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CHAPTER 1

THE STAFFING AND RESOURCES STUDY ' ’

»

Background

. In 1978 the Australian Council for Educational Research (ACER) wasycommissioned by
" thé Australian Education Council (AEC) to undertake a study of staffing and reso‘urces in
the government school snystep‘x’_s»of the six Australian States, .the Australian Capital’
Territory, and New Zealand. . - :
The following terms of reference were prepared and submitted to the ACER to _
' guide the design of the study.

-~ o

‘; ' 1 To examine existing pollcles, procedures and trends relating to the allocatlon of
/'l *  staff and resources to and within Australian and New Zealand schools. \
' 2 To inquire into difficulties faced by school systems and schools in allocatlng\staff
and resources to and within schools. i e \‘\.
3 To examine mensurés that are being taken at the present time at various levels to
“ overcome ‘these difficulties. ’
4 To review new developments and alternati\iewarrangements in staffing scheols.
: ) Torecommend action which can be taken by schools and school systems to improve

existing arrangements or overcome problems experiénced in staffing schools.

6' To recommend appropr‘iate field studies or action research projects which scheol
systems can carry.out and which will enable the trying out of creative and

_ practical ways of. reorgamzmg staff at the school level.

o To develop. proposals which school systems in the longer term mldht adopt for the
future direction of pohcles and procedures concermng the allocatlon of staff and

resources to and w1th1n schools.
1
1

n addmon durlng the course of 1978 1t was suggested that the following contemporary '

lssues related to.the terms of reference could be cons1dered in the study:

) 'I‘he balance oetween primary and secondary stafflng allocatlons.
2 The determinatiog of stafflng formulae.
7 3 '_ Xlternative methods of staffing in the use of aides, speclallsts ancillary staff, and
part-time teachers. ‘ .
.4 Teacner work load and nofi~contact time.
5 Flexibility in deploying staff within schools.
6 lmphcatlons for staffmg pollcy of various phllosophles and methodolomes of

teachlng : . g o
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7 . Effects of alternative staffing arrangements.. .
8 System awareness of, and responsiveness to, the needs of individual schools.
Regionalism and staff allocation principles and procedures.

The study commenced on 1 February 1979. To assist and guide ACER, a Technical
Committee was formed which'combrised the ACER research team, a representative . ‘
“from each of the evight participating education systems, and two "other persons. The
meml?ership of the 'I‘echnical Committee is included in Appendix I.

The Technical Committee assisted during the first half of 1979 to focus upon the
issues of concern to the study. Of major importance in this process was the preparation
by each of the participating education systems of a list of those aspects of the allocation
of s*aff and resources to schoole which were seen as problems. The purpose of this
exercise wes to provide guidance for the design of the survey of schcol resources (Ainley,
1982), the case studies of schools (Sturman, 1982), and the prepa‘r.afic;n of the
system-level reports which. form the basis of this volume. The ACER research team

- prepared a taxonomy of the issues listed by the systems, and sought views from the
‘education systems on the priority to be accorded to these issues. Understandably, the
range of issues perceived as important by systems was 1arge and priorit'es differed.
Overall, however, it was possible to prepare a taxonomy of those aspects of the
allocation of staff and resources to schools which most systems agreed needed to be
addressed in the study. A summ ary of these issues is provided below.

1 £xternal Frame Factors
wor.qng within staff cexlmgs ’ ' -
coping with changes in the age and geographic distribution of the population
s
2 System Structure ard Management e —

determining the optimum size range of schools -
determining appropriate degrees of devolution

4ssessing school needs

estimating school enrolments

predieting staffing requirements

3 Teach ing Staf

coping with a perceived declme in the attractlveness of teaching as a carser

. adjusting to shortages of teachers in specxahst areas

... matching staff with sehool programa g :

. . allowmg for limitations on teachér movement between schools

.copmg with demands on-teachers for extra-curricular duties
copmg with demands on teachers for special attention to transition programs
assessing the effects of limited growth upon teacher morale
providing outside work experience for teachers
overcoming problems in induetion ,
providing time release for primary teachers
motxvatmg continying prof essional development )
assessing the positive and negative effeets of in-service education

L 14
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4 Support: Personnel

o,

9xam1mng the balance of teachers and support staff

3 School _C. ganization and Curriculum

.. . exsmining the class size issues
allowing for curriculum autonomy
examining appropriate staff structures

"

This list of resource allocation issues is by no means exhaustive but rather represents
those areas which were commonly mentioned as worthy of consideration. It was obvious '
that a single study could not hope to address all of these issues, or even a reasonavle
number’ of them, in sufficient depth to provide a .firm basis for poliey initiatives. This
view was reinforced when it became clear that the study would not be able to collect
data which examined thé impact of alternative structures and resource§ upon students
and teachers. '

Consequently, it was necessaly to be selective in the choxce of issues to be
addressed by the study. From the taxonomy of problem areas 11sted above, four
veasonably distinet, though inter-related, clusters of = issues* were . identified:
administrative structures of the education Systems; the structure and size of schools;
personnel allocation policies; and means of encouraging the continuation of-high quality
teaching and other educational services in the schools. It is these issues which are
addressed in the remaindel‘ of the report.

H . 7 .
" a’ -

Elements of -the Study

The terms of reference for the study and the detailed listing of areas of concern to the
education systems necessxtated a des1gn which exammed the issue of staffing and

resources at two levels The first of these was at the level of school systems and

" involved a study of those policies that allpcated st%ff and resources to schools Tie

second level ‘was that of the school and involved a study of the resource allocation
practices within schools. )

School systems are defined as the systems of °‘overnment prlmary and secondary
schools administered by the State Departments of Edueation iir the six Australian States,
the Australian Capital Territory Schools:Authority and the New Zealand Department of

Educatlon The government school system of the Northern Terrltory was not included in

fthe study and references in this report to 'the Australian government school systems

should be read ‘with this qualification in mind.
The system-level perspective was judged to be unportant for two main reasons.

First, schools in each.of the government educhtion systems of Australia and New Zealand

" receive by far the largest pr0port|on of thelr staff and other resources by means of

direct allocatlon from the Education Department on either a central or a regional level.

1«,_.‘,."/-5_"' .
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The system-level resource allocation polizies set the boundaries within which the schools

- are able to operate. As such, the iantern'al operation of schools, which is the focus of
. other‘elements of the study, required a complementary study o'fl syste;n-l'evel resource .
allocation policies which directiy affect the schools. Secondly, it- was hoped that a
comparative study of the structuresand processes of the eight school systems would
provide a number of directions for future policy initiatives. Such-initiatives might, it
was hoped, arise from consideration o_f those policies which the systems had in common,
and also from those in which they dit‘fered. anmination of common policy elements
helps open debate about their conceptual foundations. Descrlptxon and dlscussxon of the

pohcy dlfferences between the systems may provide leads as to poliey 1mt1at|vcs worthy

of further COI’lSldEI at:on. ) -

“

The linkages between the ele.nents of the study were derlved from a conceptual
" framework for the compar -ative analysis of education systems developed by Dahliof
C(L971). Dahllof distinguished between the - education .system, the school and the
classroom, and proposed linkages between each of these three levels. He argued that the
linkages flowed from the system to the level of the school and from the school to the
level of the classroom through:

1 the aims and goals established at the system level and translated by the school

2 the resources ava11ab1e to the education systein and the structure which allocatcd
these resources to the school; and .

3 the curriculum- determined at the system level and adopted by the school.

" The hypothesized interaction between the system, school and classroom levels in

terms of aiins and goals, structure and resources, and curr:culu'n and the interaction of

these three varnabl&s at each level are shown in Figure 1.1 whlch represents the -

madlgm that was mmally developed by ACER to guide the study.® As can be seen from
an'ur(él 1.1 it was hypothesized that sccietal factors concerned with economic and
pollflcal circumstances dlrectly influenced the aims and goals established at each of the
three levels, as, well as the resources avallable to the 2ducation system the structure of
) the system and the’ curriculum developed by the system. The paradigm also allowed for
the mteractlon of aims and goals, structure and resources, and currlculum at the three
L levels to mteract m turn- with characternstlcs of students such as ability and attltudes,
“and to give nse to outcomes such as studﬂnt achievement and att:tudes. It was further
hypothesnzcd that those. outcomes as they related to students and. teachers would in turn
affect the judgments made about the school '=ystem by parents and other commumty
.members and that these Judgments would feed back in‘o the basic elements of the model.
As can be seen from Figure 1.1, the proposed paradigm was complex, as would befit
mty—attempt at™a com‘pr@henslve study of school systems. It is ‘ot surprlslng that when

th1s complexity was matched against the tlme and resources available to undcrtake the
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study, and the basic objectives held for the study, the result was that only a very limited .

treatment could be undertaken of several of the clusters of variables outlined in Figure
1.1, '

N

Fhe key element in this decision. concerned determining the relations Between ‘school

resourc& and student qutecines. During the course oOf planning the study, considerable
conceln was expressed about the practical, conceptual and methodologrcal “difficutties
associated with the conduet of a sound and thorough examination of the relation between
resources and outcomes. These concerns, some -of which are elaborated further in
Chapter 4 of this réport and in the companion volumes (Ainley, 1982 and Sturman, 1982)
were sufficient to cause the study to be limited.to the 'structural condltrons' voi.ables In

Figure 1.1. As such, the study is not ‘able to consider firth guides for policy makets on

the basns of clear and’ unamblg'uous reﬂatlons between school resource levels and student ‘

‘ outcoxnes, presumlng of course that Such relations do exist. The study is confined to

deseribing ex1st1n°' structures and resource. allocatlon policies at the syste"n and school
levelg, and to identifying ‘innovative structures and pollcxes operatmg in partlcular
systems and schools which could be worthy of examination.

‘F . : \

. Ce Conceptual Framework forsthe System Level Study . \

systein-level component of the 3Study. These issues weére concerned with the

‘administrative structures of education systems, the structure and size of schools, the

allocation of resources to schools, and the quality of the educational services provided in
the schools. o

The administrative structures of the education systems were consldered 1mportant .

for two niajor reasons. First, the administrative and decision-making structures which

operate wrll 1nﬂuence the nature and speed of pohcy changes. As’is argued in Chapter 2

for. example, ‘me more decentralized the decnsnon-makmg structure "in an education

system, the more incremental are chancres likely to be. Secondly, the maintenance and
operation of the administrative structures mvolve the allocation of resources to these
actnvntles, and the nature and size. of the educatlon systen will inflience the proportion

of total resources “allocated in thrs manner.. The dlSCUSSlOn of the, administrative

:structures of the government education Systems of Australia,and New Zealand was seen

to revalve around three emerging issues, namely the role of the, Educatlon Department in

co-ordinating the wide range of activities in the education sector (as broadly defined); )

the devolution of responsibility for curriculum and admlmstratwe matters to' schools;

and the .decentralization of admlmstratwe and pollcy responsrbllltles to educatlon -
. regions. These-issues are addressed in Chapter 2 of this report. : LT

The strueture of the school system and the size distribution’ of schools in that'

*

o4

\ .

_,\s was indicated earlier, four clusters of issues were identified us gundmg the'
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’ pertalmng to school- based resources

.system have - lmportant lmpllctlons for the range of educatlonal experlences of students

" as well as for the resource costs. of 0pemtlng the school system Tssues whlch were seen

as nnportant in the discussion of srhool systems included the age of entry to the system,

the progressnon of students wrthln the system the transition point tetween primary and

-secondary schools, the development of partlcular school structures such as senior °

-secondary colleges, and the size distribution of different types of sehools. These aspects

of the eight ~ducation systems are described in Chapter 3 and some of the cost
i'mplications of the structure and size.distribution of schools are outlined:in Chapter 6.

Discussion of the issues associated with the allocation of resources to schools was

~ seen as |mportant for two reasoms. First,. it lS the resource allocation pollcles which -
. largely determine the types.of educational programs whieh schools are able to offer, as

well - as influence the costs of. operating those programs. The systam level resource
allocation policies - were séen as setting the boufidaries within which school resource

allocation patterns are determned ‘Secondly, the system level resource allocatlon‘

. pOllCleS are the principal means by whieh' the objectives of an education system may be’ '

achieved. Such policies can,be v1ewed as system level responses to partlcular constralnts"
and difficulties. . '

1t arO'ued dur|n0' the formative stage of the study that the resource allocation
policies employed at’ a given time would be largely dependent upon the_quan,tltles and
typ:es'of resources available to the education sy-tem at that time. Accordingly any
consideration of resource allocation policies needed to .encompass discussion of the range’
of resources Whlch the education systems had to hand. An important asoect of this
proeess is the examlnatlon of the financial resources available ‘to-the educatlon systems
since, as argued by Beare (1978), the antecedent of the allocatlon of sLaff and other
resources to schools is the conversion of the financial resources made available by
government into the staff and inaterial resources. The inclusion of the term 'st_aff and
resources"in the terms of reference for the study indicated a wider area of c‘oncern than
snmply the personnel resources avaxlable to, scbeols However it was argued that the

resources on average comprlsed about 75 per cent of the recurrent .budgets of -

rovernment education systems’ (Commonwealth Schools Commlsswn, 1981)

The wlevel of personnel and material resources: available to schools lnclude more

_.than those resources based at the schdol. Of relevance also. are those resource§ whlch"

are shared Between schools, the resources avaxlable in the central and reglonal offlces of

the education departments, and those resources made available to the school<' by other

‘government departments and the communlty generally.> However, since: ~the greater

majorlty of the resources “of an education system are located, in ‘the’ schools of ‘that

system, lt was resolved that the ma]or focus of .the study would be upon the pollcles_
L ,' - . N
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In sum, it was resolvéd that the distussion of the allocation of resources to schools

‘should involve consideration of the level of finapcial resources available to the education
systems, the objectives of the education systems, the types of pet ssonnel e'nployed in the

systemS, the policies; USed to allocate these resources to the scnools and. the lmpllcatlons

of theseé policies-for the costs of operating schéols of different types. Each of theSe
issues 13 addressed in the cRapters which follow.

Discussion of the issues associated with the quality of the educational servicces'

provided in the governiment school systems was & more difficult area to come to grips -

w1th Much of the initial interest in.this area was ge"lerated by a common concern m the

" education systems that the combmatlon cf dechnmg enrolments in some areas and the
- increasingly severe financial constraints facmg all educatlon systems would limit, in the

~ short-term " at least,fopportumtles for growth in the government ed’ucatton systems.- If

such a prognosis were fulfilled, it was felt that the age distribution' and promotion
structure in the governinent education systems would hamper the Jpportumtles for

long-run career development open to many teachers, with the posmble consequence of an

implications of dechmng enrolments for school resource 1evels, and theL age distribution
and promotlon structure of the teacmng service, are discussed in Chapter a.. / .

“The overall~framework for Ahe system level component of the study is represented

'_in F.lgure 1. 2. The blocks of factors represented in the. figure are essentially an

~elaboration of ‘the syst'em-levelsubsét of the paradigm that was origtnally proposed to

guide the total study and'was represented in Figure 1.1. - It should be noted that causal ’
relations are’ not depicted in Figure 1.2 even though it could be, hypothesizéd that,

" adverse effect upon the morale of teachers. In order to address this lssue, the '

followmg the conventlons of path analysis, the general causal relatlonshlp between the

blo\.i\s in Figure 1. 2 would move from 1eft to right.

i'

- Conduct of the System Level Study

systems because ot‘ their better access to the documentary and statlstlcal materlal
necessary for the tesk. The major responsnblllty of the ACER was seen to be that of

co-ordynaung the preparation of the reports by each system, as.well: ds the wrltmg of an ~
\ overview volume whlch brought together the major features of the mdnwduﬂ system
\'eports. To this tend durmg the first half of 2979 the ACER’ research tcam in

con]unctlon w1th the "Technical Committee developed a set of guldehnes to- assnst the
partlclpatug educatxon systems wnth the preparatlon of the system level reports. The

guidelines represented a compromise between the type and range of cata necessary for

':'the study and theéNlevel of resources which the’ syst_ems could devote to "the tash of

In ‘he plannmg of the system 1eve1 study it -was env1saged that the provmon of .
“information about 1nd1v1dual systems would be undertaken by ‘the participating educatlon

.5y,
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preparing the reports. These guidelines are reproduced as Appendix 1.

The o'uidelinessuggested that each education system should prepare a report of

_approxnnately 20 000 words with three main sections. The fll‘St section was principally

concerned with the types of personnel resources available W1th1n each system, and
discussed ‘matters relating to recruitment, appointment, promotlon and gencral
employment conditions of each of the major categories of persognel. The second section '
sought inforraation on the means by which such personnel were deployed to various tasks’
and allocated to sehools. The-final section of the guidelines was more open-ended and
suggested that the educatlon syste'ns should attempt to discuss the types of policy

_options which may come under. considerafiorn in‘the near future. to addréss some of the :

problem areas that were identified earlier in this chapter. It was also suggested that the
education systems should attempt to ldentlfy ‘anticipated developments whieh, in the|r
view, were likely to affect educatlonal resource issues in the longer term. In preparing
the system “level reports, the systems were encouraged. to refer, where possible, “to the
econornie, pohtlcal social and educational - forces which helped to shapé the structures

- and resource allocation policies which now operated. The original intention of

complementing the deseriptions of present day structures and policies by the preparation
of a detailed historical analysns of the evolutlon of resource allot_atlon pollcles was not” ~

.aole to be realised because of resource constraints. . 5 -

- >

The systein level report g o'uldellnes were not lntended to be prescriptive, but rather -

sought to provide 4 framework w1th1n whlch a core of basic data. eould be assembled.

The systems_ were encouraged to provide addmonal materwl on resource allocatlon 1ssues .

'not mcluded in the’ gundellnes where such issues were ]udged “to be relevant and the

supporting material . was available. In addition, it was recognized that followmg
preparation of the system level reports, the ‘systems could be asked to supply further
general materlal for the domparatwe analysns, and that individual systems could be
approachcd concermng the’ supply of addltlonal mater1a1 on speclflc issues.

In gener%l the final form of theasystem reports were cornpleted durlng the fll‘St

nalf of 1980. : Most systems had adopted the format proposed m the guldellnes, and "

prepared by each of ‘the eight participating education systems,. whlch form. the -basis of

.-~ ‘enclosed addltlonal relevant documcntaly and s‘tatlstlcal material. It is the reports -

thlS *report. The area of the cruldellnes wnth which the educatlon systems haddthe most

dlfflCUlty was the sectlon ccncerned with future policy options. "This dlfflculty is not

‘surprising, because of the p: ‘oblem of predicting movements in turbulent\trmes It lS

perhaps also the case that where pohcy response'= to antlclpated developments had been
fo.mulated, those concerned would have had an understandable reluctance to &\ommlt
those responses to the public arend. Overall however, the system-level reparts and_ the

_associated documentatlon provided a great deal of materlal whieh proved useful in the '

"»prepmamon of this report. Neverthelgss, over the course of the study, it becaq;cg

RN *
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apparent that the materla.l contained in the system-level reports was lnsufflcnent to
address all of the issues of concern to tne study In some ‘nstances this necr -itated a
return to the systems, either as a group or mdmdually,- for additional materia.l, while in
. other instances further sources of mformatlon held either at ACER or elsewhere had to’
%be sought, =~
For most sections of the system level ‘reports there was a common data reference
perlod namely 1979. This emphasis was intentional since the system level study was
deswned to complement the school survey which was condueted in late 18797 “Insimple~-———
terms the system level phase was intended to describe and analyse the allocatnon of
personnet resources to schools, while the school level component of the study was
designed to show how.such resources were used by -the schools. For this process to be
_meaningful it was 1mportant that both components had a common . reference period. .As
such; much of t,he data presented in this report is somewhat dated as it refers to 1979.
Nevertheless, in those sections of the report where the nexus between system and school
level policies is of less direct 1mportance, an attempt has bee.n made to incorporate
major developments in the systems which have oceurred smce 1979. Of course, most
education systems are irc a process of continual. change, albent at different rates at
different times. The material contained in this report provides an.indication of the base °

from which change is oceurring as well as the major directions of that change.

. A Broadening in the Expectations for Schocls “~

The Staffing and Resources Study was undertaken and isgreported during a -period of

- i )

considerable uncertainty in the government school Systems of Australia and New
- Zealand. In part, this is related to the financial 'conte'ict’-\within which government -
schools . haye to" operate. . The uncertainty is also traceable to the widespread debate
about the purposes whlch primary and secondary .schools should attempt to fill. Where
‘there is a diversity of views on the functions of 3chooling, consrderable debate is likely ~
to occur about the appropriate direction 'in which schools should delelop, and the
approprlate péﬁ,xcles to fosterthat development L%

e

This report is not the ‘place for an ‘extensive review of the objectives. which are
held for, and by, gpvernment prlmary and secondary schools. It is possible, however,.to -
fake some’ general ‘comments about the evolution of views about the functions of
‘schools; and to dnstnl some of the 1mp‘lncatrons of ‘these views for resource allocation ‘

’ _policies.” Over the period of the past 20 years there has been a broadening of the
expectatlons which are.held for schools. Three, strands are evident.in thns I“lrst, there
,are those Who argue that because of rapid and sxgmflcant changes in- the fields of |

o knowledge, and concomitant changes in the type of society for whieh young people have -

to be-prepared, it is necessary for the schools to provide a more extensive program than

)5 S AN
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was - formerly. the case. The second strand is ev1dent in the writings of those wl‘o have
been dubbed by Crlttenden (1981:17) as' ... progressnves who hold a soclety—centred “ee el
view of education'. According to this v1ew, the school has the _primary fynetion of
promoting socialiy desnrable aims such. as a more equitable anu cohéswe so:\ety he
third aspect of the broadenmg of the expectatnons held for schools is one which has
- become inore ev1dent over -the latter half of the 1970s, namely that schools should
: -attempt -to - cater more for drfferences in theraptxtudes “and mterests of individual
students. ’ _— : .
. The argument that schools need to broaden the range of their program because of
) changes in the society for which students have to be prepared was strcngly evident in the
reports of official enqumeﬁ into educatnon conducted in Australia and New Zealand -
: durmg the 1960s. For example, the 1960 Report of the. Committee on $tate'_Educat10n in
Victoria (the Ramsay Report) stated that: oo o

~]

-The daily lncreasrng ‘fund of knowledge . . . makes it necessary to contmually
review and revise the aims of our schools . . . so that children . . . will be able to
match the increasing responsibilities placed upon them by this accelerating rate of
development of the material environment . . . (Victoria, 1960:93) -
Thns general view led the Committee to call for ‘increased °;3.ttent10n to be "paid to the
practncal and theoretical aspects of technology, basic secientific pr1nc1p1es, and civic )
urfarrs. In addmon, the Commlttee argued that becsduse .of concern about the alleged
' dec11ne of ‘moral and ethical ~standards, ‘and—the dechmng capacxty of traditional
o mstrtut]ons such as the Church and the home to arrest such trends,. it was necessary for
the schools to recognize their responsibility for sharmg the task of 1ncu1cat1ng high'
moral ‘and-ethical standards (op. cif:94). .
’ The cconsequence of calls such as these and s1mxlar arguments echoed in the reports
‘of other offlclal enquiries in Austraha and New Zealand -was that the period of the 1960s
and 1970s witnessed a marked expansion in the range of currlculum offermgs of the ‘
schools. 'I‘he range expanded chiefly because the calls for new subject areas to meet
-changing needs were not, in the main, matched. by equally persuaswe calls to delete:*
subject. areas wh1ch were no longer considered-to_l be relevant or’ necessary. The net
) result was the addition of a range of new subJects to the tradntwnal | offerings-of-- the__;_;
_:,chools. This broademng of the curriculum reflected an acceptance of ‘the view that the
range of knowledge and skills necessary to functlon as an effectlve member -of society ,'

ry

was qlgmflcantly Wlder than was~ formerly the case. From a resources perspective, the
. broadening of the currnculum in both primary and secondary schools durmg the, 1960s and ’
19%0s necessitated an increase in the numbers of teachers who were speclallsts in

particular subject areas, as well as an mcrease ins the range of speclalxst teachmg areas
and facilities. ' . - - ' ’ SR RN
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' of responsnbll ties of the school should be commensurately dlmlmsheo

T s sTets tTTTYTT Sy ovos A SLvUMMLLMLE WL LGB Ub AP CTLLAUIUND IBIU LU SCIHIUULS

had lts origins in the United States during the early 1960s and was prlnctpally concerned

with the 90c1a1 pohtwal and economic consequences which could be expected to flow

from an -expansion of the sehool system Thus, the 1971 Report of the Committee of -
Enqutry into Education in South Australia declared that: a '

No educational system stands apart from the society whlch establtshes it. It has

' ‘purposes that must be achieved if that society is to“continue.. It is embedded in
that society, drawing nourishment from it and in turn contrlbutlng to its
opportumtles for growth and renewal. (South Australla, 1971 25)

~ Aside from the opportunities for mdwndual development, this and other
contemporary reports also argued that _education " could assist in the process of

establishing a more equitable society as well as facilitating economic growth and

development.’ It is difficult to assess the influence of such views upon those who make °

decisions about the level of resourct:.s to be allocated to the education sector. However,

it is the case that between the late sixties and the mld—seventles, ‘the level of resources
-allocated to the education systems in Australia and New Zealand increased markedly in

absolutf terms .and also as a proportion of Gross Domestic Product ‘At least some of
this increase” ln resource levelS‘Could be attrlbuted to the view that econom&and soecial
dividends were expected to accrue as a result of additional lnvestment in t"te education

. sector. ¢ !

The increase in funds”for ) educati'on wrising from beliefs about the favourable

economic and, social consequencehs.'hlike'ly to flow from the application of those 'funds 'was'

something of a double-edged sword for the education sector. While ‘the addltlonal
resources were weleomed, the expectations about the results likely to 'be generated as a .

result of these funds placed additional and perhaps ‘unfair burdens upon the. educatlon -

‘system Aslde froﬁhe conceptual and methodologlcal difficulties i attemptlng to

isolate the speclflc contribution of* education to ecpnomic growth, soclal\equahty or
other soclally deslrable goals, the fact that by the end of the 1970s in some. eyes. cuch
ob]ectlves had not been demonstrably ach1eved as the result of additional fundlng for
education, made the task of .those who were arguing for reductions’ in, educatlonal
expenditure that much easier. Few were also prepared to argue, how,ever, that the range
-*

The third strand fosterlng a broadening of the expectatlons for schools has been Lan

lncrehslng awareness ‘over recent years of the needs of mdwndual learners. Thus, for

" example,. the 1979 Ministerial Statement on the’ 'Alms ‘and Ob]ectlves“of Educatlon in

Victoria' included amongst the list of objectives: »
. to provnde equality of opportumty for all students by eatering as far as possible
. for individual differences . . . to foster in each student a broad range of physical,
lntellectual, practical, artlstlc, emotional, and social skills- and to extend students
talented in these areas to their highest posslble levels’ (Vlct .rla, 1979) Y

-

.
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Similar expressrons of the need to cater for individual dlfferences are to be found
in the reports of recent offlclal enqulrles (e.g. New Zealand 1976 Tasmama 1978, South
Australia 1981) and \m recent officially published statements of the arms and’ obJectfves ?
of the goyernment ed‘ucatlon s"stems of Australia and New Zealand "The awareness, of
the neez’of mdnvrdual ¢hildren’ is of cdurse not new. (‘rlttenden (1981) for example,
argues that many of the tc_ach.ng&rr ethods of primary school teacher<' in the 1250s were
mfluenced by the’ views of educational progressnves about the beneflts of individual
instruction. Similarly, offlclal reports. of the 1950s and 1960s pald attention to the
diff erent needs of groups of children such as the gifted, the handlcapped and-those lrvmg
"u{ country areas. However, what has gained increasing acceptance is the vrew that each
1earner is*unique and ‘that educatlonal progrdins and teachmg strategres may have to be
designed accordingly. )

3
.

. - This view has becomenpartlcularly proininent at the secondary school level, in large .
i Dart because of the great expanSion in the numbers of students remaining beyond the ’
‘mihimufn school-leaving age. In 1954, secondary schools in Australia emolled only some
. 43 per ceat of all 15-year-olds and about 9 per cent-of 17r-year-olds (Borrie, 1972) l't ;
was even the case- <that in a number of systems fees were charged for attendance at
. secondary "school up until the- 1960s. - By 1980 however, almost 90 per cent ' of
e 15-year- -olds were enrolled at a secondary school and over 30 per cent of 17—year-olds.
" were stru.qat secondary ‘school. This marked increase in the numbers of secondaryv

students, and the” mcreas1n°'1y dlv‘crse range of thelr backgrounds, aptitudes ‘and ** 4

-

,lnterests, has -forced this sector to, re-examlne the approprtaueness of fairly narrOW\ N

-acadermc programs prmcrpally designed to prepare studen:.: lOl‘ tertiary study .

The pressures upon the secondary school also Gerive® from qte r~art1cu1ar posntlon in
the educational system. As is argued by Colhns and Hughes (1979) the secondary school

is partlcularly vulnerable to competmg v1ews of the purposes of educatton. .

H v
3 Prrmary schools can claim ' the 'basies' firmly - ‘as theirs, urivergities can clarm
academic_learning TAFE institutions can claim technical training, the family can -
- . ‘claim the task of’{lurturmg the physical and mental health of each 1nd1\udual child.
g “Yet all of theSe gdals run as threads through the secondary school system
Secondary education, at present is expected to do somé€ of each of them. (Collins
and Highes, 1976:290) . . . "

@

in terms of- resources, an acCeptance of the view ‘that mdrvndual students’ differ in terms
°of t;helr aptltudes and mter'ests,,; and’ that schools - should attempt to cater for such '
. 'dlt'ferences, can be taken as an acceptance of- the view that schools need a. wher level
of resources per student, and ‘an mcreasmgly diverse range of resources per student A,
further- corollafy is concerned with the approprrate level ' of deCISIOH making ig
connection with resource deployment If it is accepted that mdrvrdual students dlffer in.
_ ‘their aputudes and mterests and that these differences are sxgmflcant, it foilows that
- the types qf program that - need to be offered to cater for these drfferences may also

R i . . J N . S et o e e
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differ significantly between schools and between individual classrooms within schools.
Thishjmplies'that for the design of appropriate responses to the needs of individual
learners, the authority for curriculum ang resource deployment matters may need to be
increasingly devolved to the school. This in turn implies an” acceptance of the
. - enhancement of the role of-the school in the selectlon of staff As it is expressed. by
. Crittenden (1981)

If the move to a more decentralized pattern of public schooling is to be fully
effective (particularly in the detailed planning of educational programs), it is
essential that there be some local control over the appointment of teaching staff.
(Crittenden, 1981:89)°
Such meves of course may raise partlcular difficulties for those with the responslblllty of
overall co-ordination of the education system As Crlttenden concludes
. the deVelopment of a proper balance between the freedom of individual schools
and the pohtlcal responsibility of those who have authority in the system as a

whole is among the most important tasks facmg public education . .-. (Crittenden,
1981:89) ’

The precedmg discussion of emerging trends in the expectatlons held for the
government schools of Australia and New Zealand and the resource implications of these
expectations has been brief, However, a8 strong case can be argued that the schools of =
the 1980s are expected to .[;erform a broadér range of functions than the schools of 20
years ago. 'These expanded vieWs of the roles of schools have been expressed in the

4 reports of official committees of enquiry and in the publrshed aims and Ob]ectlves o. the .
" education systems and of individual schools. The expande expectations for schools have
« .been generated by a variety of overlapplng concerns including - the increased -
‘ responsibility-of the schools for the welfar\e o£ §pec1f1c groups, | the .need-of the school to
- respond to the needs of 1nd\v1dual learners, the role of “the school in fostermg sogially
desirable obJectlves, and the tasks of preparing students for effectlve part1c1patron in an i
lncreasxngly diverse’ and uncertam world. The- broadenmrr of the expectatlons held for
schools has strong 1mphcatlons for the types of tasks performed by the school;.the ways
in whrch those tasks are performed and the ways in which educat»onal decisions are
) reached. Some of the more important of these implications will be addressed in the

" following chapters in the context of the allocatlon of resources to. schools

[y

o
'

i_, . [ : 15 ’ . ) 27 . ) l )




O

ERIC

Aruitoxt provided by Eic:

CHAPTER 2
THE CHANGING STRUCTUTES OF THE EDUCATION SYSTEMS -

_I_rltroduction :

It is about 100 years since each of ‘the six colonial governments in Australia established
Departments of Educatlon fo be responsxble for the conduct of educational programs, and
appointed .Directors or their equlvalents to administer. those Departments. The
~-leg|slatlon which was passed between 1872 and the close of the century, determined a

pattern of educatlon that remamed unchanged in the mam, unt11 the past decade. The.

