of thelr teacking

competence.

Competencies of beginning teachers:

Some overseas studies were concemed with examining what should be required
of beginning teachers in an effort towards establishing guidelines for initial
certification. Examples of this approach being used in America can be found in
the Adams et al. study (1978), and the report by Orlosky (1977) of a
Californlan experlment. Thase studies mostly’involved finding out what were
the desirable characteristics of a beginning teacher, Others were reported by
Battersby (1977), Abelson {1974), and by Johnson et al. {1978}, bynch and Kuehi
(1977) examined now beginning teachers perceived their own competencies. The
Mount Gravatt’ College of ngant:ed Education {1977) presented a report of an
examination into ‘the real and ideal competencies of beglnning teachers,

M i

. " -

+ +

Many and varied procedures have been used in examining the nature of
induction and the particular situation of the blginning teacher, Sometimes,
several procedures Eave been used within the one studv. It appears that the
most. common form of methodology adopred involved the questionnaire
approach, though this had many variations, The most popular form seems to be
a ratin? of teacher competency statements (Adams et al, 1978; Lynch and
Kuehl, 1977; Young, 1979 Johnson ef al, 1978; Otto et al,, 1979; Campbell and
Evans, 1979; Gaede, 1978; and the Mount Gravatt College of Adva.ced
Education study, 1977} Questionnaires have also been used to develop & check-
list of teacher competencies which were later analysed {Abelson, 1974%; Adams
et ab, 1978; Battershy, 1977). Anstee {1976) used a questionnaire to examine
the problem areas of beginning teachers.

The questionnaire approach was also employed in discovering. what ptobatloner

. policies and vractices existed {Tisher et al,, 1978; Campbell, 1974 Scriven and

Shaw, 1977; 4 "ducation Department; 1977; D.ESS. Report No, 68, 1971),
Intervlews:

Interviews wepd often carried out with a sub-sample of the original group to
supplement information obtained from the questionnaires (Tisher et al, 1978;
Scriven and Shaw, 1977; Campbell and Evans, 1979; Young, 1979; D.ES. Report
No. 68, 19713 W.A. Education Department, 1977) Some studies used the
interview method alone to gather information (Teacher Education Res. Center,
1979; Janet Newberry, 1977; Lewis and Green, {973; Bouchard and Hull, {970;
Teachers Union Executive (W.A-), $978). In Tisher's research, one person was
responsible lor visiting all Australign States and territories to gain jnformation
from educators involved with beginning teachers, The observation method was
used by Orlesky (1977) to find characteristics of effective and ineffective
beginning teachers, and by Coultcr (1979) to evaluate practice teaching lessons.

Description of field studies:

Much that has been written on induction involves the description and/for
examination of ‘leld studies. included here are those concerning inductlon
programs in England (Styles, 1978; Phillips, 19755 Lambert, 1977; McCabe, 1975;
D.ES. Report, 1976; Bradley and Eggleston, 1975), Canada (Janet Newberry,
1978), America (N.ASSP, 1969) and Australia ('Philp and Campbell, 19773
Goodrldge, 1978} However the field studies represent the opposite end gf the

spectrum from those identifying ideal competencies of beginning teachers.
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Desirable characteristicss

(a)

Acajemically oriented skilis:

In orcer for pupils to engage in meaningful learning activities with
maxim a effect, the teacher needs to possess a highly-developed
repertoite of skills, knowledge and attitudes which are beneficial to the
ieaming process, One of the major desirable competencies identified in
the literature is the ability to individualise leaming and to diagnose the
individual leamer's needs (Philp and Campbell, 19775 Orlosky, 19773 Camp-
bel! and Evans, 1979; Johnson et ab, 1978} However, this abillty is often
seen to be one of the most difficult for beginning teachers to master,
Taylor and Dale (1971), Tisher et al (1978), and Lynch et al {1977} found
that the major problem for beginning teachers was in dealing with groups
with a wide range of ebllities. Ten per cent of respondents in the project
discussed in DES. Repdrt No. 68 stated they had no previous knowledge
of unstreamed classes, Teaching immigrants and. teaching slow leamers
were considered to be major problems for more than 23 per cent of the
beginning teachers in Tishet's study, The ability to organise group work
was seeff Yo be highly desirable, but it was also.an area where beginning
teachees. experienced many difficulties (Campbei! and Evans, 1979;
Teachers Union Executive Report (W.A), 1978; Scriven and Shaw, 1977).

The beginning teacher must be able to help pupils leam how to learn
{Philp and Campbell, 1977) and to choose the appropriate learning
methods and approaches 1o tasks and resources {Campbell and Evans,
1979). He should be able to give directions clearly so that pupils under-
star.—; and 0 reinforce their efforts during instruction (Johnsen et al,
1978 . - ’

Tq further aid the learning process, It was found desirable that the
teacher be &z proficient planner of instruction (Johnson et al, 1978}
however, Campbell and Evans (1979) fourd that, while thls is highly
desirad by beginning teachers, It is the least well performed of the “high
Ideal" skills, Scriven and Shaw (1977) reported that primary teachers
experienced far more problems in planning than did secondary teachers -
35 pet ceni primary teachers comp - with 12 per cent secondary
teachers, Johnson et al, (1978) found that teachers should be competent in
reviewing and assessing instructional programs, and in Tisher's study
(1978), more than 25 per cent of beginning teachers claimed to be
managing less than adequately in this area,

The beginning teacher needs tO have a thorough grasp of his subject
matter {Johnson et al, 1978; Orlosky, 1977) and the ability to teach
specific skills. The teaching of reading was felr to be a major problem by
a large number of the respondent. in Tishei'. study, while Mathematics
teaching was identified by .estondents in the Scriven and Shaw study as
being an area for which they were ill=equipped, In the Mount Gravatt
study (1977), few beginning teachers felt they were conpetent in the area
of teaching skills, though more than 40 per cent saw these as highly
desirable, Academically. orlented skills were universally regarded as most
important In the Campbell and Evans study, Campbell (1974) found that
beginning teachers in secondaty schools felt less competent in their
abillties to transmit basic skills than did those in primary scéhools. .

Flexibility in being able to adjust teaching plans to changes in conditlons
as they arose .sas consldered important (Johnson et al, 19783 Orlosky,
1977) as riss w 3 being able 10 use a variety of educational techniques
(Johnson 1 ' 1978; Campbell and Evans, 1979; Mount Gravatt College
of Advanc-  lucation study, 1977), It is interesting to note that Coulter
(1979) identizicd “flexibility” as a characterlstic which disadvantages
student teachers. ,
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Organisational skills:

The competency most often identified as being essential for the beglnning
teacher irvnlves the control of children, Campbeli apnd Evans {1979) found
that the setting of firm rules and the use of people as models of
behavionr were not mwch iiked by beginning teachers but often done.
Principals in the Mount Gravatt College of Advanced Education stedy saw
beginning teachers as low on classroom control, though they considered
this a very important skill. In Young's study {1979), both groups of begin-
ning teachers strengthened their opinion after six months teaching that
classroom discipline should be exercised mainly by rewards; however,
Campbell and Evans (1979) found that establishing control by a reward
system was considered to be of little importance. Qrlosky {1977} con-
sideted control as an important competency and labelled it - "consistency
of message”.

Classroom contro] appears to pose major problems for beginning teachers
(Campbel], 1974; Newberry, 1977; Teachers Union Executive (W.A.), 1978)
However, it has been identified by Qtto et al. {i979), Scriven and Shaw
{1977}, and Lynch and Kuehl (1977} as bein% & more significant problem
for secondary teachers than for primary teachers, According to Philp and -
Campbell {1977}, the beginhing teacher's view on the natwe of pupil
control moves away from humanistic views held in college to the more
custodial position held by experienced teachers.

The abdity to organise a classroomeand create a supportive classroom
clunate was identified as an important competeéncy in several studies
{Camphell and Evans, 1979; Orlosky, 1977; Mount Gravatt College of
Advanced Education study, 1977; Lynch and Kuehl, 1977).

Sometimes administrative efficiency was considered important (Johnson et
al, 1978; Mount Gravatt College of Advanced Education study, 1977),
though these skills were universally regarded as least important in the”
Campbell ard Evans study (1979), However, participating in scheol
decision-mwling did have some advantages (Campbell and Evans, 1979;
Philp and Campbell, 1977), Providing information to parcats and Inforining
them about the curriculum weré considered desirable by Philp and
Campbell (1977) and Campbell and Evans (1979), though involving parents
directly in teaching was found by the latter two researchers t¢ be of
little importance.

Personal characterlstlcs:

It is often argued that teaching invoives a certain type of person and the
literature identifies those characteristics deeited important for efficiently
performing this role. "Confidence" has been cited by Coulter (1979),
Young (1979) and Bassett (1979) as being a major personality factor which
undergoes change during the early part of a teacher's career, He needs to
have the will 1o succeed and to accept advice (Battersby, 1977; Johnson
et al., 1978). Being able to co-operate with other teachers is also seen as
a necessity (Philp and Campbell, 1977; Qrlosky, 1977), as is being wiiling
to discuss problems with colleagues (Battersby, 1977). Campbell and Evans
{1979) found that team teaching was a valued but not well developed skill
in beginning”teachers, An ability to create andfor maintain satlsfactory
interpersonal relationships with others was seen as vital {Johnson et al,,
l978£ Lynch and Kuehl {1977} found that this was an area of special
strength among beginnin~ eachers, while all respondent groups in the
Campbell and Evans study {1979) judged graduates to be only moderately
competent in-socially-orlented skills,

{ii) Differences between views of Principals and beginning teachers:

Principals most often considered that the major problem of beginning teachers

was in being able to control classes {Taylor and Dale, 197); Tisher et al, 1978;

Adams et al, 1978 DES. Report No, 68i 1971) whlle beginning teachers' most
¥

urgent needs concerned more academical

-oriented skills, for example, dealing

with wide abillty groups {Taylor and Dale, 1971; D.ES. Report No. 68, 1971\
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Taylor and Dale (1971} saw this discrepancy gf attitude as a possible source of

conflict between principals and beginning teachers. Adams et al. (1978) found .
that principals regarded the “established" competencies as more essential to \
certification than did supervisors or beginning teachers and tﬁat principals :
placed greater emphasis on managerial and administrative abilities while the-

other two groups stressed instructional competencies, .

Judgments of pre-setvice courses:

The teacher's first year in the classroom is inevitabl¥ related to thé tralning
he received in college,For this reason, beginning teachers confronted with the
real situation were often highly critical of their pre-service courses, One
recyrring "complaint” was that their teacher education courses overemphasised
theory to the detchnent of practice (Tisher et aly, 1978; Scriven and Shaw,
1977; Goodridge, 1978} Scriven and Shaw (1977} also found the criticism that
college work was not sufficiently concerned with current curelcula used in
schools. in Bouchard and Hull's study (1970}, 52 per cent -of the respondents
felt their_ methods courses weie not very helpful in preparing themr for
teaching. Tisher et al (1978) reported that 64 per cent would want to alter the
methods component in some way. According to Lewis and Green {1978}, the '
plea from the beginning teachers was for more practical guidefines and |
increased consultation between principals and teacher education institutions, !

Most beginnin? teachers valued their practice teaching experience highly and
would have liked a modification to or an increase in this experience
{Goodridge, 1978; Scriven and Shaw, 1977; Bouchard and Hull, 1970; Lewis and
Gréen, 1978; Tisher et al, 1978). Coulter (1979} felt that the emphasis in
colleges was on the acquisition of skilis rather than an recognition of the fact
that teachers have different personalities, professional aspirations and teaching
styies, In fact, Campbell (1974) found that the social ori¥atation was more
fitmly estabiished In the primary teacher education programs than in the
secondary ones.

Occurrence of induction programs: . o

The nature of many induction activitles has-been weli documented. Of the

teachers in Tisher's sample, 42 per cent had professional activities organised

tor them, 87 per cent were briefed on the first day, and 27 per cent had

reduced. teaching loads, Professional discussions within the school took place

for 60 per cent of Campbell and Evans’ respondents, advice from departmentai

ofticials for 50 per cent, and booklets were provided by the Department for 50

per cent of beginning teachers, The Western Australian Education Departmént

Report of October 1977 detailed the types of induction experienced by

beginning teachers in that State « 25 per cent had responsibiiities beyond their .
own classrooms, which was considered a necessary and desirable learning
experience for teachers; most had received heip in compiling their first set of

programs; however, 39 per cent had no non-contact time and 61 per cent had

less than two hours per week. Campbell (1974} reported extremely low ratings \
on beginning teachers' experience of formal advice and guidance. Nevertheless,

he believed that even though the quantity of in-service advice and guidance

was not seen to be preat, its guaéit'z could have been high, Tisher et al. (1978)

did not comment on quality but disagreed that there was even a quantity of

induction activities in Australia, N

Coileagies emerged as the most significant source of assistance for the
begihning teucher (Tisher et al, 1978), Bassett (1979} referred to an un-
published study by Alexander - "Socialisation in the tralning period* (1977} -
where 87 per cent of respondents (drawn from 43 schools in the Darling Downs
region} claimed to have learnt most teaching skills in the school since
employment, In the Campbell and Evans study {1979}, 65 per cent claimed to
have received most asslstance from experienced teachers,

Reports on the teacher-tutor schemes of Liverpool and Northumberland
indicated that the tutor element was very highly regarded by those involved, |
but outside the scheme opinion was divided (Lambert, 19773 Tisher et al,, 1978}, |
The teacher.tutor planned the use of inductlon times, arranged talks, seminars,
and visits to other schools, discussed problems, and mediated where necessary
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between new and experienced teache.s (McCabe, 1975); he also organised study

groups, briefed the probationer beiore taking up duty and tried to give him

- positive help based on his performance (N4t Union of Teachers, l975f One of

; the major problems of the scheme was the cost of a replacement teacher for

‘ the teacher=tutor - three-tenths of a full salary for each beginning teacher.

Another was the difficulty that replacement teacher and probationer coften

difie}red considerably in personality and teaching style (Bradley and Eggleston,
1975}, - '

How to help the beginning teacher:

{i Pre-servic?_ program:

The literature focuses on many ways of assisting the beginning teacher's entry
into the profession. The most signlficant of these Involves-making changes to
the pre.service courss, based on criticisms already discussed above. A closer
integration of theory and practice was seen to be a necessity (Teachers Unlon
Executive (W.AJ), 1978; Western Australian  Education Department, 1977
Campbell, 1974% Campbell {1974) also believed that the tradltional‘concept o
the teachers college coanceming liself largely with theory shpuld{.be changed to
on¢ in which paramount use Is made of demonstrations, observations and
analyses, and peer teaching. Many beginning teachers and educators felt the
need for increased practice teaching experlence (Teachers Union Executive
(w.A), 1978; Young, 1979), especially if this meant reducing the theory content
in college courses (Bradley and Eggleston, 1975k It was felt that the
E)re-service program should include more andfor better courses on methodology

Goodridge, 1978; Campbell, 1974). The Westerm Australian Teachers Unlon
Executive recommended courses on classroom .contrel and behaviour analysis,
Undoubtedly, many beginning teachers in the secondary area would have
* welcomed this, given the problems they acknowledged conceming controi. This
Report also called for’assistance in programming, Coulter (1979) felt that the
academic emphasis in college courses was already high and that there was'a
need -for courses stressing the development of self-competence and a sense of
personal adequacy.

It was often suggested that the teacher's first year in the classroom should not
be seen ac an end to his training but rather as an extension of his pre.service
education. This was one of the major conclusions of the James Report in
England - that the education and training of teachers should consist of three
- cyclest personal education, pre-service training and induction—mmd in-service
ed%cation and training, Recommendatlon 17 of the Bassett Report "1973
Review: Teacher Education in Quéensland" states: "The Induction period should
be accepted as the first critical quality control phase of in.service education®
{pdvh It should be an ” . , . integral part of the three phase structure of
diploma.induction.degree” (Recommendation 20, pvh The Western Australian
Teachers Union Executive Report also made a similar recommendation.

{ii} School:
» o
It is the opinion of a large number of educators that the major responsibility
for induction should, lie with the school The staff should provide support and
» coumselling- {Teachers Union Executive (W.AJ), 1978) and tﬁve asslstance to the
new teacher (W.A. Educatlon Departinent, 1977) information needs to be made
available on the fuhctioning of the school {Sceiven and Shaw, 1977; Teachers
Union Executive (W.A.), 1978) and the beginning@ teacher should not be given a
difflcult class {Goodridge, 1972) or a less academically capable one {Teachers
Unlon Executive (W.A,)), 1978), The Bassett Report recommended that the
. school's induction program should providé specific information on the school
and the community which capitalises on the beginning teacher's previous
tealning and assists him to deal In a practical way with clasz management,
curriculum planning, teaching methods, and other facets of his teaching
{Recommendation 20, i), The literagute contains many more suggestions for
the effective induction of the heghn{ﬁiteacher by the school {D.ES, Report
No. 68, 1971; W.A. Education Depar¥h®nt, 1977; Campbell, 1974; Hewitson,
1979; Anstee, 1976; Stokes, 1976; Bennett, 1978; Scriven and Shaw, 1977;
Goodridge, 1973; Not. Unlon of Teachers {London), 1975; Lambert, 1977b;
Woloch et al, 1977) However, the Bassett Committee (1978) felt that it was
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impossible to pllescribe conditions for induction because of the substantial
differences among new teachers and. schools, Phillips (1975) shared this View.

{iil) Employing authority: .

Some educators and researchers believed that beginning teachers shoulds have
some release-time at the beginning of their teaching career. The Teachers
Union Executive Report from Western Australla suggested 20-25 per cent.
Paragraph g4 of the British White Paper A_Framework for Expansion ({972)
stated that a teacher on first employment needs, and should be released
part-time to profit from, a systematic program of professional initiation, guided
experience and further study, The D.ES, Report No, 89 (1977) also considered
the provision of a reduced teaching load as being of significant benefit to._the
teacher's induction into the profession; this developed from the James Report.
Bradley and Eggleston (1975 strongly supported the ‘cese for release, either
supervised or unsuwpervised. However, they also found that beginning teachers
were adamint about being regarded as full members of the staff, which to
them meant taking a ncrmal class for a normal week, The DES. Report No. 84
stated that primary and infant tdgchers often disliked the disruption of their
relationship with thejr classes, and_ in some primary schools it was difficuit to
find replacement staff of the required standard.

-

-

The employing authority could further assist the beginning teacher by providing
a directory of . advisory assistance {Lewis and Green, 1978). 1t could also
arrange meetings with Departmentaf Officers (Woloch et al,, 1977) and take
car¢ not to oint beginning teathers to geographically or professionally
isolated areas (Teachers Union Executive {W.AJ, 1978), Earlier appointment to a
school and limited transfers in the first year were seen to be important
considerations for- the employing authorivy (Teachers Union Executive (W.AJ,
19783 Tisher, 1978; W.A. Education Department, 1977). The Western Australian
Teachers Union Executive also suggested that the empioYing authority could
nominate particular schools to play a special role in the induction of beginning
teachers and send beginning teachers to these schools.

Conclusion: .

In this literature review, no attempt has been made to include gvery study either
from Australia or overscas, afld inevitably many will have been ‘omitted. However,
given the mmportance of the first phase of a teacher's career, it would appear that
not enough has yet been done on the beginning teacher and induction. Particularly
on the Australian scene, it seems that work in this area has been limited, though
induction is currently cnjoying more prominence, *

The literature identifies several areas in which the teacher should be’ competent; he
must have a highly developed repertoire of teaching skills and be able to use a
vartety of educational techniques; he needs to know his subject matter. well and be
able to plan instruction so that maximum learning can take place; classroom manage-
ment.is another highly desired skill, And the beginning teacher needs to have certain
personal characteristics like willingness to accept advice, and ability to co-operate,
with others.
" ¥

There appears to be.a lack of research linking competencies with induction, and the,
mmportant question of how to marry the two has not been answered, The Board's
study focuses on this, gap revealed in the literature. The results of this study
coupled with the optimistic view of Induction gleaned from the literature will, it is
hoped, help make induction, as envisaged by Tisher, a reality:

"By induction . . . a person Comes to be, at a basic level, professionally
competent and personally at ease in the role of teacher. The processes that
typify induction are at work during pre-service preparation, they assume
special Importance in the flrst year -or twodof teaching, and they are con-
twupus with the longer.term processes of professional and personal develop-
ment (Tisher, 1978, Yol. I, p.70)
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INTRODUCTION . .

A one day conference was held at the Bardon Professionai Development Centre oh
25 October 1980 so that inferested groups could consider the implications of the
Board's research .and share their ideas on induction. Inspectors, principals,

" experienced teachers, staff of teacher education institutions and representatives of

employing authorities and parent and community groups as well as beginning teachers
attended the conference, A full list of participants appears after the report of the
conference. .
The conference was chalred by Bill Hamilton, Chairman, Teacher Education Review
Committee, Professor Betty Watts, Chairman, Board of Teacher Education, gave the
opening and closing addresses,

. ¥

There were five major sessions at the conference,

The first.was the keynote address given by Bill Young, Chairman, Education Depart.
ment, Sturt College of Advanced Education, South Austraija.

In the second session, a representative from each of the groups involved in the third
phase of the research project présented a short address commenting on the resulis
of the Board's research and outlining his views on induction. A small panel of each
of these groups met before the copference to discuss their ideas. The members of
each groupof panellists are shown below. ,
x
. College personnel - -
Ken Alblon, Notth Brisbane College of Advanced Education,
Geoff Bull, Darling Downs College of Advanced Education.
Des Fogarty, Kelvin Grove College of Advanced Education,
, Bob Hardingham, McAuley College,
David Price, Mount Gravatt College of Advanced Education.

Geoff Bull acted as spokesperson for the college personnel, .

. Inspectors - K .

Noel Adsett, Brishane West Region. ‘
Allen Evans, Brisbane South Region. .

Fred Fowler, Brishane West Region,

Ron Hickling, Brisbane North Region.

Clyde Lowe, Brisbane South Region,

Keith Smithy Brisbane South Region.

Allen Evans acted as spokespersen for the inspectors.

. Principals - .

Naville Cupra, Graceville Primary School.
) Fin.Lawson, lronside Primary School.
Alan Searle, Corinda Primary School,

Fin Lawson acted as spokesperson for the principals.

. Experienced teachers -

Pat Kratzlie, Brisbane South Regicnal Office;d——m=rmvmn
Pam Verney, Bracken Ridge Primary School.

Pam Verney acted as spokesperson for the experienced teachers,

. Beginning teachers -

Robert Mosdoso, Warrigal Road Primary School.
Lyndeen Walker, Albany Creek Primary School.
Robyn Wilmott, Berrinba East Prignary School,

Robert Moscoso acted as spohespersod‘for the beginning teachers.
After the panel session, the conference participants broke into mixed disbussion

groups to consider the implications of the research and the polnts raised by the
earlier speakers,
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A report of the confererice proceedings is presented below,

T

in the following shssion a spokesperson for each group precented the recornrnend.
.. ations arising from the discussions.

. The conference speaker, Bill Young, then commented on points raised in the panel
segment and in\ the group reports,

~“The final segment of the conference consisted of a general discussion among con-
. ference participants, it was hoped that a number of recommendations “for making
induction more effective would emerge from this plenary session,
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' Recommendation 19: . o

. \KEYNOTE ADDRESS
L] '
Bil Young . Co

-
I have quite definite yiews on the various provisions for inducting new teachers inte
the profession: some will be shared, a number wili not. The Board:has provided us
with a profile of what a number of profgssional groups deem to be desirable
characteristics of beginning teachers. My purpose -Is to provide some perspective for
considering these findings. Your task, asI see ity is to wotk towards deciding what
each group - the training colleges, principals, experienced teachers, inspectors and
the beginning teachess themselves can do to make teachers' introduction to the pro-
fesslon more satisfactory than it js at present, Thatis, I'm looking for some positive °
propositions arising out of the conference today which will provide direction for+the
_induction ol beginning primary schoel teachers. s
. L .

I have rewritten the Introduction to this address three times since arriving in
Brisbane last Tuesday. The Initlal introduction was based on the latest DES report
from the UK on induction and in-service provisions there. The second introduction
was devefoped out of the Auchmuty Inquiry into TeacherEdycation. o
These were finally passed over last night in favour of your own 1978 Review of
Teather. Education in "Queensland, localiy referred to, | believe, as the Bassett

Report. . A
There are four recommendations in that report dealing with Induction They oifer, in
my opinion, a basic framewerk for assisting beginning teachers which gets right to -
the heart of things. I couldnt find anywhere better to starr than this, .
induction of Beginning Teachers PR "
LY ° II‘ ‘
Recommendation 17: . * . b
Syatemctic schemes of induction need to be planned and implemented in :
all schools where there are beginning teachers as an essential phase of
teecher development. The inductio period should be accepted as the
firgt critical quality control phese of in=service education. .
-+ . - . . .
* - EY

F_iscémmondatlon i i

The induction of beginning teachers should be primerily the responsi-
bility of the schdol ilself. Assistance /rom.outside the school in
cuthorising actitn, prawiding resources and advice is alse necessary,
but this should be supportive and aupp}ementary.

-

Care should he taken by schools in plenning the induction of beginning
teacherd to reltie it as closely as possible ‘to their course of
trainings and to approsch it as an integral pert of the thrée phase
structure of diplema-induction-uegree, To achieve this & clpse
relatiionship between the training institutions 3nd the schoels should -
be ostablished. . .
Recommendation 20: - .

%haol induttion programa should pravide a- variety of_ forms of
#5sistance to the beginning teacher which supplement his background
knowiedge with information of a-speeific kind relesting to the school

and its comsunity, wvhich capitelise¢ on his previous traiming, and , .
asgirt him to deal in & practical way with class management, curriculum

planning, teaching method, and other.facets of his teaching. The school

should also protect him from uryeasonat;le, demands, encourage him,
strengthen his confidence and satisfaction in his work, end respect his B

personal style." / . . ;
There is nothing that | wanted to say In the opening address that somehow doesn't
get tied up with each of these points. | wanted to move away from the varlous other .
rcports that i was going to open with and come right back to your very own because
1 think a great deal of the basle framework from which induction provisien gught to

. develop is encapsulated right there, . 3
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N These recommeridations embr.ce six of the fundamental components qf any sound
: Induction provisions.

. Sys tematic schemes - which are planned. i

. School-based and school-focused provisions. '

+ . Induction which is related as closely as possible 1o courses of k?e-servioe.
training.

. Qualitatively different relationships betweent pre-service institutions and
schools than currently prevail,

. Schemes which address themselves to the toremost concerns of Dbeginning
teachers: practical classroom management and practical planning skills

. Schemes which are designed to build th self confidence and self esteem of the
young teachers.

I believe there are some hard lessons, indeed warnit.gs, to be had from the induction
Studies and schemes both here and overseas. | am going to highlight three of these.

- l.  There are no clear and no immediate returns for investment In teacher
induction as measured by either improved pupil achievement or improved class-
room practice. If we Jook for those both clearly and immediately, | don't think
we're going to find them, S

.+ There are complex measurement problems associated with evaluating teacher
tndtrr won provisions. What is to be evaluated? When should this be carried out?
How shoyld it be done? Is the profession in Queensland ready for the essential
Yhands-on" s.rategies involved which have teachers operatini. ‘within one
another's classrooms, observing, analysing, diagnosing and offering feedback?
By whom Wl it be undertaken, and is special training necessary for these
roles? | ®

3, In the curvent climate of economic stringency in education funding there is a
desire for accountability: quantifiable outcomes of Investments and hard
evidence of resources waisely allocated. Teacher induction will not provide this.
If we look for it, | think we'll be disappointed.

l
. These problems notwithstanding, there remains compelling evidence that the first
“year of teaching is a critical one for teacher development. Research studies show
*the negative impact this first year has on many teachers, and the consequences of
this for self-confidence and self-esteem. It is clear 1hat throughout this first year,
many teachers need support, encouragement, and above alt, opportunities to be

successtul. 5

-

BN

There is a need for an induction program, tailored for the teacher in his schooi
with his ciass; a program which is I essence school-based ana school-provided.

There is a need for less complex:ty in the beginning teacher's job specitlcatlon,
whmh must take as much (if not more) account of his teaching strengths as it does
of hi$ initial weaknesses, ,

"l. WHAT DO WE LEARN FROM LITERATURE ON TEACHER INDUCTION? '

Skmlmlmg through tne. literature on teacher induction, what kind of things are
emergmg”
. The beglnmng teacher is oonsldered to have speclai needs,

. Many Mindaction schemes" are operating both here and abroad, all with
varym}g desree of succe s {or faiiurel, There are no answers yet,

. . The begianing teacher's Irl 1) appointment s qualitatively diff¢=ent from
- .any previous experience“durin;; training - as indeed it must be.

. There i5 a teapt bétween the real and ideal competencies of beglnnmg
teachers, - N

. Diffrrent professional groups have varying perceptlons of the most
desirable qualitles of beginning teachers, including what these are, how,
when and where these should be acquired, and j)hose responsibllity lt

' E]{[lc : - ’ 505:.5‘
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should be to assist with this acquisitions At the same time, | was some.

what pleased to find, In the outconies of the Board's findings that the

various professional groups in the Queensland scene were nowhere near as

far away fromr one another In their perceptions of what these desired
. quallties Were,

. There i5 an undesirable disjunction between the three phases. of a
teacher's professional. developmient {pre-service, induction and in-service
education). This disjunction should be eliminated. It requires colleges and
universities, schools, and Education Departmerits, to work in gqualitatively -
different ways with one’another than they have in the past, I've seen the -
beginnings of this in the last two or three days.

. Induction schemes are costly to Implement, and virtually impossible to
appraise in "cost effective” dollar terms. -

. Selection criteria for entry to training are at best questionable, at worst
useless, as predictors of later teaching success. ’

"+ *  The major responsibiiity for induction should be with the school.

v

. The beginning teacher should have a repertoire of teaching skills, should
be able to use a variety of educationai techniques, should knew his
subjects well, should be competent in planning and management, should
reflect certain personality characteristics, beé willing to accept advice,
and be able to co.operate with others. These are the things that are
coming out of the jiterature. Some of them rather tall orders for bagin-
ning teachers. ’

PROGRAMMING

A program for induction appears necéssary, and this implies a co-ordinator with

definite responsibllities. Support needs to be plapned, sequenced, tailored and
monitored towards some identified end, This calls fer a colleague with time -
avallable to atiend to such details, The 1978 Queensiand Review recommlends a .
chronoiogy of the school year. to structure an induction program. Three strands

of aninduction program are distinguished in the Review. Firstly, an orientation

period for familiarising the beginning teacher with the school, the local
community and the school system. This is followed by an adaptation strand

which takes into account the lack of experlence of the beginning teacher in

terms of the complexity of his teaching load, the scheol size, locatlon and so

on and the range of subjects the beginning teacher is expected to teach. This, .

. in tutn, is followed by a development phase later in the first year where pro-

vision for the on.going professional growth of the beginning teacher takes
place through discussions, workshops and so on. All of that \is picked vp in your

‘own report,

The work of Francis Fuller and Gene Hall provides an alternative perspéctive
on this sequence throughout th« first sear. The most recent formulation of this °
work offers a model based on measures of teachers' stages of concems; that s,
the different kinds of concerns that beginning teachers have at different
stages of the first year. The early phase reflects preoccupation with concems
about self and many of these are non.teaching concerns. Then there is a mlddle
phase which includes ‘concerns about professional exractatlons and acceptance
of self by colleagues :and pupils, about one's own adequacy {grasp of subjet
matter and class contrpl) and about relationships with pupils. This ts followed
by a late phase which includés concerns about pupils learning what 'is taught,
about pupils learning what they need, and about one’s own cor tribution to pupll
change. .

Together, these two peripectives. the one that tomes through your own Board
report and the work that -{s done by Fuller and Hall, provide a sequential focus
for a teacher's flrst yearlof operation, based on what are widely agreed to be

the overriding concerns at d,i]i ferent stages of the year.
r

However, it's beyond questipn in my mind that the most important single factor
underlying the success or otherwise of inductivn programs has been the quality
of the refationship set up between the beginning teachers and those who are
going to be most directly responsible for theit_jnduction program. H you get
the right person, »V kindsiof useful things l'ollow. If you have the wrong
person, it's very difi..Jlt to*&et anything effective going at all,

V5l
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3,  REDUGED TEACHING LOAD

Throughout 1977/78 | followed approximately 150 primary students from two
campuses in South Australia across their final .year of training and into the
first slx months of their experience as beginning teachers, This induction period
was seen to have distincly negative effects on the young teachers' confidence
and feelings of competence. There was a clear regression in their self-assessed
teaching ability by the end of the pecriod, compared to what prevalled at the
end of a more controlled, moresupportive teaching practice petiod in their
final year. There was eviderce of increased stress, and a clear need for
smoother transltion from initial training to teaching, A major recommendation
of the study was for a more manageable set of initial teaching responsibilities
for beginning teachers.

The induction period has the potential to seriously erode self confidence. With.
out improvement in ’Ithis phase, it appears that many gains made during initial
training will be IOStIi

A reduced teaching jload for beginning teachers has been a feature of pilot

schemes in the JK, and is one of the central recommendations for the national

induction model. Release-time spent in training colleges was not deemed

desirable, useful or apprapriate in the main by beginning teachers; additional
" time available at school appeared to be more valuable.

I am not persuaded at all that a reduced teaching load, in terms of actual
contact houfls, gets to the central issue in this regard, Far more critical, it
seems to m%:, is the question of the appropriateness of what a beginning
teacher is required to do,

Clear advantages accrue from restricting the scope of the beginning teacher's
subject responsibility during the first year of teaching, This sees a beginning
teacher working only in areas of demonstrated competence, as determined
gointly by the principdl, and the beginning teacher. Typically, this sees the
beginning teacher responsible for instruction in numeracy, language skills,
social education, and then only two or three of the remaining areas, comprising
PE, music, drama and art. The Subject not taught by the beginning teacher in
the first year is left for in-service training the following year. There are
preblems with the induction year, there are pressures during that year, and we
can simplify it somewhat by leaving off intelligently, after discussion between
the beginning teacher and his principal, that area that the beginning teacher
feels less competent in. He can then move into that subject area a short period
later.

I would argue that without this initial restriction, thg{ formula for frustration,
dissatisfection and nervous stress will persist, conssquent upon beginning
teachers being required to gperate in an area of little or no skill, with unpro-
le wsional survival techniques gaining pre-eminence over informed practice. No
little part of the Board's findings concerning beginning teachers’ preoctupation
with discipline and control techniques, and problems with curriculum program
design reflect current practice in this area,

It is argued that if the aim of mduction and in-service training is the develop-
ment of competence, beginning teachers must enjoy a job specification which in
the first instance can induce growth from a position of streagth. Such a pro-
position has the advantage of conmsistency with the established pract#‘:{: of
"major studies" central to most pre-service teacher cducation programs, in
which students typically specialise in some curriculum areas to the almost total
exchision of others.

Iy

Such arrangements would not call for a reduction in contact time with children. |
They would, however, offer more time ta devete to preparation, diagnosis, and
remediation in arcas for which the beginning teachers are responsible.

The attributes of the approach are clear and straightforwatd, It entails little,
if any, reduction in contact hours with children, a desirable feature for begin-
ning teachers who value this contact after three yecars of reading and talking
about children, Obvious cost reductions are invelved with less call for release
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and replacement of staff. These place alternative induction programs beyond
the means of many sciwols and many school systems, - )

! avould argue that if the aim of induction and in-service training is the
evelopment of competence, beginning teachers must enjoy a job speclfication
which, in the first instance, can induce growth from a position of strength, 1
believe this approach to induction carries promise of iealising these goals,
Fully developed, it could represent an 2ttractive aiternative to existing and
generaily cost-intensive arrangements, It's an issue | would hope you give a
fittle thought to today. i !

3
.