“systems of publlc educatlon that ‘were establlshed were 'free, compulsory and secular'

and sought to serve equally the scattered populanons of the colomes When in 1900, the
six colonies federated to form the Commonwealth of Australla, educatnon remained
within the control of the States, and as a consequence there are’'today six independent
'syste'ns of .public education each responsible to a State Minister of the Crown. For

convemence the. d\fferent Australian Terrxtorx% were lmked to an appropriate state

- gystem until * 1974 when in “the two major Terrltoris, the Australlan Capital Terrltory

and- the Northern Terrltory, the links were, severed: with the New South Wales and the
South Australian systems respectlvely to ‘set up new orgamzatlons for the conduct of
education under the ]urlsdlctlon of. the Co'nmonwealth Government. Further changes

Government strueture. . v

In part because of ‘the high concent‘ratlon of the populatlon of/each of the States

thhm a C&plt&l cnty, and the saattered nature of the remamder of the popu1atlon across

vast areas, the s,'; state syste'ns of educatlon that were "established have been, until
recently, "no‘hly centrallzed and tightly 1ntegrated The exteht to whtch centrallzatlon in -

orgamzatlon of ‘education has oceurred- has not scaped the notice, nor commonly the

" highly crmcal .cominent, of overseas Scholars who have studled Australian education '

(Kandel, 1938; Butts, 1955; Jackson, 1962) Even- today this, ifsue is ong¢ of the most .

‘zfrequently dnscussed and controversxal aSpects of the snx state systems (See for example,

_Pusey, 1976). “However, there have been santantlal changes in the orgamzatnon of the :

state systems during the past decade; some'of these are discussed in the next sectlon. -

) ',;{- In contrast to the pa»t{ern of orgamzatnon of educatlon in Australia is the system -

’estaBllshed in New Zealand European settlement in New Zealand started in 1840, at”

':-about the same 'tlme as in several Austrahan States, and - while the otigins of the

educatlonal systems set- up in each eountry can be found in, mneteenth ¢entury England
-and Scotland the partlcular administrative- structure developed in New Zealand was a

refle"tlon of the autonomous provinces which ex:sted in the eountry unt11 1876. When in

., oy

- will occur as thé Northern ’l‘errltory completes the estabhshment of a full State ..

- , : ‘ .

2
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. 18786 the prpVinces were abolished and a single centréi governm‘ent was formed in

'Wellington, the pattern of administration of education associated with the original

provinces was largely maintained. As a consequence, the organizational system that has
evolveci in New Zealand has at the primai'y school level been built around 10 Edueation
‘Boards. While the B(;ards are financed from the Department of Education in Wellington,
they have thg responsibility for employing teachers, as well as building, maintiiining and
equipping the schools according to-the funds available and within centrally determined
guidelines. Each primary school has its own school committee which has responsibility

fo_r the day-to-day management of the school buildipgs and equipment, and some limited

influence on the educational functions of the school. Respohsibility for the inspection of

teachers, supervision of school curricula ar.d.in-service training of teachers rests with

the central Department of Education (see Boag, 1980). The secondary schools are under
the direct administration of the Education Department. However, at the secondary
school level devolution of respdnsibility has-been taken a stage further than in the
primary school. Each secondary school is under the control of its own Board of
Governo‘rs, which has responsibility for thekappoint'ment of the staff of the school
inci\udir_\g the principal. Financial support for the schcol and soine degree of supervision
of t'hé séhoéi curriculum, rests as at the primary school level, with the Department of

Eduecation. These organizational and administrative arrangements, while providing a

- devolution of responsibility to both the regional and school levels have some problems.

Boag has commented recently: ‘|
although these Boards are responsible for spending quite large amounts of public
money, they are not in a position to be held directly accountable for that
expenditure in a way in which a Government Minister can be. This . . . situation
has generated more than its share of tensions over the country - tensions between -
boards and their sciool committees to wiom they are theoretically accountable
and between Boards and the Government administration. The latter was
undoubtedly a significant contributing factor in the various attempts . .. to abolish
the Bgarcjs or to curtail their powers. (Boag, 1980:164) : )

In addition, Boag draws attention to the fact that at the primary school level while the
school principals and the school committees have some avenue for the provision of

advice about the conduct of schools they have little direct say in the, appointment of
staff., . '

Changes of the Past Decade in Administrative Structures

c

The administrative structure of education in Australia has undergone change in the past

. decade and is still in a state of flux.” Perhaps the single most signific_ant event was the
" brief period from 1972 to 1975 when the Labor Party was in government at the federal
.level and approved the eéstablishment of the Interim Committee for the Australian

Schools Commission. The Schools Commission has exerted an influence on not dnly the

17
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funding of education but also the debate and discuss’ion associated with certain eritieal -
issues in- the administration of education.. It would be misleading to imply that the
Sehools Commission was the sole inventor and generator of the charges that occurred
during these years. Many moves were already in train. However, the Commission served
“.to-focus' the debate, to provide the financial support that enabled change to oceur, and to
" create a cllmate in which change was expected and accepted. The Schools Commlsslon :
provided for the Commonwealth Govefnment a means by which it eould inject funds into

e

Austrahan séhools. In addition, the Interim Committee laid down among the values that * -

gulded the pohc1es the Commission recommended, a devolution of responslblllty and
rather less ecentralized control over the operatlon of schools, a development of dlverstty
in the organizational form of schools, and -a greater degree of dlrect community
participation in the governance of sehooling (Schools Commission, 1973). )

_ The Commonwealth Government took other major lmtlatwes in the‘educatlon
_sector during the years 1972°1975. These were, first, an increase in Commonwealth
finaneial support ‘for child care - facmtles and pre-school education followmg the .
preparatlon of a report on the Care ‘and Educatlon of Young Children (Australian
Pre-Schools Lommlttee, 1974) Secondly, the Commonwealth Government extended
financial support for autonomous Colleges of Advanced Education responsible for teacher
education programs. This followed an initial move, suggested by the Martin Commlttee_
(Austraha,\1\64) that the Commonwealth should become invol¥ed in ‘teacher education,
whieh led to the maklng of grants to assist in the bulldlng and equipping of additional
teachers colleges. Thlrdly, arlsmg from the report of the Kangan Committee (Australla, .

1974) the Commonwealth Government provided mcreased support or techmcal and
further education prOgrams. These lmtlatweshave substantially lnfluenced the provision V'
of edueation at the: Staten level in Austraha in ways that leerSlfled the eontrol of
eduecation. : \ i ‘“ .
Three major orgamzatlonal changes in the state education systems have also
occurred during the. pel‘lOd 1970 to 1980. First, there has been a change in the role of
the Education De artment as a consequence of the establishment of autonomeus

teachers colleges and \the developmont af the colleges of technical and further_'.

T~

education. Secondl there has been a delegation of responsibility for the admlmstratlon E
of matters associated w1th the running of schools to reglonal offices. Thirdly, there has
been an increased d volutx\on of responsibility to schools, their prineipals and their staffs,
and in some places to sehool councils and commlttees, for the curricula of the schools -
and for some adm mstrat&ve matters. These changes have been mfluenced by the

o policies and programs of the Commonwealth government, as well as by initiatives w1thm

the States. -Each of the changes will now be cons1dered. L ./// -

«
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‘The Changing Role of the Education Department

Until 15 or 20 years ago, in each State the senior officers of the Education Department
had responsibility-.for alinost all aspeets of education st.pported by public funds in the
“State and advised the Minister of Education in the State on all matters pertaining to
education This situation has now changed. In all States responsibility for teacher
-education has been passed. to autonomous colleges of advanced education which are
supported from Commonwealth sources. In addition, in all States, except ‘Tasmania,
where once there was only one university, there are now at least two and up to six
autonomous universities. '
As a consequence of the expansion‘ of tertiary education, most States have '

established a post-secondary education commission or its equivalent to co-ordinate and,

in part, to control the activities of these institutions. Thus a new board or commission

has been set up to undertake duties that were formerly ‘carried o&t by a central

Education Department 5,

Where once technical education .formed a lelSlon within the Department of

Education, now in two States -~ New South Wales and South Australia — responsxbility for

~ technical and further education has been moved to a new department of state. In two

other States similar changes are pending, having become necessary as a result of the

marked eXpansion that has occured in this area partly as the result of increased financial

~-support from the Commonwealth Government for technical and further education.

There has -also been in many of the States a significant increase in the number of
statutory authorities in the field of education with responsibility for such matters as:
the registration of teachers, the registration of schools, the conduet of the matriculation
examination, and the in-service education and training of educational administrators,
There has also been a marked expansion in the number of committees ‘which provide
advice on administrative and policy issues-to the Minister of Education

. The administration of education is accordingly now more diverse and coinplex as
there is a need to respond to recommendations coming frem more than one department, -
several statutory authorities, and a number of comnmittees of advice. The

recommendations that come from these differing bodies may be contradictory and the

differences may be difficult to resolve particularly where the decisi ns/reW

across two or more sectors and where the,seetiona interests conflict. Each of the
States have attempte o~f1nd’rr'i§ﬁo/ds_o—f resolvmg these issues, and pollCleS which have .
~e«r%h@fl"ﬁeﬁl/adTpt:,)d/f:rkare currently under consxderation in several of the States are :
described below.. ¢

In New South Wales, it was 1mtia11y proposed that a Ministry of Education should be *
established with a Secretary appuinted to superVise the office of the Minister and to
recommend courses of action to the Minister. This approach was not adopted and an

v
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alternative solution which involves a Commission on Educatior: nas reeently been
instituted to provide advice to the Mimster Interested purties ere represented on the
Commission and must argue their case before the Com.mission. In Vietoria, two
Ministers. of Education were appointed several years ago “to cover different sectors
within- the portfolio. Followmg the eleetion of a new government in April 1982, Victoria
has reverted to a single Minist_erial'poSi__tion for the education portfolio. A State Board
of Edueation is to be established withia cnarter to provide independent advice on a broad
range of educational issues ineluding the staffing of government schools and the
distribution of State °‘overnment funds to the non-government sector. The State Board is
to be complemented by regional ‘councils which are to be established to assist
co-ordinate educational activities at a regional level. In Queensland, the Parliamentary
Committee of Enquiry (Queensland 1980) reeommended a solution based on the practices
that have been adopted in Alberta, Canada, of appointing two separate ‘thisters, one to.

. b‘e concerned with primary and secondary edueation, and the other with post-secondary
and tertiary education. This proposal has not as yet been adopted. In South Australia, a
Committee of Enquiry (South Australia, 1981) recom:uended that a small Office of the
Ministry should be established, and that inter-sectoral issues requiring resolution should
be taken by the Minlster of hdueation to_an Education Policy and Priorities Executive,
comprising the chief admlmstrative officers of the. different educational sectors, who

P would ,iointly consider the resolution of the issues. Proposals for reform of the

‘educaﬁonal,poliey—making process such as those just outlined reflect a concern in the
education systems'that new structures need t¢ be established to co—ordinate poliey
determination. In part, this concern has been generated by the, dlffieultiés of managing
edueation systems whicl: are no longer expanding at the rapid rate experienced until the
mid to late 1970s. A

The Devolution of Authority to Schools

The j}_\.l/st_l‘/{ilj&l’l government education systems dlf;fer sngmfieantlv in the extent to’ wmeh
~’/"/’t’h/e}7 have devolved authority to schools over the past decade. In the state systems,._ :
: perhapsl the most extensive moves have been made in.Victoria (Reed, 1968) and South
Australia (Jo_nes,-f1974; Jones, 1977). The moves in‘both Systems were in the direction of
delegation of responsibility to the principal . of a school for a siénificart number of
professional and administrative duties. ’I‘he areas in which Vlctorian and " South
Australian schools were’ given freedom and authority were dii‘ferent from those already

held by 'New: Zealand secondary schools, which, as no\ed have traditionally been
permitted fo seleet and appoint their own principal and staff Although they represented

' .substantial change in Australian terms, the policy statements that were issued to guide

the devolution process generally did not examine fully questions of responsnbility of the -
school principal to the schcm councnl by the sehool council to the Ediecation )

Q
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" 'The report went on to say:

Department -and by the Educatlon Department system to Parliament. Such questions are

st111 largely unresolved However, the policy statements that have been promulgated.

" have led to a great ‘deal of mnovatory practlc”e and to the’ 1ntroductlon of imaginative
‘changes . P :

2

0 1

In the Australian 'Capital Territory from the outset of the establishment of the -
 ACT Schools Authority there has been a high degree of devolution of responsibility to -

schools for administrative and curricular matters. These-changes have beén endorsed by>

the report from the recently completed review of primnary education in the ACT
Government schools in. the following terims, '

There is substantial support for the retention of the principles underlying the ACT

v

education system; many participanis see school-based decision m°l'm°, the . local"
formulation of ‘philosophy and poliey, partnership in governance and ‘community ,

participavion as its most desireble characteristics. {Australian Capital Territory,
- 1981:16)

B3

Primary schools within the system are performirg well. Parents and teachers
agree closely on the relative importance of a comprehensive range of educational
goals and on the relative levels of achievement of these goals. Thése-levels are
seen by both groups to be satisfactory. Parents appreciate the professional
attitudes of staff in’ primary schools. The children surveyed expressed positive

attitudes towards school and see themselves. as working hard and bemg challenged.
(Australlan Capital Territory, 1981:16) ) -

°
)

The Commlttee of Review from the ewdence avaxlablefto it on the effects of the
policies of devolution of greater responsibility to schools, found that students, teachers

and parents endorsed the pattern of operation that wau evolving. ln a similar way the

Commxttee that examined the workmg of the ACT Schools Accre(ntmg Agency:

(Austrahan Capital Territory, 1979) endorsed the methods of operation and the crreater_

devolution of responsibility for curriculum and assessment matters that had been given

ta the secondary colleges in the ACT. I

There are two quite distinet’ domains involved in the devolution of respons1b111ty to
Schools, namely: for curr1culum matters and for administrative matters including the

'
i

Curriculufn. matters.. Responsibility for curriculum development within the -six

Australian state educatlon departments has bee{) considered in some detail by Deschamp
and McGaw (1979). They argue that over -the past det.ade the state education

departmenL, have endeavoured to encourage schools to  take greater initiative on

curr1culvm matters and to reduce’ the extent of central control..- There has been a

movem =nt towards what has become known as 'school-based currrculum development!',

“selection and appomtment of teachers. Whilé these "two domains are snecessafily.
" inter-related, it would appear; at least in view of New Zealand policies, that they should p
" . be considered separately. '

.
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' Ind1cates that act1V1tv is undertaken in this. area: : 4
at this lewel I C[ACTPNSH | Vie. [.Qud | SA | WA | Tas, | Nz
~ Férm of Currlcul " Areas of Curriculum. - :

Developmept - Location - Development PS I PS | PS | PSIPS{PS|PS|PS
Central Aims with  Centre Gehgral aims o K 1o £ % o S
Curriculum Guides Curriculum objectives L LI B O ] k¥

' | Organization and content * X LR LN AR P
Teaching methods ’
School ~ General aims . ‘
~ Curriculum objectives - ok X IERE 'k
Organization and content . * % . Xk * %
Teaching methods . ' ¥ 'k R .
Central Aims with = Centre General aims - ! R |
School Based - Curriculum objectives - , - i 1A |
- Curriculum Organization and content | | A !
Development , | Teaching methods L
School = General aims o " N
Curriculum objectives B * % %% '
Organization’ and content | " x kx|
Teaching methods - - IR x4
Scnool Aims and - . Centre * General aims | ¥ % * % : "
Curriculum , 7. Curriculum objectives - * o
Development Organization and content \ : .
' " - Teaching methods L o :
School ~ General aims -, | ¥ ¥ 1 °
" Curriculum objectives ¢ | * * K *
: Organization and content ko * %
Teaching methods * ok * X ‘

Note: P = prlmary schools and § = the compu‘sory years of secondary educatlon

Source Complled from Deschamp and McGaw ’1979) Connors (1978), Schools Commission (1978); New Zealand, Dep§xtment |
-~ of Educatlon (1979), - | : o
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but the six States have\got -all mo@ed to the samé extent or in the same ways on these

* ,changes Deschamp and McGaw identified three general strategles that currently apply

"tQ curriculum development\ln Australna (1) centrally prescribed aims and curricalum
°‘uld€S, (2) centrally presctibed anms, but wnth school—based curriculum development, and .

» (3) school a1ms andschool based curriculum development gesponsxbnlltnes in the field of - <
curr1cul eveloplnent can be sub-divided 1nto four, general areas concerned with the

'specmcat'on of (1) general aims, (2) currlculum obJectlves (3)-orgahization and content, - 7_ ¢

'~ ‘and (4) teaching, meéthocs. Thus it is possible to portray the currént.practicds in each
state educational system in terms of a profile indicating which of the three strategies is
most generally employed and in which of the four areas is responsnbnlnty taken by the
central administration, by the schdol, or ]omtly by the school and the central - _
adnnmstratnon. The profiles for the sevenAustralian \government education systems,” l
based in part ‘on the anélysns provided by Deschamp and McGaw and in part-on the ,"’

" descriptions, provnded in the Backcround Papers prepared for the Natnonal Conference on . “o
School Based Deeision Making conducted by “the thools Commission in 1977 (Connors,_ 2
1978; Australia. Schools Commlsssion, 1978) are presented i in: Figure 2.1. The profile for ‘
New Zealand was derived from an nf£1c1a1 publxcatlon of the-New Zealand Department of
Education.(1979). 1he figurd permits the possnbnlnty of a distinction between the profiles
for primary schools and the* compulsory-.years of secondﬁry educatnon. However, while

“some differences exist between levels, they are not of sufficient magmtude to warrant
the portrayal of & different profne for any system at the primary and secondary levels,

The profile for “2rondary education has been confined to the compulsory years of
secondary schooling because beyond that point in most systems external bodies 1nﬂuence[.~

the currncula. ‘

- -

As shown by hgu ‘J‘Z..'r in four of_ the systems, ,tNew. South Waies,_Queensland, C.
Western /\Ustraha,s and Yew 7ealand)' the Departments of Edication have formulated. AR
" system level ‘aims and ch"'xculum gundellnes for all prlmary schools «and for the '
compuic -y years of secnndarv education. 'Vlore det&xled curriculum obJectxves ‘have also
[Deci siated in . 2 ‘“aUUSES prepared by central syllabus committees. Nevertheless,
_within a szhool 1. these four systems, the school prineipal and staff have some freedom
to restate and determine t‘le curticulum objectives for usé within the school as well as to
ldentnfy the content and its orgar ization that should be ‘taught and the teaching methods
_that should be used N
In two of the systems, South Australia,and Tasmania, general statements of B
“eurriculum aims are developed centrally, together with broadly defined statements of
curriculum -objectives. The schools are expected to-adhere to the aims laid down in
developing their ,brograms of instruction, but are permltted consnderable freedom to~ .
"~ modify the cumculum objectwes to re-orgamze the content and to develop appropriate i

‘teaching methods to meet their part1cular circumstances. Thus there is considerable

)
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freedom avallable te the schools to undertake thelr ,own #sehool-based - cugrleulumb-
devalopment. " ) : . Yo
~ In Vlctorla and the Australlhn Capital Terrltory, while Zeneral aims and curriculum *
objectives have beeh statad .by the central Currlculum Branches, - the schools have the
freedoin to restate the airgs .of schoollng in their” own terms and to redefine the
urr;culum oojectlves to satisfy their own condltlons and circumstances and to fulfil the

aims of the 'school. Thus the prevailing strate«ry “is one of development of both the aims

@ and the curriculum at the school level and the $chool Selects, orgamzes content and uses

’

teachlnrr metnods that are m ﬁ’ccord with the ch05en aims and objectlves

. As w:tn other aspects. of the devolutlon of authorlty to gehools, the position
depicted in Flgure‘Z.l_ln regard to currlculum ‘responsibilities is not a “fixed one. Two:
developments in particular should be noted. First, even in those systems ln_which‘schools

have for some time exercised considerable autonomy in'curricul'um deyelopment and

. » implementation, there 1s ‘increasing interest Jin the possxblllty of 1dent1fylng a commonly

~agreed set of curriculum ob]ectwes and” areag. . Secondly, and related to the ‘previous

. point, in several systems there are lndlcatlons that. there is likely to be an increased .

involvement at cegional level in curriculum development, either through the relocation
of some centrally-based curriculum staff in the redlonal offices, or the development of '

reglonal advnsory bodies, or some comblnatlon of~both To the extent that each of these

< developments eventuate, they will have consxderable 1mphcatlons for the lelSlon of

curriculum development resources between the cen'fral regional ard school levels

Administrative matters of consxderable relevance ‘to the process of devolutlon is

the existence of a school council that has some administrative respons:blllty In New
South Wales and Tasmania, school.councils do not exist _although in New South Wales
attempts were made to eStabllsh them several years ago. In Queensland and Western

. Australia groups representlng community lnterests have-been established in some schools

to provide advice to the principal; such groups do not however possess any formally

. reco:rnwed status. In the remaﬂnng four systems school councils have beén- formally

established and have dlfferln=r ~degrees of l‘eSponSlblllty for administrative mattefbs -

delegated to them. Of these, it 1s in the ACI‘ that the local school councll or board has - -

the most extenswe range of power As such the structure and COITlpOSltlon of the school
_boards in the ACT. deserve some elaboratlon The boards comprise parents, teachers
elected by the stéff e principal (as executive. officer), a nominee of the ACT Schools'r
Authorlty, and (in secondary schools) students. onsequently. the membership of the
school boards is similar to those of the AGT SchOOlS\Qltl"Ol‘lty itself (Beare, 1978). As
specxfled by legislation, the major l‘eSponSlblllty of each school board is to determine the -
educatlonal policies to be implemented at the school. - This charter anolVes school”

boards. in. approval of . the educatlonal program of the school\ln stafflng through the
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approval of’ duty statements, and in a range of, other administrative tasks. Such

- tesponsioilities demand a considerable degree of commitment on behalf- os board

ALY

_ recently the vnce—prmclpal

-members and underline the-;mportance of adequate support services for the effective

,operation of the boards. A further implication of the structure and role of the school
boards in the ACT is that through extensive local involvement i in eurriculum development

and staff selectlon, consnderable diversity hetween schools in their educatlonal programs
- S ’ ) \

- Figure 2.2 provrdes mformatlon on tke devolution of Jmajor areas of adlmmstratlve

has evolved.

authority to Schools in the elo'ht educatlon ‘systems. In general the appomtment of

professnonal staff at all levels is undertaken at the central departmental’or the regional

vlevel In the ACT "the appomtme‘nts are made by the central administration, but in

: consultatlon with the local school board which develops a duty statement for each new

. posmon. In Tasmania, the schools decide on the appointment of some part-time teaching

staff _who &re 'employed under ecértain cpnditions. ‘Only it secondary scheols in New
»Zeala'nd has the practice bécome established for the appointment of the teaching staff of
a schocl, at all levels from the principal down, to be made by the Board of Governors of
the -school, However, in V|ctor1an technical schools the school councils have

tradltlonally had an 1mportant role m the appomtment of the school prineipal, and more

“ -

clerlcal assrstants the schools-in most Systems have a greater degree of responsnbllltv

than was evident for ‘the appointment of teachers, This responsibility has two main

features. Flrst, in most systems’ the'school is able to be involved in the placement of -

local advertlsements for vacant support staff posntlons, the interview of applicants, and

the recommendation of a preferred apphcant to enther regional or central authorities.

‘The major exception is New South Wales where it is ‘only in the smaller populatlon

centres that a school princpal, , through his chairmanship of a local committee, is able to

recommend to the regional office on the preferred appllcant for a support staff-position.

In the larger centres, the l‘esponsnblllty rests wnth the regional office; some prmclpals
may .play a role at. thlS level through membershlp of a regional selection committee.

Desplte the ‘widespread 1nvolvement of schools in most systems in the appomtment ‘of

support staff ‘however, the actual’ employer of such staff is generally not: the sehool, but "«

the “central education” authority or some other- government department The principal

: 'exceptlon to this lies in the technlcal schools of Victoria where theﬁschool counclls are
5responsnble for the’ employment of support staff. The second feature of school

.mvolvement in the appomtmeni of support staff concerns the role of the school in

'""several systems in determlmng the conflguratlon of such staff within overall

“entltlements As is detailed in Chapter 5, schools 1n the ACT, South Australia, New

) Zealand and the. secondary school sector;f New South Wales have consrderable autonomy
: w 4

.
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in the specification of the types of support staff appomted ' y ,
_ Only in Victoria has*a school council the frxght to be authorized by the Minister of
Educatlon to appoint architects for the constructlon of new bulldlncs, ~under- these

c1rcumstances _school councils inay have a direet influence on the des1gn of school

R oull,dmgs In the ACT, New South Wales, South Australia, Tasmania and New Zealand the

te authorltles within a school have a clearly spec1f1ed opportunity to recommend on the

2

L]

des1gn of buildings for schools. In Tasinania the maintenance of buildings is handled by

the prmclpal of a schocl through the Regional Office. In the ACT, New South Wales,

Victoria and the secondary schools of Western Australia the school has resgonsxblllty for
minor maintenance only. ) SRS
Policies on the purchase of teaching equipwnent, teaching materiels and books are

in some ways made more complicated by the rights of schools in some States to charge’

__ supplementary contributigrls ‘to school funds or non-coinpulsory. fees, which provide a

significant source’ of money for purchasing books and equipment. In addition, -some
schools have’ beccme entitied . to recei3e supplementary grants from" the-Schools
Commission and from other governmental ources which.can be uséd in these ways. In
the ACT, Vlctorla, South Australia and 'ITlasmama the schools would appear -to have
relat"yely greater. freedom to purchase the t?ooks and equipment that they require. It ds
‘perh ps. not colncxdentlal that, as noted earller, it is in these four systems that the
dev lutxon of curriculum development responsibility to schools has been most. extenswe
In he remalmng 'systems, books sand teaching equlpment must, in creneral be selected'
fro n stock; held in the Government Stores Department It should be noted hovyever, that
while-in several systems schools are O‘ranted consxderable autonomy in the purchase of
bopks and other teaclnnc materlals, policles in regard to the operation of the
G¢vernment Stores Department p[‘OVlde a strong 1ncent1ve for schools to purchase from
this source. In general the Stores Depa;tn)ents in each system are able to offer items at -
e tremely attractlve prlces Furthermorc there are policies, such as’ in Vlctorla,

ereby schools are annually provided thh a credit allocatlon at t;,he Stores Department _‘
hich enables them .to buy somle 'of their requlrements without incurring any direct cost
the school Therefore, whle m such ystems there is freedom to purchase from
' xternal sources; there is considerable mcentLve to purchase from the Stores Department

. In the maintenancé of equxpment there would appear "to be /bWo general.

approaches In the ACT chlorla, Queensland and New Zealand and under some -
, urcumstances in South, ‘Australiay the sc}xools receive fundlng whlch may be used for the
ma1ntenance of equlpment ‘Howevtr, in New South Wales, Western Australla and
Tasmania, equ1pment is repaired jand mAmtamed dn =general through centrally controlled '
-'services. In Tasmania ‘the Tas aman Medla_Centre ,undertakes the maintenance of
udlo-vnsuail. equlpment but als use/s private fir(ns where necessary, particularly in

remote ax'e\»‘!é. . . ¢

.
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" A significant aspe'ct of devolution of rasponsibility to s'choBls, in the long term, will
be the freedem provided to schools 1o attract .st,udents from 'dist\'iets~rot'l1er than that

'__unmedlately adJacent to the school. The lack of ;oning restrictlons in New Zealand, the

ACT and.South Australla, gives each school the freedom to publ\(:lze its actnvxtles, to
develop a distinetive school program and to draw students from other districts because

of the nature of the education it provides. The question of zoning is elaborated later in
the report. . ' : ) '

e
% * '

Regionalization of Administration

Development/ ' -,
The administration of education in each of the Australlan States has, until recently, been
highly centralized, while in New Zealand as has ‘already -been noted, the educatlon

boards have for a long period had substantial authority in the- administration of primary

’

schools: The hjgllly centralized control of Australian education has_'been' noted by

overseas sch\’l i\;nd over the past 20 years Australian educators have from time to. '

time advocated polities "of decentrallzatlon (Turner, 1960, Ebert, 1964; Partrndo'e, 1968)
Gradually, attempts have been made ‘to undertake a limited ‘amount of devolution of

gdmlmstratlve res_ponsmlll_ty from the central office to regional offices. ‘However, little

“attempt has.been made in Australia to invelve local communiti\es in education decision

making at a regional level. This is in contrast to’ New Zealand where the members of
education boards must face periodic election by- members of the .school commlttees th,at""
comprlse the educatlon board dlstl‘lct. '

. ln each State some degree of decentralization of educatlonal administration now '

opﬁerates. The yattern of establlshment of reglonal offices" ‘can—be_ characterlzed by

eyents in South Australla "In 1966, a propgsal was prepared for the settmg up—of-- .

education regions in that State. While, in part,:policies of decentralization were seen to
provxde greater opportunities for local initistive in. educatlonal matters, they were also
conslde,red to be an admlmsfratwe expedlent As a consequence the first, twp reo'lonal

offléeq were " set up in the provmcnal cities of Vlount ‘Gambier and Whyalla on a trial

’ 'basns\ In 1971, 501 e reservations were exlﬁeésed Fegardmg the limited-nature of this
; decentrgllzatlon by/thUCommlttee of Enquxry mto Education in South Australia: - ‘

. ,..L-‘:w -
\ u \

We see little advantgge in reglonal offlces whlch act mer’ely as an extra link.in the
~ administrative chain. We envisage the main functions of the regional offices as
. providing educational leadership and advice, promoting a unified approach to

— education at primary and secondary levels and advising the central administration

o the alloeation of resources to the region and on'necessary future developments
there. (South Australla, 1971 472) . : ¢

. - -~ : ‘% :
Whrle the Commxttee did not recommend reorgamzatlon into regnons it d1d suggest

that some ideas for regionalization should be tried on a piiot basjs. Gradually over the
. T
T : . S v . : .
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,Tabjg 2,1 Number and Size of Education Regions in the GoVernment School
° - Systems of Australia and New Zealand 19792

o

B

. o Average Average Average-
S ‘ . . Number of _ number of number of number of
- System.'_ ’ ‘regions . - students teachers ~ schools
" Australian Capital ' - - .
"+ Territory ' : ' . -
> .Only one region . 1 39000 2500 90
New South Wales . ' .
¢ Metropolitan 5 96000 - - 4900 - . 130b
- Non-metropolitan 6 55000 | ¢ 3000 260, .-
_All regions 11 74000 . - 3900 - 200
Victoria . ) = . : -
Metropoiltan ) 5 85000 -7 5800¢ 180
Non—metropolltan 6. 33000 - ..2200 200
"Ali regions 11 56000 3700 190
" Queensland . ) . B
_ Metropolitan 3 69000 ~3600¢ 160
Non-metropolitan , 6 & 27000 © 1400 130 7
All regipns 9 41000 2100 140
South Australia *° o e
Metropolitan T4 .43000 . 2500 120 -
" Non-metropolitan 6 10000 600 - _29'
All regions \ 10 23000 - 1400 . 80, -
Western Australia ] ' . ’ .
% Metropolitan |, 4 38000 - 1900 ©80b
Non—metropolxtan , 8 ©10000 - 500 50
All regions 12 19000 ) 1000 60
. Tasmania . . o ' .
All regions: ’ © 3 26000 - "~ 1500 80
New Zealand ) : C
Primary ' (10 47000 © 1900 220
Secondary 3 73000 4100 :- ~77110

Sources: Education Department publications; ACER .Sampling Frame; B
_; Australian Bureau of Statistics. . . - R
v a New South Wales and Western Australia data apply to-August 1978; in
1979 Western Australia created an additional non—mettOpolxtan region. .
Derived from the ACER Samplxng Frame. . ». S
Estimated on the bagis of the dxstrxbutxon of student¥ between regxons.

b
c
péi‘iod of the 1970s, 10 regional offices have been established in Soutah Australia and g
- number of administative PeSpoﬂSlbllltleS are now exerclsed by them, .
Each State has during the past two decades undertaken a similar program/of
devolutlon of responsibility for _some admlnlstratlve matters to, regmnal offices. /The.-
s hlstony of these changes has been similar to that in South Australia, with moveAent
- being taken step by step in spite of some reservations within some systems, By t‘e end
of the 1970s ln each State and'in New Zealand, an extensive reglonal office struct’ure had
~been developed In Table 2.1 lnformatlon has been recorded on the number of regions’
establlshed by the systems, with a dlstlnctlon made between the metropolltan and
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Administrative Duies e

New Zealand

WA Tas. Prinary . Sgcondary

Schools -

' Undertake the appraisal of schools =~
Assist with the’etaluation of school prograns
Andertake the establishnent of school comcils

k]

Teachers , :

Interview rectuited teachers and recomnend Placement

- Assist with the'appointnent of teachers to schools
Arrange intra-regional transfers

Arrange inter-regional transfers :

. Undertake assessment of teachers

¢ Approve emergency teachers -

Approve leave for teachers

Initiate or undertake inservice education

» Arrange teacher housing

Advisory Staff | |
~Supervise and co-ordinate advisory staff ‘
ﬁrdperfy;

Recomnend on the siting of new schools

+ Regomnend on the acquisition of property

Buildings 3
Deternine regional priorities for major works

- Deternine and administer minor works progran
Reconmend on’ maintenance progran T

Detemmine needs for equipment and materials -

Co-ordinate and allocate grants for .specia'l prograns

Students

Approve student travel and transport
 Endorse suspension of students

k.2

*

*

*

- -
TR % % %

E 2

*

*'

* % o M &

¥ Indica;es‘tha;nthe region has adninistrative responsibilities in the apeas indicated

Source ! System Reports and Education Department Publications

i 42

Figure 2.3 Adnministrative Responsibilities. Devolved to Education Regions in Australia and New Zealand as at August 1979
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non-metropolitan 'f'{egions, since the modes of operation of meti‘obolitan regions may well
differ from those of the non-metropolitan regions. Table 2.1 alsn shows the average
number of students;-the average number of teachers and the average number of schools
in cach region. Even though a regional structure does not operate in the ACT, the size
of this system has also been recorded to provide a basis for comparison. - !

With the exception of the relatively small Tasmanian school system,: Aable 2.1
shows that there is a remarkuble degree of uniforiity in tile nwnber of education regious
established in each of the Auslralian Slates. The five wainland Staies had by 1879 eaci
established aboul 10 regions with between one-half and two-thirds of these being in
non—metropohtan areas. The sxmxlar number of education regions in these btates exists
despite the quite marked variation in the average size of the regions between the larger

and smaller systems. For example, there is a tenfold ‘.dxfference between the average

‘size of a non-metropolitan r?g_‘mﬁin Westecn Australia and South Australia with some ten'
— ~thousand -students-and -the-
s A

etropolitan regions of New South Wales with just under one’
hundred thousand students.. The average numbers of teachers associated.with these
regions correspond approximately to the numbers of students within the region and there
is a similar disparify in size between these regions in the numbers of teachers. However,
because non-metropolitan schools tend to be smaller than the metropolitan'schools the
same tenfold difference does not occur in the number of schools served by the two
different types of region. It would appear that the eritical factor influencing the number
‘of regions established within a system is not the actual size of the unit being set up, but‘
rather the number of such units that have to be co-ordinated and hnked_’_to the central
administration. Thus it seems that in Australian systems, about 10 regional offices is
considered to be an optimum, in order to maintain ieffect.ive links between the central
administration and each regional office.

Responsibilities of the Regions

_Despite the similarity in the structure of the education :.'egions in each system and the

fact that the regional oifices were developed over a similar period of time, there is
marked variation between the systeins in the range of edministrative responsibilities
whi;ch are exercised by the regions. These data are recorded in profile form in Figure 2.3
whilch indicates the range of administrative duties exercised by the regional offices in ‘
the'\,’ six Australian States and in New .Zealand as at mid-1¢79. In the case of the
Auétralian systems and in the administration of the secondary schools in New Zealand

the admxmstratwe responsxbmtxes mdxcated m Fxgure 2.3 have buen devolved from the

central administration to the educatxon regxons, while in the case of the New Zealand
primary school system, the administrative responsxbxlmes have long been exerc_xsed_‘by-
the education boards.

3
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Aside from the education boards of ‘New Zealand, Figure 2.3 .indicates that the
South Australian education regions exercise more responsibilities and . administrative -
duties than the regions in the other sysiems. The New South Walés, Vietorian, and

Queensland systems appear to be broadly similar in the range of responsibilities ‘that

.have been devolved to a regional level. At the time of writing there has been a

relativelylplow level of devolution of administrative duties to regions in Western
Australia. However, it has been proposed that in the future, the regional offices in
Western Australia will become inereasingly involved in additional tasks ‘such as
intra-regional transfers of teachel:s, maintenance, majotz works of co,‘nstruction,:site

selection, school transport, teacher housing and the development of teacher resource
eenires. . T . o '
There are only two duties that are common to all systems. These are the

supervisicn and co-ordination of activities of advisory staff, and the determination and

~“administration of miner works programs;"'There"‘_ar,e“‘some"“duties“that"a‘_‘majority of ‘the = =~

systems delegate to the regional offices, such as assisting with the appointment of |
teachers to schools and arranging intra-regional transfers. -Some duties are only

undertaken within one system For example, amongst the Australian States, New South

Wales is the only system in which the regional office staff have a direct involvement in

‘the evaluation of schools. However, in several systems ‘the regional office provides

ass:stance with the evaluation of school programs.

Factors influencing the extent of devolution of administrative responsnbnhtnes
include the geographical spread of the schools in an education system, the size of the
system as measured by the numbers of schools, students and teachers, and the range of
responsnbnlltnes devolved to schools. In terms of the size of the system one could
hypothesnze that the greater the number of students, teachers and schools, the more
intense would be the pressures to decentralize administrative structures for\the sake of
administrative efficiency. anure 2.3 lends some support to.this hypothesis as the range
of responsibilities exercised” by tue education regions in the two largest systems, New
South Wales and Vietoria, appears to be greater than in the case of the two smallest
state edgcatijy)gy.-_sys"t’ems,w namely Western Austrglia and- Tasmania. The relationship
between systei size and the extent of regionalization is not however a perféctly direct
one since it is South Australia, a mediubm-sized system; which appears to have devolved
the greatest degree of administrative responsnbnlltnes to the education regions. This

consideration leads to the third factor enunciated ‘above, namely that the degree of

_devolution of authority to schools will be linked to the extent of Jevolution to regional

offices. In part thxs link would be forged from a common phn]osophy the values whnch
would support a "devolution of authority to scheols would most likely. also support a
decentralization of admnmstratlve responsibilities to eduration regions. There is also a

more practical reason as to why the greater the level of devolution ‘of authority to

32



Fable 2.2  Distribution of Staff in Central and-Regional Offices in South
Australia. as at June 1979 -

4 %

» o Location i
Category of administrative staff Central Regional Total
-Executive Staff ) - 50° 52 102

Professional Staff

School Support, AdVlSOtS t2 ' 89 ) 113

~ Administrative . . ) : 113 20 123
Teachers on Secondmept ) 289 140 429
Ancillary Clerical and Administrative , 431 ' 71 . 502
Total - o am 1372 1279

Source: Education Department Records.

a

'schools the greater is also likeiy to be thle degree of decentralization of administrative
responsibilities to education regions.. Schools which have been granted a- measure of
" administrative and curriculum autonomy are likely to need administrative and other’
support services in order to exercise effectively their additional responsibilities. .In such
circumstances the resources located in reglonal educa}lon offices, being located

relatively close to the schools, are llkely to be in demand by the schools.

"Regionalization and Resource Usage

One important indicator of the range of duties undertaken by regional offices and
the extent of devolution to the education ‘regions would be the distribution of personnel
between regional and central offices. . Unfortunately, this distributi"on was only available
for South Australia and \th«.Ldawshown in Table 2.2. As was shown in Figure 2.3,
South Australia could be characterlzed as the Australian system in which the devolution
of administrative responsibilities to education regions had proceeded furthest. Table 2.2
indicates that as at June 1979 some 30 per cent of the non-school based- personnel
employed in the South Australian government education system were based in regional
offices.  One ;neasure of the exfent of the devolution' of administrative responsibilities
to regional education offices in South Australia is that in 1979 just over half of those '
non-school personnel who can be defined as executive staff (that is, receiving a salary
greater than that of the highest paid principal) were located. in regional offices. In’
addition, in support’ of the discusﬁon concerning Athe relation between ‘the
Adecentralization of respon_sibilities to education regiohs and schoolé, almost 80 per cent

" of advisory staff were located in regional offices. In those systems where the devolution

_muespomxomtles_to_regwns.and_schools_l&.less_.extenswe_than_m_South_Austnalla,_lt, S

“eould he_expected that the proportion of staff located in".the reglons would be smaller
than those shown in Table 2 2. N
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;',Dece'ntralization and Resource Deployment

A cominon change m the structure of the government sehiool "sysﬂifms of Australia an;{
New :Zealand over the past 20 years has béen the increased devolutxon of responsxbxlxty '
towa/ds schools and education regions. Although the pace of this change has varied
between systems, in each system decxsxon makmg on most educational issues 1s now more
decentralized than in the past. Such a development has implications not only for the
. efficacy” of decision making, but also for the deployment of resources involved in the
decision-making process. In the previous section for example, it was suggested that
there is likely to be a positive relation between the extent of devolution of
responsibilities to education regions and the proportion of oat-of-school staff located in
the regional offices. It is also likely that there will be some relation between the degree
of devolution of responsibility to schools and the distriblition of personnel between school
" and non-school locations. These considerations rsxse the general issue of the relatlon
" between the structure of an education system in terms of its degree of decentralization,
" and the deployment of resources within the system. .
' Holdaway (1973) tested the relation be*ween the extent of decentralization in an
education system and the distribution of personnel by a comparative analysis of the 1§71
.distributiqn of personnel in the education sysiems of Alberta, British C_ollfmbia, Victoria:
"and Queensl“and. The Canadian provinces being characterized as more decentralized than
the education systems of the Australian States. He found that in the two Canadian
provinces the administrative staff located in the central Education Department or '?the
of fices of school districts averaged 3.34 per cent of the total personnel employed by the
educatxon system compared to an average of i.41 per cent of the tota] staff employed in .
the two Austrailxa_n systems. Similarly, out-of-school clerical and administrative support
staff comprised a higher proportion of the total Canadian personnel: 3.52 per cent -
compared witvh an average of 1.81 per c-ent for the two Austfalian syste'rﬁs
{ioldaway also examined the hypothesis that in the more decentralxzed systems, the
proportxon of school-based teaching staff who were altocated admxmstratwe dUtIES would
be lower’ than in the more centralized education systems. The basis for this hypothesxs
was the view that where admxmstratxve support services for schools are relatively close
at hand, such as in local education district offlces, fewer administrative responsxbllmes
..{ would fall to school-based staff. In the case of school—based@fszf with’ admlmstratlve
duties (defined as the number of principals, deputy principals, head teachers, heads gf
department, subject and year level co-ordinators time-weighted by the proportion c;f
time spent in admlmstratxon), Holdaway obtained results that supported the hypothesxs \\
Lhe “two Australian systems average 6.93 per cent of total staff classxfxed as in-school \

admxmstr,atxge compared to an average of 4.58 per cent for the two Canadian provinces.. .~
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On Ihe basis of these data ledaway concluded that'the'échool distriet/education '
departmenfbstructure of the type found in Canadian provinces was moré likely to require
a_higher proportion of out-of-sehool personﬁel than the relatively éentr@lized structures
of the.state education departments in Australia. As Holdaway himself acknowledges, in
the absence of measu;'es oof the range and quality of services prdvided by the respective

- administrative structures it is difficult to draw policy_impliéations from the data just
cited. "It could be that the personnel Jistribution data support the view that the
decentralized school district .model is relatively expensive to operate because it
necessitates the creation of a rélatively large number of administrative units. On the
other hagd the decentralized structure may facilitate more effective decisipn making-
because the lines of communication between the schools and administrative decision
makers are shorter thaﬁ in a more centralized structure A(Hughes, 1977). In this regard,
there is some evidence that school principals are strongly suépogtive of the role of
education regions (South Australia, 1981). ,

In terms of the current debate within Australia about the appropriate extent of
devolution of administrative authority to education regions and to schools, it inay bée fhat
the Holdaway study is ‘able to offer little guidance because the relatively autonomnous
local school board “strueture df the Canadian education system entails ‘a far gréafer
décentralization of authority than that proposed by most Australian' advocates of
“decentralization within_edueation systems. What may be more appropriate is to employ
the Holdaway methodology solely within an Australian context to determine whether the
increased devolution of authority to 'sc.hoo_ls_ and ‘education regions that has occurred in
both Victoria and Queensland over the decade since the Holdawsy data were éollepted
has been accompanied’ by changing proportions of non-school-based and schoolébaseé,
administrative ‘personnel in the manner suggested by the Holdaway thesis, Unfortunately

- this is not possible because the"":iata base available to us is not strictly comparable with.

. that employed by Holdaway. The relationship between system structure and resource

deployment is however likely to be an important area of further research.

Decentralization and Change

The degree of cen_trali'zati.on of an education system may also be important in influencing -
* the way in which the system evolves -and adapté-to changing circumstances. Archer

(1979) develops this argument in an arialys"is of the development of the education systems

of England, France, Denmark and Russia; the argumerit is an impo"rtant one and deserves

some elaboration here. Commencing with the premise that education systéms have the

characteristies they do-because of the goals of those who control the systems, she arguesg"
* that when change oceurs it Is because of either a change in the goals of those in power,

or the usurping of these _individuals and groups by competitors with new ;g'oals.

’
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Accordingly, she argues thai. an understanding of change in eciucation systems
_ necessitates an .uridersta‘nding of the factors which facilitate the acquisition of authority
_by- certain individuals and groups as well as an understanding of the factors which

influencé the formation of their goals. ' ' .

In acquiring this understanding, an awareness of the factors influencing the origins
of the state ‘education systems is of paramount importance. Specifically, Archer argues
that: the early development of government education sysfems can be characterized as
either 'restrictive’ or 'substitutive'. A restrictive origin is one*in which coercion has been
utilized to transfer control of "education “from_ one group (norma:!y, eligious badie ‘>
another (the State). By contrast, a substitutive drigin entails the establishment of state
educational institutions to compete with .those already in existence. Using these
criteria, Archer labels the origins of the lstate education systems of France anq Russia as
restrictive and those of England and Denmark: as substitutive. - This schema is also useful

'in categorizing the early development of the government education systems in’ Australia
and QNew Zealand. Until about 1870 in each of the Australian colenies a limited number
of public schools coexisted -with denominational schools which in the main were in
receipt of government finanecial a§sistance, a situation that ‘was clearly 'substitutive' in:

Archer's terminology: In New_ Zealand the position ‘at'that time was more diverse; some

provinces such _as Nelson, attempted to establish extensive public school systems, while

others such as Auckland were content to provide assistance to the existing
densminational schools. As such, the New Zealand provinces bgfore 1876 provided

exambles of*both substitutive and restrictive systems. ,

By the early 1870s however, the prev-ail'ing view about the role of public -educ_ation
had shifted considerably” throughout most of «Alstralasia. Whether for reasons of

economy, s'ec‘ul'arism, or the grc;wth of liberal thinking, over a beriod from 1850 to 1870

in all colonies except Western Australia legislation was enacted to ensure the dorminant

role of the gbvernmen‘t s@hdol as the pbovider of education, a goal g‘énei‘any achieved 'by
limiting the financial assistaneé available to denominational séhoo{s. There is little

~ doubt as to the intention behind such'legislation:

. . in most parts of the countryy the State was not to be limited to a gap-filling
role of the type it played in England from 1871. The liberal-democratic ethos of.
Australia in that age ensured.that it would be more than a competitor.. . . the
consequence was that the great majority of elementary school pupils were to be
educated in public schools and those institutions were to be the instruments of
equalization . . . and if uniformijty was to be the educational desideratum of the
time, then the surest means towards its fulfilment was centralized control.

{(Hyams.and.Bessant,19%2:50)

By this reckoning the .origins of the modern state education systems of Australia were
decidedly restrictive in nature. The ready characterization of the origiﬁns of the modern’

‘state education systeri in New Zealand is a little more difficult. The Education Act of
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1871, ‘w~hi1e centralizing eontrol of financial assistance to public schools with the
national government left much of the control of those schocls to the local education
authormes However, as _wlthm eacn region the government schools were intended to be
dominant and in fact became so, the New Zealand state education system can be
characterized as being closer to restrictive than to substitutive in origin, and as such ean
be grouped with the Australian systems for discussion purposes. ®

© For Arcier the origin of a governmment education system is critical in explaining
the character which that system acquires: “those with restrictive origins emphasize
unification and systematization while those, with. sub_stitutive origins feature
differentiation from: other' social institutions and a high degree of internal

specialization. These characteristics in turn affeet the nature and speed of change in

the ‘education system. Centralized svstems, because thev exhibit a concentration of

power whlch is typlcally dlftlcult to dlsplace are characterlzed by a 'stop-go' pattern of :

change : A . PN

. education canschange very little in a centralized. system between
- . bouts of legislative intervention. Patterns-of change therefore follow a Jerky
sequence in which long periods of stability (i.e. changelessness) are intermittently
interrupted by policy-directed measures. (Archer, 1979:617)

It is not difficult to recognize much of the history of the Australian-and New Zealand

fovernment education systems in these terms. Decentralized education systems by

contrast change in a different mnanner since all demands for change do not have to be -

passed upwards fo the political centre. C'onsequently in such systems:

. ehange is never —endmg, it is constantly being initiated, imitated, modified,

reversed and counteracted at the level of the school, the community and the
nation. Equally however, it is -usually undramatic, frequently indefinite, and
commonly specific ‘and local in . application . . . This has been termed the
.incremental pattern. .. (Archer, 1979:618)-

Fo ‘the extent that the arguments of Archer are valid they mdncate somethlnd of the way«

in whieh the moves towards a decentralization of. authorlty evndent ‘in each of theA-

' _chalacter of those systems. Educatlonal lnstntutlons are likely to become lncreasmgly

' vamegated and as a Whole the system is. likely to’ appear more stable even though

. significant cnanges may stlll be occurrmg in specifie localltles Indeed the notlon of an

educatnon, 'system may, if -the pressures towards’ decentralization are glven thelr full

rein, become less useful in deseribing the provision of government educatlon ‘This -is

.;.perhaps-a«.httle-too-prescnent——glven—:.»he~re1at|ve1y small degree of decentrallzation to

regions and schools which has actually oceurred in most government education systems in

aAustralxa and New Zealand. ‘What cen be said with some confidence however is that it

 wili be dlff\cult to reverse the trend towards decentralization of authority; once groups

- and |nd1v1duals have been delegated greater control over their environment it wnll be

-
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difficult to reverse the trend towards decentraiizati'on of authority; once groups and
individuals have been delegated greater, control over their :envir.bnment it will be
difficult to persuade them to relinquish such power. "C_onsgq’uently,‘ despite the fits and
starts with which the trend towards decentrglization méy proceed it' is hard .not to,
believe that it is likely to pecome"a permanent feature of government education systems
and as such to significantly alter the character of these systems. o

P
&
.

.38

P4



O

ERIC

Aruitoxt provided by Eic:

_ CHAPTER 3
THE SCHOOLS: THEIR SIZE AND STRUCTURE

In spite of the overall similarity in the pattern of educatnon that has developed in the

government school systems of Australia and New Z. 1and there are important variations

in practice betwaen the. ewht systems that have consequences for the -~ -isior ~f staff
and resources to sc:.oek In descrlmng the varnatnons in the >tructur» Skt the
: enght Systems, thls chapter seeks to draw out SO me of these r:sourc ons

as well as ldentnfy policies and practices from which future ch: zes

" In each of the government school systems of Australia ..ad Ne. lang, year

- of compulsory school attenddnece are remarkably similar. In each system, students are

required to be enrolled from their sixth birthday, and are generally unable to leave

“school until they have at least reached their fifteenth birthday. In busiralia, for these

nine years of compulsory schooling, the structure of school provision is quite similar

between the education systems. Students commence their educatlon in a prnnary sehool

\and at the at,e 0f around 12 or 13 years generally transfer to a secoridary school. In New

aland the posntnon is more complex because of the existence of Intermediate Schools

" whigh enrol large numbers _of students for two years in a transition period between

and secondary school. In general, the major structural and policy differences

\these differences.

\
ES \\ -

In all systems chnldren are legally required to attend school from thenr sixth blrthday

important o

Age of Entry to PrimarLSchool :

enrolling, if necessary, on the day they turn six years. However, most children begin
N .

their formal schoohngm at\an eariier age. For children who are younger than six years the

following practlces apply A
\
Aubtrahan Capital Terrr ory. Students must be at least five years of age before

they can enrol at a govexnment\prlmary school. Schools may enrol begmmng students by

havmg a glscrete errolment. at the start of each semester (normally 31 January and 15"

July respectxvely) or by monthly or\contmuous enrolment in the flrst semester. School

boards must approve any proposal IO\ ‘eontinuous enrolment durmg the first semester and

only after agreement has been given by the Parent Association of the pre—sehool-which
Supplies' the largést number of students. ‘Children who turn five after mid-July can only
enrol at-the begmmng of the followmg school year

| o . 39 \ , Lo
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» Kindergarten classés which_are-usually conducted on a half-day basis. Preparatory;{

between 5.6 and 5.11 as at'1 January may enrol {in Year 1. Some.hmlted experlmentatlon o

¢

New South Wales. Since 1972, children engdiling in the kindergarten year (Year Ky~

should be five years of age prior. to 1 August, that is aged four years nine months by 30

April. Enrolments can continue- up‘ to 30 April and students may be enrolled on the day

that they become ehgxble, or in groups after they become ehgnble depending upon the
policy of the school. i \ ’

[#]

Victoria In the larger prilnary schools stude‘nt‘swmay be enrolled at the beginning

of the school year if they will reach the age of f1ve years before 30 June, provnded

sufficient accommodation is available. Enrolments at these scehools® after 1 July are
restricted to those who will reach six years of age before 31 December. In the smaller
primary schools students may be enrolled at the begmmng of. the half year in which they

- will reach five years. Students younger than these ages may not be enrolled without

Departmental approval. A limited number of primary schools are experlmentmg with

contmuous entry of students from the time they reach the age of five years

.

Queensland Students may be enrolled at the beginning of the school year provnded
they will reach five years of age before the end of February. There is no°policy of
continuous enrolinent for primary schools. However, students m_ay enrol at a State

pre-school centre on or after their.fourth_ birthday provided a vacaney exists. .

South Australia., No child can be enrolled in a government school other than a
Child Parent Centre before the age of five years. Admissidn of children aged five years
is a matter of parental choice and as a minimum, schools enrol students at the beginning

"of each term.  Where possible, students are enrolled more frequently than this and a

significant number of schools.enrol students on a continuous basis.

Western Austraha Students enrol for the first year of primary education at the

begmmng of t‘\e y Jar m which they turn six; there is no policy of contmuous enrolment.
In 1979, some-24, 000 children, most of whom were aged five years, were in voluntary
attendance at. pre~pr1mary centres. Approxlmately 10,000 of these chlldren attended

a

centres attached to government schools. . o . ' . - f‘

2
A )]

Tasmania. .Children aged four yenrs as at 1 January are eho'lble to be enrolled in
classes’ are "available to children aged between 5.0 and 5.5 on 1 Januar'y, students aged .

with contmuous entry is occurrmg . .
, .
New Zegland. A long—standmg policy of permitting enrolments on the fifth*
birthday has operated, and practically all-children do enrol on their -fifth b1rthday.C

Attendanee;becoines compulsor?y_ at the age of six years. =~ . ' : 0



’I‘he¢ information rpresénted above indicates that although all systems require‘ sehool
attendapce. .from the age of six yeays, some dlffereﬁces between the systems exnst in the
‘agé at which students normally enrol, and whether oF not the enrolments are on’
continuous basis. These factors are_ of ‘course lnterrelated If a policy of contmuous”,. ;
“enrolment at age five operates for an children, as i New Lealand the normal entry age
is clear and universal. If; on the “other hand, students enrs 1in dlscrete groups suéh as in =
Western Australia where enrolment commences at. the Bey 1nf‘nncJr of .the. year in which \‘.,
“children turn six, the normal entry age falls within an age band of up to 12 months.
‘Under each of the\entry policies descrlbed above, students in the beginning class of
priinary school are mh' 1o, differ fairly w1dely in age. The e)gtent of. such age
differ'ences-, and the degree to which they continue through the .primary school year
levels and into the secondary school will be lnfluenced by class promotion policies and
the organizational form of the early primary years “Tnthis context, de Lemos 6198 Dina™ ™
rev_re\w of tife limited research data available on continuous enrolment pphcnes stated
that: _ E o )
. while there is no dirept edeence on the claimed advantages or disadvantages
of the (contmuous entry) system of school enrolment, there’is evidence from other
sources ~which: .would suggest. caution lin adoptlng such a method of school -
adm;ssnon (de Lemos, 1981: 3) .
¢ - A major factor contributing to this cautious assessment was that contmuous -enrolment
may lead to ch; ldren spending dlffermg amounts of time in the early school years and
thereby causmg some ‘problems in promotion from the .ihfant to mlddle. levels of the
primary school. One reaction to this situation could be the adoption in the infants
section of vertlcally structured teaching groups containing students from different year -
- levels. Indeed as reported in a companion volume (Amley, 1982), masystems in which
. continuous entry is widespread, vertical grouping in the early primary years is relatlvely
common. The likelihood of students admitted on a continuous enrolment basis spendmg
dlffermo' amounts of time in the early years of primary schooly could be viewed as a
strength of the practice smce it allows for the adoption=of differential programs to cope
with and fcster the mdmdual development of chﬂdren It is this view of the advantages
of continuous entry in New Zealand whlch has supported the contmuatlon of the practlce

Pe

over such a 1ong period in that country. - i ~
Research evndence on the relative advantages and diSadvantages'of continuous

enrolment policies is" scanty Accordmgly, the approach adopted by several systems of

trial testmg contmuous entry policies m “a smail number of schoois, seems an approprlate
" manner in which to .proceed. One of the factors influencing the effectiveness” of any
change to entry age pohcnes will, be the pre—school experiences of young chlldren

® " Pre-school provision is.giscussed in the next section.
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The extent of provision of pre—schc'l"ol education and the administration of: its provision
are two important areas for tms study. The ‘extent of pre—school prowsxon 1s*1mportant
because of the implications of childrens' pre-school educatlonal experxences for thé
strueture of ‘the early primary years. The admlmstra/txon of pre-school educatlon, and
the role of the Educatlon Department in its admlmstratgqn, can have lmportant resource
" implications in terms of flnance, buildings and*pe’rsonnél Before these |ssues are

elaborated, a brief description is provided of the' admlmstratlon of pre—school educatlon

in the eight education systems. This descrxptxon draws l\eavuy on the material prov1ded

in the review of pre-school policy, practice and r°search prepared by the’ Commonwealth
Department of Education (1981). ' L R e _

- oo Australian- - Capital - Terrltory. “The” ACT Scho&\ls ”"Authority is the major
administrative body for pre-school education. The Commonwealth Department of

Educatlon provides and maintains pre-school buildings and grounds as well as staffmg'

each pre-school Parents meet'\other costs including the urchasé and mamtenqnce of -
equipment. Most pre-schools are located within, or ara adjapa\\ent to, prlmary school sites.

New South Wales. Vlajor admlmstratlve respor,cmty is divided betwe’en the
Department of Youth and Commumty Serv;ces and g Ed cation Departr‘nent The
Education Department has establlshed pre-schools within 0\&9 80 primary schools in

h

designated high need areas, while the Department of Yout E\nd Community Servnces

," provides advisory services to over 1000 lxcensed pre-school and day-care centres
- administered outside the qucatxon Department. In addition, the Kindergarten Union is
responsible for the administration of over 80 sessional pre-schools, and there is extensive

local g'owi:rnmer and community involvement in pre—school pre¢ vn\Slon Recurrent costs -
in o'overnment pre-schools are met by Commnionwealth subsidy and State government

: supplementatlon In licensed non-proflt—makmo' centres provnde by community groups
20 per cent of agreed staff salaries are met by the state governme t.

Victoria. The Health Co'mmission has the major administr tive responsibility for
pre-schools' The.. Commxssnon works ln co-operation with local government and

. commumty groups who are responsm}e for the day-to- day op;ratlon of pre-school
- centres. The State government subsuﬁzes staff salarles in pre-schools and some otHer
operating expenses; the remainder of recurrent fundmg is supphed\by local government

~—~andvoluntary community gronps. T ’ \ | ,\'

Queensland. The Education Department 'shares major admlmstratlve responslblllty

for the posltlon of pre-school éducation wnth the Creche and Kmdeﬂgarten Association,

an organization of lndependent commumty kindergartens. The Department is responsnble
|

for the ‘centres established by itself and also for those rehnguxshed by the Association to

R - |
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the Depa'rtment At;ot';t tv\:&thirds of pre- school enrolments are in st\ate centres, most
of whnch are assomated with primary schools. In small, mainly country schools,
mtegrated classes of pre-school ‘and Year 1 students have been established where

-

p“e—school enrolments have been 1nsuff1c1ent for a separate unit.

South Australia. The Education Department provides pre-school facilities through

child/parent centres and the Kindergarten Union (a statutory authority) administers

 kindergartens. The term child/parent centre was developed in reflection of the emphasis

. on a co—operative home and school relationship. All cmld/parent centres and

kindergarten are funded through the Childhood Services Councnl which operates as the

. planning, co-ordinating and fundmg authority for the State.

. Western Australia. Since 1978 _pre-school education has been under the
jurisdiction of‘ the Early Childhood Branch within the Education Department. Pre-school
centres that prior to 1978 were condue'ted by parent committees under the co-ordination
of the Pre-School Board are able to choose between affiliation with a primary school or
continuation as an independent unit. If the latter option is adopted the Early Childhood .
Brar 1 meets the salary costs of the centre and the local committee is responsible for

maintenance aud other runmng costs.

Tasrnama. The Educatlon Department is responsible for pre-school centres, most
of which are part of the school system either through an administrative hnk to an

‘adjacent prnmary school or physical incorporation in a primary school.

‘New Zealand. The two main types of pre-school services are provided by free
kindergartens and play centres, provided mainly by two national_,voluntary organizations
which receive government support. The free kindergartens generally _offer more
formally structured programs than the play cetres.’ T ' '

In terms of the i ent of the Educatnon Department in the provnsnon of

pre-school education continuum“ exists amongst the systems. A high degree of
Educatnon Department, nvolvement is ev1dent in the ACT, Queensland Western Australia
and Tasmama In South Australla, the Education Department shares responsnbmty with

another statu_tory authority. In New Zealand, the Educatibn Department is involved in

policy’ formulation\ for the sector, and co-ordinates some pre-school funding, bat has

little d1rect 1nvolve\nent in the provnsnon of pre-sghool education.” In New South Wales,
the Educatxon Department's role is largely confified to the provision of pre-school -
facilities in areas of high need. The other end of the contmuum is reached in. Victoria

where/the responslblhty for pre-school educatnon lies with ‘the Health Commission. It

“should be noted, however, that the systems which have relatively little Educatnon
. Department involvement in pre—school educatnon are generally those with the most

extensive provision of kmdergarten or preparatory classes for flve-year -olds,
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Table 3.1 Pre-School Education: Proportion of Children Enrolled in the

Year Before School Entry. Australian States and Territories,
- 1977 and New Zealand, 1978

<

ACT NSW Vic. Qld SA WA * Tas. NI

Proportion of Children . .
Enrolled in Pre-School inr the 90+ 40 62}" 492 72 80 83
Year Before School Entry (%) approxs .-

Source: Commonwealth Department of Educdtion, 1981
Note ¢ In most systems ‘the data refer to the proportion of 4-year-olds who

were .enrolled in preﬁschool The exceptxon is Western Australia
where the data refer t& 5-year-olds.