BOARD FINDINGS '

‘Consensus among Queensland's beginning teachers reflects clearly the skills
they seeks their concomn with effective teaching, and the planning and class-
toom managemenr skills which would secure this for them. This matches Bolam's
findings, viz. "The overwhelming concern -, most beginning teachers is with the
practicalitles of thelr own teaching situation. Practical relevance is the
principal yardstick by which they judge an induction programi*

There was a much higher degree of consensus than expected in the Board's
study by ail groups on the desirability of many qualities in beginning primary
teavhers: s T

. abifity to cummunicate effectively with children
. genuine interest in and liking for childeen '

~

. enthusiasm in carsying out the teaching role

. commitment to teaching

. patience and self-control

. willingness to accept advice and guidantce
. ability to effectively discipline pupils . /

.« proficiency in use of English,

In fact, H one lumps together those 45 desirable qualities, | would expect to
find very littl, if any, statistically significant difference between the ranking
order of each of the five groups. The vast majority of those items appeared in
the study, 1 believe,.because out of all other possibilities they were deemed to
be desirable. So where one might find In reading through the results, some
disputes in rank otder, I would think ofie ought to look more for the similacities
between various groups than differences. The margin of difierence, 1 believe, is
not particularly sighificant in statistical terms,

It is Interesting to note that beginning teachers rated “ability to discipline
pupils as highest In their rank order. On factor analysls Pers%g_!
Characteristics were judged to be the most important qualities of a teacher
overall. However, beginning teachers olaced significantly more emphasls on
having a sound grasp of ciassroom teaghing techniques than did the other
groups. We've got to start listening to them when they say those kinds of
things,

Now, self perception is generally argued as having an interactive relationship
with actuat performance. It follows that the teacher who perceives himself as
being competent ano effective is more likely to- display the personality
characteristics listed as desirable in the Board's study. His criteria for assess-
ment of competence cleatly are émbodied in sound classroom teaching tech-
nigues. '

The Board's reporr suggests that In pagticular one area of a primary teacher's
preparation be given more emphasis. This is In assisting teachers in the

. development of .clas..oom skills: skills in management, and skills in program

planning. , .

* R. Bolam, Induction Progromied rar Probotionory Teothars, Revocrch Unit, Unlveloity
of Oriatel, #975.
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In practice, these two skills can be given intreductory and general expression
only, during preservice training, They are precisely the central tocus of well
designed induction programs, arising as they must from actual curriculum, a
- real school setting, known pupils and definite resources.

Here, [ strongly agree with the report - page 33 -
"Student teachers might be expected to gain sn understending of the

‘principles underlying effective discipline techniques, and shown how to

impiement them as part of their- college preparstion. There is no ..

pre-service ‘experience, hovever, which substitutes For the reality of
the teacher being given full responsibility ior his own class for the
Firgt time." -

It is important to get right what properiy shoutd comprise pre-service training,
what more appropriately shouid become part of a sound induction program, and
what is best left for in-service education, One essential clue to thls allocation
is providdd by Francis Fulier and Gene Hall, namely the concerns of the
teacher at each of these stages. . .

. A r

Agaln, it is emphasised, that the task of induction is accurately to determine a
beginning teacher's strengths, and to give expression to these so that he may
succeed in his early teaching, An Induction program should see a teacher
emerging from his first year s‘gnificantly more confident, more secure, and

" theretore more effective, than when he began, The complexity of his initial

!

responsibilities should be ):educed 1o encourage early teaching success.

On the basis of the data provided, it remains to reconcile, where possible, the
differing perspectives obtained from each group, according each its due, but
nevertheless working to secure a consistent, realistic and manageable set of
recommendations for policy on induction provision,

L]

DESIRABLE INGREDIENTS FOR ANY INDUCTION SCHEME

I believe ther¢ are at least seven desirable ingredients for ‘any induction
scheme, .

i.  Pre-service orientation: an organised pericd spent by each beginning
teacher at the scl%I towards the end of term before tai:ing up duty.

2. An_induction program: each school should accept responsibiiity for pro-
viding a program o induction for new teachers appointed to its staff,

3. Colleague sgﬁ‘;ﬂrts the functions of appropriate members of staff need to
. carly allocated within a schoel. Designation of individuals who will

asslst with teacher induction represents gn effective and promising
innovation,

4.  Regional meetings of beginning teachers: existing induction schemes, both
E here and overseas, ailirm tiiE very real contribution made by such

gatherings - relatively open-ended arrangements through which beginning
teachers learn that “their” problems are common to and being experienced
by a large number of their peers, that they're not alone in some of the
ditficulties they're experiencing, To bring them simply together with very
little more on the agenda than having them see that, has a very positive
eftect within the first term.

5. Restricted wnitial teaching r sibilitiess A reduction in the complexity‘
of the first several monthsfolloving appointment.

6. Time: for new teachers and for those who are to halp them. There is con-

erable agreement that whatever the logistic problems, time taken for
offective induction Is mora than justitied by its impact on subsequent
performance. .

7+ Departmental provision for induction: those responsible for ensuring that
satisiactory provision is made for induction need t¢ be convinced o1 ts

essential nature and to make provision {or it. .

The Board's Report reflects such a conviction I've summarised its findings on
qualities of begin ‘ng teachers, and have suggested some provisions which may
secure these. The rest js up to you. It remains your task today to examine how this
<an be done, .
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PANEL SEGMENT '

"HE LECTURERS' VIEW
-

Geoff Bull i
My presentation takes two sections, the first of which is a summary of the comments
that. the group that | was invelved with has made directed towards the report itself
that's prepared by the Teacher Education Review Committee; and then after that a
sunmary of the comments about induction itsell and the possible roles that the
colleges might play in induction, .

The first section, then, on comments about the report itself, The first andjperhaps
the most important response to the report itself by the group that 1 reprefent was
the overridding view that the report should be seen in the correct fight, That is, an
intent to summarise some present data In the Queensland scene and to p ke dis-
cussion. We saw It as very important that it.wouldn't be seen as simply a Hocument
which was meant to produce verv defenslve remarks from all the groups involved
such as, "Well, this js our excuse for not doing that", or “This is your.fault" and so
forth. So we Wwant to, first of all, ensure. that that was our response to the
document, We felt that it was important for other people who might read the
document, however, not. to interpret it in ways which might apportion blame to
various groups, because we felt that would be most counter-productive,

There-was some support within the group for considering some of the data in the
document old, in the sense that the colleges, or most of them anyway, have in the
last 12 to 18 months made substantial changes in their programs. These changes, in
facty, do go along with some of the suggestions that you could pull outr of the
document. By these I mean there have been quite a lot jof*“Cfevisions of courses
conducted on the basis of close contact with classroom teachers, and a number of
colleges have also much more closely placed their co:rses within schools rather than
just college~based courses. ft's very strongly felt by some of the members of the
group that we should make that comment, although it is in some respects the very
type of defensive comment that I said | would try not to make. However, having said
that, 1 just want to suggest that we felt that colleges should continue to look at
individual courses apd programs because we feel we have a long way to go. ' fact,
you only have to look down some of the tables in that document (*The inddction of
Beginning Primary Teachers') to see that the beginning teachers realise, as we
realise, that we have quite a way to go. So we're certainly wanting to accept,
perhapsy; some of the directions that beginning teachers are giving us.

Hopefully, nobody will be tempted to draw any unwatranted conclusions from the
informadion so far, and my group has suggested to me thal { just draw your attention
to three places in this document which may give you some ideas as to where you
may be tempted.

Table 3.3, first of all, shows a rating of seven for the ability to effectively
discipline pupils, and yet the same table shows a rating of 22 for knowledge of basic
classroom management procedures. Now, the group's reaction to that was, "We
wonder what the difference between those two things really is" ls i, amongst other
things, a semantic difference? That is, five different groups of people reacting in
different ways to words which may be describing the same thing. They may, as {
believe however, be quite qualitatively different, but others may not see them that
way. So. we simply sdy that perhaps those ratings should not be taken literally.

Secondly, Table 2.15 on opinions as to who should cenduct induttion shows that
experienced teachers are most favoured (#8.38 per cent); a combination of principals
and college lecturers are next favoured with 9,3 per cent, but then there's a very
large proportion {26 per cent) denoted by simply "other. We felt that perhaps there
could very well be some important indicators in those “others" thdt could lead us to
some rather interesting suggestions for induction and | will come back to that a
little later on, - )

Thirdly, many items either are, or I suspect would be, rated similarly by ali
teachers, not just beginning teachers. P'm relerring to, for example, help with the
preparation of CCPs. [ suspect that most e?erienced teachers like mysell would
dearly love to be given assistance with that, 30 some of the identifiable areas may
be common to all teachers, not just beginning teachers.
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The last one in this area, and I've left It tili last purposefully, is that there is, we
think, a tremendous amount of agreement across the five groups on what the
proviems are; I think that's a very )mportant thing to keep in mind because it's not
painting to differences really. It's pointing to similarities and that is quite different
from other documents in other countries, where the differences between those five
groups have been very large. .

The second part, then, is comments about induction Itself, and about the possible
roles of colleges in induction, The group, first of all, wanted to perhaps cha.llenge
the whole idea of induction in that It's possible to look at beginning teachers in
quite a different way from the way in which the review suggests that you might, For
example, the beginning teacher might be seen as a person who is entering the
teaching prqtession at the height of his or her enthusiasm, and with the greatest-
commitment to teaching that he or she might ever have. So that induction may ot
be seen simply as a problem of overcoming perceived deficiencies, but of making use
of and channelling already achieved qualitles. There may be abilities that beginning
teachers have that are very, very strong, I s -there are, It may be that
induction needs to be looked at in this light, as in the light of, perhaps,
skills that they don't have,

The second point « induction js contextual, That is, different beginning teachers in
different areas of the State have different needs. Therefore an induction program
cannot be generalised across the State. You can't have a centrally devised and
decided upon induction program which is then applled in the whoie of Queensiand,
and that may even mean you can't have a centrally devised induction program that
can even be applied across a region, It may need to be much more specific than that,

Thirdly, induction plays a role In the socialising of a beginning teacher, and It may
be ithat the beginning teacher should be seen in a number of different- lights. For
example, | would suggest that a beginning teacher could very well be seen as a
possible change agent himself. That is, somebody who can very well go inta a school
ard wark some changes on that school, rather than having thie school work changes
on him. So we saw, perhaps, an important part of induction as making provision for
the beginning teacher to change parts of the school, not just simply letting the
schuo{ change the teacher.

Fourthly, thers :sems to be general agreement so far that ingfuction should ke
school.based, and the group felt that there were a number of problems with this.
Firstly, there may be specific skills required by the people responsible for induction,
or for actually conducting the induction program, which are not related to good
teaching or -experienced teachers. That could cause ‘qulte a problem because
experienced teachers may be the very people who might be asked to conduct those.
Secondly, in small schools or In schools with rapid turnover of staff, there may not
be any suitable people at all to conduct induction, Thirdly, a certain percentage of
the beginning teacher's inductiun problems may be related to staff In the school and®
he’ is not likely to discuss these particular prablems with people who are based in
that school, And lastly In this area, the staff in schools who might be considered to
be responsible for the program, for example, principals and infant mistresses, might,
be the very last people who should be respensible for those prografs because those
people are also responsiblé for writing reports on beginning teachers. Those pecple
may experience a conflict of Interest or perhaps,, more importantly, they may be per~
celved to have a conflict of interest by the begintiing teacher,

. The next particular issue relates to my original point about Table 2:!5, beglnnil:ng
. teachers and how they may be inducted, and the "other" category, The group felt

there were many aspects of induction apart from induction jnto a school, We came
up with 3 very short list. For example: . Jucted into the general community into
which’ the school fits; inducted into pa'nts as a groupy inducted into how to
ca-operate and work with other professionals, These were seen by the group as being
most important as well as just the Induction purely related to school, N
We also lelt that beginning teachers inay not be the only ones who need induction,
For example, new teachers to a school may neced induction‘; new principals to a
school may need inducticny or as one of my learned colleagues said «in Toowocomba,
new.regional directors may even heed induction, : '
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It was also felt that there might be something called “Introduction” which 1“5
related to Induction, The introduction could invoive a familiarisation with a par-
ticular school and its workings. This could be embarked upon almost immediately as a
short-term project at the beginning or just prior to the beginning of a school year. It
rpighst involve a fairly common set of experiences which could be generalised across
the State.

As far as the rofc of colleges in@ductlo_n, we had a number of suggestions here, We
«thought, first of all, that because our graduates do take up positions all over the
State, the colleges cannot be directly involved with induction of its own graduates,
but could involve itsell in a number of projects and we listed a number here, ‘

Firstly, with a number of other groups, attempt to arrive at a general agreement on
what exactly induction means. Ethink that if we all wrote down now what induction |
is to us we might end up with a hundred different answers. Secondly, to engage with
other schools on our own campuses to leam how business, science, mathematicians,
and 50 on, perform their own on-the-job training. We felt there might be .quite a Jot
to be learnt from other areas. Thirdly, help other groups in* trialling particular
induction procedures to see which are most effective. Fourth, help train those who
will actually conduct the induction. And lastly, and I've left this till last
intentionally because the group felt this was the most critical thing of all, to
engage in a tash analysis of the whole area, so that agreement can be reached on a
number of things, and this reflects what Bill Young also said. (1) What skills teachers
reall;r do need; (2) the characteristics of a good teacher; {3) those skllls to be
developed in beginning teachers by colleges; (4) those skills to be developed in
beginning teachers by schools; ancr {5) those skills to be developed in beginning
teachers by in-service groups. There needs to be, we felt, a clear delineation ol
wherr all those things lit belore the whole process can start.

Arnd the final comment, and it's a little pessimistic. We felt that i induction was to
he embarked, upon, It may very well needl a reorganisation of the education system
as we know it. We also felt that if induction wasn't proceeded upon in these terms
then it may not be worth proceeding with it at all.

¥

THE INSPECTORS' VIEW
Allen Evans

We Inspectors haven't got together as a panel, we've had to consult by phone, We
feel quite optimistic about the way the induction ol beginning teachers Is
proceeding, When we think the word "induction” was unknown to many educators, to
many principals, to many teachers In the schools a decade ago, we_ think we've. come
a long way since that first Schools Commission report came out with the very strong
advice that we should be doing something really purposeful about induction programs

" for beginning téachers.

{ particularly appreciated the opportunity | had on Tuesday alterncon to meet with
Bill Young and to share with him some of the South Australian experiences and some
of our experiences here in Queensland, { think the similarities are very slgnificant.
Although T weuld like to commend the Board on preparing a very fine report, | think
some of us knew from the cries of anal.gsh from young tcachers that they were
concerned about the problems of classrdom management, about preparing these
hateful things calted CCPs, about their feclings of inadequacy when they realised
that in the schools in which they were serving they could not implement some of
their very idealistic perceptions of the role of a teacher., | think that it was good
that | could share that with Bill Young. | particulatly fiked his thought of giving
beginning teachers an opportunity to work in the areas where they have perceived
competence. Our young people have done majors in music, or in art, or in drama, and
they can have a very vital role in our schools, of assistiig to lift the standards in
these very important subjects. I would commend this recommendation of Mr Young's
to you all, whereby you can give beginning teachers in your schools opportunities to
wotk in the areas of their competence. They will be seen by the other teachers,
then, as being people who have something to contribute to the life o1 the school It
certainly will do much to enable them to develop their perceptions of themselves as
being werthwhile and worthy teachérs,
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In the few moments that remazin, | would like to share with you some of the thoughts
that we, in our telephone hook-up, were able to glean regarding the inspector's role
in the induction process. We sometimes see ourselves as the Tony Eggletons and the

. David Coombes of the induction program. Pmple don’t know much about us, and yet

I think that we have quite a significant role in induction.

In the pre-service field, we feel that the regional inspectors, In particular, have a
vital role. The young pecple in the colleges are concemed whether they are going to
get a job. They have heard some, strange stories about the fact that they will
probably be appdinted to remote areas, The regional inspector, with his intimate

knowledge of staffing, can give them some really accurate information about

employment prospects, about the transfer system, about promotional avenues, about
the things that they should do on receiving that eagerly awaited piece of paper
which states that they are appointed to 2 school. Particularly, I think he -should
counsel them about the need to visit the school to which they are appointed, to
meet with their prlncipal before they take up duty. Of course, we've had the oppot-
tunities in the fast’few years of interviewing the young people who are applicants
for positions in the Department of Education, and I'm sure those inspectors who have
been on those interview panels have been able to be of great assistance to the third
year students whd are hoping to obtain empbyment with our Department.

At e school level, Inspectors have & w.ry vital role in ensuring that principals and
school staff “are mee,tmg their responsibilities in this regard. In Brisbane South
region, we've had seminars for principals to talk to them specifically about their
vital role in induction, In the Central Region, a very spiendid check list was
prepared and sent out to schools advising principais of the procedures in a worth-
while program. | think also we can ‘talk with teachers about thelr role, because
sometimes there is regression in the attitudes of young teachers when they get into
schools. They go into schools and their ideas of individualised instruction, of small
group instruction and of co-operative teaching are sometimes rather sadly shattered
by the schools to which they are appointed. 5o there needs to be a measure of
sensitivity and concern on .the part of the experlenced teachers, and I'm sure that
young teachers are looking for this. We, as inspectors$, have a role in developing this
measure of sensitivity. .
Inspectors have a roie as facilitators, WC-Qan organise seminars; we can get young
people together in metropolitan areas™. it usually Yakes the form of aftemoon
meetings. 1 like Bjil Young's idea that such meetings shouldv'r be too tightly
structured. The great thing in these meetings is for young people to meet with other
graduates and to find that they have shared concems; that they are not the only
ones who are havipg problems in preparing programs for difficult children; that they
are not the only ones who have problems in getting a CCP that's really meaningful,
The very fact that they can come tegether and can draw comfort from each other is
good,

For the graduates in the oountry areas, rcsidcntial seminars ate ideal. I,,know in
Parling Dowos the Regional Director and his inspectors did do some splendid work in
close co-operation with the Parling Downs College of Advanced Education, in having
young people come back to the college to iive in, and to meet together and to
renew contacts with some of their college lecturers, The lecturers do have an
on-going interest in their students, and this gives them a valuable opportunity to be
of real assistance to them, . .

"

" We also have a role in pastoral care, Sometimes there is a young teacher who may

just not feel able to talk with his or her principal about the concerns he or she has,
If inspectors can establish 2 sense of trust with young teachers, sometimes we Can
be of assistance. In extreme Cases, we can even Organise a transfer.