Less diversity is evident in the funding of pre-school education. In the Australian
States, most funding comes from a combmatnon of state and commonwealth government
-sources. In general, the capntal and staffmg costs of pre—school educat)on centres are
met by government with parental contrnbutnons beiny confmed to some equipment
purchases and other relatnvely rmnor operatmg expenses. The ma]or difference between
the funding in the-States is the extent to which the government funding is co-ordinated
through the Education Department. ,:’

Participation in pre-school education has. grown markedly in both Australia and
New Zealand over the past 15 years. Data -on participation rates is as yet relatively
lrmntcd ‘and comparison between the systems should be made with caution because of the

; different definitions and measuxement techniques used by the systems (Rowlands, 1979).
As some guide to thé Telative level/ of provision, Table 3.1 is presented. Although the
data contained in the table are qualified, and to soine extent are now dated, they do
indicate that there are some sizeable dnfferences between the systems in the proportion
of children engaged in pre-school education immediately pr)or to the first primary school
year. For those systems'for which more extensive data were a\;ailable, Table- 3. .2 shows
the involvement of chnldren aged between three and five years in pre-school and early
prnmary school, and the dwnsnon of responsibility between the Education Department ‘and

other agencies for the \admm,)stratnon of those programs. Once again however,

| .
deficiences in the data base fror‘n which the table was derived impose limits on its value

for comparative purposes.’ i

Despite the marked é{‘owth in the provnsnon of pre-school educatnon since the
md—19605 in contrast to o\iher OhLD nations pre-school partncnpatnon in Australia
appears to be relatively low. Aﬂthough the problems of international comparisons in this
area are considerable and the qata shfuld be treated with caution, a rough guide to the
relatnve level of pre-school provxsnon can be obtained from 1\‘76 data collected by the
OECD (1981). These data showed age/—spemf)c enrolment rates and were used to derive a
measure of the average numben\ years of education reccived by various age groups.

\ustlaha the index revealed 1/;hat in 1976 on average children aged between three
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and five years had received 0.9 years of education (OECD, 1981:29). Amongst the 18

UECD countries for whoin comparable data were published, only Denmark, Portugal and

bwntaerland had lower average years of attendanCe for ‘this age group than Australia. .

For the OECD group, the median average was 1.6 years; New Zealand, with 2.0 years
was in the upper half of the table. The difference between Australia and New Zealand
on this index could be attnbuted to two main factors. First, as discussed in the p[‘eVIOUS
sectxon,_almost ali NevJ Zealand children commence primary school on their: fifth
birthday. In Australia, wt‘ule an 1ncreas1ng number of children enrol for primary school
when they turn five, ané some can enrol even before their fifth birthday, in most
instances children in Australia commence prunary school some time after their fifth
birthday. Secondly, as discussed above, participation rates in pre-school educational
activities are hxgher in New Zealand than in Australia as a whole.

Gross comparative data on pre-school provnsnon of the type cited above are not

necessarily a good guide to detel‘mlnatlon of the level of participation in pre-school_

educational activities to "which individual countries should aspire. Apart froin

"inadequacies in the data set, as Psacharopoulos (1982) notes such considerations will be
“influenced by assessments of the relative costs and benefits of expanding pre-school

‘prov;,sxon Such assessments are lxkely to vary from one natlonal setting to the next.

Psacharopoulos provides a conceptual framework for the measurement of the costs and
benefits of extending pre-school provision which can-be used for such assessments. On
the benefits side for example, Psacharopoulos identifies two major potential benefits of
extended pre-school provision: its enhancement of early childhood development and the
opportunities which it provides for increased parental labour force participation: For
both measures Psacharopou’ss is able to cite considerable evidence in favour of the early
exposure of. chxldren to educatxonal programs. On the costs |ssue, the question is less
clear. The financing of pre-sehool education does dxvert resources from other uses, but
from the perspective of the education budget Psacharopoulos produces international

evidence to show that pre-school education tends to be less costly than primary

' edueation. Furthermore, as he notes, pre-school educatxon which 1s effective- in

enhancing child development may have the effect of lowenng the costs of providing
\‘\
N\

The questions of the aggregate level of provision of pre-school educatxon\ nd the
appropriate division of the costs of that provision between parents and governmenLyre

likely to grow in iinportance in both Australia and New Zealand and also overseas.

subsequent educational programs,

!\,
E-rance for example, which already has near-universal full- -time participation in

pre-school education by children aged between three and five years, there is now active

debate - -on ‘the lowering of ‘the compulsory school-entry age from six years While such a

policy change has not been’canvassed in either Australia or New Zealand, the gradual ‘

extension of, pre~school education faCllltleSsl% both countries over the past 15 years has

I ——
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Table 3.2 Number and Age Distribution of Children Engaged in Pre-Primary and Early Primary Programs 1n Several
States and New Zealand, 1979

‘Education Dept, Yanaged? . Non-Education Dept. Managedb

Age ,
group  Pre-primaty Primary school Pre-primary Primary school . Cohort [Participation
System  (years) activities  enrolments  activities  enrolments Total  size®  rate f
Queens]and 303,11 180w - - . 180 34451 0.5
(August 1979)  4.0-b,11 124014 - - 1My 0 B
: 5'0'5'11. 1131w 16675 204Y 36502 31939 37695 84T
Australid b.0-4,11 2560 % 14800 616 18010 19590 91.9
(Jue 1979) 5,058,101 112 15926 1006 - 955 1999 20074 9.4
Western 30301 5l - 1761V - 2120791 10,9
Australia bi-b, 11 5719 ' 5825 12 11560 21141 3.7
(August 1979) 5,045,011 6926 1381 boes 1331 003 M6 %l
Tasmania  3.(-3.01 60 2% %y - 18 674 1,8
(August 1979)  4.0-b,11 2997V 2 847 462 03 4.0
| 505,01 3399¥ 26358 By BL49% 6958 7259 %9 -
New Zealand W0-3A1 w0, - 1351Y | - 18R na 0ds
(September 1979) 4.0-4,11  28737¥. 187% 7432 - %356 ., L

TSN R R 1 B - 0wy

General Notes:

& TIncludes programs conducted at government primary schools, and programs staffed through the Education
"~ Department budget, |
b Includes prograns offered by other government departments and prlvate agencles. :
¢ As at 30 June 1979; derived from ABS, Estimated Age Distribution of the Popplatlon. States and Terrltorles of
Australia, 30 June 1979 Cat, No. 3201 N

Othet Notes and Sources:  See Appendix 111,
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meani that children now ecome into contact with formal education prograins at-an earlier
age than ever before. The implications of this development, particularly in terms of the
organization of the early priinary school years remain to be explored.

‘ The Structure of the Priinary Schools

In ac;iition to the pre-school centtes associated with schools and conducted by somé
Education Departments, the 'r’hajority of the systems provide.a kindergarten class or its
.equivalent for chilgren on entry to school. In the Australian éapital_Teréi_tory and New
South Wales this ¢lass is known formally as the Kindergarten Class; in Victoria and
Tasmania as the Preparafory Class; and in.South Austbélia as the Réception Class. In
Queensland and Western-Australie the equivalent class does not exist and students have
their first contact with the formal school system at a slb‘i'ghtly higher age than in the
other systems. In the ACT, New South Wales, Vietoria and Tasmania, most children
spend a full year in the Kindergarten or Preparatory Class. In South-Australid and New
Zealand where policies of continuous entry into the Reception and Junior 1 Classes
A respectively operate for many students, children move up to Year 1 a% regulu'r intervals
and thus some children may spend a relatively brief period-in the beginning class. - -
On this diverse range of practices at the beginning of schooling the systems build
different nﬁmberé of priinary school years. In the ACT, New South Wales, Victoria and
Tasmania there are six years of primnary schooling, although it should be noted that these

-

are the systems with substantial one year programs in Kindergarten Classes and, in
general, children have been at school for seven years before they move to ‘secondary
schooling. In Queensland, South Australia and Western Australia there are seven years of
primary schooling. New Zealand students in the main'spend eight "years in primary
schooling before moving to the secondary school system; some 70 per cent of primary
students. sp'ehd the final two years before secondary school enrolled in an intermediate
_school. The intermediate schools of New Zealand are discussed in more detail later in
this chapter. '
In some systems the size of a prin;ary school, and sometimés its geographical
loéatiQn, deterinine whether or not the early years of primary sehooling are spent in
- separate establ nments known as infant schools. Larger schools, particularly those in
metrq_boiitan ar 1s, are nore likely to have separate infants schools in the systems
“where thi§ structure operates. In some instances the infants school may be located in a
separate building from the rest of the primary school, although this is 1é§s common in
.schools of recent construction. At one time, in some systems the teac_hé'l:s located in
infants sections were trained by means of special programs and at _spécial cé tres. Thus
strong traditions for the provision of prograins in the infants sections and sc‘:\]ools‘nwere

established. In the main however, cums:  practice is for all primary school teachers to

o o °
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. be trained in similar institutions. The development of this practice has been associdted,

in most systems, with a deectine in the pollcy of maintaining separate infants schools As
some vestlge of this pol'cy, in naost systems larger primary schools oenerally receive a
senior teacher designated to eo-ordinate the lower year levels.

Where once the promotion of a child from one year to the next in primary schools :

was largely dependent on reacmng a certain standard of achievement, in all systems the

practxce has evolved of promoting largely by age. This practlce has presumed
advantages for the personal #nd social development of the chxld whereas promotion by
performance produced greater homogenefty in the ability and levels of achievement of

class “P0U09 Today, promotion through the years of primary schoolmg is almost

umveraally by age, and only in the cases of children who are vouno for a school year"

group and who are struggling’to-keep pace with their c¢i.ismates is the repeating of a
grade encouraged. Howeve.: » @ competion veluime ¢Aialey, 1982) reveals evidence to

~ suggest that fluxdxty in the teachlng groo, of pnmary schools is more extensive than is

often supposed.

n

Transitioi To . 4Pe: zre.. Within the Secondary School

Transfer from Primary fo Secondal_'y School

In each of the systems, students in genera! transfer from primary to secondary school at.

about the age of 12 years. In the Austr::ian .Capital Territor-, New South Wales,

Vlctona and Tasmama, secondary education commences at Year 7 . .ile in the remammg

‘State systems Year 8 is the first year of secondary school. .In New Zealand the posmon

is a little more ‘complex. Approxunately 30 per cent of primary students in New Zealand
are enrolled in full pnmary schools that provxde elght years of education to Form 2 level
whicha is approximately equivalent to Year 7 in Austraha in terms of average student

age.. The remaining 70 per cent of primary students attend contnbutmg pnmary schools

which offer proorams through to Standard 4 or Year 5 in Australian terms Upon the'_ )

completion of this level the students transfer to an intermediate school for a two

_further years of schoolmg, Forms 1 and %, before moving onto a secondary school. Thus

it is not until Form 3 level, which is approxmately equwalent to Year 8 in Austraha,
that ‘we can speak of most New Zealand students having made the transition to secondary
sehiool. Therefore it is Year 8 (or Form 3 in New Zealand) that is the first year level
common to all eight systeims fo'r.which secondary education is provided.

 Despite the fact that, Year 8 is the first year of secondary education in four of the
systems, while Year 7 is the fu‘st year in the other four systems, the age of transition
from primary to secondary ‘education is quite similar between the systems.” As is shown
in Table 3.3, in 1979 amongst the Australian systems the average #age of students in the

fu'st year of secondary educa\txon .ranged fromn 12 years and 8 months in Victoria to 13°
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1
years and 3 months in Western Australia. This relatively narrow r\ange implies

a!reement vetween the systems as to the ‘most appropriate age for the commencement
of secondary education. ' \
As was noted.in the previous section, promotion in the primary. school n\ow tends to
be based more upon the age and social development of students rather thar\l based as
prevrously, on requirements relating to prescnbed academic standards. These more
liberal promotlon policies of the primary schools have two important \mpllcatlons for
secoridary schools. First, it'means that the students now entering the secondary school
are on average younger than,was the case 15 or so years ago, as is shown in Table 3.3,
with the largest decrease, six months, being recorded in South Australia. The second -
implication is that secondary sehools are likely to be l‘ecelVan' from the prlmary isehools -
a less academically homogeneous group of students than was formerly the case. These- °
two factors combine to underline the growing unportance of facilitating the transmon to
secondary school, a concern which has prompted a number of secondary schools to make
modifications in the structure of the early secondary years as well as’ stlmulatmg a
" growing body of research on the transition period. \

\
i
4

. !
School Leaving Age , ' : \

|

In all systems except Western . Austraha and Tasmania a student is legally able to leave
school upon reaching the age of 15 years. In Tasmania the mlmmum leaving age is- set at
18" years, though, exempt\on before " this age may be- sought. In Western Austraha
students may riot leave school until the end of the sehool year in which they turn 15

years. All systems permit students under special circumstances to leave ‘school before

reaching the stipulated minimum age, and as such, in no system does the age
partlclpatlon rate of young people aged one or two years below thé minimum leavmg age
reach 100 per cent. : . ;

i
H

The Structure of Secondary Educatlon B

|
In all systems san_udary education is offered until the end of Year 12 or 1ts equwalent.\‘
Consequently, 1 the Austealian Capital Territory, New South Wales, Victoria and
‘Tasmania, seconaary education is provided for six year levels whlle in the remalmng’\
systems secondary educatlon spans five years. In general, ‘the secondary school seetor |
has more diversity of schiool type than the primary sector. The different types of
. secondary ‘school -maintained in each system are described later in this chapter. Before \

discussing the relation between average age. and year level in the secondary sector of the ‘

I

eight systems, the structure of the upper secondary year levels in Néw Zealand is brlefly \
descrlbed '

In New Zealand most secondary school students are able to be accredttéd-for

university. entrance during Form 6. In practice, however, most of the -successful

« : , 50 - '
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candidatas continue with their secondary *studies fof an additional year known as Form
Y. This is because :the exammsmons which determine the recipients of scholarships and -
bursarles for tertiary study are conducted at the end of Form 7, and also because Form 7
‘is mandatory preparatlon for some university courses. However, the fact that at the end
of Forin 6 students can gain university entrance means that this stage has come to be
recognized in New Zealand by employers and others as an indication of general academic
competence. This means that there is a relatively large attrition rate between the Form
6 enrolments of one year and the Form 7 enrolments of  the next. For example of the
33,700 students enrolled in Form 6 in 1978 only sone 28 per cent were enrolled in Form 7
in 1979. This figure underlines the selective nature of the Form 7 population and implies
t‘wat when calculating New Zealand retention rates .jt may be more appropriate to
consnder Form 6 rather than Form 7 as the final year of secondary sehc:ol ¢
The structure of ‘the Form 5 level in New Zealand schools also deserves comment.
Most students at the end of Form 5 sit for a natnon—wxde Sehool Certiicate examination,
the results\bema' employed by schools to assist in the placement of students in Form 6. -
Form 5 is also the terminal year for many students entering apprenticeships and jobs
such as clerical and sales occupations. The importance of this examination tneans that
. each year wa number of Forin 5 students are those who, havmg failed to gain complete
siceess in the examination the prevnous year, are repeatmg Subjects in 1979 about 15 °
per cent of Form 5 students were in this category. The students who repeat Form 5 are
therefore in at least their fourth year of secondary schooling, which is a similar length of
time to fnost Form 6 students. This consideration should be borne in inind when
examining the retention.rates for Forms 5 and 6 later in this chapter. )
Even though tne average nge of entry to secondary school declined between 1964
and 1979, as shown by Table 3.3, this was not always reflected in a general decline in the
average age in each secondary year level For example,®in Vlctoma Tasmania and. to a
lesser extent New Zealand,. there was a slight rise in the average age of students in the
upper secondary years. Factors contributing ,to this could include a proportlonately
' greatér tendency in these systems to repeat Years 11 or 12, and/or a relatively larger
increase in the numbers of mature-age students returnmg to. study A ’
Table 3.3 alsoshows the difference between the systems in the average age at
which students complete their Year 12 studies. For example, the average age of Year 12¢
students in Victoria 'a't' the completion of the school year would be about 18 years and 3
months, compared to 17 years and 6 months in South Adstralia. When taken in
conjunction with the average age at which studenfs commence primary school, these
data show that the length of time which students spend over the tdtal span of their .
" primary and secondary, edu¢ation varies between .Systems. The extent of this variation is

determined by policies assocxated,wnth the age of adinission to primary school, the
® ) 51
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number of years og primaryland secondary education,
to the next, ' '

and promotion from one year level
L3

A

"

s Retention Rates .- '

The retention rate of students to the upper secondary sthool is \nfluenced by a range of
factors including the socio-economic composition of a soc\ety, its degree of>
urbanization, the range and availability of employment opportumt\es, the provision of
tertiaty education programs and pol\c\es of the school systems ‘Sturman (1979) has
revxewed Australian and overseas research on the factors infliencing ‘retention rates.
Within the context of this study the particular interest in retention rates arises
because of their resource usage implications.

The reletionshjp between retention rates
anﬂ resources is complex. On th

e one hand as is shown \n the companvon volume (Ainley,
=\ 1982), secondary schools on averag

e allocate consxderably more personnel resources to
\ _ programs in the upper year level

v

s than to the lower year levels. This implies that a rise
in retent\on rates is likek

ly to generate demands for additional resources for seeondary

! schools and concomitant \ncreases in. education expenditure.
i

\\ system with a re

“\
1

-Fromn this perspectwe,

latively high retention rate to the Year 12 level is, other things equal,
likely to incu

r higher per pupil costs than a system with a relatively low retention rate.
i On the other hand, resource difficulties may be generated for schools and systems with
l relatively low retention rates.

Where the numbers remaining to the upper secondary
i year levels are low it may be d\ff\cult to achxeve econornies of scale i
.ll

n the conduct of

programs, and as a conseq\xence per pupxl expenditure may be h\gher than would

otherW\se be the case.

The relat\onsh\p between retention rates and the per studen

t operating costs of
schools and education systems will be largely d

indent upon the extent to which -
changes in retent\on rates afrect the degree of utilization of the capac\ty of the schools
or systems in question (Riew, 1981).

If a rise in retent\on rates leads to the number of
enrollees exceeding the capacity of the school or system

of the system \n,order to cope with the increas
. mcrease in the per student operat\ng costs of th

schools where the capacity exceeds the act

nt need to expand the capacity

ed enrolments Zould well lead to an

e school or system. In those systeins or

ual number of enrolments, an increase in the
retention rate could have the opposite effect:

\

|

1 n (as measured by the quantity of
H avallable personnel and mater\al resources), ‘the conseque

i

%

4

i

|

; a decline in per student costs. Thi

the higher student numbers could lead to

s would arise because the fixed costs of maintaining

* the system would be spread across more students. ]

A rise in retention rates can mean more than simply an lncrease in student
numbers. The composition of -the ‘student body can also be affected. The increase in the

. retention rates of student

s to_the upper.secondary school that occurred in most systems

64 .52
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over the 19605 and 1970s, resulted in an increase. in the range of student aptitudes and

expectations at the upper secondary school level. This change in the nature of the

rd

‘student body has been associated with a broadening in the types of programs which

schools are ‘expected to provide to meet the needs of senior secondary students. The
increased range of programs in some systems, and in_some instances new structures to

provide for senior secondary students, have direct implications for resource deployment.

The broad picture of retention rates to upper secondary school in Australia and

New Zealahd is shown in Tables 3.4 and 3.5. Table 3.4 shows the apparent retention rate
to Years 10, 11 and 12 for 1981 in the Australian States and the ACT, and the
correspondlng 1980 data for Forms 5, 6 and 7 in New Zealand; retention rates are

presented for the government school sector and for all schools in each system. Table 3.5

shows the trend in apparent retention rates to.Year 12.in Australia and Form 6 in New
Zealand for the governinent school sectors over tie p,est- decade. In both tables, the
retention rates are épparent as they were derived by expressing the number of students
enrolled in the relevant -year level as a proportion of those who commenced secondary
school the apprepriate number of years previously. As such, the rates do not takei_ttto

account the effects of migration, the repeating of classes, or int'er-systemi transfer on’
the school population. ‘

On the basis of the retention rate data contained in Tables 3.4 _'and 3.5, the

" following general comments can be made.

1.

-1979). - o - "

. Almost without exception, -in each of the eight education systeins, the apparent

retention rates-are higher for non-government than for government schools. Soime

of this difference could be due to net student transfer from the governlner\t to the

- non-government sector.

In. ost instances the female retention rate exceeds the male retention rate, with

the crossover point between male and female, retention rates t& Year 12 occurring

in most Systems in the mid-seventies.

The retention rate varies markedly between systems, particularly at Years 11 and -
12 The relatlvely high retenticn rates in the Australian Capltal Terrltory are
partlcularly noticeable, and could be attributable to a number of factors including
the natupe of the employment and tertiary education opportunities in the ACT and
the relatlv\.ly high level of career aspirations of students in that system (Sturman,

3

In several systems there is & marked decline in the retention rate between the

- penuitimate and the final years of secondary"’sphool. In some instances this could

be explained by structural factors. For example, in Vietoria the pheriomenon could
in part be explained by th'e‘existe_r‘lce of technicélaschools which,’terminbate at the

~end of Year 11; most students frorn_sucr_l schools who wish to continue their studies

_beyond Year 11 would transfer to’ Tertiary Orientation Programs»_cvo’nducted by



Table 3,4 Reteﬁtion Rates in Goverment Schools and ALL Schools for Students Apparently Remaining to Years ),

I1"and 12 (Australia) 1981; Forms 5, 6 and 7 (New Zealand), 1980

- Year 10 -

Goverﬁment Schoolé N
AL Schools - 4

Male Fem§le

Total - Wale Temale  Total

Year 11

Year 123

{

. l
- Male  Temale Total

Source: ABS, Schools Austealia, *Cat, Yo, &QbZ.O; Bducation Statistics of New Zealand:

d

.

About 13 per cent of Form 5 enrolees are repeat, students, *
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Tabie 3.5~

L€

SN

Retentlon Rates_in Government Shools for Students Apparently Remaining to Year 12 (Australia) and

Form 6 (New Zealand) by Sex for Years 1970-1981 -

v
¢

L

. R

'1913-

1914'

1979

1980

970 191 19 9 dom 9 1981
Mustralim Capital M 707 3.0 (66,1 600 6Ll 6hd - 605 6.9 6.8 69.8. 63.1 596
Territory FSLL 45 60 549 597 6L8 599 659 619 L2 683 TL
D606 563 642 575 604 631 60.2 - 5.9 6.8 705 65,6 6.4

New South Wales M 318 330 %7 359 313 36 3L9 3Ll 6 285 B.6 255
' i P24 265 268 219 281 86 306 B2 K3 B4 34 309

\ Tad o 890309 300 9.8 300 3LY 2 b 309 24 8
Victoria M8 247 5.0 243 2300 240 225, 218 200 190,186 19,6
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Sources:

Note:

ABS; Schools Australia,
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Prior to-1980-the school census<date was | August for the Australlan systens’,
changed to I July, which correSponds to New Zealand

o

.

In 1980 the éensus date as
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somne tertiary institutions. " Thereg, is- also evidence that these prograins are

attracting students who would otherwise have-enrolled in Year 12 in a high school. '

In New.Zealand ‘the marked decline in retention rates between Form 6 and Form 7

would be partly explained by the fact that students inay gain the mmal Umversnty
Entrance qualification at the end of Form 6. -

»

As shown in Table 3.5, over the course of the decade there‘ has been gn overall

increase in the apparent retention rate to the final year of government. sehooling. .

However, marked differences are evident in the rate of increase in the retention
'ra:e between 1970 and 1981. In the, Australian Capital Territory, Victoria and New
South Wales, the total Year 12 retention rate .in 1981 was little different to that
-applying in 1970, while in the other five systems,-.quite signifidant increases are
evident over the decade. Such differential rates of growth in the rate of retention

of students to the upper years of secondary education can, as elahorated earlier in

" this section, .create different degrees of pressure ‘upon the resources of uhe

education systems and have differential 1mpact upon the per student costs of
providing and operatmg schools. o .

" The combmatlon of the retention rates presented in-‘Tables 3.4 and 35 for

Australia and New Zealand and the minimum school-leaVing age of 15 years whlch iSe

common to both countries, means that in comparison with other OECD nations, Austraha
and New Zealand have a relatively low proportion of the 16 to 18-year-old age group

“engaged in full-time secondury education. One indication of this is supplied by &n index

of the average years of education experienced by different/age groups in OECD countries

(OECD, 1981). This index, which is derived from age-specific educatnon partncnpatlon

rates, is based on 1976 data and is analogous to that used earlier in the dnscussnon of ",

pre-school education. Amongst the 20 OECD nations for which this index was avanlable, ‘

the av,erage"‘years of education experienced by the 16 * 18-year-old age group' ranged

from

.9 years in Austria and Portugal to 2.3 years in'the United States, with a median

of 1.4'years. Australia and New Zealand, which both had- an average of 1. 2 years of

seducation ‘experienced by the 16 to 18-year 1d age group, were in the lower half of the
table (OECD, 1981). .  -° ‘ » : '

«

In the absence of an increase in.the‘rninimum school-leaving .age, participation -
"rates in upper secondary education in Australia and New Zenland will ohly rise if there is
an inerease in retention. A number. of the factors which affect retention rates are.
- beyond the_direct influence of the education sector. However, it could well be that

policies of the ‘education s'ystems which shape the strdcture of secondary schools and

‘influence mternal patterns of school orgamzatxon also affect retention rates. The

dnfferentnal 1mpact of education pohcxes upon retention rates 5 likely to'be g research'

area

i
of -increasing importancé. _ ‘ ég\ . ’/
3 E Y . . - //
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Types of Schools

" In each of, the government education systems, schools are generally classified as either

primary or secondary. As described earlier in this chapter, amongst the Australlan
systems at least the structure of the prnnary schools is essentially similar. The only
ma;or,dlfferences bet'ween the systems are whether the[iprnnary schools offer a
oreparatory year and whether primary education runs for six or seven years. The major
structural differences between the systems exist at the secondary school level, and in
the form of the combined primary-secondary schools in those systems in which they
operate. The major secondary and combined prinary-secondary school types.operated by
each Australian system are briefly described below. The major school types operated at
doth levels of education in New Zealand are more extensively deseribed. Following the
presentatlon of this descrlptwe material, the ratlonale behind the development of some
of the more distinctive school types is explored. 1t shouid be noted that in addition to
the schools described below, each system maintains a number of special schools designed
to ater for students ?vho are physically, emotionally, mentally, or socially disabled.

Table 3.6 records 1979-data on the number of schbols of dlfferent types operated by the

eight systems, the year levels which they serve, and thé average enrolment size of each

. Sehool type. . oo

-Australian-Capital Territory

Senior Colleges. The senior colleges cater for students in the final two years of

secondary schooling.~ The colleges offer a diyerse curriculum program. An extensive

- . . I .. . - \
course accreditation procedure guides curriculum development. " . 3

High Schools. " The high sehools in the ACT are co-educational and cater for Years

[

.

| < N
New South Wales ", , :
High Schools. These schools provide a full six year course leading from_ Year 7 to

the. Higher School Certificate - Examination at Year 12. Most of these schools are

' co—educatlonal even though in the metropolitan area a sxgmflcant number of single Sex

" schools exist.

4

Central Schools. These schools provide courses at both primary and secondary

levels through to Year 12. The central schools are mainly located in country areas and

\
have relatively small secondary enrolments. B
\
Victoria

- Y o : ‘
High Schools.” These schools provide .a full secondary course of six years from

Year 7 t‘hroughto Year 12.c Some country schools have been established as combined

-

o7
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Table 3.6 Types of Government Schools and Enrolments, Australia and
New Zealand 19799 ' /

. Azérage number

) \ Year Number of Number of of students
System Type of school/ range schools students per school
ACT Primary K-6 61 24597 403

High 7-10 16X 10593 662
Secondary College l1-12 6 3811 635
_.2NSW Primary ) K-6 . 1688 497993 , 295
T Central . k-12 66... 20688 : 313
High f 7-12 353 282664 801
vie. . Primary : K-6 1683 371625% 221
Central 3 K-8 ~
Post-primary ‘ K-9 o 19 5546Y 292
Higher-qglementary K-10 ’ :
‘Consolidated: K-12 . / N
' . High ;’** . 7-12 282 166902 : 592
Technical 3/ 7-11 . 1072 © 63664 . 595
Qld Primary 1-7 973% / 224591 © == .. 231
Primary/Secondary 1-10 85 /(,20070y 236
High . T 8-12 131 1 98217 750
SA " Primary N ~ Red 419V.  ° 134654¥ 321
Rural ‘ . R-8 37 o 714% 19
Special Rural } . R-10 7 / 426Y 61
Area : R-12 45 , 144522 321
High - i 8-1z 100 72118 721
WA Primary, Rt LAY 7 130604 . - 254,
i District High : 1-10 53 ¥4866x 280
. High . 8-1n 139 ) . .
* Senior High 4 81 66 ,} 60082 } ol j
Tas. Primary . : K-6 165% 38167 231f
District i« K-10 - 27y 86922 322/
Y High . ! 7-10 35 21625 618/
" Secondary College 1-12 - 7 3795 : 542
NzX Full Primary K=# o\ }
Contributing Prim. K-5 } 1987 } 393381 l%é
Intermediate ! 6-7 . 145 73652 508
Area/District High  K-12 36 9476 ’ 363
Form'3-7 High 8-12° = 216 197518 914
Form 1-7 High ' 6-12 43 17331 403

Sources: . ABs;‘ScHools Australia. Cat. No. 4202.6; System Level Reports;
Annual Reports of the Education Departme“ts; Education Statistics of
New Zealand. ‘ . ) \ :

Notes: ,Sée Appendix IIL. . \
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high-technica\l( schools or high schools with a technical component. Although some single
sex high schooﬁfre\main, most are co-educational.

Technical Schogls. These schools offer a five year course of general education
with the last two years\ having a vocational orientation. While most technical schools
cater exlusively forvboys", the schools are gradually converting to co-educational schools

in accordance with stated policy. Many technical schools also "cater for a TAFE
component. :

Combination of Primary and Secondary. There is a range of schools coinbining all

primary grades with a varying range of secondary grades. Many of these are the result

of historical or geographic circumstances. Such schoolé include: Central schools (all
primary grades and the first two years of secondary schooling); -Post-primary sé¢hools
(rural primary schools providing up to three years of secondary schooling); Higher
elementary schools (all prilnafy grades plus a four-year secondary course to Year 10);

and Consol.dated schools (providing scthiooling from Preparatory to Year 12). A

Queensland

High Schools.  These are co-educational schools offering f‘ive years .of
post-primary general education from Year 8 to Year 12. Almost all the high schools are
co-educational. ‘

Secondary Departments of Primary Schdols. These are schools located in soine

country sreas which are attached to .a primary school. In general, they offer three years
of secondary education through to Year 10. A o

South Australia ) : : . ) e

High Schools. These schools provide a range of secondary education courses from
Year 8 to Year 12. The former technical high schools have become merged with the high

. schools, although some former technical high schools: still specialize in courses with a

technical and commercial bias. High schools are not subjected to zoning requirements

‘and may develop special emphases. Nearly ali high schools are co-educational. .

Area Schools. ,Theséﬁ schools, whiéh were formed by consolidating a number o-f
smaller primary schools in a rural, district, offer a primary school course with the
additior of up-to five years olf secondary education.

Rural and Special Rural Schools. These schools like area schools were formed"oy
the consolidation of small primary schools to serve a rural district. They offer a primary
school program and the first few years of secondary education.
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.non-acadeiec courses.

. Seven major types of school exist in' New Zealand.

Western Australia

Senior High Schools. These provide a full secondary course from Year 8 to Year

12. All senior higzh schools are co-educational. -
i

High Schoois. . These schools provide three year secondary courses from Year 8 to .
Year 10. : ‘ T

District High Schools. These schools are mainly located in cantry areas and offer

a full primary program plus three yoars of secondary education to Year 10.

Tasmania

Secondary Colleges. - These eolleges, which provide courses '_for the two final years

i of secondary education, were first established as matriculatien - colleges in the ,early

1960s. In 1980 these colleges were linked to colleges of technical and further educat_ion,

and provide jointly not only academic courses but also a rarg: of% technical and

!

High Schools.. These co-educational schools are established in cities and larger

‘ country towns. They provide academic, commercxal and techmcal courses from Year 7 )

t:o Year 10.

? '(.

District Schools. These schools are located in rural commumhes and are dwxded

into primary and secondary sections running through to Year 10. The secondary sectlon

offers courses similar to those available in high schools for the first four years of

secondai'y “education. Ways of utilizing the facilities of thes\e\ schools to extend the

" provision of further education to cou. :ry areas are being explored.\\

N-ew Z.e:aland

~

~ Form 3 fo Form 7‘Secondal;LSchools. * These schools provide courses for students
petween Forms 3 and 7 which are approximnately equivalent to _Yeérs 8 to 12 in
Australian terms. The majority of newentrants come from an intermediate school. *The
schools have some autonomy in tiie selection and appomtment of the prmcxpal and the
staff, but tend te follow wvelatively standardized curricula leading to external
examinations at Form'5 and T'orm 6 levels. These schoc;is_ tend to oe located in the urban .
areas and larger country centres. While most of these schools are co-educational, a

significant minority of the schools in.urban centres are single sex.

Form 1 to Form 17 Secondar}LSchools. The program of these schools runs frem '

“orn: 1 to Form 7 oh_ Years 6. to 12 in Australian terms, - Aside from the p'rimary oriented

o~



"progl;am in Forins 1 and 2, these schools offer a curriculum little different to that of the
Form 3 to 7 secondary sechools. Almost all of the schools are co-educational and ost
are 18cated in country areas.

Area Schools. These schools are a relatively new developinent. They provide a
program over all levels of schooling froin beginning students to Form 7 or Year 12 in

Australian terins. The schools are mainly located .in rural areas and provide primary

education for students fromn the immediate vicinity, and education from Forin 1 upwards

for students from contributing primary schools over a wider area.
S 4 :

District High Schools. As with the area schools, these schools provide a program
over the full age range of prlmary and secondary education. Th :se schools however draw

- their secondary students froin a smaller area than the area schools an = ‘h have

o

lower. levels of secondary enrolinents. District high schools are 3z being

reorganized into area schools and relatively few now exist.

. Intermediate Schools. These schools enrol students for two years in Forms 1 and 2

or Years 6 and 7 in Australian terms. While the currieulum structure of these schools is

basically 'siinilar. to that of the priinary schools, the appointment of specialist subject
teachers to tt'{e intermediate schools have allowed thein to develop structures with some
features of secondary schools. *All. interinediate schools are co-educatxonal and most are
located in urban areas and larger country centres.

Full Primary Schools. These schools offeep,a prograin covering the full range of
primnary education from beginning students to Form 2 (Year 7 in Australian terms). All

th8se schools. are co-educational and most are logated in country areas.

Contributing Priinary Schools. These schools' offer a progrm spanning the
beginning primary years through to Standard 4 which is approximetely equivalent to Year
5 in Australia. Upon completing this level students transfer either to an intermediate

school or .to a- Form 1 to 7 secondary school. Contributing pnmary schools tend to be

o

located in urban areas or in larger country centres. All these < 's are co-educational.
e _ : . B
Special Schools - ‘ : ' .

Each system caters’for a small proportion of the school'population in soecial'schools and. ‘
special classes for handicapped children. Policies of inclusion of handicapped children
within normal.classes ha've veen strongly advocated during recent yearsy and they have
tenr'eo to reduce ‘the numbers of children who are catered for in specxal schools and
specml classes in all systems. Special scgpols are staffed accordmg to different bases
from other primary ‘and secondary “Schools and it was_ considered that the resource
alﬁcation issues raised by special schools were beyond the scope of thisnstudy.

i _ 61 " T 3
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" Distribution of Students Between School Types

One of the maio:r structural differences between the eight education systems is the.
length of secondary education which they offer. As may be expected, those systems
which operate five years of secondary ‘education {namely Queensland, South Australia,
Western Australia and New Zealand) have a smaller pl‘Oportion of the total student

" population’ enrolled in secondary schools than the remaining four systems which cperate

__ six-year secondary schools. In.1979 for example, the flve—year secondary systems had

between 30 per cent (New Zgaland) and 35 per cent (South Australia) of the total student
population classified as secondary students. By contrast, amongst the six-year secondary

systems the equivalent propc on ranged from 36 per cent in New South Wales to 39 per’
u.nt in Tasmania. e ' >
Such differences have |mp1|cat|ons for the relative operatmg costg of the systems
since, on a per student basis, government spending on goverament priinary schools is only
about 60 per cent of the Alevel of governmehi expenditure on government secdhdary
schools (Commonwealth“Schoois C-ommission, 1981). This relation' implies that other
things being equai, the - higher the proportion of students enrolled by a system .in
secondary schools, the higher will be the operatiné costs of “the. system. This issue is
addressed in more detail later in the report. A .
Another difference between the systems that is revealed by Table 3.6 is the
relative |mportance of the combined primary-secondary schools in educational provision.
in the A“C’I‘, such schools: do not exist,!and A.while various 'form._§ of combined
primary-secondary schools operate in New South Wales, Victoria and New Zealand, in
these systems they enrol only a small proportion of all students. In the other four

systems however, such schools enrol a significant proporfxon of students ranging from six

 per cent in Queensland to 12 per cent in Tasmania. The differences between the systems

in. regard to the provision of education in combined pmmary-secondary schools is
probably most ! “ien account is taken of the proportion of : on_dary_stu'dents'

who are enrolled sombined primary-secondary schools. In Vietoria, i  example, in

‘1979 onlyao.saper cent of government school secondary students were enrolled in the

combined prinary:-secondary schools, while'in Tasmania, about 10 per cent of secondary
students werc enrolled in such schools. s -

Combined primary-secondary schools are pf-imhrily a response to the difficulties of
providing educational opportunities to sparsely. populated areas. Ii: is not surprising
“therefore that in Australla at least, it is the States with the lowest proportion of -
populatlon residing in large cities which have the most extensive systems” of combined
primary-secondary schools. Issues associated with the provision of sUch'séhoéls are
addressed later in this chapter. -

) 2
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School Siructure: An Elaboration

The listing above of the various school types operated by.eacfl_‘education system probably

exaggerates an impression of- differences between the eighf systems. Each system has

. three basic school types: -primary, secondary, and with ihe exception of the ACT,

- combined primary and-secondary schools in rural areas. However, some sys'tem)s have

developed certain types of schools to meet particular needs and cirecumstances. The

secondary technieal schools of Vnctona, th2 senior secondary dolleges of the ACT and

[‘asmama, and the intermediate schools of New Zealan? are school types that have no

‘close. parallels and as such deserve further comment. Before this is done, the

coincidence in each system of a basic pattern of primary schools, secondary schools, and
coinbined pnmary-—secondary schools is discussed.

The Distinctions Between Primary and Secondary Schools

~

. . < ¢
In the seven Australian government systems, students attend a primary school before

transferring at the age of about 12 years to a secondar‘\gschool In the mam, the pritnary
and secondary schools in each system are stafféd separately and thay dnffer froin each
other in the training backgrounds of their teachers and also in the organizational

' 'bractices which they adopt. These distin'ct'i.ons are not peculiar to the Australian B
education systeins but are also evidént in inany other systems throughout the world.

The origins of these distinctions can be traced to the early years of the school
systems. In each system the first government schools were almost exclusively primary
schools providing a basic education for children up to the age of about 13’year§. For the
first few decades of each system's development; the Education Departments

. concentrated upon building -and staffing an extensive system of primary schools. A few
government secondary schools were established in the capital cities and larger country

, tdwhs in most systems, but until the early 195Cs the character of government education
in Australia and New Zealand was overwhelmingly dominated by the primary school.

Following the Secoqd World War, both countries expér-ienced an increase in the

" demand for post-priinary ‘education. The response was to expand rapidly the provision of
secondary schools and recruitment for secondary teaching. In most cases this expangion
occurred after several decades of virtual inactivity in government secondary education,

- 8s illustrated by the fact. that the secondary schools built during the 19505 were, in a

" number of systefs, the first, secondary schools to be established for 30 or 40 years. To

o-ordinate and m_anage thie rapid expansion of secondary edueatiron, most systems
) greatly enlarged their head o ce-seeondal‘-y‘a‘d""mm\'3~ o oa -
The rapid growth of the primary schrols occusred in the first UWearroFmosL\

- government education systems while that of the secondary schools has been concentrated

into the past 30 years. Under such circumstances, it is not surprising that the primary
. .- - .
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" and secordary school structures which evolved diff-ered considerably from each other.
The character of the early secondary schools is a further explanatory factor in the
evolution of differing structures in the priinary and secondary schools.” In general the- *
early secondary schools in most systems were féw in number and were oriented towards
preparing a small aumber of students for university entrance. Many of the teachmg staf’

N for these schools were reermted directly from university graduates. It is not surprisi
therefore that when the rap:: expansion of secondary schools occurred in the 1950s, the
model for this expansion was the type of secondary school already in existence. It is not
until .recently that widespread debate- has occurred oh the appropriateness of this model
of secondary education (e.g. Schools Comnission, 1980). ‘ o

A further factor contrlbutlng to the development of distinctions between prlmary
and secondary schools has- been a commonly accepted view of the educational

,development of children and "young people In sxmghfred terms there has been an

mﬂuentlal view that young children need the élose l‘elatlonshlp made possible by the one

teacher - one class model of primary schooling, whereas students of secondary school age
are held to require. the breadth and qepth of intellectual activity which may be made

possible by specialist subject teachersghé issue is addressed further by Ainley (1982)
There are signs, hawever, that the traditional distinctions between pl‘lmary and

secondary schools are becoming less sharply defined. South Australia, Western Australia, .

~

Vietoria and New Zealand have moved to restriucture. their central administrations élong
the functional 1ines~of-‘personne1, buildings, and curriculum in contrast to the former
edministrative divisions between pri'mary and secondary .sehools. . The proc'ess‘of
integration has been carried to the level of the school in South Australia where limited
experimentation with R-12 schodls, 'offering a curriculum integrated across the whole
range of primary and secondary education, has occurred. At the schodl level, the
companion volume (Ainley, 1982) shows that the traditional models of priinary and
secondary schools are not universal. A number of primary schools reported that at least
some of their students were taurrht by a number of différent teachers over the course of ©
a teaching week. Furthermore, the school survey revealed that at the lowe:

school level a small nurnber of schools were structured around relatively fixcu ciass
groupings in which students are taught by only a few }ea_chers over -the teaching week.
These practices,. although not widespread, indi'cate_'some convergence in the internal
str.ucture of primary and secondary scho:;)ls. (

Combined Prxmary—Secondary Schools o

~ As was noted earller, in addition to the distinction in each of the e\ght systems between '
prlmary and secondary schools, another common structural feature' is the operation of
combined priméry-secondary schools in rural areas m all systems except the ACT. As

Table 3:6~showed,_in no systems do such schools as a group enrol more then 12 por cent
. T N
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of all zovernment school students, even- though in the more sparsely populated systems
such as Queensland and Western Australiz, the combined primary-secondary schools
comprise a significant proportion of the total number of government schools. The
common adoption of this structural type indicates -an acceptance of the, educational and
. kY
economic advantages of providing educational programs for rural areas by this means.
nese f were stmmarized well in° the submission of the De~ “tment of Education
to the 1961 ommission on Education in New Zealand:
It is difficult to find an alternative (to the district lngh school) although the
Department has no desire to establish very small units. In ma 1y areas geographical
factors prohibit. the a'nalgamatlon of the small uni4¢s to provide better-sized
schools and their-ioeation is such that many of these will never become much
bigger through natural growth. If the secondary departments were closed, parents
would have to choose between sending their children to boarding schools (and some

could not afford to do this) or enrolling with the correspondence school. No matter
how good correspondence tumon may be, it cannot replace personal instruction.

(New Zealand, 1962:170)
Over inore recent times, the decllmno' school age population in many rural areas and the
unproved transportation to larger country centres has adversely affected the viability of

particufar combined priinary-secondary schools. “This question of v1ablllty 1s O'enerally

: ,focused up&‘n the secondary components of these schools where enrolments mtfy be veryf
. small relative to the average secondary school. For example, as shown by Table 3.6, in

Victoria the 19 combined primary-secondary schools that operated in 1979 had an
average secondary enrolment of 71 compared to the average high school enrolment of
592. If these small enrolments are spread across the full range of secondary schooling; it

is diffiedlt for the school to offer a wnde curriculum range, and under these

.eircumstances the attractiveness of “the school to local parents diminishes even further.

These difficulties of the combined primary-secondary schools are well illustrated in the
ease study of a district hngh school reported in the companion volume (Sturman;1982).
" n response to the difficulties of ‘mounting broad’ curricutum programs in combined

prlmary-secondary schools ‘with relatlvely small secondary enrolments, .two groups of |,

““policies can be detected. First, there are policies which attempt to group the secondary

components into larger units with the objective of increasing their educational and
economic viability. This was the thrust for example of the 1962 Currie-Report.in New
Zealand (New ,Zealand, 1962), which recommended the consolidation of the secondal'y

components of distriet high schools inte secondary schools separate from primary schools

and with a minimum of 180 students. Secondly, and often in conjunction with such

policies, are staffing schedules built“upon much more favourable student-teacher ratios
for.the secondary components of comblned prunary-secondary schools than for secondary
schools in general. The objective of these resource allocatlon pOllCleS is to enhante the

capacity of the combined primary-secondary school to offer a reasonable curriculum

. range. ’ oo
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Both sets of policies are not without their“costs The risk with the consolidation
process is that while economies of scale in "the provision of personnel, buildings and’
equlpment may be achieved, compelhng students to travel large distances from theu'
Vo aesi on a daily basis may adversely affect retention rates and consequently nake the
task of achieving a more viable enroln«n: <ize that much more dlfflcult Further, as

- argued by Hind (1975), once the consolidation proce:~ ' hes & . :rtain v 3t an .

notential economies of scale may be largely diminished by the consequent increase in
stude! transportation costs. The financial costs of the more liberal staffing policies tor
combineu )rimary—secondary schools are obvious enough, but such costs shb.ould be kept
within the perspective of theu‘ relatively small share of th. - .al education podret. Tt

should also- be noted that the work in several systems of groups of teachers and

" Departmental project teams towards developing an integrated curciculum  and -

organizational structure for the combined primary-secondary schools offers the promise

of potential administrative, educational and economic advantages within these schools.
. ] ’ *

“

Distinctive School Structures.  *

[
As was noted earlier in this chapter, as well as the school structures which are common
to the eight education systems, within most systems distinctive school types have been
developed. Three of- ihe more interesting of these are the intermediate schools of New
Zealand, the technical schools of Victoria and the senior secondary colleges of the ACT
and Tasmania. This report is not the place for a comprehensive discussion of these

school types It is hopea, however, that by pomtmO' out several of the principal features,

: percelved advantages and perceived problems of these three types of schools, some of

the_nmpllcatlons of alternative school st_ructures may be discerned. In addition to the
general material presented below, a detailed case study of .each school type is reported
in the companion volume (Sturman, 1982).

The Intermediate Schools of New Zealand '

'.Intermediate schools cater for students at the Form 1-and 2 levels which are

approximately equivalent to Years 6 and 7 in Australia. Most of the intermediate
schools are located in urban areas and the larger country centres. As canbe séen from
Table, 3.6, in 1979 the intermediate schools had an average enrolment of Just over 500 .

c_ompared to an average of 200 students in the full ard contributing primary schools. In

1979 the interediate schools enrolled abcut 70 per ¢eiit 6T the Form 1 and 2 student
population in government schools, with the remainder of this group of students being
distributed between the full primary-schools, the Form 1-7 .schools, and the area and

district high schools. *

v s
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The i'nlermediate “sehools; are administered by' the education boards and are
coridered as part of the primary whool systen. Thz teaching staff of the mte;medxate
schools comprises primary s¢nool teachers who are appomted on the saine basis, and in
the saine numbers, as for a primary. school of equxvalent qve, and a, group of subject

specialists drawn fronL the secondary teachmﬂ' service. The _number of ceoondary

' specialists appointed is dependent. upon, the school enro}ment but g‘enerally mcludes art,

' musie, technierafts, and in 1ar¢rer schools, physical edus:atxon and 9c1ence teglchers:» In.

terms o :lass teaching crroups, students are taught by -a primary teécher for the majority
of the week, and spend the remainder of the teaching week being taught in the specialist
teaching areas (A iey, 1982). As such, the inter~al organization of the intermediate
schools contains elements of both primary anu secondary sc¢hool models.

> The intermediate schoc - were eatabilshed in the 1930s and replaced the three \year
Junior high schools that were establlshs ‘n 1922, The int rmedlate schools have been a

controversial issue in New Zealand. m‘trovexsy had several components (Watson,

1964). Fu‘st there were  some organ. .. .iv. ilties associated with tie grouping of

‘pnmary and' 'se(von’dary t[:(11|1ed teachers in the’ onex school. Second.. before the

interinediate schools became wxdespread poine concern was expressed that they provided

a more extensive curriculum structure than was possxble in conventional priinary schools;

" and as such, the dxversnty of school struetures which they engendered was argued in somne
- quartem to comprise elements of -inequality of educational provxsxon Allied to this was

the concern in & number of _districts that the es’tabllshment of a nearby mtermedmte
school, by proving attractive to parents and students, eould adversely affect the vxabmty
of local priinary schools. In the main however, the rapxd increasein the number of

intermediate schools o\ler the 1960s and’ 1970s has largely served to dxssxpate the

controversy surrounding the role of the schools in the New Zealand education system.

The 1mpetu> to the development of the intermediate 'school was, the desire to
increase and makeamore worthwhile the course of secondary studles The argument in
the 1920s and 1936s was basxcally that a 6-3- 3 year pattern of pnmary school, junior high
school, ard senior hxgh school should replace the ‘existing 8-4 year pattern of pnmary

and secondery educatxon because:

5

-

a- . the one year's instruction for which 25 per cent of the pupils remain in school
can be of little value, as it means that only a beginning is made in the study of
several new subjects. If such pupils had begun upon a specially adapted secondary
~coupse at an earller age it is mostprobable that they would have been able to leave
"school at the .same age as at present with a much more efficient educational

equipment. Report of the Minister for Educatxon, 1921 (quoted in New Zealand,
1962:164).

The three year junior “hi.gh schools were therefore clearly jntended to be part of the

. post-primary sector. The advent of the 1930s economic dépre'ssion, which led to a
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downturn in educattonal expendtture, resulted in the establishment of . two year -

- institutions with less generous staffing schedules and less diverse curricula than had

ormnally ‘been intended {Watson,. ,1354)Jh& outcome was that the intermediate schools

came to be administered "and staffed as large primary schools, albeit more generously

stafted with regard to the provision of teachers in specialist subject areas. The

intermediate schools are therefore somethmg of-a hybrid strusture: administered as

"-pnmaxy schools, staffed ‘mainly with- primary teachers, but w1th some secondary teachers.

ho are suo)eot specialists, \adoptmg some practices .from each sector with regard to
cacher and student groupmcfs, and straddllnv the prlmary and secondary sectors.
The proponents of the mtermedlate schools argued that the hybrid nature of these

sctiools can assxst the transition between prlmary and secondary education by offering

"‘soz e secondury school orgamzatlonal features within what is bagically a primary school

setti g. Couiiter to this 'were the arguments of those who argued that the intermediate
schoals imposed an additional educatlonal step upon students which may have hampered

the transition process (Vcharen 1974) The 1962 report of the Commxss:on on Education

. The mtermedxate system is rnore economical and. effxclent not only educat:onally,
_but also, in the long run ftnanclally (New Zealand, 1962: 175)

Accordingly it recommended that : .' T

3

<. 4 every effort shodld be made to grant to all puplls in Forms 1 and 2 the
faml ties of the mtermedlate systems (New Zealand, 1962 :176) \

When put nto effect this recommendatlon resulted in the’ proportion of the relevant

“ecohort atte ‘dmg mtermedlate schools almost doubling between 1960 and 1980 and now

the mtermedxate schools are accepted as a permanent feature of the New Zealand
system. It lsl\ generally considered that the further spread of the 1ntermed1ate sehool

system-is hke‘ly to be relatively slow because the areas nbt covered by the system are

- basically rurall and it is unlikely that schools of sufficient snze to offer the advantages of

mtermedlate s¢hools could be economically provided for in _these areas.

The Technical Schools of Vietoria ' B .

'
'
- E

By 1950 a techh:cal schdol system was estabhshed and operatmg, in e‘hc‘h of the six
Ausgyahan States and also in New Zealand. Thirty years later it was only in Vlctorxa that
a sub&antlal techmcal schoo system remained. In 1980 there were 108 technical schools -
in Victoria enroll\ng some 66,000 students or just over jone-quarter” of all students m
Vietorian’ secondary schools. Amongst boys the coverage of the technical schools was

even more extensive: just over 40 per- cent of fMale secondary students in V:ctor:an

government schools were enrolled in a technical sehool. . '
. ‘ R . . . - ‘
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The reasons for the demxse of technical schools in all systems e‘<cept for V1ctorla .}
are complex and cannot be done full Justlce in thls report ~The developme")t in most |
systems.of specialist lnstltutlons for the tralmn;: of‘ apprentlces and the acceptance in
those systems, as reflected m the reports of offlcxal Commxttees of Enquxry, of the
benefits of co-educational comprehenswe secondary education’ ‘woald app)éar to be mdjor ]
~factors contrlbutlnur to the mtedratlon of the techmcal schools .Wltp/other secondary
schools That- the forces t0wards co- educatlonal compre‘l ive_secondary education
were also strong in Victoria cannot be denled and the facht% a segarate technical’
schiool system has remained in Victoria' is probably explained by the characterlstlcs of.:
those schools and the nature of the Victoriah economy The governing councils of
Victorian ‘technical schools.were, and aré,,relatlvely strong and independent and thus
were a force’ arramst mtegratlon Further, the heavy.concentration of manufacturlng
°, lndustry in Vietoria createdk demand for the vocational training whlch the technical ’
schools provxded Over and above these structural factqrs the etechmcaI schools have
thenselves modified their-traditioral practices and brograms, in response to the demands
. for co—educatlonal comprehensxve educatlon. For example, while most technical schools
only enrol males the proportion of fema,le st ents in the teafnical schools has incredsed® ' -
constderably in '1960 females comprlsed ‘c}ly 12.5 .per cent of students in Junlor
techmcal schools ‘compared to just over -20 per cent m 1978. Perhaps even more.
sxgmflcantly, the technigal schools- have souvht to broaden their educational program. o

. Therefore while technical educatlon is deflned under therEducation Aect (1958) to inelude
. Fa .. )
~ . instruetion-in the prmclples of. any science or art as applied to mdu<trles‘,
accompa‘med by individual laboratory or workshop practice, and . . . subjects
. connected with or preparatory fqr lndustrlal cominereial, agricultural, mining,

-

) domestlc, or artlstlc pursuxts . o v e

<t is cle,ar fmm-.documents such &s Aims, Objectives, Strategies and Structures published
in. 1979 lby 'th'e'Technical Schoels Division: (Victoria, "Education Department, Technical

Schools ““Division,, 1979) that the curriculum offered in many tethnical schools is

]

considerably broader than this. The first three years are devoted to general education
which Bé\falrly similar to that' of the high- schools The fmal two years have a more
: vocatlonal orxentatlon A maJor dlfference between techmcal and hlgh schools -is the
.nature of ! thelr teachmg force. Two—thxrds of the teachers (i.e. those teachmg subJects
other than humamtxes, mathematlcs science or some busmeé\studles) are requxred to
Ahave"substantlal lndUStl‘llﬂ‘ or comn"\.erclal experience ranging from a minimum of two
years in sorne jobs to a mlnlmquot' 10 years in soine trades” These teachers, therefoxe,
. temd to be older than hlgh school teachers when’ they start teaching,
. ' A review of—the future of secondary technieal scheols is currently under way in
- Vietoria. ."'D‘s}, , '

.. ' . .
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. Senior Secondary Colleges in Tasmama and the AUStrahan Capital Terrttory

Du\rmg the 19605, centrallzed matrtculatlon classes came to be estabhshed in several
Tasmanian ,high schools; these. classes grew. to beconte full scale matriculation eolleges
and eventually evolved into the sénior secondary colleges. Selby Sinith (1980) prov'ides
an extensive réview of the process by. which the declslon to establlsh the intitial
centrallze'd classes came to be reached In his review. # c.\tes the consxderable
controversy amongst paren’ta, teachers, and the genera! con .ty ~wer both. the general
_valué€ of centralmed matriculation classes and the particular aetalis of where they were
.to be located. By contrast, the dectslon to establish senior: aecondary colleges if the
Austrahan Capital Terrltory “when that system galne?mdependence in 1974, from the
New South Wales Departinent jof Education generated relatively llttle controversy in the
ACT (Vhldern ‘and Vlulford, 1980). The easier path of the senior colleges in the’ ACT was
probably due- to two main faetors. Fll‘St as is extenswely described 1n Hughes and
Mulford (1978) and Vhlder:n and Mulford {1980), the estabhshment of the ACT ‘Schools
Authority and its orgamzatlonal characteristies and processes was accompanLed by

wxdespread discussion:- and . pal‘thlpatloll by all lnterested parties. Given this
partlclpatory genesis -it is not surprlsmg “that a consensus on the establlshment of the
senior colleges was reached It is proBably also true that by the time in which the-.debate '

about the senior colleges was occurrmg insthe ACI‘ there was vndespread acceptance of

“ the educatlonal value of such institutions. In,part, this acceptance would have been due

-

to observatlon of the experlences of the T.asmamm mutmculatlon colleges i
Desplte the dlfferent or1g1ns of the senior colleges in the ACT a%d Tas«”hama, they
share a number of common features In both systéms studénts enter the .colleges zj the
beginning of Year 11 and are ‘'able to: choose courses of s\'udy from a diverse curgiculum
.range oovermg the equwalents of Years 11 and 12 in_ conventlonal secondary schools.
Student’ lJ‘;‘ouplngs within the colleges tend to be fluid and thére is_some evidence (e.g.™
“ Anderson, Saltet. and Vervoorn, 1980) that in ter.ms of the quahty of inter-student and.
student teacher relatlonshlps the colleges are able to provnde a more adult and satlsfymg
environment than is. possible in most secondary schools. As was shown in 'I‘able 3.6, in
both systems the averave enrolinent of “the secondary colleges is shghtly belcw that of
the average high sehéol m the same system. * .. »:
leferences between the colleges in® 'I'asmama 'and the ACT" do ex:st Th'e’ACT
cofleges appear to have ‘considerably more currlculum and organizatioral auton.omy than
. do the Tasmaman colleges, and as is shown in Chapter 5, the ACT colleges are allocated‘
proportxonately more personnel resources vis-a-vis the ACT high schools than are the
Tasmanian colleges relatlve to hxgh schools in Tasmama 'The ACT and Tasmanian senigr,
secondary colleoes both represent a significant break with the tradxtlonal nbtion of a

seg,ondary :LhOOl which provides five or six years of educatton through to Year 12, and it

+ is likely that educatlon systems will lncreasmgly .focus attention upon the senior

. -
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secondary college as an organizational option. -~
+  Burke, lludson and Gould (1981) counsel that when educatxon systeins exainine the
. ACT ‘and Tasmanxan senior secondary colleges, it is the Tasmanlan experience which is
> the more approprrate guide to the likely performance of -senior ¢olleges in their own
‘system. This view is generated by retention rate data of the type presented in Tables 3.4
and 3.5. Those tables show that retention rates to the upper seondary year levels in
Tasmania tend to be below those that operate in the other Australian systems. One

lnterpretatlon of these data is that the break in secondary schooling imposed by a senior

'isecondary school’ structure adversely affects Tasmanian retention rates because of the -

necessity for nany students to trayel some distance or even to leave home altogether in
order to attend a secondary college in one of the major cities. Such considerations are

. argued to be of less importance in the ACT because of its compact nature and possible
also beca}Lse the relatlvely advantaged socio-economic composition of the ACT is

. assocmted with. & more favourable attitude amongst parenty and students towards
cqntlnuatxon at’school. 'Contrary to this however, is the observation (Sturman 1979) that

“retentxon rates in Tasmanla have always tended to lle below those of the other

Australlan systems, and that as shown by Table 3.6, over the '1970s the increase in the‘

- retention rate to Year 12 m Tasmania was proportlonately greater than that which

. occurred in any other system The issue is clearly complex and deserves further
: T 7 .
- . idvestigation. : ' -
b ‘ : i N ’ . >
o : Size of Schools . S
Y "——‘——_*’ -

) . The distribution of. schools by size is an important, factor influencing the resource costs B

— »~—-c€-operatmd an education systen For this reason alone the size of schools is an’ issue
o worthy ‘of examination. In addition, a consxderable body of evidence is.accumulating on
the relatiofship between scnool size and cognitive and affective outcomes for students.

P

@ Crespectively. The purpose of this section is to provide .the background descriptive
. materlal necessary for those discussions.

Tables 3.7(a) and 3.7(b) show the siz:e distribution of g"overnment schools in
Australia and New Zealand respectively. The- tables have been constructed from

different data formats. In.the case of Australia it was possible to obtain from the

P

: Australmn Bureau of Statlstxcs (ABS) grouped data (i.e. number of schools in the
cnrolment rapges 1 to.35,-36-t0~100; 100 to 200 and so on) for each of the government
b 's<:hoof systems. . These data enabled the extraction of school size for the prnnary and
secondary components of combined pnmary-secondary schools as well as for the 'stand
%5 j"alone' prlmary and secondary¢chools ancﬁ,the .combined primary-secondary schools are
an xmportant feature of several systems, and smce, as_is shown in_ Chaptm.__ﬁ,,the
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Table J.7(a) 'ﬁfstribution of School Size by School System in Australia 19793

'
H

Prinary School Units® o  Secondary School Units®
| Average  Standard Coefficient | AVerage Standard  Coefficient
; Systen “Nuber enrolment deviation of variation ~ Number enrolment deviation of variation
Australian Capital | L : L
- Territory . bl b3 - 154 0,38 C 26 182 0.28
nNew South Hales 5 % . w8 09 Wy 1 0.49
Victorla 1702 125 A8 0.9 9 5L % 0.46 °
3 Queensland 08 L0 LI A9 498 471 0.9
South Australia 5100 289 Y51 S X 63 YA T 11 0.84
Western Australia . 566 253 1% O 5w W 1,03
Taswnia Co om0 69 we 8 03
Aust. Gov. schoolsd  * 6257 8 150 1) R 11 T X IR 1 0,70,

Aust. Non-gov. schoolsd” 833 A2 188 019 Bl 88 0.72

-Source:  ABS and tﬁe_offlcxal publxcatnons of the school systems. |
3 Except for the ACT, the calculations in the table were made from grouped data on school size dlstrlbutnon
b Prinary school units are defined as primary schools and the prlmary components of combined primary-secondary
schools; special schools are excluded, ' !
¢ Secondary ‘school units are defined as secondary schools (including senior colleges in the ACT and Tasmania,
 and technical schools in Victoria)-and the secondary components of combined primary-sécondary schools;
| special schools are excluded. \ r

4 nclides schools in the Northern Territory and special schools. |

o ) . \ !
1 ' ¢ ’
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Table 3.7(b)  Percentages of Government Prlmarxfand Secondafy Schools of -
: Partlcular Sizes in New Zealand 1979

Primary Schoolsd

B 1 29 61 21 196 306 411 511 616 721
Enrolment - to to to to to to to to to . to 896

28 60 120 195 305 410 510 615 720 895 Plus

% of schools le 20 1> 9 12 13 10 7 3 1 -
Secondary Schools?
_ 301 501

Enrolment Below ' to - : to 851

300 500 850 Plus
% of schools 8 12 33 48
Source:  Education Statistics of New Zealand 1980.
a Includes full and contributing primary schools, intermediate schools and
b primers to Standard 4 of area and district high schools. -

Includes Form l-7 and 3-7 schools; excludes the secondary components ef
area and district high schools. :

coinponents of such schools tend to be staffed by similar schedules which apply to
primary and secondary schools respectively, it was judged that the size distribution ot"
the components of the combined schools could have important resource implications.

' Accordingly the size data in Table 3.7(a) are classified in terms of primnary”’ and
$ccondary school units. A primary school unit is defined as either a 'stand-alone' primary
schooi or the primary schoo} component of a combined school; a secondary school unit is
defined in an analagous manner. The ABS stchools data that are published nati;)nally

xnclude specxal schools; sinee such schools pose particular resource questions, Table

3. 7(a) excludes these schools. The New Zealand school statistics did not permit the

classification of school size data in the form described above. As such, Table 3.7(b)
presents the New Zealand school size data in a more conventional manner. 2

The format of the Australian data made it pdssrble to provide a measure of the

' dispersion of school size namely the standard devratlon, for each system. The ratio of

the standard devratlon of the school size distrihution to the mean school size provides a
summary statistie, the coet‘t‘lcxent of variation, whxch provides an indication of the

relative dispersion of school s1ze between the systems. These measures are shown in

" Table 3.7(a). Also included in the table are school size data t‘or the government and
,rnon—government school sectors of Australia as a whole., It should be noted that these
'mclude data from the Northern Terrxtory, and that special schools were not excluded.

‘As such, the aggregate data are not strxctly comparable with the xndwxdual system data_

BN

in the first part of the table.