The Regional Offices also have an important function, We know that there are some
schools that do wonderful things for young teachers, and we should see that these
are the scheols to which young teachers are appointed. There are a few schools
where it would be better that we didn’t appoint first year teachers at all, If we can
alert our regional intpectors to the really gond schoois where young people will
grow &s teachers, we should do this, So we do have a role in advising the regional
office about judicious placement of teachers,

I liked Buil Young’s seven points. | think he has certainly picked the eyes out of the
necds in induction in those points that he gal'vc. The ones that 1 think were par.
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ticularly pertinent to us were the ones about the regional mestings, the gnes about
glving advice about reduction in the complexity of work requirements, and perhaps
to a lesser extent, advising about the functions of the appropriate staff meml?ersﬁ

/

B
.

THE PRINCIPALS® VIEW .

1

Fin Lawson

. *
Speaking on behalf of the principals, I should make a point, as Allen Evans made it
Wg principals were unable to get together as a group. Secondly, having heard the
previous speakers, | do not intend to start this by stating that,beginning teachers
are at the whim and mercy of the Department and of, the principals in the schools to
which they have been appointed. I think we have far more important things to talk
about than those fairly frivolous remarks. | do feel that Bill Young, in his initial-
address, has sald all of the things that I've been trying to get across in this paphw,

First of all, under the title of "The induction of Beginnfng Teachers" is 2 sub-title
that says "A Report prepared for discusslon at a.conference on 25 Qctober', Now 1
hope that the following comments that-Ihave to offer-will-be—of-help wheri action
plans are formulated and carried out as a result of this report. Reminiscing, 31 years
ago the.then headteacher of the Murgon State Primary School and Secondary
Department, said to me, a first year teacher from a little school in the country,
"Boy, it takes five years to realise you know nothing about teaching, and then you
start to learn”. A remark passed last Thursday while I was talking to.Bill Young
recalled those words to me, and meanwhile, 31 vears later, we're still learning, or I,
for one, am still dearning, I think that has a point for induction programs « the point
of how long dqes an induction program go on; I think the answer to that is as long
as it's necessary. . .

Now in these few minutes no attempt has baen made to define specifically terms
like induction, beginning teachers or the length of induction programs. I think that
this will be atterinpted when you formulate action plans”

| would however refer you to Tabie 3.3 on page Zl. It's entltled Rank Order. If we
accept the &3 desirable characteristics as valid, we can draw, some interesting com..
risons. In, the first ten items, principals score nine places; lecturers, six;
inspectors, eight; experiénced teachers, seven; and begirining teachers, seven. If we
even go on to twelve items, principals score nine places, and beginning teachers
score nine places, Now these perceptions of very different groups are very ciose. in
one way this is heartening, sipce of the groups survey>d, lecturers, inspectors,
principals and experlenced teachers, are exactly what is said - experjenced people in
classroom interaction apd classroom management. Beginning teachers are the only
ones with littie schodl experience, and yot with their own perceptions, with their
pre.service training, they are entering the professlon with positive and compatible
idéas of role expectation, ‘ . .
I would now refer you to the handout. (Mr Lawson had previously handed out a sheet
which had four headings, These were Needs of Beginning Teachers, Needs of the
School, Strengths of Beginning Teachers, Strengths of the School) For the purpose
of this sort of analysis, I,have made the assumption that the needs and strengths of
*4e school are reflected in the principal responses. If we went further into this, the
needs and strengths of the school may be more accurately reflected by looking at
principals dnd experienced teachers because they ‘ate within the school, There are
various items In the four headings that will go beyond the booklet. Teachers will
Have needs that aren't in the 45 desirable characteristics, Schools will have needs
that aren’t there. But with this as a tool of analysis, one should be able to find the
various needs and strengths and note those where the perceptions of the school and
the beginning teachers are close, and note those where the perceptions and
priorities are quite different.

A good vxample is from the table (Table 3.3). This shows the concem of beginning
téachers about preparition of CCPs and planning of work programs. While other
groups, notably the principals, have them down as sixteen and seventeen, beginning
teachers have them down as five and eight. If we could lock at this for a while and
decide a reason for it, it could be perhaps that within a bigger school, the principals

é
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and the experienced teachers realise that these are the result of group work, of
group planning, that the begihning teacher will just be drawn into that. But at this
point of time the beginning teacher doesn't know that and so to himor her it is an
immediate concern, and a very, very real concem, .

Now, having identified needs amd strengths, the school has the basis for con.
sideration of an induction program. While this makes for a very individual program,
there appear to be enough common elements from all sections of the profession for
broad principles to be observed. I think that the four factors derived from the
tactor aralysis on pages 25 to 31 bear careful study., Maybe there are four
principles that need to be looked at in planning an Induction program. Another
factor that was not drawn out specifically is the utter essentlality of communication
skills, communication skills at all levels. Communication skills between teacher and
child are particularly important for the heginning teacher.

In my telephone conversations with my colleagues; we agreed that.schools must move
along these sorts of lines. The catalys} is given by the document to plan and carry
out more effective induction programs, Too often they have been on an ad hoc basis,
whereas the better thrust would be on the school basis.
I think later in the day in the discussion sessions, you will talk about buddy systems;
you will talk about placing inexperienced teachers with certain experienced
teachers;, you will talk about group plarning, and so forth, I think that each of these
themselves is a very desirable thing. But I also think that they have their greatest
effect when they are part of an organisational structure, { don't thihk that goes
against the ideas that Geoff Bull mentioned when he said that induction programs
must go beyond the school. 1 think that fact is recognised.

Now, what I've tried to do here-is to view the rclatlonship‘between the school and
the beginning teacher. I think there are many, many mote implications in the report
that you have in front of you. I think that the further you delve inta It, the wider
the implications you are going to see. Yes, you'll question validity; you'll question
methods; but if you do, how about trying to find out whether you can validaté_ot
invalidate the sections you're concerned about, . . : .
i

To summatise: the information contained in the report on the needs of beginning
teachers shows that they are perhaps all 45 items listed, and many others. Bug |
would hope that, when you wark on some sort of positive analysis, youre planning
for induction programs that can be made into biteable chunks, so that the con-
tidence of the teacher is built up and not shaken. 5o that the basic need of & begin-
ning teacher to have a class or a g7 .0 teach is fulfilled. Sa that it is. not
translated | into, and this was stated to me by a flrst year secondary teacher, “a
survival course as you would have in the jungle™ 1 think that then you will have
within our schools sucéessful induction programs. And can they be as long as needed,
school-based, and as unobtrusive as possible?

i

3

THE EXPERIENCED TEACHERS' VIEW
Pam Verney

I'm pleased to be able to speak on behalf of the experienced teachers. | have two
sections of informotion to present. One section of our concern is the report, specifi-
cally, and since that's poing to be discussed in the group workshop sessions, I'm only
going to produce the Points that we considered from that. Then 1 shall talk generally
about how experienced teachers seg our role in induction. ~

The te . points that we saw from the report, The first was that induction should not
be seen as only for beginning teachers. The second point was that v'e see a need for

. empathy for beginning teachers throughout induction, The third point was that we

saw conllict of priorities between lectuters and beginning teachers. The next point
was that we were concerned with the induction period alter school commencement,
with the induction period prior to school commencement, and with induction in’
country and small schools,

We talked a*out and raised from.the report the questlon of when intion should

&0
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oceur, and the desirable qualities of the beginning iteacher, as well as the impli-
cations of the report for employing authority and college selection panels. Some of
the disastrous statistics that we saw in the report were, firstly, the years taught by
beginning teachbrs; secondly, the total number of children as shown in classes, which
I'm sure is an ergag which needs explanation; and thirdly, the beginning teachers in
open-area. They e the three things that we were concerned about.

Y

As a general comment, from the experienced teachers, we offer the following.

The term induction has recer..d extensive consideration since the publication of the
James Report in 1973, The James Report was based on the assumption that the new
entrants 1o any major profession camnot be expected to make a full contribution
xrrmedla.tely an assumption we tend to overlook in education quite often,
B

As experlenced teachers, we're feeling pretty good about this report, and we [eel
pleased on two counts. Firstly, we're very pl?ased with the fact that the Queensland
Board of Teacher Education has made this study on behalf of its teachers, and it is
indeed one of the only Boards to do so, and we'd like to commend the Board for its
research and work. .

|
Secondly, we're Ieeling very pleased about, the' repurt because it shows that we

, experienced teachers are wanted, and that \l,'c're not only wanted but we're needed.

 That's a very good, warm Ieellng to have, to know that somebody wants you and
Eaeds you, The report and other sources show us that beginning teachers want the

elp and advice of experienced teachers. We know we've got plenty of teaching
experience to give and we're champing at the bit to give it. .
We hope from this repert and discussion that induction for begmnmg teachers will
become something that is accepted and expected, and not something that we've got
to get around to sometite.

We're conceined that inductlon programs should not be seen as only for beginning
teachers and we wish to see induct'on for commencing teachers. The teacher who
graduated in December and is appointed in January is the persof:we're looking at at
the moment. We need to consider also the tedcher who graduates and is employed in
non-teachigy professions and then enters the teaching profession. We need to
consider thd teacher who is re-employed atter an absence, and the teachet who is
appeinted mid-year or during the year.

While . the employmens scene continues as II.,IS! there will be an increasing number of
appointments made after employment, miduyear and after an absence. As eXperienced

teachers,, we anticipate a greater role to play in the |n$ction of thkse. teachers ,

particularly.

We feel that induction should primarily be the res;;;ns:blhty ol the schoul and hlghly
individualised ™ suit the mdmdual beginning teacher's needs. The Bassett Report
states this very clearly also. -

We feel induction should be on-gomg with the emphasis on the development of
eractical skills, There should be a conceatration on practical issues and practical
dally experiences of teachers. These are areas where the experienced teacher has an
important role tp play. .

The overall fechng as we see the nceds expressed by the beginning teachers in the
report was that induction should not be conducted only by administration, although
we recognise thst they need to conduct some of it. Induction should include the
specialist teachets - the teacher librarian, the music teacher, the Physical Education
teacher, the remedial teacher and so o Induction should be flexible to meet the
peculiar needs of the individual teacher. Induction should be conducted on a team
basis, Including all of the ?eoplc taat I've just mentioned. We see the role for us, as
experienced teachers, heavily involved as part of this team.

We have a major concern in Considering when mductlon can occur, and considesing
this, the usual in-school time, oyt-of-school time, vacation time considerations arise.

We would like to recommend that immediate and lengthy consideration be given to
the teacher. free days which will occur in 1981 and henceforth, In the present
situation, “these days are designated to be taken in September, which js very {ing for
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the high school mid-semester marking, but it's not so fine for primary schools,
Teacher free days could be used to a far better advantage, particularly for
induétion programs if, on one hand, It would be possible for the pr&cipal to select
when the teacher free days could be taken in his or her school, or, failing that, if
the teacher free days could be taken at the beglnning of the year, This is something
which should be really considered,

informaticn ine this report showed’ that 65,1 per cent of beginning teachers In the
survey had no chance to observe lessons and this reminds us that we are assuming,
as 1 mentioned earlier, that entrants into the teaching profession can't make their
fuli contribution without experience. We, as teachers, are treating these beginning

. teachers grossly unfairly when we expect them to do this,

As experienced teachers we're concerfmed for and about the feelings of the beginning
teachers, and deeply consider how and where we can help. In this area we see two
roles for ourselves, and thig is along with the administration and other members,
Firstly, we have a role to build up those positive attributes, those qualities and

biliries which the beginning teacher comes into the school with. We also see 2 role
%:rcngthen and develop and provide knowledge and security and backing in those
arcis where the beginning teacher does not feel confident and positivé, These two
roles, we are suggesting, could be tilled by an em:e:rlnsnceclIl teacher acting in 2 buddy
systet. To have an experienced practising teacher responsible for, working with, or
just being t.ere for cach beginning teacher is what we're anticipating, This idea is
much along the lines of the English James Report recommendation for professional
tutor systeins, or on a more simplified level, it's along the Canadian Red Cross learn
to swim method called the buddy system, It ensures safety, confidence and an end
product that has ability, and that's what we're after,

Colleagues emerged as the most significant source of assistance for the beginning
teacher in this report and that's alse supported by literature, We give the help now
and it is our concetn that the assistance given by experieiced teachers be
recognised and acknowledged and organised and offered to beginning teachers on a
planned basis, - * » t .

There would be 2 need to consider Peduction in beginning teachers' téachiné allot.
ment, and alse reduction in work load for experienced teachers, in our opinion,

We would like to suggest consideration for the placement of beginning teachers in
schools with cxperienced teachers, This means placement into large schools, not
stnall country schools, The statistics in the report show that this is not happening,
but sufficient evidence exists in the report and in the research literature t0 sunport
such 2 desirable consideration. To enable this to occur, our thought is "that
appeintment of beginning teachers should be made before and indcpenden{ of
transfers and promotions of experienced teachers, . .
The final point I'd like to make on behalf of the experlenced teachers is a concern
that some in-service be specifically designed to cater for the specific needs of
women, The repor! shows some dlsastrous statistics related to the grades taught by
beginning teachers and I quote, "Ht would appear that gven with the appointment of

«/beginning teachers, the teaching domains of male and female teachers are fairly
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clearly delineated” {page 8}, This concerns us as experiénced teachérs because we fit
inte this category of the delineation. As ly as 1973, the Schools Commission
recommended In jts report that role models be given a very serious consideration in
primary school, both as teachers and administratars. The Schools Commission report
recommended that a larger proportion of male teachers should be appointed to the
lower school and similarly more females be appointed to upper school. Looking
2 sund today, and looking at the description of the respondents in the report, it's
clear that this State is not yot accepting the importance of role models.

Bricfly, we would see that induction could be. school-based, should be school-based,
and individually cgganised. The key to it all, we feel, could be management, efficient
use of ‘tine and petsonnel and public refations. . .

- LU
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" endeavoured to be as honest in our findings as pe
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TAE BEGINNING TEACHERS' VIEW

Robert Moscoso ) '

ble, Qur report was made firstly,
from the Board of Tepcher Education's conference booklet and, secondly, by
speakih ? ‘with many begihning teachers, The views expressed are not necesserily my
personal views, as | had a pleasant, happy and rewarding experience, in college.

in today's report, my colleagués, Robyn Willmott r‘jnd Lyadeen Walker, and [ have

We agreed with many items in "The Induction of Beglnnmg Primary Teachers"; we
strongly disagreed with others, Being a compétent teacher is more than contro[lmg a
class dnd delivering appropriate lessons, It Is important to look ahead-to skills that
can‘be developed and to try to identify ways “of achieving these skills, *

Durmg this year of teaching we can look'back and from other teachers observe that
expertise in such vital areas of tedching as curriculum plamning, interaction with
students, co-operative work with other staff mernbers, the use of yesources and
-evaluation repotting must be gained through one's own personal efforts.

‘
The questionnalre revealed, significanty, that very fev.r beg:nmng teachers were
appointed to the extreme ends of the pnmary school, that is, Years | and 7. Even
still more significant was the fact that'in 1979 no males were appointed to Year |,
and only 7.7 per cent were appointed to Year 2, The point we would like to
emphasise here js that this.sitUation may indicate that little consideration is given
to special skills of each teacher in class appomtments. y ,
We were interested to «discover the pla;:e where beginning teaa}ers felt they learnt
most of their teaching skills, Surprisingly, it was not where one would expect: 48.8
per cent had to wait until they were actually in the teaching situation "to learn
these skills; 366 per cent learnt them at practice school; and only 7.4 per cent at
college. We agree that if students were givean more practlce sessions and, Iess
pressure through evaluation of performance,™skills could be develoged better.,

The art of teaching is the art of assisting discovery. Colleges should prepare
students 16 teach with 2 minimum induction -~ -

When we say induction, we mean gnabling the teacher to be aware of routine
records, lesson plamning, CCP laydut, course design, assessmefit, teacher/parent
interviews and time management. | heard only this week about a beg:nning teacher
who had no idca of the Religicus Instriction program or time allocated in the school
until this menth {nine months after appointment to the schooll Obviously, had the
induction been carried out correctly this would not have happened. - Lt

The report suggested that, in the early months of teaching, other clgssrobm teachers
supplied most helpful advice. Of the beginning teachers surveyed, 71,1 per cent said
that other classroom tcachers were of "great help” or "very great help™ But in the
case of two of us,.we found that it was our school principals rather than the
experienced teachers who were the most helpful, always willing to give advice when
sought, or help when needed, In fact, speaking with young colleagues, we found ‘that
many experienced teachers lggked prefessionalism, being reluctant to share ideas or
programs,

Henry Amiel said, "Our dependence outweighs our independence for we ,are
independent ,only in our desire, while we are dependent on our health, our nature,
our society, on everything in us and outside of us" .
We spoke together about the 60 per cent of beginning teachers who consulted text
books in the first year and found these a great help. We wondered whether, perhaps,
these books were actual programs, or classroom text books. We felt how important
and how helpful it would be if the school could COrp‘plle a list of resources and
equipment to show beginning teachers, 1t would nlso helpful if this list included
whire these items were kept in the school,

- First year teachers overwhelmingly wanted a systematic induction program - 81,9 per .

cent, in fact, Only 13 per dent said they did not want an induction program.