It is clear from both tables that inwll systems, secondary schools tend to be larger

than priinary schools. In New Zealand for example, almost 70 “per vent of primary

.
¢ - h -
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schools have less than 300 students whereas only 8 per cent of secondary schools enrol
fewer Lthan 300 students. It is only in the ACT that the size distribution of primary
sehools is of a similar order to that of the serundary schools. The greater preponderan'ce
of small schools in the primary sector of each system reflects geographlcal factors, and -
a model of primary schools which differs from that for secondary schools. The primary
school has been held to involve a s:mpler model of education whereby a general\st
teacher interacts with a fixed group of students over a teaching week, which is in

. contrast to the subject oriented model of secondary schools in which relatively fluid
_student groups are taught by spec.allst teachers. This-schema implies that the smallest
possible unit of a prxmary school i3 that of the smgle teacher school, whereas the -
secondary school does not become viable until reasonably large numbers of teachers are '
grouped together. . 5

The incorporation of these models of prnnary and secondary schools in staffing
schedules. results in a dlfferent ‘relation between school size and per pupil operating costs.
in the two sectors. The secondary school model necessitates a relatively large number of
staff before the school becomes viable. Accordmgly economies of scale in the operation
of secondary schools are not exploited fully br.core an enrolment figure is reached which
1s cons:derably higher than the correspopding figure for primary schools. The " cost
implications of school &ype and school size are elaborated in Chapter 6. '

It is also apparent from Tables 3.7(a) and 3.7(b) that considerable variation exists
petween systems in “the size distribution of schools within the prlmaly and secondary
sectors. With the exception of Western: Australia, in each systcm there is greater
dispersion in the sxz.e distribution of primary school umts than” for secondary school’

units. As \s noted above, this would be pr\nclpally due to the requtrements on the sysiems

to provxde primary educatxon in a large number of locations whereas secondary education
tends to be concentrated in the larger population centres. This is less the case for
Western Austraha where a process of primary schnol consolidation has, over the past -30°

years, Slgnlflcantly reduced the number of one and two teacher prlmary schools in that

s * system. i . . : -

lable 3.7(a) also® indicates that there. are substantial differences between the
systems \n the relative distribution of school size. The most obvious example of this is
the ACT.where a compact- concentration of populat\on ‘Has' led to a relatwely
homogenous distribution of school size within both the prlmary and’ secondary sectors
.Not only does such a t\ghtly clustered distribution have potentially significant resource
: implications, \t also lnfluences aspects of the school system such as the. career structure
for teachers. -For example, because the ACT has few.small-primary-or Secondary
__schools,-it-does—not have a numba"of/the 'steppmg stone' tdacher promotion positions :

associated with such schools. Accordmgly, there, may be less ‘flexibility in teacher

: 9 . . oo
movement in such a system if contraction occurs because of overall declining enrolments.

1
B
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The systems also vary in the proportion of very small schools which they operate, .

For example, in the priinary seccors of New South Wales, Victoria, Queensland and New

Zealand, between 20 and 30 oer cent of primar7y schools enrol less than 35 students. In
" the other four systems the correspondmg percentage is consxderably less “than this. -

~ Since,.as is shown in Chapter 6, per student operatmg costs are in general inversely

related to school sxze a school size distribution wexghted towards ,small schools leads to

' higher pupil operating costs, other things remaining equal.

There are a number of factors associated with differences in' the Jdistribution of
school size between systems. Some of these factors are stfuctural and rélate to
considerations such as the locational distribution of population and the availability, and
cost, of transportatlon Other factors have more of a poliey orientation and conecern
judgments on issues such as the educationally desirable minimum and maximum school
sizes. The ¢ifferent types of factor 1nfluencmg school size can be illustrated by an

examination of the distribution of school size in the two largest Australian systems, New.
South Wales and_Vlctoma. . . N

In terms of the proportion of the populatnon residing in large cntnes, both States
have a similar locational distribution of popbulatxon. Yet, as:Table 3.7(a) shows, in both
the primary and secondary sectors, New South Wales schools are ap'precaiably__ larger than
their Vietorian counterparts. One structural factor which could help to explain this is
that Vietoria has a higher =proportion -of its studert population enrolled in

non-government schools than New South Walés. This could mean that the average

" government school in Victoria has a rela’tively small number of students within its

. catehment area,.and accoramgly is not able to approach the size of the average New

South *Wales governmeiit school without greatly mcreased student transportation costs.
At more of a poliecy level, New South Wales 'spends more than Vietoria on student
transportation services. For exampl e, in 1978—79 the New South Wales government spent
$67 per government school student on student transport compared with 333 per student
expended in Victoria (Schools Commission, 1981). At least part of this difference m
expenditure could be attr1buted to perceptions in New South Wales that relatively large
schools were worth the cost of relatxvely hxgh transportanon qutlays.’

- I ‘

- School size and school policies.” An interesting perspective on school size has been

provided by Chambers.(1981). In the context of discussing the impact : uch ems
on schools, he argued that since_ in-the- ates private schools tended to be smaller

Mpublxc (government) schools, this was prima facie evidence of the

outcomes superlorlty of rglatnv;ely small schools.” Hé was led to this position by the fact

that as private schools have substantially more control over the size of their student

mtake than government schools, and as per student costs tend to declme as school size

rises, prnvate schools wouLd only forego the cost benefits of relatxvely large’ schools if

- ¢
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“the smaller schools offered a superior educational environment: On this basis Chambers
concluded that the introduction of 4 voucher system for the ‘funding of .government
schools would. most likely be asscciated with a’ decline in the relative size of those
schools as the school would have increased control over the size "of the student intake.
It was this argument which prompted the inclusion of data din Table 3. 7(a) on the
P relativé size distribution of government and non-government schools in Australia.” As
can be seen from the -table, in both the primary and secondary school "sectors
nhon-government schools are appreciably smaller, on average, than their govern'ment
sector counterparts, thereby going some way to supportlng Chamber's hypothesxs Some
caution should be exercised however, in the interpretation of the prtmary school data for
both sectors. The relattvely low coefficient of variation for the non-government primary
schools 1nd1cates a degree of homogeniety of sc school size dtstrnbutlon not found in the
government prlmary school sector. Presumably, “this reﬂects the fact that the
'Jovernlnent primnary schools are obliged to be located in a large number of small centres,
a pressure that js less evident for non- government schools. The need for the government
school sector to' maintain large _numbers of very small primary schools, whieh, in per .
puprl terms tend to be expensive to opefate, couid be a factor ‘leading to the
establlshment “of relatively large secondary ‘schools &5 & form of financial
~counterbalance. As another view of thLi 1s aspect of school sxze, rt could be that
government schools are eompelled to be relattvely large in size because they have to’
enrol all students who wrsh to attend. The government school student population is
almost certainly more heterogeneous in capacities and attitudes than that found at most
prrvate schools. Accordmgly, the typical government school is under more pressure to

-—offer-a-varrety_of—programs,_and as a consequence school size needs to be greater to

mount .such procrra ms in a viable form. To the extent that.this argument holds, it limits
the application of Chamber's hypothesis. As an~ ‘aside however, as government school .
systems in Australia gradually remove zomng restrtcttons on their schools, lt i§ probable
that relatively more homogenous 'student groups will cluster towards particular schools.

Under such circumstances, the question of the’ most approprtate school size would need

1
L]

- - to be re—exammed

" School Size: A Students %erspective : L ’ SR

School size data of the type presented in Tables 3‘7(a) and (b) represent what may be’
termed the school system perspective on school size. Another means of discussing school
size is in terms of fhe average size of school in wh|ch a student is likely*to be enrolled.
The student perspective ‘on school size reflects the distribution of students between
schools of different sizes. For example several systems have a large number of small *
primary schools, 'such schools in' total enrol relatively.few students. Therefore in such

systems, the <imple miean school size contained in Table 3.7(a) will be considerably less

a

7% 2
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Table 3.8 Averag;rschool Size Weighted by Student Enrolment sttrxbut;on,
" Australia 19794 B B

Primary School Unitsb Secondary School Units

~“Simple Weighted student Simple Weighted student
mean average enrolment mean average enrolment

L

" Australian Capital

Territory - " 403 461 ’ 655 703
New South Wales 296 ‘576 697 883
Victoria 225 436 571 095
Queernisland . : 231 546 498 943 .

" South Australia 289 507 ’ 479 811
Western Australia . 253 404 415 . 851
Tasmania i 235 372 . 408 623

Source: As for Table 3.7(a). . . ‘
Notes: As for Table 3.7(a).

8

than the average school size obtained when the distribution of school size is weighted by

the distribution of student ‘numbers between schools. The welghted mean school size for

'each of the Australian systems is presented in Table 3.8; .for comparatnve purposes the
) snmple mean school sizes from Table 3.7(a) are also re\,orded in the table.

As can be seen from Table 3. 8, in each .system students were likely to be enrolled

ln a scnool with an enrolment that was considerably larger than the simple mean school -

' snze In general, the differences between the- student and system perspectwes on school

size were more marked in the primary than-in the secondary sqetor. This dnfference is

.prnmarlly a reflection of the high number of small primary schools contained in each

system. Amongst the systems,. the dnfference between the two perspectwes is most

—marked- mrQueenslatid;For éxample, although in 1979 the- average primary school unit in

that system had 231 students, on average a Queensland gmmary ‘student was likely to be
enrolled in a school of 546 students. The difference was least marked in the Australian,

Capltal Territory, a reflection of the relatnvely small dnspersnon in that system of the
dnstrnbutlon of school size around the mean, '

e

. cy
Some Concluding Comments

“w

The stl:ucture and size of the schools in an education system are lmportant nnfluences

upon the educatnonal programs which can be provnded for students, and upon the resource

, costs of provndnng those services. Modifications to the structure_of the school system

represent decisions whose consequences are perhaps as far- -reaching as any of those made
by school systems.> Therefore, it is somewhat surprising that in-light of the’ frequent
charaeterizaticn of O'overnment school Eystems as conservative, modification to the

schools structure has been one- of the major areas of policy initiative in the systems. In

> the pernod between 1950 and 1970 for example, each  of the systems engaged in some

M :
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form of modification of existing school structures. In New South Wales, as a
consequence of the’ reorganization’ that followed the introduction of the Wyndham
Scheme, an additional year of secondary schooling was added. Victoria over the perlod
of the 1950s and 1960s -saw the.consolidation of many one- and two—teacher prlmary
schools into larger units, and the establishment of separate identities for what were
formerly the junior technical colleges. In Queensland it was decided that from the end

of 1963 primar'y schools would end at Year 7 instead of Year 8, as formerly. In South

_Australia during the 1960s and 1970s the integration of the technical and high schools

occurred, and the divisions between jun‘ior"primary and pritnary schools were lessened. In
Western Australia,-as in Victoria, the_process of rural school consolldatlon ‘was strorigly
evident in the fifties and smtles. Tasmama in the early 1960s lmtlated the deyelopment
of Ssenior. -secondary colleges. In New' Zealand the . intermediate school sector was
slgmflcantly expanded during the sixties, and over the 1970s area schools gradually
supplanted district schools in rural areas. In dddition to these promment modrflcatlons
to the structure of schooIs, various systems over the post-war period have also witnessed
addmons to education department responsibilities«in the pre—school and post—compulsory'
~areas, as well as alterations to the range of combined primary-secondary schools in
country areas. tr ‘
The purposes behind the reforms to sehoot structures in the post-war period were a
mixture of the educational and the financial. In some instances, for e2xample the
formation of comprehensive secondary schools through the amalgamation of hlgh and’
~ technical schools, the objectives were to remove what were perceived as inequalities of .
educational provision, and more positively, to provide all secondary students with the -
opportumty for a general comprehensive education. In other instances, for example the
formation of sehior secondary colleges and the consolldatlon of rural schools, it was
argued that such structures were the most appropriate means,of providing a variety of
edueatlonal experrences at a reasonable cost. .
' Fmanclal and educatlonal strands are also evident in current debates about
modrfrcatrons to the existing structure of schools. There are those (e.g. Burke et al,,
.1981) who argue that declining enrolments in some areas and in some’ systems may

necessitate- the integration of some. eleméents of primary and Secondary schools to

contain costs. Others, such as Husen (1979), argue that the demands upon the schools to ~ '

cater for an zncreasmgly diverse student population, partlcularly at the upper secondary ,-

\level necessitate recon51deratlon of the appropriate structures in tiiis sector. Such ™

arguments largely turn upon the advantages of providing adolescents with more flexible,

adult environments than are pOSSlble in conventional secondary schools. It is of some -

" interest to note that while these. arguments have a strong educational thrust, they are of

a different order to the. ‘educational arguments that were_used in the fifties and sixties to

support the development of comprehenswe secondary schools and the consohdatron of

- o
\ ~
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small rural schools. In those instances one of the major objectives was to remove what
were perceived as iﬁequalit-ies evident in the conduet of difflex’;ing educational programs.
By contrast, the .arguments that are mow advanced for reform of school structures,
p’artiéularly_at_the L;pper secondary level, are strongly influenced.by the desire to provide
a diversity of programs to meet the needs and aptitudes of the studeﬁt_s remaining
beyond the post—compulso;y yearé. Such arguments reflect an acceptance of the view
that equity of treatment is not necessarily satisfied by equality of resource provision.
It is probable that debate about appropriate school and system structures win
intensify in the coming decade. In this debate it will be important to bear in mind the
* diversity of school structures which exist in the eight goverﬁment education systems of
Australia and New Zealand. This diversity indicates the importance of local factors in’
shaping the ‘evolution -of sehool ‘structures. The diversity of school stryctures between
_the systems Ean also be taken as an indicafion that our current state of knowledge about
the costs and benefits of alternative forms of school organization is insufficient to
_ provide clear evidence about the appropriate forms of schoal ‘structures. U_nder' such
circumstances, propo_§als for significant and 'fér-reaéhihg change in the structure of :

[

schools should be implemented only after careful evaluation,

o

”
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CHAPTER 4

ot

o TEACHERS AND OTHER PERSONNEL RESOURCES

R
—Q

‘F'ypes of Education Personnel

>

Education personnel can be classified on the dimensions of location and function.' In

terms of location, education personnel may be either school based or nen-sehool based.

School-based pel‘sonnel are those located elther in a partxcular school or shared between
a group of schools and have as thzir prxme responsxblllty a dlrect mvolvement m the
educatlonal program which the sechools’ prov1de for students. School -based " person"el
include classroom and non-classroom teachers, social support staff such as counsellors,

and operatmg support staff such as clerical ass1stants, teacher aides’ and groundsmen.
Non-school-based personnel on the other hand are located in - -either central or regional
offides of the educatlon departments and have only .an mdu‘ect involvement m the
educational programs of the schools. Included in this group are - senior educatxon-

department admlmstrators, .inspectors, curriculum and research personnel, advisory
teachers and clerical staff, -
“in practlce neither the locational nor the functional claSSlflcatlon of education
personnel is always easy to make. A good illustration of this difficulty is provxded by the
counsellmg services supplied to schools in a number of systems. In systems such as
Vietoria, for example, the formal counselling of secondary students by. trained,
counsellors is undertaken in the main by staff who are located in central offices. and'who
visit schools upon request. By contrast, in New South Wales counselling, siaff tend to be

appomted to specific sciools and may serve schools in their area on request. [n Vietoria

therefore, the majority of counsellmg staff would be classxfled as non-school based,

while in New South Wales the majority would be desxgnated as school based, ‘et in both
States the counsellors are perforlmng what is Pssentlally the same function. k. is
therefore important, when examlmng the comparatlve personnel tables that are provxded
in the next-section to -take full cogmzance of the deflmtlons of particular personnel -
categories that are indicated in the footnotes to the tables. ' ' .

Because- of theu‘ numerical and. functxonal importance, it is the deflmtlon of

teacning staft whlch requires the most careful attention. In the tables which follow the

'deflmtlon of teachers which is employed is that adopted by the Australlat}. Bureau of

Statisties, namely that the term 'teacher' includes
. . . ‘teaching staff, pnnc;pals and head ' teachers, (whether permanent or.
temporary), but excluaes teachers-in-training, teachers on leave without pay, and

teachers engaged wholly in advisory, administrativé, or other non-teaching duties.
(AB3, Schools Australia 1979 Cat. No. 4202. 0)

~
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At the level of the senool the applica‘ion of this definitidn involves distinguishing
teaching personnel from non-teaching .personnel. Ainley (1982) lists three identifying
criteria for teachers: the salary "award under which they™are - employed; their
professional “training; and their.intended role in schools. In government schools thesé"
criteria would closely coincide. -Accordingly we' would imrclude as a teacher, a princi al
or a tencher ,orarian even though neither had any direct class responsibilities, becalse
sueh staff ‘meet th‘e criteria outlined above. Personnel classified as teachers under these

criteria could'be used for'class teaching. For those school personnel who do not meet

s

»

the: cntena outlined above this optxon could not (legally) be exerclsed )

‘8 \' .
Personnel Numbers

‘Between them the zight government school systems employed the full-time equivalent of

more than 200,000 personnel in 1979. The largest sing'le -categ’or’y’r" of these were
school—based teacners, who comprised just over 88 per cent of the total personnel

employed m the government education systems. These data ‘account for the fact that in

.governrnent budgets, educatlon is™ generdlly -one of the largest’ single expenditure -

categones, and 'teachers salanes' lS normally the most slgmflcant'lme entry in educatlon -
budgets. ‘ -t o -

The functxonal and locational distributions of personnel employed in the seven
£.ustralian government educetion systems are shown in Table 4.1, Ne W Zealand is not
included in- the table because at the time of antmg comparable data were not avaxlable

for that system ‘The personnel in each of the locatlonal and functional categones in

: 'l‘able 4.1 are expressed as the number 0f personnel per 1000 students This method of

presentatlon facilitates the description.of broad patterns of personnel deployment
Before commeneing the, descrlptxve task, it is necessary to draw attention to several
‘characteristics of Table 4.1. Flrst the definitions that have been ‘used to determine
parncular personnel categones dre provxded 1n ‘the footnotes to the table, ‘and care
shiouid be exercised in the makmg of comparative statements on the-basis of Table 4. lg,

because of some dlfflcultles associated w1th the data from which the table was denved‘

the case of non—school based staff l‘he second _aspect of the data base for Table 4.1
that is worthy of attention is the exclusion from the school- bas_ed;personnel category of
the numbers of groundsmen, jénit‘ors,' cleaners and similar ancillary staff located in
schools. These groups were execluded because the use of contract cleamng services in a

fumber of systems makes an es:imate of the numbers of such mdxvxduals d1ff1cult

'Furtharmore, as argued. by -Hancock (198) there is at best a tenuous relation between

these anculary staff categones and the educatxona’l progra ms of schools
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Table 4,1 Numbers of Personnel Employed by Goverdment qucatron Systems per 1000 Studenrs, Ausrralla August

' 1979a : el
- | v ; . . v '
R School-based” | , Non schoolqbazdd B - Total,
v ., ., lngtruct. Clerical ' Totaﬂ | ;o ﬁwy \ personne!
L./ o Teachidgﬁ\adfrllary ancillary school- Execut%mg' Seconded  Prof. Aycrllary » per 1000
/ staffC affd . stabfe based staff!  teachers® usraffh staff :'srudén;s.
Austfalian Capital B o .2: ! . v X
- Territory 63,5 1.4 31, ke . 0 . 21 0.7 3.3 809
New South Wales 513 37 3B+ 649 03 % 03 e LS
Vietoria . 84 33 AT md 03 A0 09 mad T
Queensland 55.8 69  Lh 653 03 06 08 - kT 68.7
South dustralia .~ 65,0 = b 756 05 " L9 | A |
Western Australia 53,5 4.5 3.2 63,2 04 25 06 0 L9 v 69,6
Bwie - B0 S8 B WA, 0 - 5170 g

Sourcest®  ABS,-Schools Australia, Cat. Nou 4202,0; . Schools Commission, Sfatistical Bulleting . Systen Level -~
L Reports; Annual Reports of the Departments of Education, |
8" fxcludes.prevschool personmel, ' . - . . . f
b Excludes yanltors, cleaners and groundsmem. ' '

~ These data accord with thé definition of teachrng staff used by the ABS in Schools Aistralia 1979 and as
such include ',.. teaching staff, principals and head teachers, (whether permanent or temporary) bt

exclude teachers-rm-tralnrng, teachers on leave without pay, and other teachers eggaged wholly in advisory,
adninistrative, or other non-teaching duties' (ibid), ; .
Includes teacher ‘aides, laboratory assrstants and lerary ‘assistants, \ | | /
Includes clerks, typists, bursars and administrative assistants, L ’
Defined as those on a salary award greater than that of the higast- pa1d school Prrne1pal In the system.
Defined as those employed under teacher salary awards. - ( ! | , /

. Defined as professional staff under® avards other, than general teacher awards. - -/
These figures were not publrshed pior to 1980, : ' /

-
Sy /
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Notwithstanding §he gross naiure of the data in ’I‘able"tl l- ‘it does reveal some
1nterestmg differences between the systems in the dlstrlbutlon of their persvnnel For.
eyample, the proportion of total personnel incladed 1 the table who are school based
ranges from 87.5 per cent in Tasmania through to Qf 1 p\r cent in New South Wales In
. Zeueral it appears that the larger’ the education system (ds reflected in enrolments) the
" higher the proportion of total personnel who are school based. This conclu“'sion is
retnforced when one examines the proportlon of "total personnel 1ncluded in the table who
* can be classrfmd as school based teachlng staff As can be. calculated from Table 4.1,
. thls proportion ranges from 76.5 per cent in Tasmania to 84.9 per cent in New Sotth
Wales and 87. 8 per cent in Victoria. Overall, the data reveal a positive. relatlonshlp
between the size of an educatlo‘n system and the proportion of total personnel who are
located in schools. : ) .
The relation between the proportion of school- -based staff and system size revealed
by Fable 4.1 leads 'to two 1nterpretatlons Flrst, it would appear that a certain number
of non-5chool- based personnel are necessary to manage and service an education system,

regardless of the size of that system. Secondly, the size of this admmlstratlve overhead:

dOes not s\eem to be directly proportronal to the size of the education system. For “\

e>.ample, of’ the seven AUstrallan government systems, the smallest system, the ACT,
-had some 245 non-school-based stafl in 1979 to manage and service just under 40,000
students whereas the largest, New South Wales, employed 2100 ‘non-school-based staff
~for a total enrolment of over 800 ,000 students. In other words, although the enrolment
in New South Wales

f the ACT, the number of
non-sehool- based personnel was (less than eight times that-applying in the ACT. Despite:
““the difterert geographlcal spread of schools-in the systems and -the different level of
services provided to sehools in t g systems, the data m Table 4.1 support the hypothesls,
advanced in Chapter 2, that a lalrge numoer of relatively small administrative units may}.
hecessitate a higher proportlonlof personnel being involved in non- school based duties
*than would oceur with s small number of large units. " ‘
“‘The- selationship between Iystem s1ze and the functlonal distribution of personnel

_“can also be usefully approached via an analysrs of the functional classification of systern

N ogelatmg costs. This task was |undertaken by the Commohwealth Schools Commission

<& the ACT and léxman‘la,.lncurrec general administration costs s1gnmcantly hlgher than, '

154
e

l‘or the 1978-79 financial year ( ommonwealth Schools Commrssron, 19818) and involved
a detall‘ed dissection of the financial records of the Australian government school

systems,'excluding Queensland. ummary data from the analysis are provided in Table

- 4.2, which shows qu1te clearly tHe |nverse relatlonshlp between system size and the per / '

rl
stude’hf costs of general adminis ratlon The.two smallest system\s shown| in-that table,

for:.the larger systen.s The coro loryJ thls-factor is that it is the larger systems such|

t
as’ﬂ'cw South Wales and Vlctorla which are able to dlrect a proportlonately higher share

. 83 /

i
\

|
l
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- seven Australlan government systems. At the school- based level for exampl

. number of teaching staff per 1000 students-ranges from 5.5 in Western Australia o 66.4

~the numbers of school-based teachi

// B | - ‘j?I I s

\

/ : ) : ) :
,’i‘able 4,2 Public Expenditure Per Student, Australian Goyernment School *

~ Systems (except Queensland), 1978-79

.7 School
. costs as
. School ~ Educa“ional Gengléal proportion
costs services . administration Total of total
System : $ -8 $ —- $. %
Australian Capital ) . . ST
Territory 1391 .. 47 . 97 1535 90.6
New South Wales 1059 33 42 1135 93.3.
Tictoria ' 1268 43 42 fg;j 93.7/
South Australia 1265 ° 57 ¢ 45 1366 92,
Western Australia . 1161 ° 80/ : 48 1289 9070
Tasmania - 1192 74 . 75 - 1341 88.9

Sourceé: Commonwealth Schools Conmussxon €198‘-a)

of their recources to the direet provision of regources in schools; these data are shown
I

in the final column of Table 4.2. ‘ .

In a snmJar vein to this argument, 'Vlonk (1982) hypothesxzed that as the scale of a

school system dgereases because of, for e‘<ample, declmmg enrolments, the mix ot

“services which! tlye schools are able to provide may be adversely affected, smce a higher

proportion of . tbml resources could need to be allocated to managing and co‘ordmatmg

the system.. As‘he comments, such changes may have unpprtant equity 1mp11cat10ns for;,

the supply of educational resources to partlcular types and locations of studehts

Table 4.1 mdlcates quxte clearly the different levels of personnel -provision in

in Vietoria, ‘with a medlan value of 63.5 for the ACT. In terms of student-teache ratios

this difference is equlvalent to a range between 18.0 studmer teacherin-Western-
Australia to 15.1 in Vietoria. Differences between the systems are also apparent- in,
terms of the number of ancillary support staff based m,,sc‘lools On the basis of Table .
41, the number of ancillary staff per 1000 stndents ranged from 6. 0 in Vietoria to ll 1 in

the Austlahan Capital Tel‘l‘ltO[‘y _ S o

At the aggregate( syst level Table 41 reveals a compleic relatxonshlp between

([\s Jg staff and the numbédrs of school ~-based anclllary
supportstaff. VlCtOl‘/la for eﬁample, appears to:have the highest numbe.{ of school—based
teachers per 1000 s{udents, and the lowest number of ancillary, support staf‘ per 1000
studenjs. Queensland on the other hand has a relatlvely low number ‘of teachers but a
relatively high nu ber of ancxllary support staff p\.r 1000 students. SyStems sueh as the

Australian. Cap1tal 'lerntory, South Australla and Tasmania, appear 'to have relatlvely

high numbers in obth staff categorles As a ,reference point, it was recommended in 1971
: K]

(South Austluha,l 1971) that an appr0pr1ate target level for anc1llary s'aff would be 40

| R R,
. ey A . N S
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per. cent of teaeher numbers in schools As yet none of the education systems have got
near to this objective , .
- On the basis of these aggregate relatic;nships between the numbers of .teachers and
the num@i of anclllary staff located in schools, it is possible to detect two broad
approaches in the supply of sﬁff to schools Some systems appear to view the supply of
teachers and aricillary staff as complementary to~each other: a rzlatively high level of
staffincr in ong category is associated with a relatively large number of staff in the
‘other. in other systems, the converse appears to apply: a relatively high level of
teacning staff is asociated with a relatively low number of ancillary support staff, or
vice versa. It needs to be emphasized that the relation between staff categories that has
just been elaborateci is based upon aggregated data at the level of the education systesm.
At the level of the school, the staffing schedules employed by all systems ensure that the
highei the number of teachers allocated to a school, the higher the number of ancillary
staff that will also be allocated. In this sensg, the staffing schedules presume that -
teucneis and ancillary staff are proportionately related. ’
- bystem—level decisions about the appropriate configuration of t,each;ng and
Aancillary support staff are shaped by the relative financial cqsts of the different
personnel categories, and assessments of the relative educationalibenefits ‘off different
comoinations of teaching and support staff. Unfortunately there has been little research
conducted which can help to ipform these assessments. The only study of significance in
this field was conducted by Conant (1973) and involved an investigation of the relative
cost-effectiveness of different configurations of teachers -and support. staff -in the
primary schools of Portland, Oregon. Starting with the premise that the amount of
teacher instructional time per student, was* .a key variable in _détermin'ing "the
+ effectiveness of stu;dent learning, Conant attempted through classroom observation to
determine whether the existence of teacher aides in a school increased the instructional ~
time per student. He found that while some increase was observable in classrooms with
'teacher aides, in gereral suchincreases were not statistically significant Furthermore,'
at the cost of greater supervxsory time on behalf ‘of the teachers with teacher &ides in
their classrooms. For all its methodological value, the Conant study was therefore
unable to answer the basic question of whether it was cost-effective to alter the
confi«uration of teachers and teacher aides.

In terins of deciding the most appropriate configuration of teachers and support .
staff, schools themselves can play a significant role. There 1S evidence” to suggest that
even within the one system, schools differ considerably in the configuration of staff .
'Whlch they consider most appropriate .to their needs. This evidence comes from the\
survey of school resource allocation policies reported .in'the compnnion voolume.(Ainley,-
1982). As part of that survey, school“ principals wére posed a hypothetical question

h y . ’ . .
o . ’
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concerning the school‘s preferences for the allocation of an additional expendivure grant

amongst various categorxes of teaching and support staff. While many schools indicated

(\a preference for additional specialist teaching staff and instructional and clerical

support staff "ather than for categories such as senior teaching staff general purpose .
teachers and technicans, there was considerable diversity between schools in the
preferences they expressed. - "Accordingly, centralized decisions to alter the
confururatlon of staff in schools, if taken without adequate consultatlon thh tne’ schools,

are unlikely to closely accord with scheol assessments of their needs

s «

Returning to the system-wide configurations ofgpersonnel shown in Table 4.1, it is
apparent that only limited pofential exists for significantly altering the balance of staff,
at least in the short térn. For example, each system emplq);s a number of .
non-school-based pefsonnel who are, in the rnain seconded teachers, and in.additio'n, it is\'
possible that some of the non-school-based‘ professional staff also possess teaching
qualifications. ‘T'he fact that these perSonnel are located out of schools -could generate
calls for their relocation to school teaching functions on the gro.unds that this is where
their capacities could be most effectively deployed. Whatever the merits of this

o . n . . . . H
arguinent, it is important tc note that on the basis-of the limited_numbers of such

personnel revealed in Table 4.1, the. effects of such transfers upon the statfing levels in

* schoolg Would be relatlvely small To 1lltlstraté it would appear that Western Australia

has the highest number of seconded teachers per 1000 students. However, if all of these -
Staff were relocated in schools this would lead to only a 4.5 per cent increase in the
number of~ ‘school-based teachers; in student—teacher' ratio terms this would be .
equivalent to a decrease from of 18.0 to 17.3 students per teacher. Smaller gams would
be likely in other systems wlich ~adopted such policies. Whether such galns were
significant would have to be judged against the loss of the services provided by the
seconded teachers, as well as the loss of the professional development-and enhancement
of teacher satisfaction which, it has been argued (South Australla,é_Jﬁl), may flow from
a period of secondment. .

The remamder of this chapter is concerned with a dlscusswn of school based

teaching staff, the largest single component of personnel in each of the g_oy_ernmelnt

" education systems."™"

Teachers in the Government Education Systems

Changes Over the Past Decade

-

It is of interes. to exam1ne the recent changes in the number of students in the schools .
of the elght education systems together with-the growth in the number of teachers that
has faken place over the past decade. In Table 4 3 information has beei: re. orded about

the number of students in government pr1mary and s¢eondary schools for the years 1972

' 86 3 : Yo

S 9g

Fid
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Table 4.3 Enrolments in Government . Prlmary and 9econd§¥175chools
. Australla and New Zealand, 1972 to 1981 (in thousands)

T

. ACT NSW. vie.. - Qqld SA . WA , Tas. Nzb .
Primary Schools? L . - B
1972 18.8 502.1 373.3 215.4 156.9  127.7  44.7 .  469.8
1973 19.9 494.8 373.4 220.4 152.7  127.6  43.8 471.2
1974 - 21.0 490.7 375.7 222.1 152.9  129.5 ° 44,5 473.1
© 1475 22.4 490.6 378.2 223,7 152.0  132.2 44,3 474..6
1976 23.9  496.1 382.5 227.2 151.5  134.8 44,4 4/5.1
1977 24.7 506.6 ~ 386.7 - 233.3 152.1  139.5 44,6  473.6
1978 25.3 512.7 386.9 239.0 150.0  142.2 44,9 472.1
1979 24.8 516.7 381.7 243.8 146.8  142.1 44,9 468.7
1980 24.8 515.6 374.7 247.4 142.3 *'141.7 4438 .o 461.0.
1981. 24,5 506.9 - 362.3 251.8 137.9  l4l.1 43,6 " 454.9
Secondary Schools ’ 5¥ ,
1972 ' 9,8 277.8 229.3 91.2 77.9 55.8  28.5. 15/.6
1973 10.5  282.0 | 232.3 94.3 79.1  57.6 . 28,9 172.7
L1974 - 11.7 286.9 233.0., 98.2 79.6 59.4  29.3 . 177.6
1975 .. -12.8 - 298.3 239.9 103.8 U 82.7 62.8  30.0 188.0
. 1976 13.7 ~_303.%6 242.2 ' 1107.1 82.1 ' 64.7 30.2 192.9
1977 © 14.2 303.4 239.7 108.0 8l.1 65.6  29.6 -199.7
1978 14658 299.4 236.7  106.9° 80.5 65.5 28,8 202.8
1979 4.5 291.1 232.7 105.3 77.7 64.9. 28,2 1981
1980 14,5 28377 231.5 106.1 76,4, 64.9  27.5 195.1
1981 14.7 " 283.5 232.8 . 108.7.- 75.1 66.0 27.3 196.9

Sources: ABS,QSchools Australia. Cat. No. 4202.05 Schools Commission
(1@?9? New Zealand Official Year Book.

a Unless otherwise classified, students in special schools are mcluded in
the primary sector. Pre-prlmary enrolments in centres attached to
b _Primary scinools age excluded.