We think induction could be exam.. ed in three partiu wheke, by whom and when;
a L3
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Where? We believed firmiy tiat it should be in the schools. By whom? The principal
or depuly principal. We thought perhaps he or she could expiain the requirements of
the CCP, -their layouts, the use of teacher aides, their responsibilities, the time
allocated and schaol routine and policies. Other teachers could, per aps, assist with
upits and rescurces. The Nbrarian could provide res * ces and inform the beginning
teacher ¢f that which is ava lable,

The question came up of when - as soon as possible, please. Certainly, before the
teaching time, has really begun aud, preferably, as soon as the beginning teacher has
been appointed. That is the time when we should have the form of induction we have
described. We strongly disagree with the 312 per cent of first year teachers who
wanted induction programs to be conducted in school howrs during valuable term
time. Why not, as in the case ol a couple of us, hold ‘nduction programs before
school or after schonl? That way little interruption to our teaching came our way,

We believe that Jealing with learning problems, the plaming of the CCP,'handling
children with behavioural problems and more practiCal metheds of teaching In cuiri.
culum areas should all he taught at college and not at the inductivn,

My colleagues and I disagree with most beginning teachers' rankings on pages 21 to
23, particularly item %, as these rankings indicate that the ability to effectively
discipline pupils is the most important quality. We maintain that if beginning
teachers are hating problems with discipli-e, perhaps they are having problems ~r
difficulty in writing their CCP and planning lessons as well, becayse the problem
may be that they themselves are not cpturing the children's intersst, If ways of
planning CCPs were taught more thoroughly, the lessons the teachers give would be
more effective and discipline less a problem. We find it most importanrt to teach
children and not over-write CCPs. ’ . .
. Beginning teachers ranked the atility to effeetively discipline pupils, the ability to
prepare a CCP, the z5ility to plan work programs, confidence in ability to perform
* teaching tasks as the most impgrtant qualities. Although my own college experirnce
was rewarding and satisfying, it is evident that beginning teachers' concern with
practical items again reflect insufficient training at college. It would be right to say
the important degree for the college gradvate is the degree to which he is willihg to
work to make himself a success,

Beginning leachers ranked item 29, industeious approach to teaching, thirtieth. We
ask how much thought has been given to the rankidgs, because if you are committed
and enthusiastic (ranked very highlv) you would be industrious.

we disogreed alse with the lecturers' point of view that teaching techniques are less
important, Is this one of the reasons why teachets colleges have changed thelr names
to college of advanced education? Perhups Bryan Nichels' comment is right. "The
word ‘teaching' is basically misleading. Schonls and colleges cannot reaily teach; they
can only instil a desire for leaming™

With regard “to teachers, how and where should the highly des-ir?b!e personar
qualities be developed? Is it possible to develop personal Characteristics? Teachers
should possess these qualities which probauly were present to a small degree .efore
teacher training began and were developed within the teaching practice sessions.

* There is difficulty identifying people with these characteristics, Fog- example, how
K "do you find someone able to cp-operate with thir ‘ellow human beings and with a
genuine liking and interest in children,

In summing up. we found that pre-service cuurses were ingdequate and could have
been more p,actical.

Perhaps more time should be ‘spent in schools than in college with the emphasis on
the practical side of teachinz. We feel too much time is spent in cellege and not
. cnough in actisyf texching, : )
Screening in elation io Personal “srargcteristics- is-also_important Do we want the
best teachers? it 50, we most consider these characteristicss For c.:unple, if the

.' : Department wishes to appoint the best teacher available, surely marriegl women who
¥ nossess desirable qualities should be given preference to less suitable single people
¥ 1ay not be so financially secure. Perhaps the Induction process would be easien,
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We can afford to be fussy, We are develeping the natural resources of our jovely —_
country. o ’

We also believe that the standard of he college teaching could be improved to make
: their courses more worthwhile, Ali of us can give examples from our ddys at college
when we had a lecture cancelled and the lecturer say o us, "In this time we would
like you to work on your assignment”, Other examples of this were reported by mdst
people to whom we have spoken. A three.hour tecture would start a quarter of an
hour late, finish a quart r of an how early, there would be a 20 minutes break, -4nd
th\en the students would take the whole program. % .

We see the necd for an {nddclion program, A teacher must be aware of the school
policies and environment. The problems faced by beginning teachers are not those
that can be solved by improving induction aione, but are the result of deficiencies in
the pre-service.training,

3
GUESTION PERIOD FOLLOWING ‘ADORESSES B8Y PANEL SPEAKERS
Bill Hesth;  ° | '
I think this |s imporfant Jn providing an underying context for the rest ol lhe day's pro.
ceedings. Could | ask why, among the dilerent groups that were surveyed to get a
cross-secllon of responses, two other groups vilally concerned wllr the quality of teachers ~
ware nat Included on ihls occaslon: {1} parents and {2) puptis?

8ill Hamilton: ) , /

I take your point, but you have been invited along to thej conference because we

know you are vitally concerned. The nature of the survey if you look into i\ care. !

fully would indicate that it was an in-house professional study. We are, nonetheless,
N vitally concemed, as always, with the contribution of parents.

f;‘eoff Bull: I 'I * ’

1
My comment would be that| the Survey we've all got in % nands js the beginning
point, not the end point It is meant simply to stimulate discussion of people like
yourself with us. If it was the typical sort of report, which is the drawing together
[ the whole thing at the efd, | would sympathise with you.
- I "
Bill flamilton; /

The whole purpose of what the Board is doing jn research is not pure research jn
the sense that we come to definite conclusions, We hope that the Board's research {
will act as a catalyst in bringing change throughout tT system, :

Bruce Dixony I

! have a question directed to Pam Vemey, as an exp ilenced teacher, Could you elaborate
brietty on the concems you've felt for beginning leact ers In relatlon lo cpen-area teaching?

Pam Verney: .

It was a pomt that was rqised in the report and va lwere hoping that this would
come out in discussions, We question the figures on alile 24, in particular the 67,4
per cent of beginning teachers who teach in a self-contained classroom and teach
most subjects to on¢ class, The question asked is whether this figure includes
teachers in open-areas with dividers. It would seem that whe 688 per cent of begin-
ning teachers referred to on page 16 feel that teaching\in an open-area situation
should be a topic intiuded in inductien programs. The figutes shown in Table 2.4 are
not gIving the true picture with respect to the number 61 beginning teachers in open-
arex classrooms. We felt that on the one hand the beginnipg teachers were saying,
yes, they want open-area information, but because a small proportion of beginning
téachers are teaching in open-area classrooms, this table doésn't support Table 2,20,

David Warner: ' .
Having a degree of sympathy w. t° befl Mescaso sald, can Iigsk him to deline what
he' means by exirz leaching prdetice In pro-service programs? | lth H's a very mportant

—————
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question to ind gut what beginning leachers leel teaching practice should be all about.
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The problem for most beginning teachers is that when you go to practising school
the first thing that you % confronted with in your class 1s the teacher sitting there,
watching eveq step you make; and the principal telling you what he expects of you.
You're not yo n'\sclf. I teel there should be a particular way or a particular time
when the teachés in training can go out and actually set up a program. You should
be able to go out’iQio a school and set up a particular program, or perhaps a theme
you can work around, where you yourself can set it up completely and not have the
pressure of coatinual ‘assessinent. I've had some wonderful teachers and I've done
very well at prectice tdaching and I've been very happy. But | still see the need for
less evaluation, le.s pressure and letting the teacher be himself without feeling he
must put on a false i npression.

-

Skan iteilbronn:

In Townsville, the CAE has Inviled the parenls mover.enl lo address studenls on whal lo
expect when lhey come face o face wilh the paranls and citizens organisallon, | wonder
whelher fhe colieges are dolng thal, whefher they ses Il as an fmportanl part of fhe
induction Process, lhal Is preparing leachers for, nol jusl lhe leachat/parenl discusslon
aboul Tommy, bul the fact lhat parents are a real force within Ihe community lhat the
beginning leacher is going to move Inlo. Parenls have an inlluence and il 15 very Imporiant,
In our opinion, Ihat the beginning leacher sees us as pariners wilh the schogl In the whole
process of education. | think this Let's Develep Education campalgn has brought this oul, bul
| was wondering whal olher colleges have done In this area. :

GeofF Bulls N .

Certainly we do 1n the third year in a marticular unit have many people Including
parents groups address the students, We have also had an Additional Experience
Program which 1s bking reintroduced. In this program, staff and students, on a
voluntary basis, undertake to work with groups such as adult illiterates and children
in hospital scheols. We have a very involved program at the moment where our
students olfer themselves to go to the channel country in the isolated children's
program where they work not only with parents, but with the parents and those
parents' children together. This is purely on o voluntary basis. We feel that it
probably works best that way. These programs are in addition to the more tormal
contact where we actually bring visiting pecple in to address the students in the
normal lecture period.

One of the points that | made was that induction is not simply induction iuto the
school, 1t's an induction into the general community, it's an induction ito parents,
it's an induction Into other professionals. We found in talking to our graduates that
they don't have the skills of meeting with other professional groups, so these's a
nced for that general sort of induction as well as the more specific induction of the
beginnng primary school teacher. . .

Brll Hamilton: .

Let's hope the schools gre so much part of their communities that you can't see any
sepa.ation between induction into the school and induction into the community
because the two are so closely interwoven,
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GROUP RECOMMENDATIONS AND REPORTS ./

After the panel segment, mixed discussion groups were formed to consider -the impli-
cations of the Boards research and the issues raised earlier in the day. Each group
was asked to write its recommendations on an overhead transparency. This was
displayed to the confetence at the same time as a spokesperson for the group
elaborated on the recommendations, Both the recommendations and the report of
each group are given below. : .

RECOMMENDATIONS - GROUP A .

1. Departmental poiicy emana‘tihg from Director-General with respect to induction
of beginning teachers and simijlar policy statement by appropriate Catholic and
other non-government authorities.

1

2. Pre-appointment visits to.school within limits of praciicality. In addition, letter
of welcome by principal, information about school, invitation to teacher to
send in ;ormation about himself,

3. Each school to draw up its own induction program with appropriate staff tasks,
which must bev monitored for the purpose of feedback by the appropriate
authcrity.

% Greater degrec of co-operativeness amongst teachers at a professional level, |
5. Time for induction program must be set aside because of its importance.

6.  That more than one beginning teacher be posted to a school at any one time.'l

- Exwi o~ f[

4 |
|

REPORT - GROUP A

I, We thought it would be a good starting point to take the seven points that had
been highlighted by Bil Young in his opening address. We thought, therefore,
that there should be an official policy statement by the Director-General of
Education, and by an appropriate body within the Catholic and other systems
on this matter along the lﬁ:es o[ the one prepared by the South -Australian
Department of Education,

2,  We then had a very fascinating discussion on the question of visiting schools.
We did realise that it would be impossible in all cases, We did, however, feel
that it was important that pre-appointment vistts to the school, within limits,
should be made, Where these weren't possible, then there shoyld be letters of
welcome. One of the things we did feel was unfortunate was that principals
seem to be the last people to be notified as to who is to be appointed ta their
schools the following year. We felt that this wouldn't be such a difficult
bureaucratic knot to unravel, so that the principals could send personal letters
to the individual teachers joining them. The other thing about the visits to the
school, of course, was the massive change of principals, and we feel also that
it's important that we don't send a person to 3 school where the head is to be
changed and an entirely different philisophy could be apparent. The welcoming
letter should include information about the school and about the district, and
there should also be an invitation for the teacher to send information about
himself or herself to the school,- .

3. The group felt that it was important for cach school to draw up its own
" induction program. We coupled this with a fairly authoritarian view. If it is
policy of the Department or school system that these should be an induction
program, it follows that there should be a program that can be monitored, and
therefore whether one likes it or not, it will become part of the visiting

au Jority's task to check on the program for the purpose of feedback and so
on We were also amaZed that the booklet, "Guidelines for the Induction ol the
Beginning Teacher irfQueensldnd Primary Schools", which was prepared in 1979
didn't seem to be more widely known. It has a suggested program. We felt that

- o=« school was different and it should be acknowledged that each program
should be programmed for that particular school. We would probably go away

.
. . -
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from the view that the secondary people have taken that *there should be
something fairly prescriptive such as the TIPS (Teacher Induction Program -
Secondary) manual that has been prepared. -

4  There should be a greater degree of co-operativeness amongst teachers at zll
professional levels.

5. Tume for induction programs must be set aside because of its importance. Our
authoritarian view is if we are professional, and this is important, then there
must be induction programs. Similarly with time: if we can find time for other
things, time must be found for induction programs.

6. Finally, we felt that one of the implications arising from all this was that it
would be preferable if more than one beginning teacher was sent to a school so
that at least they could be mutually supportive of one another,

a
*il***l*i**l

-

RECOMMENDATIONS - GROUP B . '
l.  Teachers centres and professional ‘assoc:ations play a minimal role in the
. induction program and this is the role they should play.

. 2. Colleges - . .
. ’ {a} Table 29 - * .
) | . Pre-service hasn't full}'met the needs of the beginning teacher,
+ ° Practical courses and grounding-irl.basic subjects need more
. emphasis.

’ . Conflict of interests and philosophies between colleges of
advanced oducation and Educatnon Department {however
demand bas led t¢ Change).

. Secondment ol experienced teachers and movement of college
. lecturers to schools to work at classroom level in curnculum
. ‘ areas should be expanded and encouraged.
! () Tables 29, 2, ll -

! . Colleges should be encouraged to continue the ideahsm and
sense of professional integrity that a great majority of
graduates are showing.

3, Schools - ‘

Induction policy is essential. .

. First month's CCP be given to beginning teachers, prepared by
previous class teacher,
Need for pupil-free days in January.

. Need to make contaet before beginning teacher starts and the
school should be ready to receive the beginning teacher.

5 . Monitoring of class size, discipline and learning problem children in
beginning teachers' classes.
Use of special teachers to assist beginning teachers (eg. back to
back teaching situations),

. Status of student teachers during practice teaching should be kept
under review. N

oAk oE e

REPORT - GROUP B

One of the things that we did as a preamble to )qscussion was to have a general dis.
cussion on the people we were concerncd about. We considered that we were not
. F)
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oncerned 50 much about indectdon for beginning teachers, but induction for begin-
ning super-teachers. We have to remember always that every teacher in a primary
school has to have a knowleoge and an understanding of eight subjects and in some
cases, nine, and | believe in some, ten. And theyve got to present interesting
programs td & fairly poorly disciplined group of youngsters, poorly disciplined not
just at school level but at home level and commenity level, They've got to present
those programs in an interesting way to maintain some sort of control and to reach
some sort of standards. Since some of our schools don't have induction programs,
what a challenge we've presented to the CAEs. It's no wonder that we can so glibly
say that they're perhaps not meeting all our. expectations.

Another thing we thought was interesting was the suggestion that a similar survey
amongst expecienced teachers -would probably identily the same kinds of probiems
ard arrange them in prectically the same priority order. I think the reason why
beginning teachers identify so readily with and get so much help and information
from the experienced teachers is because they are sharing exactly the same
problems. They can identify much more readlly with one anothgr than they can with
tecturers or principais or inspectors or any other section of the education system.

i+ The group felt there was a very minimal role for teachers ¢centres and pro-

fessional groups to play. ’
> " .

2. We felt that the <olleges were not meeting the needs of the beginning teacher

{ for a number of reasons. One of the reasons is the practicalities of the
situation. It was recommended very strongly that perhaps there ought to be
[oportunities for the iecturers from CAEs to get back into the school scene
and spend some of their tinfe there when they have non-student days. The
lecturers could spend time in the classrooms doinﬁ the things that the teacher
is asked to do, We did do a bit of mechanical arithmetic at one time and found
that in a three-year college program, one year of the students* time was spent
at home or on vacatien, so really it comes down to a two-year program,

3.  As far as the schools were concerned, all schools should ‘have an induction
policy, but all schools don't have an induction policy. There is a need for some
sort of a system input, and there Is a need for some kind of uniform booklet |
suppose, similar to the "Guidelines for the Ipduction of Beginning Teachers in
Queensland Primary Schools”. This booklet ought to be available to all schoois
s0 that those who feel not quite able to meet the demands and the needs of
the beginning teacher can have that as & basis for their programs, But
certainly we felt also the need for the beginning teachet to be available to the
school at the beginning of the year. One of the difficulties that's being
experienced now by larger schools in particular is the stagrered smployment
program. Not all beginning teachers are employed in Januwary and it's not
vnusual for schools to have beginning teachers appointed to them three or four
times during the year. Both beginning teachers and new teachers with some
previous experience are appointed at vatying times duting the year, so an
induction program has got to be pretty fiexible to cope with all those
exigencies. It's also felt by the group that there js a necd for the total school
community to be involved in Induction programs. As the beginning teacher who
is with out growp said herself, she had a great deai of help diring the year
from parents who have been there to assist her jn mahy ways. She has a
greater undefstanding of the needs of parents from the fact that they were
involved, and it's important I think that they shouvld be a part perhaps of the
planning program for induction. But Certainly one ver) strong point that came
out was the need for the experienced teacher to be very much involved in the
planning of induction programs at the school level, There wdre sonie
suggestions for the use of specialist teathers to release beginning teachers for
2 time from whole class duties by using 2 back to Lack situation, where the
specialist teacher might extract from two adjoining clesses half the class for a
particular subject area, leaving half the group behind for the beginning teacher
ot for the other teacher for that matter, so that they can corcentrate on a

particular group.
4
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RECOMMENDATIONS - GROUP C - .
Scheols must have induction programs.

Acknowledge then the practical constraints Including trends towards -

. reduced staffing
. increased class size -
. employment at varying times through the year, &

On this basis, the implications: +
1. School-based (30 per cent) and regionally supported (10 per cent),

2.  Flexible in timing and in speciflc arrangements but based on planning and
) documentation.

3., Unobtrusive (unobtrusiveness is fine as long as it happens)
4 Seen aspart of a six-year beginning development (3 + 1 + 2).

5. Overcome the principal fevaluatorfinductor conflict through separation of
part of the inductor support to 2 volunteer staff member.

6. Very careful class placement (3/4/5 and open - both suspect??)h

LA

REPORT - GROUP C

We decided to move to a basic assumption. We decided indeed that induction
programs are already present in our schools, whether we plan for them or not. Of
course, and this is our point, it's much better if those induction programs are
planned. From that agreement, that there are inductlon programs proceeding and
that they should be planned, we then looked at the physical constraints that are
facing schools in preparing planned programs. The apparent trend towards reduced
staffing, and therefore to increase class size, is a restraining factor on any school
staff being able’ t mount an ideal type of induction program, particularly if it
involved reduced class size or other special arrangements for beginning teachers.
Another important constraint was the trend towards employing first year teachers at
times other than at the beginning of the school year. That means that any beginning

/of the year induction program may run but not all beginning teachers may be there
at that time. That really does have a significant influence on the type of induction
program that you can mount. This also has implications for some of the comments
that one of the speakers made this morning about wishing to go out to your school
in the previous year. Of course, that's excellent and should happen as long as you
know which school you wll! be appointed to.

I, The implications we saw In these basic considerations were: induction programs
should Lte school-based’ with regional support. The approximate percentages of
the time invofved In the induction program are schibol-based 20 per cent of the
time, but definitely with that regicnal upport. »

2. Further, we have to take into account individual strengths - this has already
been emphasised - and individual timing, To return to our assumption, plaming
and documentation are simply essential A report, including a number of check
lists, has been prepared by the In-Service Section of the Department of
Education already. One of our group members had a copy of that report. We
saw that kind of documentation being made widely available as a real service
to any. induction program, as a springboard,

3., An induction program should be unobtrusive. Beginning teachers should not be

highlighted or spotlighted unnecessarily. They are part of 2 co-operative
working team, and any program that is followed should be one which is low
.visibility and scen as natural by the beginning teacher as well. The point was

. made that some beginning teachers are singled out by parents, simply on the
basis that once they're identified as beginning teachers, parents arc par-
ticularly wary of them, for no reason other than that it's their first year, And
this should not be highlighted by the school unnecessarily. A subsidiavy point
was that unobtrusiveness is fine as long as the program still happens. It's great
to be unobtrusive as long as the program doesn't disappear altogether.
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An important implication for induction is that it is seen as i:art of a sequence.

I think we all know the sequence suggested by the Bassett Report, the three
years In college, the one year for the beginning dnd induction year, followed
by further cxperience and a two-year part-time Bachelor of Education, So
induction should certainly be seen as puit of a Continuing sequence of pro-
fessional development, .

A point stressed by a beginning teacher in our group was the apparent conflict
between the princlpal's role as adviser and his role as evaluator. I suppose this
relates to the buddy system; it would be important that the buddy, the
experienced teacher helping the beginning teacher, should not be part of the

.evaluation- program that forms the report on that teacher at the end of the

year,

Ard finally, a controversial point, Some menmbers of our group fell that some-
times the placement in classes wasn't ideal, even Years 3, 4 and 5 may not be
the most suitable classes a begipning teacher because of different teaching
styles, small group style iscovery lzaming styles in those classes,

KRR KKK KRR

RECOMMENDATIONS - GRQUP D
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Induction -

. General - to profession
. Specific - 10 a school.

Pre-service contribution -
", practical emphasis
“reality”
. Massessment"
. screehing of schoolsfteachers to reduce lott :ry.

First school experience contribution -
. screening - al! "new" teachers, “rigid" teachers
+  ~pre-experience
. ‘commen program plus individual

. full teachipg responsibility with support, particularly by experienced
Acachers’ involvement in “small group” plamning/discussions, et

Theme -
. balance - direction, support . : individual development.

®E KR NR

REPORT - GROUP D

l‘

2‘

Briefly, we've looked at induction itself and we've decided that, in the broad
sense, both ghe pre-service program and the school experience at the start of
the teaching carcer contribute to induction into the profession. In addition,
there is specific induction which is the transition ihto a particular school by a
particular beginning ‘teacher, a school with its_own particular problems and
concems. We asked two questions, What can the pre-service program cohtribute
to helping facilitate the general induction of teachers, and more specifically,
how can it help bridge that gulf that continues t¢ persist, apparently, from
training into practicat teaching? ’

Some of the points about how, pre-service education can contribute, We ‘talked
about the practical cmphasis that everyone wangs, but can it be satisfied just
by morc practice? We felt that there were a number of things that could be
done to improve the practical emphasis and the quality of it. One is by trying
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to make it fit closer the reality of teaching. In particular removing the artifi-
ciality of always, over three years, expecting student teachers to follow com-
pletely the philosophy, style and so on of the supervising teacher, The end
results of that can be very unfortunate, The emphasis on assessment, the
feeling that for five hours a v, five days a week, stydent teachers are being
assessed rather than learning u. teach, and their worries about that preoccupy
them to the detrime}nt of their development. This can probadly be improved
only if some sort of screening system is introduced so that scheols and
teachers are carefully chosen and the effect of the practice teaching lottery is
reduced. . .
Looking at the contribution that the first school experfence can make to
bndgmg that gap and casing the transition, again we mention the word
screening. I don't think that it's fair, from a beginning teachet's "point of view,
that they have to go to any school in Queensland, regardless of the knowledze.
that regional inspectors offen have, that the school would be unsultable for
helping the beginning teacher make a successful start. We pointed out a couple
of exampies where, in some of the western schools, a new principal can arrive
at a school to find that he, together with six or seven new beginning teachers,
are going to run it. Any chance of a successful, first experience is pretty much
reduced. Similarly, we didn't like the other extreme where the beginning
teacher goes to a schoof where the new teacher is indoctrinated by a set of
rigid pecple who don't give him any chance to develop any of his own styles or
techniques. There certainly could be developed a common program that any
beginning teacher could go through, including information on school policies,
procedures, where to find the first aid kit and so on. All of these that are
common elements in every school. But while these things are organisationally
important, they are the least professionally important aspects of an induction
program. But we felt it's impossible to develdp a2 common professional program
because jt's going to depend very much on the individual students, some of
whom have solved many of these problems before they become beginning
teachers and others who havent yet faced them.

We didn't feel there was any point in reducing the teaching responsibility as
long as, of course, the support within the school is such that the beginning
teacher can eifectively carry it out, I think the people who are most against
reducing It would be the students o beginning teachers themselves, who would
feel they weren't being treated as people who have been training for three
years to accept the responsibility. The support would come particularly from
experienced teachers and by mvolvmg the beginning teacher in small group
discussionst not whole staff meetings where policies or curriculum are to be
discussed, but small group activities, either class group meetings or subject
_group meetings where beginning teachers can feel a little bit freer to con-
*tribute and learn from other people.

We finished up with a theme which concems me very much. That is, we spend a |
lot of time in colleges trying to develop independent, individual fairly strong
people who feel fairly confident in their own expertise. We are concerned that
we tend to then send them out into a system in which there js a great big
support structure holding them up. I think we have to be very careful to keep a
balance between encouraging students to use their own individual strengths and
not pretending that they're all weaknesses.
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The three aspects of “induction” -
) . pre-service
. fischool” induction
. in-service

while they stand alone, need to supplement each other for the purposes of
screening, as well: as development (“screening™ in a positive as well as a

negative sensc).
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All respondents placed personal characteristics first and knewledge based
aspects last. Can any induction program answer these perceived needs? .

While there are common elements in any induction program, programs need to
be designed to suit individual needs, (Process style of induction rather than
program style.)

-

While "plﬂloso{phy" was ranked lowly, the philosophy of a school permeates ail
that happeris in a school and, in reality, is a pre.requlsite to any “school"
induction program, ° : ‘

There is pot a great deal of difference or disagreement amopg the groups con.
ceming qualities expected of beginning teachers,
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4.

We looked at the three aspects of induction - pre-service, school induction, and
in-service - in line with the Bassett Report. While they stand alone, they need ¢
to supplement each other for the purpose of screening as well as development.

Now we talked quite a deal.about screening. We didn't use it in only a negative

sense, we also used it in a* positive sense. That is, not only should we be

locking for weaknesses in these thred aspects of induction, but we should be

looking for strengths, At pre-service level and at school induction level, the
induction program should be aimed at trying to sort out strengths of people as

well as their weaknesses.

| think if you look at Table 3.3, for the qualities within the top six rankings, jt

is doubtful whether an induction program can do anything about developing

them. Now that's open to debate of course, but can an induction program do

anything to improve general interest in and likjng of children? Or enthusiasm in

carrying out teaching role? Perhaps. Or commitment to teaching? Well, maybe,

But patience and self control? Or willingness to accept advice and guidance? It

seemed to us that the easiest things to build into an induction program were

the items ranked the iowest in the list: ability to carry out administrative ———
progedures, interest ip pursuing further academic study (if you make people

aware of the opportunities for advancement), and wunderstanding the
organisation of the Education Department. it seems that although perhaps the

last one's a bit dublous, they are the easiest things to build into an induction

program, whereas the ones at the head of the list seem diflicult, if not

impossible to build into it. ' .
Whiie there are common elements in any induction program, programs need to
be designed to suit individual needs; the process of induction is the important
thing, not the program. The program that's on paper has very little relevance,
it's what g~2. on that counts,

The final point that I'tf comment on deals with philosophy. While philosophy was
ranked lowly, th@ philosophy of a school permecates all that happens in a
school, and our group was of the opinion that philosophy or an understanding of
philosophy of education should.be a pre-requisite to any school induction
program. Perhaps it's a matter of different perceptions of what's meant by
philosophy that made people rank that down lowly. Maybe we perceived it to be
something different from the respondents.
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Reduction in complexity of the task of beginning teacher,
Continued wduction in personal and professional arcas.
Induction should be highly persenalised.  » .8

™ Co.ordinator of the induction program, .

v ¢ 73 78 ' . '
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* .
5.  Timingof induction process, .

é. Thefe are certain attributes which are considered highly desirable In a begin-
7 teacher (le. personality seems to rate higher than knowledge).
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1, The first implication from the report was that a reduction in the complexity of
the task for the beginning teacher could be considered, We felt that the begin.
ning teacher had a Jot of things to contend with in the initial stages of a
teaching career and everything that could be done should be done to assist the
beginning teacher.

2.  We feel that continued induction is required in personal and professlon‘al areas.

3. Induction should be highly personalised, suiting the needs of the individual. We
taik about the needs of the Individual child and therefores we cannot disregard
the needs of the individual beginning teachep.

4.  We thought that there was an impli?atlon from the report for co-crdinator of
‘an induction program in a school and various views were put forward, But the
one that seemed to gain mosy crederce was the one wherg,a teacher on staff
would be the co.ordinator. It was felt that the principal's rele in assessment
would not necessarily disqualify him,.but it could be a factor militating against

" him if he were the co-ordinator of the induction program. .

5.  The timing of the induction. protess’ is impormant. The implications from the

° report were that there was some pre-service induction and there was a con-

. tinuous induction period during at least first year and extending into sub-
. sequent years, -

6. Another of the implications that we saw was that there were certain auributes
which are considered highly desirable in a beginning seacher. If you look at the
overall rank order of items you'll seg that personality factors in a broad sense
are rated higher than the knowledge factors When we look at No. 1, the ability

. to communicate, then we look at interest and liking for children, enthuslasm,
commitment, patience and self-control and so on - they were the ones that
were considered most important, And as we moved down the list, we saw
.. qualities Jike background of knowledge, knowledge of basic classtoom manage~
'_’ ment protedures, familiacity with curriculum guides and so on. 50 the overall
*  implication here was that the personal characteristics were more Important
than knowledge in those areas, Now we don't say for a minute that knowledge
should be neglected, but it was just a relevant fact from this information that
the persomality- characteristics were considered more important than the know-

ledge characteristics. :
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I.  Receiving schools must be carefully selected or accredited, ~ -

2. Induction should commence before teachers leave college, and continue at the
schoo! ~ orientation, CCPs etc; informal/formal; departmental.

3, Program should be flexible to adapt to needs whilst ensuring continuity -
secondary experience] avold repetition, coniradiction; adaptation to assist
individual problems, which change throughout the year.

4. Need to kok ahead, particularly in classroom management, eg. to cater for
remediation or extension activities. -
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. We tried to determine firstly where the jnduction program should take place and
; . secondly, when it should take place, We then tried to give some outline of the broad
v content that possibly could be contalned in it.

1 . 1.  Firstly, we were fairly keen on the idea of having some sert of accreditation

\ for schools that could take beginning teachers ta be inducted, We hope that

. thése schoals would be sclected and the employing authorities obviously wauld

need to be supportive as well as the teachers in the school, We felt that, while

\ there might be some difficulties in this, it nevertheless could possibly be an
3 - improvement on the present system. 5

\ -

\‘ 2. Within that second area of when it should take place, we felt that there was a

. possibility that it could begin at the end of the third college year or there-

. abouts, as has been done on a small pilot basis at Mount Gravatt, where some

, departmental personnel come Iinto the college to give a pre-service orientation

' to beginning teachers covering a lot of what appear to us trivial points, but

I which nevertheless are fairly important tg beginning teachers. When the

induction program begins in the school, it can then concentrate on the more

' important areas such’as classroom management and other such things. Within:

- ‘\ that we did feel that a lot of the concern that was expressed by beginning

teachers about some of the items, such as CCP preparation, was probably the

\ result of a confusion that had arisen from conflicting views between "the

colleges and the Department. This possibly could be best overcome by having a

\ broad statement to present to beginning teachers at this seminar towards thu

. \ end _oUMtMrdy?éPrTThis would then carry on in to the schools and we would

N endeavour to avoid any overlap with programs.that had been begun earlier. We

\also felt that the orientation program, o the indyction program, should not

necessarily just be a totally formal one. There's obviously the need for informal

\EiiSCUSSiOn to continue within the schooi with various persennel to cater for

dividuatrproblems that may arise throughout the year and in that way give

) the beginning teachers more confidence in the areas in which they felt they
P needed it. |

3.  The third point we made was that-the program should be flexible to meet the
neéds of the beginning teacher, while ensuring <ontinvity. One of our con-
ferénce members had experience with the TIPS program in ‘the secondary
system and his experience suggested that it was too rigid. Possibly the pro-
visioh of some sort of guidalines would be the optimum situation, from™which
coul \be developed programs to suit the needs of individual beginning teachers.

1 .

Before ! thake the last point, 1'd better just make a note that we had on the
suggestion by Bill Young about the possibility of lightening the Ioad in some
areas juch as PE, Drama, Music’and Art. There was a point made that, not
w sutprisingly, beginning teachers, as shown in Table 2.12, didn't find these arcas
the most difficult to teach, So it was questionable as to whether there would
be much galned from lightening these areas rather than some of the other
areas. '

4. The last point that we made was to do with actual interpretation of one of the
points thdt was in the tables, This was concerned with classroom management.
There was a need expressed from a number of beginning teachers in the group
that classtoom management did extend beyond simple control of the students,
but possibly, hopefully, the induction program mlght include an opportunity for
the teaches to get into such areas as catering for remediation or extension
activitics as they were necessary,
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RECOMMENDATIONS = GROUP H
. Colleges communicate rationale of courses.

2. Development of positiop for a-teacher to work with beginning and other
teachers. ¥
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Establishment of guidelines, -
Departmental invelvement in pre-service,

Dimi;:ish concern with CCP and discipline - practical work prepareds support
teacher.

Colleges teach why and how of ECP - schools do what?

Quaiity of induction - establishment of needs; supervision,
i -

LR O L L
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We started with the seven polnts that were made at the end of Bill Young's }a,llé and

tried "to see how we could relate those to the report that has come out.

Although

the points that we have here may not relate directly to the seven points, we feel
that we've tried to do that. )

O

2‘

3‘

“‘

5‘

6‘

7‘

The first thing we looked at was the responsibility of the colleéf thete is
going to be a {it between the induction programs in the schoois and the needs
of teachers, then there needs to be a communication engaged In by the
colleges to make certain that the rationale of their courses and what they do
at the colleges is known and understood by the schools, That may be a fairly
tall order, but we felt that there is a respensibility on the celleges to make
certain that teachers know what they are doing. !

This has already been muntioned, but our group took the argument a little bit
further and felt there was a need 1o recognise this position and that the
teacher involved in the work with the beginning teachers be given some formal

- status within the school, We also f{elt that it should involve more than the

beginning teacher and that this rolg within the school should go beyond
assisting the beginning teachet, The tsacher in this position should be able to
help all teachers within the school.

We felt also that the establishment of thé guidelines that have been mentioned
should form the basis of the school's design. Schools should develop theit own
programs, but these guldelines may help to form some type of a common
denominatot, .

We see the desivability of a much deeper involvement by Departmentai
personnel rather than just coming to the college for two or three days near the
end of the pre-service course, We would hope that somehow or other it could
be built in, at least in the last semester of the program, so that it becomes a
la:‘;jly important part of the program and that it would be the beginning of the
induction. :

We felt that it was important, with the concern that was expressed in the
report by beginning teachers ‘with the problems of discipline and preparing
CCpPs, that the schools should prepare for them a program of work covering
about the first month, that the teacher would then be free to use as he saw
fit. This would take away a lot of the apprehension that the teacher has about
the formaticn of the CCP and the development of the units of work, We would
also see that there was at this time a need for the new teachers to begiven
all the support that can be given so that the problem with discipline would not
loom so large in their minds,

We saw also the need for it to be established fairly clearly with the teachers
that the role of the colleges was to give students the whys and the hows of
developing the current curriculum program and that the real business of
actually preparing the CCP had to wait until they got to the schools, This was
the place where they could really develop the program because it had to meet
the specific needs of the schoo! and also of the chiidren in “that particular
school ¢

e .
Finally, we saw the need for quality In the induction program. In order for this
to happen, it was important that the needs of the particuiar teachers be
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- considercd, Anothet group has already mentioned this, that an induction
program must be personalised. I think we were probably saying it in another
way but I think ithwas exactly what we weré’saymg, The quality of the super-
vision that was offered.fo_the teacher also needed to be of high quality. It may
be necessary in these cases for particular programs to be run ta help the
teachers to give goed quality supervision, We saw the need for induction to
invélve not only the beginning teacher but the other teachers on the staff as
well. The issue involved here was to bring the two closer together so that
there was a good understanding and a good relationship developed between the

beginning teacher and the experienced teacher. '
R EERKE KRS K ° :
1 -
RECOMMENDATIONS - GROUP | . .
1. Support school-based induction program. .
2, Suppert first year meetings (approximately three per year) organised to pro-
mote interaction 4nd give opportunity to share experiences. Planned by feam.
3. Desirability of school induction program - well organised, catermg for teachers'
individual needs. .
First year tecachers in.group had some reservation’about relief from either
administrative or teaching duties. .
5. Function fornew. teachers and parents as induction into community.
6. Consideration given to year level choices. . *
) , kKR ’ -
FEEPORT - GRO!JP | ’ é

We felt that induction was on many levels - induction into the whole school system
throughout the State, induction into a particular school and community, induction
into a yedr level, and induction into a particular ctass. .

L

2

4,

3.

. o
We supported schoul-based induction programs. £

We also supported first year meetings, and we thought that approximately three
meetlings a year wherd first year teachers.are given the oppoftunity to sharc
experiences. At these meetings, they can interact and tell each other what sort
of problems they've been having and see that other people have problems
similar to their own. We thought that these meetings - ould best be planned by
all levels - the inspectors, principals, experienced teac* ers, beginning teachers

. The scheol induction program should be well orgami,. .nd cater for the indi-

vidual teacher's needs. It's hard to have a program that's set out in detail. It is
something that needs to be discussed just between the beginning teacher and
the prmt:lpal or whoever is helping him.