“Primary enrolments include Form$ 1 and 2 LAt Form 1 to 7, area and
«distriet scHools x

-

to 1981, Ih three _systems only, Queensland, Wes_te'rn Aﬁstralia anc'i',.‘;.the Australian

Capital Terriory, has there been significant growth at both the primary and secondary

-
O—

levels. In the remammg five systems, there has been some fluctuation in enrolments at .

the prxmary school level or at most only a slight increase; at the seeondary school level,

) follomng increases in the early. 1970s, enrolments have been relatively static or in shght
decline over the past three years. ’

The number of school-based teachers in each of the systems over the perlod 1973

~ to 1981"has been recorded in Table 4.4. Because of: the'dxfferences betweeﬁ the systems

in the definition of some categories of téachers, Table 4.4 is of limited. validity for

making inter-system comparisons. It is of most valde in tracmg ‘changes in teacher

4 numbers in mdmdual systems over the pel‘lod ‘Even within this limited purpose however,

some dnffxcultles may arise. For example, although the ABS data used in Table 4.4 show

a decling in teacher numbers in New South Wales between 1979 and 1981, the actual

numrber of teaching positions increased der the same period. The dgfferenee between

% ™ e,

' . ‘ b B 87
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; Table 4.4  Numbers of Primary and SeeondaEXVTeachers (Full-time €quivalents)

in Government Schools in Australia and New Zealandj 1973 to 198t

HEER
sy L

-

TACT T UNSW vic. Qld  sA WA fas.a  nzb
LPrimagzﬁSchool Teachers
1973 731, . 19469° 15222 - 8560 6100 4443, 1857 18366
1974 965 19916 15466 . 9157 6428 4765 1930 18915
1975 1120 ° 20877 17116 * F0359 6690 544€ 2158 19874 .
1976 = . 1170 21440 18459 10976 6966 : 5676 2079 19826
1977 1237 22502 19271 11400 7605 5898 2351 19455
1978 1270 22456 - 19912 © 11436 7967 6304 2325 19329
- 1979 1250 23720 . 20023 11868 8041 6539 2433~ 19284
- 1980 1243 23359 19996 1193 - 8057 6666 2502 19531 -
1981 1247 22930 20024 12051 - 7918 6568 2480 _ 19350
Secondaxy School Teachers . ,
X ow 5 : s
1973 . 75927 17364 16353 5642 5312°. 3821 1940 9939
1974 - - 885 18279 16648 6035 5354 14012 2008 10368
1975 1054 19815 - 18148 6824 - 6268 4371 2092 11474
#1976 1142 20933 19152 - 7186 6461 _ 4571 2162 12244
1977 1204 22016 20002  '.7510 6520 4735 2159 12620
1978 1245 22008 20645 7453 ¢ 6508 ' 4897 2259 12860
1979 ° 1247 22523 20756 713 6562 4956 2318 13352
1980 1250 22604 20596 7578 6571 5002 2406 13357
1981 1253~ 22318 - 20438 76€8 6554 5123 2467 13444

Sources: ABé Schools Australia. Cat. No. 4202.0; Annual Report of the

New Zeatand Department of Education.
* “For the years up to and including 1978 the’ teather dumbers for Tasmanla
- include teachers engaged in pre-school act1v1t1es ‘under Ehe

a

adhinistration of government schools. . - ¢
Manual training assistants and area school teachers are included in the
. sécondary teacier, numbers : *

- o

the two measures can be partly explamed by the absorption of reserves into establlshed

' posltlons and the exclusxon of ecasual rellef teachers from the ABS data. . cz,, , Qw.

-t

It is evident that,.as defined in the table, sechool-based teacher numbers ingoth the
primary and secondary sectors of all systems grew considerably . from 1973 to 1977.
However, there has been a levellmg off and even slight falls in teacher numbers in some
systems since 1978. Over the whole decade however, teacher numbers have ‘grown

relative “to student- numbers, with the net result that student-teacher ratios .declme:d in

Call systems over the period 1972 to 1981. 'l‘he student-teacher ratio data are reco’r.clcd in .

Table 4.5. I all,systems the falls in the student-teacher ratios over the 1970s are -

cons1derable althoub'h in recent years the rate of decline has fallen While

student- teacher ratios do not neCessarily reveal the actual sizes of class groups in the"
classroom setting, the changes ‘do indicate an lmpl‘OVement in 'the conditions for student
learning through provvrhng students with greater ‘opportunities for individual assistance,

5

as well as facllltatmg more preparatlon time for teachers.

2
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~Table 4;5 Student -Teather Ratxos in Government Schools in Australia and
New Zealand, 1972 to 1981

- ACT  _.NSW ~  vic! " Qld -SA WA " Pas. ©  -NZ
P11magy Schools FVV il -
1972 ©28.1 25.3 " __.24.6 26,0 . 25.9 30.0 25.9 .
1973 26.9 - 25.4 23.7 25.8 24.3 ° 28.7 25.2 25.7
1974 21.7 26,6 23,4 24,2 23,0 27.2 24.1 25.0 _
v 1975 20.0 © 23.5 < 22.1 21.6 2277 24.3 22.8 23.9
1976 20.4  23%1. 7 20.7 - 20,47., 21.7-%5 23.8  23.8 24.0
1977 20.0 22.5 . 20.1 < 20.5 %, 20.0 23.7 2772 24 .3,
1978 19.9 _22.8  's19.4 20.9 ~18.8 22.6 21.6° ° 24.4
1979 - 19.9 Q1.8 19.1 20.5 . 18.3 21.7 18.64 ~ 24.3
~1980. 19.5 22.1 18.7 20.7 17.7 21.3 . 17.9 23.6
1981 19.6 22.1 18.1 20.9 17.4 21.5 7 17.6 23.5;
Secondary Schools . s )
1972 17.4 16.6 15.3 17.6 16.3 15.9  _15.3 ..
1973 17.8 16.2 14.2 16.7 14.9 15.1 14.9 17.4
1974 13.2 15.7 . 14.0 16.3 13.6 " 14.8 14.6 17.1
1975 12.1 15.1 13.2 15.2 13.2 14.4 14.4 16.4
1976 12.0 . 14.5 ° 12.6 14.9 12.7 14.2 14.0 " 16.2 .
1977 11.8 13.8 12.0 14.4 12.4 13.8 13.7 15.8
1978 11.6 . 13.6 - 11.5 14.3. 12.4 13.4°  12.8 15.8
1979 11.6 12.9 11.2 13.8 11.8 13.1 . 12.2 14.8
1980 11.6 | 12.6 11.2 14.0 1.6 13.0 11.4 14.6
‘1981 1.7 12.7 11.4 14,2 - 0 1.5 12.9 - 11.1  »ol4.6
Source: Tables 4.3 and 4.4.

. €

e

.
~ .

~Table, 4.6 Indices of Recurrent Resource @_héndlture in _Goverament Schools’
- of the Australian State Systems in, Relatlon to Schools Commission
Targets for anrs 1972, 1976 and”1979

Primafy . - o - Secondary 5
B ’ . - . i Targqt - Target
State 1972 " 1976 1979 100 1972 1976 1979 . oo
- NSW .99 126 146 - 103 . - 95 116 138 102
vic. 101 143 167 119 100 142 159 118
TooqQud 100 143 160 114 99 116 127 94
SA 1020 142 181 129 106 145 161 119
. WA 97 138 160 114 113 141 - 158 117
Tas. - '« 103 152 162 116 109, 133 159 118
Total: ~ 100 137 158 113+ 100 129 147 109

Séurces:’. Schools Commission. Report for the Triennium 1979281. Canberra:
", AGPS, 1978, p.29. R :
Commonwealth Department of Education. Progress -in Education
1980-81. Canberra: 1980,
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ine nnproved student taacher ratios” over the 1970s "are reflected in the

achlevement of uchools Commission targets in the six Australlan State educatlon

-

systems. The Schools Commxssxon when lt was. established in 1973 set target levels for ’

expendlture on recurrent resources by schools, whieh™ involved in the main, expendlture
on teachei.. In Table 4.6, indices which have been derived frof” 1nformatlon published by
the Commonwealth Deojartment of Education and the Schools ~ Commission are
presented For the years 1972 1976 and 1979 the indices are calculated with respect to
the avevage Australian flgure for 1972, and stow the changes in levels of expenditure on
recurrent«resources since that time. 'In 1973, the Schools Comm1551on %et target levels

2

for alljusted recurrent expenditure indices of 140 for primary and 130 for seconda"y

schoois fo Dbe achleved by 1979 The degree to whieh each system has ach1eved or

- exceeded these taraet levels is also recorded in Table 4. 6 ‘The increase in expenditure

since 1972 on recurrent resources in- all systems has been markly, -indicating

approximately a 50 per cent increase in real recurrent expendlture across Australia at

.‘;;Jooth levels. Furthermore, the indices swhich show relatlvlty with nespect to the target

‘levels set by the Schools Cominission mdlcate that the systems have, in general
exceeded the levels sat for improvement in the services Provided for educatlon in the
Australian States. - - ‘

. M . . : \ @ -~y
 In Australia, the incregse in government expenditure on ediication during the, 1970s

-. was financed through incréases in the real value ‘of -the Gross Domestic Product (GDP)

over that period, and through an increase, until recently,.in the share of the GDP being
de\goted to educatioh. Between the years 1973-74 and 1979-80, real "GDP in Australla
grew at an afferage annual rate of 2.9 per cent (Australia. Treasury, 1980), anJ of this

increasing pool of resources the cducatlon sector (excludmg expenditure on student

-allowances) mcreased its share from 3.89 per cent of GDP in 1972-73 to a peak of 5.43

per cent. of GDP in 1977 -78 (Karmel, 1981) These macro—economlc trends in Australla
translateg at the level of the schools to a real increase of 54 0 per cent in recurrent
expenditure per student in government prlmary 'schools between 1972-73 and 1978279,
and an equivalent 1ncrease of 43.4 per cent per government secondary student over ‘the

-

same perlod (Schools Commxssxon, 1981b). ; P

‘Relative to Australia, economic growth in New Zealand over the 1970s was low. In’

the period between 1973 and 1978, real GDPgrew at an average annual rate of only 0.34
per cent (New Zealand, OfflClal Year Book, 1980), and for_‘several years in the
m1d—sevent1es real GDP actually decllned from one year to the next. Hence, although -
the p[‘opol‘tlon of GDP devoted to oducatlon in New Zealand rose slightly from 4.8 per

_'cent in 1973 to 5.3 per cent in 1978, thlS reflected a rising share of resources which were,

themselves increasing only very shghtly The net resu]c was that the increase in real

" education expenditure in New Zealand over the period 1973 to 1979 was only some.14 per

- . . . > .
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cent, which is significantly below the comparable Australlan flgure {t is therefore not

. une\cpected that the deeline in student -teacher ratios shiown i in l‘able 4.5 was less marked'

in New Zealand over the 1970s than in Australia over tho same perlod

5,

. . '
» ~ . .. .- ,. s

T Projecteg Enrolment QnangegDuring}he_LQBOS o

Predxctmg enrolments in government schools is a dlfflcult task. Not on." does it require
aceurate predxctlons of demographle patterns it is also necessary to estimate the llkelv
pattern of enrolments between non- governmen’ and government schools, and the likeky
retentlon rates to the upper secondary years The major difficulties facing planners

) predlctmg government sehool enrolm.ents, the - major estlmatlon techmques that may be
emoxoyed and the part-cular problems of the Australian data base are dlSCUSSEd in"detail
by Burke et al, (1981) .
‘Tables™ 4.7(a) and (b) contain the most recent official projections to 1990 of -

enfolments in the Australian government school systems, and the size of the New.

o ES

Zealand school age. p0pulatxon respectively. Bewween them the two fables’ indicate a
-.considerable decline in student numbers by 1990 Of the eight school systems, only for
the AC'T‘ Queensland and Western Australia is it projected that-"there will be ‘more
students enrolled in 1990 than there’ were in 1980. Across the whole of Australia,
government schqol enrolments are :projected to have declined 8 per cent by 1990. In New .
Zealand the projected declme in aggregate student numbers is 13 per cent between 1981 -
and 1990. "In several of the Australian systems namely Victoria, South Australia and

Tasmania total enrolments are projected to decline by about 15, per cent from their 1980

" levelsby 1990. s L : S
.Across al systems even those in Wthh total enrolments are projected to grow, it
is the primary sector of education in which the pro]ected decline in student numbers is-

most marked. With the exceptlon of the ACT, Tasmania and New Zealand, the general

" patterns of projection is for primary enrolments to decline sxgmﬁlcantly between 1980
and 1985 and ‘then to recover slightly by the end of the decade. [n ‘these three systems,
and %artlcularly so in New, Lealand the prolectlons lndlcate the contlnuatlon of the )

decline in prinfary school enrolments until at least 1990, Within the- generul pattern of a

pro]ected decllne in primary school enrolments, there is conslderable variation between
the systemsin the extent of the decline. For example, in the relatlvely high population
growth States of Queensland and Western Australla, by 1990 prlmary enrolments are
projected to be at about ghe sanie level as in 1980. By contrast, in South Australia, the

' pro]ectlons indicate a dedline of about 17 per cent in prlmary enrolments by 1990; in
Vlctorla, Tasmania and New Zealand the prospects for government prlmary school
enrolments are only marmnally better over the same pe[‘lod

v = a0
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Table-4.7(a) PrOJected Entolment by Government School Szﬁtem and Secror |

3 Australia l98§xto 1990 . R e
. _ . o _
. 1980 Pfojektions (1980 = 100)
. ’ . N enrolments . "‘ . ) .
"System © B (000's) .- 1980 1985 19902
Australian = Primary © 24.87 100 96.8 94.0
Capital - . Setondacy "~ - 14.5 ' 100 }13.8 117.9
' Te(ritor& Total 39.3 - 100 103.1 103.1
New . Primary _ 515.6 100 , . 87:3 . 88.0
South " *. Secondary ! 283.7 . . 100 . 105.5 95.9
Wales Total - -799.3 100 © 93.8 90.6
Victoria Primary 37447 100 " 82.4  83.1
: Secondary 231.5 : 100 . 102.4 89.8
Total 606.2 100 90 /0 85.4
s - . R . v T 7 .
Queensland Primary 247.4 . 100 °. 98.9° 99.5 -
Secondary 106.1 100 123.9 . 123.4
Total 353.5 ° 100 106.5 . 106.5
o 2 N
South * Primary . 142.3 .lo00 82.4 82.6
Australia Secondary 76.4 - 100 . 96.9 84.8
Total - - 218.7 ’ 100 - 87.4 . 83.2
- . R . N . * ¢
_Western » - Primary - 141.7 © 1000 944 . 99,3
. Australia Secondary’ 64.9 100 113.4 108.0
' Total ° ' 206.6.__ ' 100 . »100.3 101.8
Tasmania Primary 44.8 . -1loo "§5.0°  84.8°
Secondary s 27.5 100 *100.7 86.2
*  Total 72.3 . oo 91.0 ° 85.0
Australia Primary N 1)08.9f“~ . 100 88.5 89.4
- (inel. NT) * Secondary, . d10.0 . <100 107.0 © 97.9
° Tatal . . 2318.0 100 94.9 92.1
_-Source: Commonweal th Department of Educaticn (1982).
2  To gdevise the 1990 projected enrolments, the proportion of enrolments in

government Schools projected for '1986.was also assumed to apply in 1990.

Table 4.7(b) PrOJected Pogglatxon by Selected Age Groqg_, New

J _ Zealand 1981 to 1990 . .
4 ) :
: ’ . jecti = 100)¢.
P Age .group . 1081 - PrOJecxlons;(l981 00) 3 .
: L elyears) . (000's) 1981 1985 ' 1990’ X
o, Y 471 100 90.7 84.8
1z-180 . ° - 368 ' 100 - . 99.4 . 92.3
Total (5-18) 839 - 100 : 93.6 .~ 87.3
Source:+ New Zealand. Department of- Statistics, 1981. ™ |
a Tre 5-12 age group corresponds to primary students. .
’b © The 13-=18 age group corresponds to the normal years of )
Lo s2cond: vy education; . in 1981, secondary enrolments were " .

. approximately 6. per cent of the 13-18 age group. .

The projections assume median fertility and from 1984, zero net
mlgratlon

. 2
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The general decline' in -government priméry school enr:lm'ents between 1980 and
1985 i largnly responsxble for the decline in secondary school enrolmeﬁts projected to. "
cccur between 1985 and 1990. With the exceptlon of South Austraha and to a lesser
extent New Zealand, this decline over the latter half of . the eighties is expected to _' '
follc.\w a period of growth in secondary enrolpents ‘up until about 1985. However, the
growth in gove"nmeut secondary School -enrolments is pro]ected to’ vary markedly
bet)veen systems. In Quee-lsland for exahple, it is pro;ected that g‘bvermnent sehool .
] enrolments wxll increase by 24 per cent between 1980 -and 1985, in the ACT and Western d
. ,‘Australna by about 13 pe1 cent,.a mong modest 6 per cent in New South Wales, while only
- marcrlnal growth is: projected for VlCtol‘la and Tasmania. These variations underline the.
‘rmportance of avoldmg generallzatlons when talkmg about the problems associated with
channg‘ patterns of. enrolments oL . °
Such var\mons take" on a further -dimension when intra-system variations in
enrolment; chan ,AS are also consxdered Z,/ho demographic composmon of urban areas and"
regions is such that changes in the number of. enrolments are llkely to vary amarkedly .
.between dlfferent areas within systems and even between schools in the same area.- New.
Zealand provrdes but -one example of such intra-system Val‘lﬁtlon in enrolment patterns.
Recent p[‘o]ectlons by- the New Zealand Departmient of Statlstlcs (1981) suggest” that '
enrolment decllne is llkely to be more severe in the South lsland than on the North - ’j .
- Island, and that whlle for the.1'990s there is’a projected enrolmen Jrowth»in the North a- - . -\
continued decline ‘is projected for the South Such 1htra-system variation in gnrolment
. changes poses corsiderable problems for the management of educational facilities and -
. the gffective utilization of staff. Some of these 1ssues are taken up later"m tpls chapter.
Before leaving “this deScrlptwe materlal on enrolment prOJectlons, it is 1mportant o
. to note that enrolment projectlons are’ gcnerally based up0n the eontmuatlon of recently .
observed trends. and as-such -are subject tQ consrderable uncertainties. Changes inkey ‘
variables such ds blrth rates, 1mm1gratlcn and retention rates can all; even over a
;comparatwely short. perlod “render enrolment projections obsolete. An 1llustratlon of
thls is provided by Table 4. 7(a) Wthh was prepared from prolectlons pubushed by the
Commonwealth Department of Education in March'1982."These projections replaced
those pubhshed two yearS earlier andxcompared with these, the later set of projeétlons
' revised the projected 1990 enrolments in Australian primary school downwards by l per
‘cent, secondary enrolments upwards by 5.6 per cent, and t6tal enrolments upwards by
_ one per cent. Such uncertainty in enrolment pro]ectlons mecessitates the constant V.'\,
ST momtormg of faetors likely to affect enrolments, it also lmplles that ‘it may be unwxse »
. to become locked into policies framed i m response to projected enxolment ‘changes when

- n

the prOJectlons themselves are subject to consrderable uncertalnty

»
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N .- The School R,esou‘rees Debate IR 0
- . to ‘_ ~ .. v ¢ . ‘ ’ . )

" The nnprovemen;s in the student teacher ratnos in each, of. the" ejght government

education systems ovex the pernod 1972 to 1980 that were~.recorded in” Table 4, 5 and the

concomntant achlevement of‘Schools Gommnssnon resource targets by the’six Australian
State government systems that were recorded in Table 4.6, have coincided with calls to
limit" educations ,expendrture by overnments, partncularly m the field of teacher

elnploymem. Such calls have been buttressed on the one, hand by predictions of declining

i student numbers in some government syst\ems, and. on the other by crntxcnsms of

a

' ., 2
Enrolment Changes and Resour.ce Levels

achievement levels in government schools. _The first of these supportmg argunents is
predxcated upon the 'llew that deelinjing stud;mt numbers diminish the share of the

commumtys resources to which education is ent1tled while the second is based, upoff the -
proposntlon that the addntlonal resources whnch have flowed to education over- the past
decade hav: not nnproved the performance of schools, and that therefore any future'

1ncrease in resource l,evelg cannot be justifted.© Each of "these arguments wxll be'

addressed in turn 2T ’
. ) "o . .- )

As noteo in the grevious sectaon prednctlons of declmmg government school enroiments

. m'the decade to 1990 are rnot generauzable to all sectors in all systems, However, if

Il

enrofMments in a g|ven system are likely to decline over the next few yx.ars, is this of'
*itself” sufflclent reason to’ decrease expendl.ture en’ schools in that systnm" Before‘

addressing thls question it is necessary to clérnfy the un|ts of expendnture that are-

. involved. At the snmplest fevel there are two major ways in whiéh™ the annual level of

government expenditure upon schools can be vnewed -as a proportlon of -GDP,"'and as

expendlture per student If GDP is 1ncreasmg in con]unctlon w?th decllmng enrolment o

levels and corxstant reaI educatlon eypendnture per student, the overall share of GDP

L

devoted to educahon wnll-ut’all. Indeed the combmat on, .of decllnlng enrolments with.

. k .. - .
rising GDP means that' . - - . : T .
) . . it wnll be possnble to increase real. spendxng or educal;;o" without increasing the
propoftion of the gross domestnc product devoted to educatnon (Karmel 3981 :31)°

~ A E}

In a situation where schiool enrolments‘ are declnmng, an 1ncrease in real expendnture on’

“ schools is equnvalent to an mcrease in real expendnture per* student. ln sum, the
combmatlon of a growmg econbmy and a declnm{ig school° populatnon can enab‘le
‘government expendxture per student to be mamtalned or even 1ncreased whnle at the
Same time not mcreasmg the sbare of the commumtys resources deVoted 1o educa'tnon

however, in Australla, %hile xncreases in real "FDP, may enha.nce the capacxty of the

. . . -
_._—', - - <. .
J - .
Y . ) . Lo .
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communlty to fund government schools, the prnhary role of “the . Commonwealth‘

'goVernmont in the collectlon and dlsbursement of publlc funds, . meansbtlmt the élalms of ‘

" the .schools will- ‘be balanced agamst the Commonwealths overall public ex’pendlture

- policy and the competing cla1ms of other sectors. ., -0 T

s

As was shown in "[_ables 4.7(a) and (b),-it ‘was oiily in a small number of sectors that’
government school enrolinents were projected to be higher in 1990 than in 1980.. Ovyerall
therefore, the opportunity oflered by. dechmng enrolments for lncreasmg .OF eveH

mamtammg real pe1 student expenditure is not avaiiable 1n equal - maffnltude to al,l
sectors in all systems '

1

It is 1mportant to note that even where declin’ing enrolinents and rising economic

- growth rates provide the opportunity to ‘incfease per student "expenditure witholit

mcreasmg the share of GLP ;allocated to education, structural factors may limit the

resource gams to be reaped. JFor example, if the comblnatlon of dechmng enrolments

*and a _decline” 1n teacher regignation rates leads to an 1ncrease 1n the average age of the

teachmg force, an 1r3crease in »xpenditure upon teacher salarles may be ecessary even

"fthourrh ‘total téacher numbers may not. have increased.. This proge:s, - known as

1ncrementa1 creep, can necessitate an increase in per student expenditure wh1ch does not

negessarily translate into . addltlonal resources per studen't In addltlon to the
ineremental creep process, which may be expected to cont1nue until teachers reach the
top of thell“ respectwe salary scales, an ageing of the teaching force may also be
expected to increase system expenditure on long-service leave. and superannuatlon
payments. As with incrementa} creep, such expendlture does not necessarlly increase
the level of educational rescurces per student. i

-
3

A further structural factor that is assgeiated with declmmg enrolments and Whlch'

' may also have conslderable cost implications, concerns_ the pattern of enrolment change

between schopls. Enrolment increases acrogs a system have never been spread evenly

‘amnongst schools and there is little reason to suppose that in a perlod of declining

-

~

enrolments the situation would be any different. In the case of Victoria for example, it

“has been estimated (Hunt, 1979) that government primary school enrolments in certain ;

inner suburban areas may decline by as much as 50 per cent-over the period 1980 to 1984,
in other suburban arens by between 10 and 30 per cent, and in a number of other
suburban ‘locations by less than -5 per cent. Over the same period however, primary‘—
school enrolments in several localities. on the frlnge of the metropolitan area are
projected to increase by up to 30 per cent. Sucth an ‘uneven pattern of enrolment change
puts pressure on‘education budgets because it is still necessary to prov1de additional
buildinrrs and equipment in the expanding areas, while ‘at the same time it may prove
dlfflcult to dispose of under-utilized facilities in locations where enrolments are

contractmg If a general process of enrolment decllne leads to a-decrease in the average .

i © 95,
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-~ size.of.schools, per student recurrent expenditure ’may increa_se because, as is shown in
Chapter'ﬁ small schools tend to have higher per student operating costs then do larger

~ sehools in the same system. In-a similar vein, if the overall decline in system enfolinents -
is accompfmied by a rise in the proport)on of students enrolied in the upper secondary
years, tota' per student costs will tend to- rise because secondary schools- allocate

) proportionately more personnel resources to thoce year levels (Amley, 1982). " . .

In sum, in a period of declining enroiments, structural factors such -as the .
composition of the teacmng ‘force, the distri bution of students between schools, the
average size of schools, and the numbers of upper secondary students, may result in
increased operating costs per student. Furthermore, increases in per student operating
 costs cauSed by these factors will not always result in an increased level of educational
resources per student Overall therefore, a period of declining errolmenis may well

K‘CESSltate an’increase in‘per student expenditure merely to maintain the status quo in- -

L per student resource levels. Whether or not this additional expenditure need involve a
“-—. higher share of the communitys resources is degendent upon growth rates in real GDP

If the relatively high growth rates in real GDP experienced in Austraha in the two years .
‘to 1981 could be maintained during the 19805, it would be possible, in a period of
" deelining enrolments, to inerease per student expenditure wnthout increasing the share of
GDP devoted to sehools. However, if GDP growth‘rates remain at the level expenenced
over 1982 ‘such an outcome would not be poss,ible In the Australian context, the
L litelihood of-increased per student experyditure will be heavily dependent’ upon the
taxation and expenditure policies of the Commonwealth governmeni. In the case of New
Zealand, the short-term outlook is more pessimistic than in Australia. If a sustained
economic recovery does not eventuate in New Zealand, ln the absence of policies to
counter those structural factors which may be expected to inc.rease per student costs, ‘it

will “also be difflcult to achieve an’ increase in per student resource levels without ’

: mcreasnng the proportion of GDP devo ed to the sehopols., ’ '

8

. School iiesdur_ée_beve_ls and Student Outcomes.

.Policy deejsions concerned with the level oi‘ expen 'iture upon schools are inﬁuenced by

assessments “of the effe(fts Qf "additional resources upon studenté‘*outco”mes. 'At the
conceptual level, the' resolution of this issue necessitates determining the proportlon of.

_ variance in student outcomes which is attributable to’ variance in school resources after
having contrciled for the effects of other.relevant variables. The attenpt_ to answer this .
question has. spawned ‘a large number of studies, part*cularly in the United States An
.excellent review of thls literature ‘is p*ovnded by Hanushek (1977). As a group they are
generally known as educatlonal production function studie.,, and in general sueh Studies
h‘ave invo}ved the follownng‘ steps. = . o0
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"~ upon'th& achlevement of the designated outcome, it is probaole that ‘the analysis will ‘

‘tomscertain the most efficient combination of inputs (Levin, 1974). ' ,

. ) . . . o
\ e N
. . AR

1 cMeasurement of student perfor mance on a standardized achievenient test

-2 Conceptualization and measurement of those input factors hkely to flntluence

“student performance such as home background vanables, school-based resources,
. "
and peer group characteristics.

edntribution of each 1nputffactor in explaining differences in student performance.

"At a 'more sophisticated level, an additional step’in the analysis has been to take the

regression coefficients of the school-based resources as representing the \marginal
productivity of those inputs, and then to epply the relative prices of the inputs in order

N\

The general findings of such studiés have been inte'r'preted as sy ggestmg that\school

3 Specnﬁcatlon of student performance as a linear functxon of the measured 1nput
factors : Coe ’ ’ '
4 Performance of multiple regresswn analysis in order to ascertain_the relatlve .

resources play a relatlvely winore part in accounting for varlatlons in stu({ent '

performance, and that the pl‘lﬂClple explanation for such varlatlons i§ to be found" 1n

home Dackground ‘A number of reasons have been advanced for these findings 1nc1udmm
methodological d1ff1cu1t1es in the specification of the outputs of schoollng, problems in
the _measuremen"., of the inputs influencing 1earning, limited knowledge about school
processes, and the lack of data disaggregated to hthe le\-/el of the individual student

(Summers and Wolfe, 1977; Brown and Saks, 1978):- An even.more significant criticism of -
such studies may be that they are based on a false premise, namely’ that schools are

~attempting to maximize a single output (or number of outputs) when' in practice the

structural characteristics of schools and 'the 1ack of knowledge about the mteracnon

between school resources and studerit performance mean that observatlons of schools

are not likely--yo indicate the most efficient resource allocatlon pohcles which are .

possible (Levm, 1974). ot N

Further ore, in an actxvny as diverse as schoohng, there is a part' ylar danger in

’focusnng upon one outcome of schoohng to the excluswn of all the other possnble effects .

of schools upon students The.risk 1s that schools may vary significantly in the priority

glven to. the outcome,under cons1deratlon (Levm, 1970). Accordingly, if one selects a

. samplé of-schools and examlnes the dif ferentlal effects of resources within those scfiools

discover the average means of” achieving the outcome whereas what would be requlred
for pohcy purposes would be the maxnmum technically possnble means (Levin, 1974). The

conVentlonal méthod of overcommg thns problem is to assume that all other outcomes of

"schooling are produced in fixed proportlon to yle outcome under consideration (Brown

and Saks, 1978) This would ‘appear to be a questlonable assumptlon in the case of gueh.
diverse an undertakmg as Schoohng Yet as noted in the review by Hanushek (1977)

most productlon function studies 1mphc1t1y make this assumption because of ,their use of

) C97
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a single, rather low level  cognitive achievement measure.

It has also been arcrued (Centra and Potter, 1980) that the general finding of the

} production functxon stud1es, namely that dxfferences in school resources accoynt for
7 h
7 llttle of the.vePiance'in student achievement, is not equivalent to denying the value of .
P ’

schools. Rather, they argue that strietly speakmg, this finding should only be taken to
mean that variations in the school resources used in particular studies do not account for
a significant proportxon of the particular outcome variable(s) employed in the studxes,
- after controlllng for the socio-economic status of students. -

The - above criticisms also apply in the main to one of 1lNost prolific areas of
school resources research, namely studies to determine the effect of variations in class
size upon student achievement. The large volume of studies of class, size effects has
been a fertile ground for reviews of the research literature. Not untypical of/ the
conclusions reached by these reviews are those generated by the Lafleur, Sumner and
Witton (1975) and World Bank (1978). A-fter reviewing 40 studies conducted during the
1960s and 1970s, the World Bank Study concluded that this cons1derable literature:

. does not warrant any definitive conelusion regardmg the relatxonshxp between
class size and different variables in the educational processes . . . it cannot be
concluded that an increase in class size will nécessarily lead to a decrease in the
acddemic achievement of pupils . . . likewise a decrease in class size does not
guarantee an improvement in the SOClal environment of learning. (World Bank,
1978:12) ‘

Lafleur et al. (1975) conducted a more extensive review of the class sizg literature and
were a little less equivocal in their conclusions than the World Bank Study. Followmg an
examination of more than 130 clgss size stud1es stretch1ng back to 1902, Lafleur et al.