The lirst year teachers in our group had some resetvation about being relicved
from ecither administration or some teaching duties. We felt that we would
rather tackie the whole lot. It woula depend on the situation, but in our cases, |
we felt that we would rather take full responsibility.

-]
We, thought that a function for new teachers and parents might be a way of
inducting the teachers into the community in wiich the school was situated.

Consideration should be glven to year level choices. We felt that the rcason
there weren't very many beginning teachers in Years | and 7 was through
choice and we thought that opportunities should be given whete possible fof
beginning teachers to choose the level in which they would fecl most confident.
It's very hard when a beglnning teacher is placed in the middle of the™ school
year because they st more or less have to fill in where the other teacher has
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-left; but, where possible, consideration stould be given.

RECOMMENDATIONS - GROUP 4

1. Classroom reality based .

from the Board).

2. Role of the principal and authority relations,
3.  Needs, wants and strengths,

h,  Active respoinse relationships.

L N R

arvice - articulation between the training insti-
tution and the employing . uthorities; notion of realities (greater definition

5. Expanded meaning of the word induction,

6, Common denominators of any inducticn program.

REFORT -~ GROUP J

'
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I, The first point refers to the appropria*eness >f the field practice experience
. that occurs In pre-service training and whether or not it sufficiently reflects
“reality” in the sense that the kinds of emotional demands that it makes as
well »s the procedural demands are compatible with the Kifds of things that
actually go on In schools. The nctior ihat the pre.service expetience should
more carefully articulate against the experiences that employing authorities

typically consider as part of their plannin

arrangements is important. We

wanted to draw a distinction there between the idea of pre-service in a purely
onesto-one instrumental relationship with the Education Department, and the
re-service planning establishments have a relationship with
several organisations. These include free schools, independent schools and so

reality that the

on.

2. The second poiit about the role of the principal has already been mentioned,
The only amplification | would make is that we were interested in the idea of
the way arrmcmal defines his concept of atthority and the way he makes It °

available.
important one.

hat is a peculiar social psychological ~~int, but | think it's 2n

3. A very important element that emerged out of our Jiscussion was the question
of elucidation of the concepts of neceds and the concept of wants. There's an
Implicit suggestion in the report that newds in some way are independent of the
social contuxt. I think an implication of our discussion was that theyre not,

+ and that vury often what's reflected in the kinds of deta we've had presented
to us i: & fairly idlosyncrautic view of wants rather than a realist:c conception
sof needs. ssnd therefore an implication of the report is that the «concept of
needs and wanis requires fairly careful elumdatlgn within the pcrspective of

partlcular context,

4

4. Clearly, and 1 think it's emerged from much of what's been said already, for
induction totbe *iewes as a valid concept, it must be consloered in the light of
the active respense relatlonsmp that the incumbknts of the Induction engage .
upon. That is, that the beginning teacher is pot a victim of circumstances; she
cah act in a purposeful and positive way, can maks: a cont lbut:on, a

* meaningful contribution, and that this

&an be responded to by the structure in

which she f{ings herself, That activity notion ;s rather, I think, more useful, or
pdtentially more useful than the palsivity ‘notion which may be construed as
being partly implied by some of the suggest:ons in the report.

5 We felt quite definitely that the term lndtlction requires a process whereby

expanded meanings .for it are generated in the various forums that are

avallanle, such as CAEs, the Education Department and so forth. Clearly it's a

-
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generalisew and a generalising tenm and it needs those expanded meapings
before any significant actions can be undertaken. \

And the final point, and it's "aglarlsmg a collzaguz, but the suggestion v s
that what we need and what we can.legitimately do is establish a set f
common denominators, and 1 thmk that's a useful te~, actoss a range Jf
contexts. If we accepted contexts as a criterion variable, particularsy ‘schod)
contexts, we could lok for these common denominators which could then b
extracied from these cortexts and perhaps made available in some kind o
generalrsed induction program. | think thls Is where the action part of th:s dis.
cussion proceeds from. \
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State.wide mductlon policy supported by necessary research. individual schocls
still able to construct théir own programs. ) i

lmplications for research -
(a) “Characteristics of people running induction programs, i

(b) Study to discover what skills are more apptopna‘ely develof:ed in
practising scheols znd in college (see, page 10).

{c) Training procedures of other vocations (e, intemship).
(@ Qualities required of practising school and supervising téacher_s.
(&) Types of system suppor’t for placement of beginning teache,s.

There must bé sequential development from pre-service through induction to
in-service (eg. emphasis on curriculum implementation, activity and t:me struw
turlng).

. Link to be established between pre-service and induction via co-ordinatos -~
" practising period teacher becoming responsible for school induction of begin-

ning teacher. .
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First of all, let's not for%et that we've already got induction policies in most of our
schools; that our régional directors and inspectors have been working hard at 1t for
& couplc of years at least; and that our present induction policies are a great
improvement on what | experienced when I was inducted into the teaching pro-
fession. | hope that they are satisfactory for the future teachers. There's probably a
preat variety in existence at the moment, ranging from something like the one shown
in the cartoon to the one that I went through many yecars ago, where | was
indoctrinated: "There's the work program, there is your room opposite the principal's
ofﬁc;.;,) you will do as you are expected to do every minute of the day® | survived,
somehow.

These are what we belicve are the implications of the Board's rceearch.

1. First of all, there should be a State-wide education induction policy supported
by necessary research, but individual schools should still be able to construct
their own programs.

2. Sccondly, there were implications for research -

{a} Research Lito the characteristics of pcop\le running the induction
programs within the schools. What sort of people should be running those
programs?

{b) There should be a study to discover what skills are more approptiately
developed. in practising schools and in the college. That was erophasised in
that table on page 10, which suggested that 42.8 per cent of the begin-
ning teachers regarded their best skill development as being on the job;
the college, 74 per cent; practising school, 33.6 per cent. 5o | think some
further research should be made in- this area. .

(c} We should look at the training proc=dures of other vocations and perhaps
the dea of an internship for the beginning teacher would be sound
Something like five semesters at college, two semesters on the job, where
the begirning teacher would move from lower level skills to the hngher
level skills required by a teacher.

(d) Research into thz types of schools where beginning teachers should be
placed. “hould they be placea 1n two and three teacner schools or shoutd
they be placed into the bigger metropolitan schools? 1 think there was
some diversity of opinion with regard to this question.

3. Thirdly, therc must be sequential development from pre-service through
induction to in-service. For example, there should be more emphasis on curri-
culum implementation and the necessary study of activity and time structuring
within the colleges of education.

4. Fuurthly, thoere shouki be a link established between the pre-service and the
induction, using a co-ordmatlng practising pcnod teacher wno would also
become responsible for the scheol induction of beginning teachers. Now that's
impractical In lots of situgtions, but 1t could be donc very well indeed in the
practising school situation. By judicious use of the transfer system, perhaps
those specialist teachers would also bevery uséful in other schools,

I'd just like to add a further point. Perhaps there should also be study into what
should be in a school to make the induction program efiective, not only the

personnel but what sorts of information should be dvailable to thc beginning
teachers provided by the principal in co-operation with his staff. -
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l.  The efiectivencss of an induction program depends oh;
-{a) Initial college preparation;
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b} quality of the school induction program;
¢+ (¢} beginning teacher's commitment.
4
¢a) Initial College Preparation: .

. Colleges are respondIng to the demand for school-focused programs.

. There is a need for colleges to constantly review "teaching practice"
periods to meet the needs of graduating teachers,

. This practising school period is a joint responsibility to be shared by both
the college and the school.
{b} Quality o the School Induction Program:

Induction should be a "team" approach™ - a part of co-opegative school-
development:

. First 2-3 weeks, programs developed by experienced teachers on staff,
. "Survival kit" for beginning teachevs, .
. Progressive or staggered intake at the commencement of the school year.
. Opportumty provided for a "“transition” time or “hand-.over“ period. .
. Positive support for self-Concept of begxrmmg teacher is essential.

-

{c) Begmnmg Teacher's Commitment:
. Contact with school on notice of appointment,

., Visit school prior to assuming duties {notice would necd to be sufticient),

2,  System Support: . . .

{a) Money and staff to provide for hand-over period - importamt with
respect to mid-ye intees.

s (b) Possible pre pre-servige experience as teacher aide,

() "Block-release ,time fof tralning teachers to enable greater continuous
teaching experience - dpprenticeships.

{d) Greater participation I \Induction ¥ members of regional team, school
team.

N R R NN
REFNRT - GROUP L

We see the induction process as a way of overcoming the problem of the transition

between part-time superficial responsibility for a class to full-time full responsibility

and that 1t should try to address itself to the problems inherent with that transition.

We're rather concemed trat in any kind of discussion about induction programs that

there be no bjame apportioned to any particular 5-oup and say it's thelr problem or

it's onlg their responsibility. .

1. For that reason, we believe that the elfectiveness.of any form of induction
program depends upon the initial college preparation given to the beginning
steachers, the quality of a school induction program, and alsor the beginning
teacher's commitment to that induction program,

(a) Thore was considerable disLussion about the idea of extending college
preparation to the point of either adding a fourth year or re-arranging
their pre-service programs. We are awnre that colleges are already
addressing the problem of modifying their teachu g practice session to iry
to meet the needs that are coming from schools, and also to respond to
derwands that are coming from graduate students. And so we came to the
point where we feel that the colleges dre a* this time working as well as
can be expected but they do need to reviev ther activities from time to
time, that they can't be static or sit back Jomplacently, We also feel that
the practising part of any form of pre~service education is a joint
r jponsibility, and to some degree jnduction starts in thar period, 5o
induction is part of the pre-service program,
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(b) As far as the quality of the school induction program is concemed, we
- feel that there sre ways in which difficulties experienced by first year

teachers or beginning teachers can he overcome. We addressed oursclves
to the notion that induction should be a team approach, based upon a
co-operative school development concept. For that reason we feel that
some solutions are working, are being implemented already in schools, and
are assisting the beginning teachers or the teacher entering the service
after 2 period of absence or the teacher coming in mid-year. These are
two to three wecks of program being prepared by experienced teachers on
the staff and given to the beginning teacher, or the commencing teacher
as one way of overcoming a little bit of the shock of coming in. Another
altemative that ‘s working i a number of schools is a survival kit of
things like polic; statements, preparation policies, and so on in the
school. We felt that part of the problem that teachers whe commence at
the beginning of the year have could be overcome by a progressive or
staggered intake of pupils into the schodl. Anyone who's been in a primary
school first day back when all those Grade 1 children come (and I've been
in the situation of having to jump fences and chase after them tou) will
know that it's a little difficult to give some time and support to a -
teacher who has just arrived to start at your school. We: [eel, though, that
during the school year it should be possible o have a tranmsition or
hand.over +period for teachers if theyre coming in, It seems rather
ridiculous that a teacher cen finish on Friday aftemoon and a new
teacher start on Monday, without the two having met, whether that tme
is separated by a weekend, a coople of weeks or a holiday period: We"do
feel that any kind of mductlon program should offer positive support to
self-concept for the beginning teacher. That Is absolutely essential.

{c) With regard to the beginning teacher's commitment, we feel, as has been
suggested zlready, that there should be the possibility for Contact with
the school ence they've received notice of appointment, or a visit to the .
school prior to assuming their duties, The implication for any Kkind @f
systef support is that notice would have to be sufficient to let it happen. .
There are a large number of difficulties in that area that need to be
addressed. .

.

2. {a) As far as the system Is conCerned, money and stafl would have t0 be pro-
vided if there is going to be a hand-over pericd.

(b) There's a possibility of "pre pre-service experience before students even
undertake training as a tcacher to give them work experiencCe as a
teacher aide or other support staff in the school.

ET]

(c) Block release time, similar to an apprenticeship, could be one way of
giving student teachers more experience in handling classes and assuming
the full-time responslblllty.

(d) We feel that there should be greater participation, in any form of
:.tductmn, by all members of the regional team and school team.
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REACTION TO GROUP REPORTS &"\‘.“ PANEL PAPERS

Bl Young

I don't know whether 1o feel homoured by being asked to speak twice, or whether it's
a case of extracting a pound of flesh before returning me across the Border,

| did not expect the feadback session from ‘the mixed groups to be as thorough as
they turned out to be. I'd prepared a fow notes trying. to pre-enipt things that may
have been overlookeZ In fact, you have a much more comprehensive grasp of the
whole of area of induction than I was led to believe, and it remains merely for me
o highlighr basic points that came out of those sessions; try to tie them up with
what the panellists said earlier this morning, and suggest a prelmiinary recommend-
ation that you might like to thirk about,

It seems there should be an articulated, planned approach to inductlon. There has
been considerable consensus that if we're going to do anything at all in Induction, it
must not be a hit and miss affair. Many schools have made significant moves to
accommodate the needs of people newly trensferred on to those staffs, I some other
schools, very.little is done. This can't be left to chance. [f we're serfous about
Induction, we need to articulate, at a reasonably senior level,-a planned approach,
to write this mto policy, and then somehow to mobilise ihis 'hroughout the pro-
fession, This planned approach ought to reflect several things, These, in fact, have
come from the conference today.

Any approach to induction should reflect pre.aspointment visits to schools where
possible. It should include a written incuction policy_in_the school. A number of
schools both here and ovérseas, pay a great deal of lip service obly to induction.
Schools can advance the kinds of things that would be effective, that have been
seen elsewhere, but when you ask for a policy on induction, they have rarely written
one down. This needs to be done, Schools ought to produce a3 statement concerning
how induction is intended to take place within the school This should |nd1cate role
allocations or responﬁblhtles of particular members of staff,

These statements should reflect specific allocatnons of tasks to staff. It has been
suggested today in group reports that a position or label could be applied tw an
experienced teacher on a school staff to give even mere emphasis to the fact that
we are serious about induction and we are doing something, [ don't have particularly
strong views one way or the other about this, but | do think a very clear allocation
of various tasks, co-ordinating tasks, advizory 1asks, consultative tasks, need to be
allocated within a school. | don't believe that they rightly remain the prerogative of
a principal.

The planned approach, should also embody beginning teacher meetings of some kind.
Whether of not these are organised on 2 regional basis or in soms other way does
not matter. Beginning teacher meetings that I've attended over the last three zears
have one thing in common, Whether the particufar papers, addresses or wor shop
actmities that were conducted had any impact or not is beside the point. The value

of these conferences, particufarly if they were held in the first term of appoint.
men., was in sharing experiences with others who were in positions similar to them-
selves. Beginning teacher meetings have been found to be most worthwhile

We should closely examine the placement mechanisms for beginning teachers, | won't
expand on this herej other speakers have done that qulte satisfactorily, It may be
that we have to leave arrangements as they are,

1 «ome back again to & point that I made in the gpening address, Begifning teachers
shoula enjoy a more manageable set of initial teaching responsibilities, This could be
wchwved through reducing the breadth of syllabus that young beginning teachers
eath, or through making less complex the tasks given to beginhing teachers, Perhaps
lulk teaching responsibilities with informed staff support would de. There are many
different ways of accomodatmg this, You cannot show the beginning teacher a
classroom, give him a piece of chalk, provide him with 33 children, and tell him your
door 15 alwdys open. Deginning teachers tend ndt to c~ae thraugh doors that are
"always open'. Théy close their own, pull down the™ nd, and try to susrvive withe
out solving their problems at all, More importantly, taey do not develop their initial
teachifig strengths either, 88
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Finally we come to what | believe is the pivot of the whole area of doing something
clfective for teacher induction. This resides with the school principal himself.
frréspective of Low sensitive a group of expericnced teachers on a staff are to the
needs of a beginning teacher appointed there, regardless of how seriowusly inspectors
want to get in on the scene, lend an outside sympathetic ear, regardless of the work
they've done in pre.service training, the written policies that regional offices may
have, if the headmaster in a school ~is not particularly concerned about or
empathetic towa st the induction needs of beginning teachers, little will be done; or
if it is, it will ot last long. ! believe the school principal is the key to induction:
how It develops and what resourees will be provided.

One recommendation from this conference could be: "That ‘a pilot induction program
be mounted on a restricted basis for 1981 Queensland has been examining inJuction
now for some years. You haye a pollcy statement for primary, and the TIPS
documents for secondary. The profession is sufficiently au fait with research findings
in this area, from work in other states and overseas. A pliot induction program
should be mounted on a restricted basis for 1981 for a number of beginning primary
teachers., This program should be closely monitored throughout the year, and an
evaluation report on its effectureneSs be provided for the Board aiter one year of
oneration,

in conclusion '] would like to congratulate the group for the work done today,
putting together the Board's lindings with your own idiosyncratic beliefs in the area,
and for the co-cperation you've achieved with people from different parts of "the
profession. My only regret is that this has taken place at Bardon, rather than at the
Raywaood In-service Centre in Sodth Australia. .

“
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PLENARY SESSION .

in the final session of the conference, partlcipants discussed the day's pror:eed:ngs
and possible further action on induction. While it was intended that the conference
would formulate recommendations for making induction moYe effective, participants
agreed that it would be difficult to encapsulate the entire days prozeedings In a
small number of recommendations. Instead, it was thought that the Board of Teacher
Education should examine -the conference proceedings in detail and distil the
recommendations from this analysis. -

There were, however, a number of ideas which were raised and dlscussed in the
Plenary session. A summary of these is given below. i

. A number of existing schools in Queensland should be developed into training
schools, All beginning teachers would spend their first year of teaching in
these schools, On the other hand, it was #rgued that schools which did not
have beginning teachers appointed to them would be deprived of the positive
contribution which beginning teachers can often make to a school.

. While a large number of schools in Queensland had written induction programs,
these had not been monitored for effectiveness. Indeed, many of these
"induction” programs could be regarded more as Morientation”- programs, The
Jnajor emphasis, of some of these programs was telling new teachers where to
draw stack from, the school policy on parent interviews and 50 on. Programs of
this type were normally conducted during a few days at the beginning of the

©year.

. It was important that induction be seen as a phase in the development of
vacational teaching competencies of the new teacher. It involved inter-
ventionist strategies on the part of those people in the schools working with
the beginning teachers, This would include observing and analysing the class~
room behaviour of beginning teachers, holding discussions with them, and
previding feedback which would aflow new tear:hers to become better classroom
practitioners.

. While a certain amount of supervision of beginning teachers would be
necessary, it was important that those.responsible for the supervision were
seen by the beginning teacher as supportive, rather than as posing a threat.
Careful consideration would need to be glven to the developmen} of
appropriate skills in these supervisors

. Induction programs must be related as closely as possible to the pre.service
program. Induction programs should take account of the particular strengths
and weaknesses with which each individual comes into the school.

. The areas of responsibility of colieges and scheols should be clearly delineated,
that is, which qualities should be deveioped in the preservice program and
which should be developed in the school. .

. The Board of Teacher Education could be seen as a catalyst in the develop.
ment and implementation of mwore effective induciion, It could do this by
recommending to the Department of Education and othet employing authorities
that a support service be pstablished and made available to schools to which
beginning teachers were appolnted. It might aiso play a rele in organising
working parties of staff in teacher education Institutions, school staff and
beginning teachers to consider the desirable ingredients of effective induction
programs. @

-

. Several sources of information, in addition to _the Board's own research and the
conferenco- proceedings, could be examined td provlde guidelines for induction
These included the 1378 Review: Teacher Education in Queensland (the Bassete
report), the report of the National Inquiry into Teacher Education, and written
statements of both Australian and overseas induction programs. Gase studies of
exemplary induction programs currently being put inte practlce in. Queensiand
schools could aiso be undertaken.

., An induction kit could be produced for use by employing authoritles, principals

associations dnd individual schoels. With these kits, and possibly with the
’ 85 90
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assistance of speakers provided by the Board of Teacher Education, employing
authorities, principals assoclations and schools could develop induction
programs to suit their own needs,

In vesponse to the suggestion made at the plenary session, the Board’s Teacher Edu-
cation Review Committee has examined the record of the conference proceedings in
detail and the recommendations which the Committce sees as emerging from the
conference are presented below.

4
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RECOMMENDATIONS ARISING QUT OF INDUCTION CONFERENCE
.7 ] il

The conference endorsed, as basic principles for the induction of begj nmg teachers,

the following recommendations of the 1978 Review: Teacher Education in Oue_qng;

land (the Bassett Report):

L%

Recommendation 171

Systematte schemes of Induction need to be pianned and imptemenled in afl schools
whete there are begimming teachers as an essential phase of teacher development. The
Induction perlod should be accepted as the first critical quallly conlroi phase of
In-service educatian,

4 l

Recommendation 18:

The Induction of beginning teachers should be ptimatlly the responsibliity of the school
Hsell. Assistance from outside the schoolIn authotising action, praviding resources and
advice Is also necessary, but thls should be suppdetive and supplementary,

Recommendation 19: .

Care should be taken by schools In planning the Induction of beginning leachers.lo
relate It as closely as possible to Ihelr course of tralning, and to approach It as an
Integral par! ol the Inree phase structure of diploma~Induction-degree. To achiave this
a close relationship between the tralnlng instutlons and the schools should be,
established,

Recommendation 20+

School Induction programs should provide a varely ol forins ol asslstance to the
beginning feacher which supplement his background knowledge with Information of a
specific kind relating to the school and Iits community, which capliatise on his previgus
tralning, and asslst him l:'leal Ina praciical way with class mapagement, curriculum
planning, teaching method,!and other lacels ot his teaching. The school should alse
protect him trom sunreasonable deMands, encoufage him, sirengihen his confidence
and satlsfaclign In his work, and respect his personal style, .

In so far- as it applies to the induction of beginning teachers as well as the con-

tinuing professional development of all teachers, the confer_e;‘hce would also support -

Recommendation 26: -

Improving the eifeclivenoss ol -each school should be a pdomy objectt  In the
planning and Implementation of In-service educalion,

From these basic principles, from the results of the Board's research and irom the
group and plenary discussions during the conference, the following conclusions
emerged ) -

1. Policv oh Induction)

(a). Polacy statements should be prepared by the Department of Education and
‘other employlng authorities as a basis for school-based induction pro-
grams. "

(b) Induction should be seen as a phase of the continuing professional
development of the teacher, It should be articulated with the pre-service
preparation of the begim.ing teacher and with tl'@utthct formal studies
which are expected to lollow, '

(c) Cach school should formulate its own written induction program with a
clear allocation of tasks lo members of stoff, In mosl cases, it will be
desirabte for a sta{f member other than the principal to be appointed as
the co-crdinator of induction in the school.

{d) Induction programs should be highly personalised, providing support for
the individual beginning teacher’s professional development, capitalising
on his strengths and catering for his particular needs.

87 92 : .
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(e)
i

(g

o)

&

School Induction programs should recognise the need for induction into
the profassion, into the school arnd into the school community.

School induction programs should include provision for the preparation of
staff members for the induction of beginning teachers, .

School induction programs should be supported and menitored by employ-
ing authorities.

Regional conferences for beginning teachers should be arranged each yedr
peimarily to allow them to meet and share their experiences and discuss
their problems. .

Articulation with Pre-Service Preparation:

{a)

®)

{

@

(e)

0

Al

Employing authorities, schools and teacher education institutions should
constit and collaborate so that institutions can prepare beginning
%terchers for the reality “of the classroom, s0 that schools can make

.etfective use of the strengths of beginning teachers and so that both

institutions and schools caf.foster theidealism and professional integrity
of beginning teachers. .
) -

Coflaboration and mutual understanding between teacher education insti.
tutions and schools would be enhanced by the secondment of experienced
teachers to the staff of the institutions and by the involvement of
teacher educators in schools at both the classtoom and curriculum
develepment levels, !

Extended pericds of continuous classroorl; experience not associated with
assessment should -be provided during the pre-service phase of teacher
education. . - . .

Practice schools and supervising teachers should be caréfully selected to
ensure that the student teacher's school experiences are a meaningful
preparation for his future teaching responsibilities, - s
Opportunities for classroom observation or for experience as a teacher
alde should be avallable for anyone planning to enrol ina pre-service
teacher education program. ‘ ,
inspectors and other representatives of employing authorities should prg-
vide student teachers in their final year with information and advice
about the nature of their education systems and the students' employment
prospects within them.

Yhe initial PlaCement;

(a}

{b)

Systems and schools should endeavour to reduce the complexity of the
beginning teacher's task by such means as -

(i) appointment to schools which are known to be supportive in their
approach to Induction;

(ii) avoiding the appointment pf an excessive number of beginning .
i teachers to one schapol; * -

! ~
(iii) avoiding allocation to large classes or to classes which contain
children with learning difficulties or behavioural problems;

(iv) taking account of the beginning teacher's subject or grade prefer.
ences and of his particular strengths and interests;

(v) providing for a hand.over period with the beginning teacher's pre-
decessor where possiblé;

(vi) giving sufficient notice of apgointmmt to chable the beginning
teacher to spend some time at the school before taking up duty.

Given such a reduction in the complexity of the beginning teacher's task,
and the provision of professional support by other teacChers, most

0 .
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onnference participants did not favour any reduction in the class contact
time of the. beginning teacher.

4 The Nature of School induction Programs:

{a) induction programs should invelve the whole school staff in providing
tive support for the beginning teacher and for his self-conc‘ept.

{t) Induction programs should be flexible in timing, duration” and organisation
- 16 meet the Individual needs of each beginning teacher but should be
/ based on carefui planning and documentation.
/ * . )
. ) in preparing induction programs, schools §houh consider such aspects as;

H |

’,’ (i} a pre-appointment visit; , )
4 (i) a letter of welcome; .
/ {ii) a handbook of information about the school, its polities, jts
s objectives and procedures, and the community it serves;

{iv) pupil~free staff days in January;
(v) the preparation of the first monthis CCP by an experienced teacher;

(vi) the allocation of an experienced teacher to work with each begm
ning teacher; . )

(vii} the designation of a particular staff member (othér than the
principal} as a co-ordmator of induction in the schooly .

{viii} involvement of begipning tea‘:hers in small group discussions as well
as general staff meetings; F Atre

(ix) the allocation of specific times for induction activities;

{(x) the need to avoid undue mterrupuons to the normal teaching pro-
gram of the school;

(xI) the involvement of parents and other commumty members;

(xii) the preparation of the whole staff for the induction of beginning
teachers

[ ————— e

—

Y

5. The Importance of Schooi Climate for Induction: -

@) The philosophy of the school permeates ail that happens in the school and
- a sound philosophy Is thus™a prerequisite for an effective _induction p
program. .

(d) While the school principal has the key role in tne-development of a sound _ "
school philosophy, this process requires extensive co-operation amongst all
° : teachers at a professional level.

() If the school has a sound professional philosophy, induction will occur as
part of the normal life of the'school rather than as a necessary addition
' . o it. .

{d} The principal, in particular, must be knowledgeable about, informed about, -
concerned about and empathetic towards the, needs of beginning teachers,

{e) An active response relationship must be developed between the beginning

+ teacher and other staff members s0 that the beginning teacher can make

a meaningful contribution to the life of the school and the school ¢an
capitalise on k2 contribytion, . 1

6. Suggestions for Future Researcht . .

{a} information concerning extsting i.nddct:on schames should be gathered and
their effectiveness monitored. (This might £NCompass eporting by sthools
of their induction programs, and suiveying beginning teachers concemning
their induction experiences) -

El{[lc . -'_ w 4 _ ' ., )
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)

(d)

(e)

Case studies of induction in selected schools,

A pilot induction proggam should be conducted in a number of schools
The pilot program should be monitored and evaluated 3nd a repert on its
effectiveness should be made to the Board of Teazher Education.

There should be a contlnumg review of practice teaching to monitor its
effectiveness in Meeting the needs of beginning teachers.

Any induction policy should be supported by research into such aspects
as -

(1) the desirable characteristics of persons conducting induction
programs; ’

(ii) the identification of those skills developed more appropriately in
schools than.in teacher education institutions;

(iii) mduction programs in other vocations (e.g. intemships);
(iv) the qualities required of practising schobls and supetvising teachers;
(v) types of system support for placement,

A survey shauld be undertaker. of the use made by schools of the Primary
In-Service Committee’s Booklet on Tnduction.

A study of the extent to which beginning teachers possess the qualities
identified as important in the Board's research.

7. Foliow-w Actidn by Board of Teacher Education:

In addition "to drawii';g out and publishing the conclusions of the conference,

the Board ¢f Teacher Education should -

7
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undertake an analysts of eilstmg induction programs, which could be made
avallable, with the results of the Board's research, to principals, teachers
associations and employmg authorltles;
Kold regional conferenceé on the results of lts research and fts analys&s;of
existing induction programs; .
recommend to employers 'the formulation of policy statements on induction
and the provision of pupport for schoels in implementing. .induction
programs.
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e LIST'OF CONFERENCE PARTICIPANTS -

.

«Mr N, Adsett, Inspector of Schools
Mr AK. Mblon NorheBrisbane College ol Advanced Educallon
Miss R.J. A'corn. Sunnybank Hills Primary School

Mrs H, Beckman, Queensiand Educallon Informalion Cenlre
Mr R. Beevers, Capricomnia [nstilute of Advanced Education
Mrs M, Befla, Board of Teacher Educallon
Ms J, Bedram, Planning Branch, Depariment of.Educatlon
Mrs J. Bradbury, Prficipal, Humpybaong Inlanls School
, Miss 5.7. Bradley, beginning leacher, Kenmore Primary School
' «Mr, G, Bransgrove, Principal, Moun! Isa State High School
Mr G. Bull, Darling Downs Instiiule of Advanced Educallon
Mr R Burchill, Principal, Longreach Primiaty Scheol
Mr M. Buzolic, beginning leacher, Kenllworth Primary School

Prolessor W.J. Carnpboll Unlvmlty of Oueem!and e
Mr N, Capra, Principal, Gracevilte Primary Schoo)
~— Mr AH, Cir er, Principal, Forest Hill Primary School

Mr N Collier, Inspactor of Sctibols
Sister Confad, Princlpal, 5t Petar Chanel School «
Mr 1.8, Cooky Townsville Colloga of Advanced-Education

Mt 3,7, Chrisllansen, Principal, The Gap Primary School
Ms C, Crulce, baglmlng.leacher Mudgceraba Primary School
Mr A. Cullack, Rveron Park Primary Scheol

Mr R. Dale, Inspeclof of Schaols
Ms C. Daeth, Principal, Yeppoon PrAman- “zhool
Miss C. Dalla Vedova, Jindalae Prmary School

MF B. Dixon, baginning teachar, Memimac Prmary
Mr D,A, Doherdy, Toowgemba Education Cenir
‘Mr G, Duck, Board o[t‘l’eachet Educatlen

Mr C. Eider, Wynnum,Norh Primary Schal
Mr AH. Evans, Inspsgior of Schools .
Professor G, Eva s, niversity of

.

Mr J.W, Fahey, lnsp ctor of Schbols

Mr D, Fogardty, Kefw Grove Cyllage 6f Advanced Educalion-
Mr.E.E. Fowlet. ln;pac!or of 'Séhools .

Mr N.H, Fry, Boar ‘tl ToachenEducalion

Dr M.C. Grassle, Unmrslly\:t yeensland
Mrs A. Gray, Brisbane Educatlo\ Cenire

Dr w.C. Hall, Mount Gravatt oliahe ol Advanced Educafion . R
Mr W.L, Hamllion, Depuly DIFSEtor-General of Educatlo‘rﬁé Chalrman, Teacher Education_
Revlew Commitiee \ - ' T, . ,
- .- Mr8, Hardingham, McAuley College
Miss M.A, Harrop, ’Beg[nnlng teacher, Goodna Pﬂrnary Scheol o
< Mr L.B. Harvey, Inspactor of Schools
" Mr B, Healh, Gue ensland Cauncll of Parenls and Citizons Assoclations
Mr 5, Hellbronn, Queensiand Councll of Parents and Cillzans Assoclations
Mr. R.W.-Hickling, Inspecior ol Schools
Mr W.N. Hird, Barden Prolossional Devalopmenl Cénlre <
Mr B, Hodgkinson, Darling Downs [nsillute of Advaficed Education
.+ Mr J.W, Hugltes, Inspactor of Sehidols
.+ MrL.J. Hughes, Inspactur vl Schools
Mr R, Honler, Moun] Grivall College -~
Mr Y.L, Huth, Inspeclor of Schools- .

Mr K 'lmislsh Darllng Downs Institute ol Advanced Eu.

‘MF J, Jacobson, Cumculum Branch, Depariment of Educetion
Mrs M,A. Johnson, Hilder Road Primary achaol

Mr W.J. Jones, Principal, Bray Park-Pyimaty School

"Ms.M. Kelly, Wavell Slale High School

tr J. Kemp7 Darling Downs instilute of, Advanced Educallon . ’ .
Mrs P, Krat:ke, Brisbs e South Reglonal Oflice
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Mr L. Larkina, Captcornla Institute ot Advanced Education

Mr F. Lawson, Princlpal, fronside Primaty Schoot

Mr J.W. Lennon, North BHsbane College of Advanced Educatlon
Mr C.P. Low, Inspecior of Schools -

Ms M, Mannison, Gueenstand Education Informatior Centre .~

Mr JE. McClary, Norih Brisbane College of Advanced Education

Mr T, Mel.ennan, Princlpal, Siikstone Primary Schoo!

Ms J. Miggtey, Queensland Councll of Parents and Cllizens Assoclations
[~ ———Mr- ReAMoscos oy peghminy-teachir, \\arrlgal Rdad Pimary Scheol,

Mr Multer

Mr L. Murray, Darling Downs lnslllule of M\ranced Educatlnn

Mr R, Neary, W.H, Hooper Educalign Centre
Sister M, O'Donoghue, Principal, Sacred Heart School, Beovat

Mt R, Pashan, Principal, Laidley North Piimary S¢hool
Mt G, Pee!, Princlpal, Happy Vzlley Primary School '
Mr G, Perselio, beginning teacher, Marist Brothars, Rosafie

Ma-C5-Polnling; beginning feacher, St Edmitind thie Confessof Sclios]

Mr E, Polkingherne, inspeclor of Schools

Mr 5. PowgKelvin Grove College of Advanced Educallon

Mr D, Presiridge, beginning teacher, Springwood Road Primary School
,r D. Price, Mount Gravalt College of ‘Advanced Educalion .

Mr N.T, Rawling, Brisbane Western Suburbs Educalion Centte

Mr R.G. Reave, Brishane Wesferr Suburbs Educallon Cenire

Mrs 4, Robeds, In-Service Educatlon, Secondary, Depariment of Educalion
Mr K, Robertson, Reglonal Direclor, Brisbane Nerlh Reglon

Mr L.B. Rofes, Inspeclor of Schocls

Mr A.W. Searle, Principat, Corinda Primary School
Mr NLW. Sellars, Townsviile College of Advanced Education
s Mr K.O. Smih, Inspector of Schools .

- ley, Camira Primary School
N Mr G,R, Streels, North Brisbane College 0 A‘dvancsd*Educallor—

- “Mr W.-Pleash, Ptincipal, Brassall Pimary Schoot o

Mr T, Sullivan, 5t Josgph's College, Nudgee
Mrs M. Swindell, Kelvin Grove College of Advanced Education
Mr PK. Sydney, Inspector of Schools _

Mr H, Thompson, Mounl Gravail Collzge of Advanced Educatlon
Mr L, Trelchel, Inspeclor of Schools .
Mr J.E. Tunstaif, Curri¢uium Branch, Deparimenl of Educalion

Ms P. Verney, Bracken Ridge Primary School .,
Mr D, Vever, Universily of Gueensland

Mrs L. Walker, beginning leacher, Albany Creek Primary Schonl
Mr A, Walpole, Lourdes HIY College, Hawthorn

Mr D, Warner, Kelin Grove College of Advanced Education

Ms J. Waison, beginning leacher, Holland Park Primary School
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Teacher Educzlion
Miss R, Willmott, beginning leacher, Berinbaz East Prlmary School
M L. Winkle, Diviston of Secoendary Education, Depariment of Educallon
Mrs E. Wylts, Migranl Educalion Branch, Deparimenl of Educatlon

Mr C.A. Yarrow, North Brisbane College of Advanced Educalion
Mr W, Young, S5turt College of Advanced Educalion
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