(197.) 54) concluded that:
recent and readily available research on class size has not been conclusive
when academic achievement was the eriterion . - however when the criterion was’

the teaching process and other non-academic achxevement, small classes were
found to be preferable to large. -

/

< The difficulty of reviewers of the class size literature in finding clear relatxonshxps '
was compounded by a lack of agreement on.what was meant by 'l\arge' and 'small' clag}ées/‘
)and thed“fallure of & number of studies to adequately cohtrol for the effects of other
variables. The apparently contradictory results of many of the stud1es wh1ch examined
".the relatlonshlp between class size and outcomes led to attempts to examine the class
 size lxterature in a more systematic manner. The most significant of these were the
meta- analyses of studles exammmg class size and cognitive achievement (Glass and
« Smith, 1978), and of studxes relatxng class size to student affectlve outcomes and teacher '
satisfaction (Smith and Glass, 1979). In essence, meta~analysxs is an 'analysis of analyses'
which attempts to synthesxze the results of _research in a partlcular field by considering

the effect size found in each relevant study As applxed to the class size literature, the
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meta-analysis of class size-and cognitive achievement ghowed an inverse relationship

petween class size and achievement with the rate of increase in cognitive achievement

‘gen,erally increasing as class size falls (Glass and Smith, 1978). Similar. results were

reported for the meta-analysis of relations between student affective outcomes and
teacher satisfaction (Smith and Glass, 1979).

It would appear therefore, that on the basis of the meta—nnalyscs of the class size
literature, a positive response could be given to the question of whether school resources
can make = difference to stéldent achxevement, at least in terms of those school

resources which enable reduced class sizés.” This conclusion is not of itself an argument

for increased teacher provision in schools to reduce class sizes since the relative

cost-effectiveness of such a means of decreasing class sizes has not yet been fully
investigated. It could be that other, fore cost-effective means of reducing class sizes

for particular groups of students could be avallable Karmel (1981) recently argued in
this vein:

2 2

In schools, class size has become a sacred cow, and pressures for reduections in
pupil-teacher ratios have continued in spite of great improvements over the past
~ decade. It may well be that a more effective use of resources would require a
<« trade-off between classroom teachers and special teachers to assist disadvantaged
"groups or ancillary staff of various kinds, or even a trade-off between primary and

secondary teachers. The latest wisdom is that, although very small class size is an '

effective pedagogic devide, small changes in the class sizes which commonly obtain
do not produce significant effects (Glass and Smith, 1978). If this is correct, there

may be & sirong case for allowing the size of most classes to rise a little so that

special groups of children may be taught in very-sméall classes. Such a move would

certainly conflict with existing educational structures . (Karmel 1981:27).

The suggestions made by Karmel for examining alternative |means of lowering the size of

-

some teaching groups for students with special needs without lowering overall

studen’. teacher rat'les, may need to be considereu by systems in which it is expected

that real per student education expenditure is unlikelyyto rise. It is also the case that in"

those systems where per student expenditure may increase sufficiently to enable a
lowering of student-teacher ratios, there may be merit in éxamining innovative means of
utilizirg such additional teaching staff to decrease significantly the size of particular

teaching groups, rather than deploying the additiq_né'I teéachers to lower all class sizes by

a -uniform and small amount. The companion volumes of Ainley (1982) and Sturman

>

(1982) describe resource allocation practices in a number of government schools

throughout Australia and New Zealand which involve the innovative use of teachers and

other personnel in lowering class s12es for particular teaching groups.

Thus far, the discussion in this chapLer has beén principally concerned with -

quantitative aspects of teachers and other educational personnel. The chapter concludes

with a discussion of some of the more quaht'atlve characteristics of the teaching force

including the dlstrlbutxon of teachers between classrftcathns, the age structure of the

. teachmg servxce, and aspects of the training and qualifications of teachers.
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Table 4.8 Classifieq 2ositions of Teachers i Australian Governpent Education‘Systems, August

D
£
~

Proportion of teachers classified ag the equivalent ofd
Number of *°

teachers Deputy Other promotional -
(full-tine principal - principal positions. Assistant
Sector equivalents) A / b 4
Australian Capital Territory Primary 202+ 4 8.l 16.6 0.7
Sesondary 1202 L§ 53 15,8 1.3
. New South Wales Prizary. a0, 6.8 b4 9,5 19.3
| Secondary 0% g L7 e 82:0
Victoria © . Prinary 18665 4 2.4 2%,] 69,3
| Secondary® g9 L§ L gy 81,5
Queensland Primary ~ 10323, 10.4 1.2 L4 87.0
C 4  Secondary 7418 1.8 1.9 13,0 83.3
South Australia Primary 189 5.7, 1.4 1.2 8.8
‘ Secondary 6708'__‘ LS ;i;_mﬁw_é;g__“_m__M";_HleLE* . AN
. Western Kustralia . Primary TR0 8.6 8.8 , - 82.7
% j Secondary 4603 2.8 4.3 13 79.6
Tasmania “ Primary 3049 8.6 L5 W 18.5
9 " Secondary 2078 2.7 3.8 20,4 3.1
3 §gg£gg§: System Leve] Reports and Anqual Reports of the Education Departments,
T

" The equivalent classification

The data refer to thoge teach
School Support teachers such
available are excluded ag gre
Because of different bages of
shown-in other tabes i the ¢

ers'classified as employed in general ¢
8 tedcher-librarians ang remedial tege
pre~school teachers and (gxeeqt
classification the teache
hapter,
positions for e
schools and ¢]

eaching and sehool adninistration,

here for whop 2 clasgification Was“not
exeept for the ACT) teachors iy special schools,

t numbers data are not Strictly Comparable with those
o T '

ach systen are given i Appendiz 17,

Includes teachers {5 technical assified technical teachiers teachiug i the Tupg el



- Current Structuge of the Teaching Service

Promotion Positions , : N

The number and type of promotion positions available is critical for the successful
functioning of any large enterprise for two. major reasons. First, it is through a well
defined promotion structure that employees can see a career path and thereby build a
.comlnitment to the enterprise. Secondly, the -promotion structure can help to ensure
that the most able people obtain responsible positiAons. These general comments apply
with particular force to the government eduzation systems which employ large numbers
“of wellseducated people, many of whom ar€ of a similar age range, and many of whom
are engaged in an activity, teaching, about which there is little conseiisus as to what
constitutes effective performance. These general concerns are likely to become even
more pressmg in those educatxon systems in which the slow- down m the rates of growth
in” enrolmeénts and teacher numbers are 11ke1y to limit the avaxlabxlxty of promotnon
positions’in the foreseeable future. . T

‘The 1979 distribution of primary and secondary teachers between promotion

positions in“the Australian government system is shown in Table 4.8. At the time of
~writing, comparable duata 'were not available for New Zealand. Iff this table the range of
lteaching positions in each system is designated as comprising four major groups:
principal, deputy principal, other promotional positions, and assistants. The relation
between the nomenclature employed in particular education systems and this four way
classification is deseribed in Appendix II to this report. o -

Several interesting patterns.are evident from Table 4. 8. First, in eaeh system the
proporhon of teachers classified as either prxncxpal or deputy principal is ¢onsiderably
hxgtger m Vti\e primary-than in the secondary sector.. However secondary schools tend to
open up proportxonately more opportumtxes for positions of. responsibility at a level
below that of principal or deputy prineipal. This phenomenon is reflected in Table 4.8,
where in every system thh the exception of Victoria, the proportion of “secondary
teachers in other promotional positions eXceeds, in some cases by a considerable margin,
the proportion of primary teachers in similar positions. Indeed, in the primery sectors of -
South Australxa and Western Australia such positions in effect do not exist, ,

When one combmes the proportions;of teachers classified in promotion posmons
above that of the assxstant cla:,_s, the net tesult of the two patterns discussed above is
that in most systems the proportion of teacheérs classified in promotion positions does not
differ greatly betw;een the prim'ary and secondary sectors. As a generalization it could
be stated that while those able to leave the assxstant class in the primary sector have a

w__ﬂ_.-strongprobabthty of becoming classxfxed as a prxncxpal or-deputy prineipal, most of those
who are able to leave the assistant class in the secondary sector will be classified in &

promotxon position below that of principal or deputy principal. These differing career
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‘paths largely reflect differences in the numbers, structure and size of primary and

secondary schools. If should>be noted, however, that the greater probability of primary
teachers being classified as either principal or deputy principal does not necessarily
mean that overall pirilnary teachers may expect a financially more lucrative career than
secondary teachers. As is shown in Appendix II at most levels of classification” m most
systems, secondary teachers earn more than primary teachers. The relatiVlties are such
that, as a generalization, the salary payable to a primary principal is approximately the -
same as that paid to a secondary deputy prmcipal and the salaly of a primary deputy
principal is similaf to that, of a secondary senior teacher. In this sénse ti. ‘refore the

proportions in promotion positions earning a similar salary «:i¢ roughly equivalent

between the primary and secondary sectors.

Aside from the differences between prlmary and secondary promotion positions
within each system, some interesting variations between systems are also evident from
Table 4.8. At the primary school level for example, the proportion of teachers claSSified

as principal ranges from 4.1 per cent in Victoria to 10.4 per cengyin Queensland. The

relatively high proportion of primary prindipals’ in Queensland reflects th\?‘

proportionately larFe, number of primary schools in that State The Australian Capital\
Territory Is the only ystem in which the proportion of primary teachers clasified as the

equwalent of deputy principal exceeds by a significant margin the proportlon classified

as principal. ’l:hls is a reflection of both the relatively lew number of small primary
schools in the ACT, which results in few schools with a principal only, and the policy of

appointing more than one deputy principal to larger primary sehools in the ACT.

As was noted earlier, “the class1ficatlon of 'other promotlonal positions' for all

practical purposes does not exist in the prlmary schools of either South Australia or _

Western Austr: 1lia. Victoria by contrast has almost 25 per cent of its primary teachers m
this category. It should be noted that' some two-thirds of these. teachers in Victoria

* would not be holding classified senior teacher positions, but rather would be designated
"as assistant class teachers who hold posmons of respons1b|lity These positions, which in

1979 carried. an allowance of some $1, 500 per year above the equivalent assistant class
salary, are retained until promotion to senior teacher, The proportion of rimary

teachers classified as assistants ranges from just over 70 per cent in the’ ACT (leaving.
aside for the moment the case of Victoria for the reason just cited) to just “under 86 per -
. cent in South Australia and 87 per cent in Queens_land. These marked differences reflect

the size'dnd structure of primary schools in the systems as well as differing policies for

1y
the allocation of promotion positions between schools.

At the level of the secondary school the’ differences m the proportion of promotion

pOSltlonS in each system are small when . compared to the differences between the

) primary schools of the education systems. Secondary schools in each system have

positions equwalent to the four way classification- of Table 48 and there is little -

s

102'

[



v_ariation between the systems in the proportion of secondary-teachers classified.in each
of the promotion positions. The relative congruence of the promotions structure in the
secondary sector of each system is a reflection of the much smaller differences in the
size and structure of secondary schools between the systems than was found to be the
case,for primary schools. _ _ _ ¢

-1t is of interest to outline the dlstrlbutlon of the sexes between promotion
positions. This is done l_n Table 4.9, where the perortlon of - class1f1ed positions held by
females are reforded for weach of the Australian government education systems.
Although females comprise some two-thirds of all primary teachers in most systems, and
over two-fifths of all secondary *eachers in most systems, in no system are these
proportions reflected in the number of promotion positions he{ld by females. It is at the »
level of principal and deputyrprincipal that the percentage .of females is particularly ’
low. The disproportionatel'y low number of females in promotion positions in the schools '
reflects structural differences m the promotion possibilitics for"malies and females. ‘The
fact that many women interrupt their teaching caree"s to bear and raise children will_
count agamst their promotion prospeets in systems which place heavy weight upon
cont1nu1ty of service as a prerequisite for promgtion. It may also be added that
whatever one's view on the merits of single sex schools, or the policy of designating
certain oromotion positions as 'females only', these structural characteristies at least .

have “the effect of maintaining some level of female representation in promotlon
" positions.

¢ Age Distribution of Teachers

The -age. dlStl‘lbutlon of teachers can have several 1mportant resburce and educational L
. 1mp11catlons First, the age distribution of the teaching service w111 influence both the
rate at which promotion‘positicns become ‘available, and also the extent _ofvlthe bressure-
for promotional openings. Secondly, and related to this, the age distribution of teachers |
is likely to influe'ncer"the resignation rate of teachers Although resignation rates |
disaggregated by age are not available; it is’ not unreasonable to suggest that. res1gnatlon
is probably more likely amongst younger than older teachers. As well as_ the lure of
“superannuatidh, long-service leave and other benefits associated with’length of service,
it is also the case that, attractiveness to other potential employers probably declineswith
age. Further, it has been demonstrated (Burkhardt 1976) that teacher salary awards are :
structured such that teaching is a relatwely attractive career fmancxally durmg the fll‘St
years of the post-grégduatlon career, but that after reachlng about age 30 teacher
salaries’ fall relatlve to other professxons This factor increases the likelihood of young; o

2

 age dxstrlbutlon of the teaching force is that because of the. 1ncrementa1 nature of many

teacher salary awards, the older the teachmg seerce, the hlgher will be salnry costs. , l b

O
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Table .9 Proportion of Teaching Positions held by Females, Australian Goyernment-

\\

)

Rducation Systens, August 1979

J‘. I

Australian .

\
A

'

!
)

Capital ’ - New South < | - South lestern
Territory Waleg  Victoria Queensland Australia™ Australia Tasnania
1978 SN LR 1 N S
1 | / ; A b / " h
T -"5} ”
Primary .- f
S Prinary &
: Secondary-
Principals 19 20 5 0 6T
Deputy Prineipals o 2 10 /) o
Other Promotional Positions — 6 ] T - 4
Assistants -, e 81 n - 78 1 70
1'911 Primary Teachers Bl 6 63 1 b4 - B2
+Sgcondary " :
Privcipals . - n 9 ! 13 ! ,
Deputy Prineipals , 5 RLE 8 8 4
Other Promotional Positions . % 2 3 2 14
Assistants " LI 4 30 - 0 - 4
AL Teachers 1o -y ey ;0
Source: Data for the Australian Capital Territory and New South Wales vers derived from Schools Comisgion,
'ﬁ*\\" Australian Students and Their Schools (1979); data for;victo;ia derived from the Education Department ;.
“Compendium of Statistics; data for the other systens derived fron the respective annual repor

Education, Departments. |
~ Victorian secondary. schools data includes technical school teachers,

1

!

. Excludes teachers in special schools,

Disaggregated figures for Téinania prinary and secondary schools not available,
The total nunber of teachers in thése\cggggories is small,

3
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Table 4.10° Age Distribution of Government School Teachers, Australia

~ Age group (years)2d -

. . 20-24 25-29 30-34  35-39  40-49  50-59 60+ -
- Z o % % % -% % %
i S— > m— N
A S BN B

Primary : )
New South Wales M 15.6 . 25,7 17.2 13.2 17.7 9.9 0.
(1978) F 33.6 25.1 10.2+ 8.3 15.8 - 6.5 0.
Victoria’ M 11.9 22,6 .20.4 16.7 17.4 10.0 1.
(1978) F.. 28.3 . 33.4° . 14.2 9.1 0.0 4.4 0.
Queensland M 22.0 20.5 9.2 14.9 13.8 9.1 0.
(1979) ' F 38.0 20.1 9.1 12.6 ~ 13.3 6.2 0.
South Australia M 26.4 22,0 24,1 12.3 9.2 5.3 0.
(1979) _ F. 36.7 23.2 12.1 8.8 9.3~ 8.5 1.
Western Austrdlia M 24.5 23.3 15.6 12.2 13.6 " 9.6 1.
(1979) F 41.7 19.4 10.0 11.2 13.8 4.1 0.

IRV, - RV WV, R

&

* Secondary .

New.South'Wales

3

M 15.5 30.2 18.8 11.8 14.6 8.5 0.6

{1978) F ~ 28.1 35.3 - 11.9 7.6 11.0 5.5 0.7
Victoriab M 7.1 25.3 « 23.3 ° 15.8  17.3 10.2 1.0
(1978) T F 25.7 40.3 " 13.3 6.4 8.5 .S5.4 0.7
Quegasland M 16.7 26,7 21.5 14.5 - 13.2 7.0 0.4
(1979) F 39.7 27.2 10.0 9.4 8.8 b4 0.5
South Australia M 16.0°  33.4 26,2 12.2 7.7 4.1 0.4
(1979) ., F 9.2 30.5° 14.2 7.9  10.7 6.8 0.7
Western Australta M 15.3 24,4 23.6 13.7..  15.4 6.8 0.8
(1979) . F -32.2 24.5 11.2 10.5° 15.6 555 0.4

Source:  Australian Education Council. Statement by State and Territory
© Flucation Authorities Regarding Changing Enrolments and The1r
LT Effects, 1980. Melbourne: AE(, 1980.
@  Age groups for Queensland, South Aus:ralia and Western Austra11a are
20=25, 26-30, 31- 35, 36~ 40, 41-50, 51-60, and 60+.
Includes teachers in technical schopls.

The basic data for thls diseussion is contamed in Table 4. 10 whlch shows the age
dlstrlbutlon of pr)mary and secondary teachers by sex in flve of the Austrahan
government systems. At the tlme of writing, comparable data were not avallable for the
Australian Capital Territory, 'l‘asmama or New Zealand From this table it is evndent .
that teaching is a relatlvely youthful prOfessmn Across the five systems,.of all the male

‘\ ‘teachers iy either the primary or secondary sector, between one—thlrd and one-half are:
eged less than 30 years. Female teachers on balance aﬁe even youngers: it is only in the
prn}ary sector of New, South Wales that the proportlon of female teachers aged less than

30 years “falls below 50 per cent. In contrast, the over 50 age group in most sectors, in
‘inost system\cqntams less than 10 per cent of teachers, Bccause female teachers tend

to be younger tha\n\ ale teachers, and 4 relatlvely high proportlon of primary teachers

" are female, on avel%égumary teachers tend to be younger than fhei. secondary

counterparts o
[}
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Table 4.11 Age Distribution of Australian Teachers, 1963 andL1979 “

Age group (years) . 21-30 __ 31-40 . 41-50 _ _  51-65 ,
_ - /A A S % .
Percentage of teachers 1963 41 19 15 . Y

1979 - 5L 26 % 8.

Source:  Bassett (1980:74). : .

3 ) “r
2

» ‘Table 4.10 reveals some'.interesting differences in the age distributiorr of teachers
between the education Systems. For example, amongst all sectors in the five systems,

_ the Victorian secondary sector has the lowest proportion of teachers aged less than 30 '
years. In large part, this would be due to the inclusion in this 'sector of Victorian
technical school teachers, many of whom would -have ,completed several years of

,1 industrial experience before commencmg teacher training. The secondary sector of
South Austraha has the lowest proportion of teachers sged 50 years of more, suggestmg ;

B l‘elatlvely few promotion opportumtles calsed by retirements from that system -over the
rest of the 1980s. o . . . =

While detalled historiedl age dlStl‘lbUtlon data are not avallable, there” is some

- 'evrdence to suggest that over the past 20 years the . average age of teachers has
declined. Bassett (1980) reported the results-of an Aust[‘aha-Wlde survey of teachers
conducted through thg ausplces of the Australlan College of Educatlon, and whlch
included q&’estlons on the age of teachers. In comparlson with the results of the 1933
predecessor of this survey, it was evident that the age distribution of teachers as a group
had shifted downwards between 1963 and 1979. These data, wmch are reported in 'I‘able
T4 11, indicated that the great expansion of ;eacher numbers in the 1960s -and 19705’ '
which was largely made possible by the recruitment of young teachers, dld result in g
consxderable -decline in the proportion of teachers aged 40. years or, more. vadence is
emergmg however that this long—term trend has been reversed in recent years, and: that
"the average gge of the teachlng professlon is beginning to rise. To illustrate, data-dre’ p
presented in Table 4.12 which _show for the Victorian government syStem the medlan ages. -
" of male and female primary,. secondary and ‘technical teachers for the years 1972 197s,
and 1978. It is clear from this table that thé, trend in Vlctorlan government schools over
“the:period 1972 to 1978 has been for a slight but nevertheless notlceable ageing of the .
teachmg force o y . \ | .

—_—

Tﬁ“?rofessnonal Qualifications of Teachers _ o R

An increase in the average level of professnonal quallflcatlons held by teachers nor}nany
implies a rise in average teacher salary costs, and hopefuny, lmpllES an’ lmprovement m
theuqu;ﬁty of teachers in the schools. It may also be the case that resxgnatlon rates are

hlgher ar‘ongst the better quahf\ed teachers- because of the wlder range of alternatwe

- [
. - " .
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Table 4,12

Male
Female

Total

- w1 T :
- Secondary (excluding Tecanical)

SR

e e e e et e e e e

Prhggrz

Mile

Female.

. Totai

.Technical

Male
Female
Total

e
So :
urce:

n

Table 4.13

" om

ACT
NSW

Qld
SA
WA
Tas.

Saource
Note:

°

) ~
employment opportunities available to them.

ﬂgﬁifn Age of Classified Government SchOﬁl
" Teachers, Victoria, 197. to 1978.
~22s==—= —cloria, 1972 to 1978.

1972 1976 ‘1978
. 32.3 32-.9 33.8
’ 25.9 27.0 28.3
n.a. 28.4 29.5
29.0 . 29.4 30.6
25.9 26.5 -~ 27.6
n.a. 28.0 28.9
51.5 37.6 35.8
30.8 30.3 .« 32,2
n.a. 36.6 36.2

e
du@atlon Department of Victorla, Comp

X

—— e

endium of .
— .0

3

A broad- indication of the level of
professxonal training of Australian teachers is provided in Table 4.13 which-shows for the
Australlan government systems the distribution »f primary and se

>

zondary tcachers
acco[‘dlng to the number- of " years of training. This table shows:that in most systems, the

“modal, penod of trammg for primary teachers is three years, and that of secondary

.teachers is four years.

-

~-Distribution of Government School Teachers by Length Jf'
Pre-Service Course, Australia 1979 S
Primary (years) - Secondary. (years)
One « Five One Five
or . Cs or or : . or
less Two Three Four more less Two. Three Four more |
% % . % Z g% % 4T %
20 44 °38 8 c 1 4 17 19 - 46 11
625 54 6 "2 .11 12 5. 54 14
13 31 50 3 - 15 237, 26>t g9 5
6 37 50 14 1 3 3 27 *54 10
2. 32 7 57 3 i} & 16 37 . .33 0N 7
6 28 * 33 25 1. -4 9 17 50 "715¢

- Bassett (1980). .
Proportions may not-sum to 100.0 because of roundxng and non-response
to survey item.
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R now commo; in the government education systems of Australia and New -
Lealand for the mtmmum periods.of_training for nzw primary and Secondary teachers to
be three and four.years respecttvely What.is. not common amongst the systems however,
are the policies employed to upgrade the professional qualifications of teaChel‘S who lack
these minimum requtrements. While each system makes provision for, study leave, such
. _provision differs between systems with res\pect to the types af courses mvolved nhmbers
" of teachers mvolved and conditions attached to thé leave. 2in addmon, several systems ’
.maf<e available to teachers the POSSlblhty of 1mprovmg their quahftcatlons by means of
study for' internal departmental certification. Vartatlcns between the systems in such
pra\.ttces accounts for the finding of Bassett (1980), that while %9 overall teve“l of ",
teachers quahftcattons 1has 1mproved markedly over the perjod from 1963, the rate of
unprovement has “been more’ raptd in some sysiems than in.others. =~ ' . .

U

~.

- ‘Phe- Curl‘ent Structure of the"Teacjnng ServxceﬁSome pllcattons\, R

“

N was argued earllel‘ in this chapter that’ the prospect of enrolments. dechmng over the

4 decade in & number of SystemS was likely to lead to an mcrease in per. student Operatmg
costs. “ One ‘of the reasons advanced for this prognoStS was the ,mpact upon; coSts of -
recent and prospectlve changes m the structure of the teach:nd service. In pal‘ttcular, it
was argued that if "the average age of teacliers rose in.. the 1980s, - average teacher

salaries could be -expected to also increase until teathers reached «the top. of thetr
pespective salary scales, Evndence was presented in the" section on the age dlstrtbutton
of teachers to suggest that in Victoria at least, the median age of teachers had risen
;Shghtly over the-past ‘few years. The relevant quesflon is Whether this mcrease in
- average teadher age is likely to continue during the 19805.

w 1

The proportion Of teachers who reach the mandatory retirement age is small, and
retlrements count for only a relatively low proportton of fthose Who leaVe teaching. For
example, in both Queensland and South Australian the proDortton of the. teaching service -
who retired between 1978 and 1979 was less than one per cent. It is unreahstlc ‘bver the -

PR ]

next few years to e@ect, that the vacanctes caused by teacher retirements will
constitute significant numbers in any of the educatlon systems, a comment that ig
) remforced by the small proportlon of teachers aged more than 50 yearS, as l‘eveal}d’tﬁ':-’

"Teble 4.10.0 .. ;

a

axt " s

"In t'egard to, pro;ectrons of teacher resxgnatton rates the position is less clear,

P Durmg the early to mid-1970s, teacher resngnattons in & ntimber ofasystem‘ were l‘llnmng
' at annual .rates in excess of 10 per cent. - Since the mid~1970s however teacher
resignation rates on an Austraha—wxde baSlS have halved for primary teachers and more
‘than halved for secondary teachers; by 1979 the resignation rate in both sectors was
approximately 6 per cent (Tertlary Education Commission, 1979), In.some systems the
decline in rcstgnatton rates has been even more l‘apld 1f these relattvely low resignation
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’“-rates are maintained they will imply, in the absence of a strong growth in total teacher

* numbers, an inerease-in the average age of teachers, since relatively few exit students -
will' need to be recruited. In the same way, 1f the relatively ‘low resngnatlon rates
coincide with a relatively low “growth (1f any) in total teacher numbers because of

declining enrolments, this could mean a decline in the number of . .opportunitiés for

promotlon and even for transfer between schools. S :

Pl‘oSpectlve changes in teacher’ resngnatnon rates are of maJor 1mportance in

determining t{le demand for new teachers, and also in influencing the age structure and

‘career prospects‘ of the teaching service. In the case of the largest system, New South

Wales, for example, if teacher reSIgnatlon _rates rose one percentage point above the

projected level, an ’additional 400 teachers would need to be recruited to fill, these -

vacancies. The 'freeing-up' of the systéem that could result from such a change may be

conSIdel‘able Whether teacher resngnatlon rates are likely to rise over the 1980s is a

_ moot point. There are strong grounds fer believing that the genersl state of the

economy and the rangs of aTternatwe employment oppertunities open to teachers will be

. important mfluences on teacher resignation rates. ‘Burke (1972) and Burkhardt (1976)

have argued persuasnvely that teacher l‘e51gnat10n “rates are mversely related_to general
unemployment levels, and Burke-et al., (1981) have estimated that for female‘achers at
least, the relatjonship is such that if unemployment fell by 2.4 percentage pomts, female

__teachel‘ wastage rates {(which largely comprnse resxgnatlons) would_ rise by some -2

[y

o

pgrcentage DOlntS, a weaker relatlon 1n the same direction appears to ex1st for male
teachers. S

°

These relations underline the 1mportance of the macro economic varlables

discussed earlier in this chapter. If the recent low growth rate of real GDP in Australia

and New Zealand js not lnfted over *the 1980s, unemployment wﬂl rise and as a
consequence, teacher resngnatlon rates would probably fall This in¢ turn would léad to a
decrease in the number of new entl%nts to the teachtng force, an acceleration of the

trend towards an ageing of the teachmg servxce, and little if any increase in the number

of promotnon vacancles It should be emphasnzed howeyer, that- even if relat1ve1y hlgh .
. GDPgrowth rates re‘urn, in most systems the opportunities avajlable for teacher ~

~employment are likely to be fewer in number and smaller in range than those which’

apphed in the LQSOS and early 1970s.
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N S CHAPTER 5 .
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,;'Ft_lB ALLO_CATI'ON OF'PERSONNEL RESOURCES ToGOVERNMEN'F SCHOOLS

oo

" This Cl){ptel‘ descrlbes the means by whrch teachers ang other pf(sonnel are allocated o
schooIs, and th2 formul~e which.determine their allocatjon.” Tie system-level personnel -
allocatlon pohcleS provide the background for the angjyses'of within sehool réscurce
usage. Conducted in companion volumes (Ainley, 1982 and Sturman, 1982), and reveal’
implieit assumptron§ that are made about appropriate patterns of school Ol‘ganlzatlon In

. dddltron, the description and analysis of such policies helps to |11ummate debate on the
personnet and . frnanmal implic. *ions of adapting mternétwe s~hool structures and
staffing patterns. - . > ' “

+

- Allocative Mechanisms T , -

* ~
- >

There are five principal mechanrsms by which teaéhers and other staff méy come tobe -

located in government schools By .far the most COmmon is the diret 8PPOmtment of

staff by an education department to a school oF group of sehogls according to formulae
L which relate the level and conﬁguratlon “of personnel g school enrotments. Secondly, a -

k)

smaller pyt nonetheless sxgmhcant number of drrect Staff appomtments can be made
above foffnulae 8CC°"dlng to an asse§sment of, l"dl‘/ldua] sehool needs. All systems make _
‘ such appointments although, as drscussed jater, the exte"t and the methods ised for,
: 'assessmg needs varies between the systems o R
Thlrdly, it is POSSlble for some government schoo1s to acquire, teachers and other ’
' personnel through a Pl‘ocedure whereby the education qepartment pays the Salarles of /
. staff in whose appomtment the school plays &-diregt role. This. procedure is most
commonly-used for- the employment o,f some ancillary staff in iome systems. Fourthly, .
ChOOIS may acquire staff:. through procedures ‘such as the opex‘atlon of the
COmmonwealth Schoolls Commission recul‘l’ﬁ"t grantg scheme in Tasmama In \hat
system, appl‘Oleately 70" per.cent of the general recyrrent funds made available by the
Commonwealth Schools Commission are 8u008t9d directly, to sehools’ by the relevant
btate—wrde Disbursement Commtttee (Perchard 1979) ,The actual amount allocatad to )
each School hés ‘both an enrolment and a needs compopent. Within broad guidelines, the a"
gchools are free to deploy thesé funds in aﬂy way that they see fit. In 1979 more than 80
.per cent of the funds were spent by sch0°lS 10 hire \gjther addrtlonal tQe%h-ng staff, or
teachep aides (gerchard 1979). . P ) . . .- ._6-;4
S ~.Eifthly, some. schools in some education Systems ‘may acquire personnel through tiie
actlvely seekmg éut’ of funds from either theu‘ own school commumty,~or more

. LN .
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com monly, from government agencies other than an education department. Probably the
best examples of the latter are the operation of the Schools Commission Innovatlons
Program and Dlsadvantaged Schools Program which have offered schools and teachers
‘-_‘ thhm schools the opportunity to supplement their tradltlonal sources ‘of personnel. A
' companion volume (Sturman, 1982) deseribes a number of addltlonal instances of school
‘ initiatives to supplement personnel resou-ces. . , . ¢
In general, for the great majority of schools in each system, the major proportion
- of their personnel resources are obtained through direct appointment by the education
department according to either formulae related to enrolments, or an 'above formula’
assessmen‘t of special needs. Accordingly the principal focus of this chapter is 'upon
these mechanisms, .. . « = '

P %

Formulae Allocation to Schools: Teachers

“ Of the total stock of teachers employed by esch educatlon system to teach in schools

‘the great majorlty are allocated accordmg to, formulae or schedules” Whlch specxfy the
numb er and conflguratlon of teachers: which schools of each type and sizé are entitled. to
receive. ’I‘he pr0portlon of teachers allocated to chools via the staffing formulae does \.‘_:
vary between the. eight educatlon systems, nd in some . 1nstances the proportion dlso - -
varies between primary and secondary sectors in the one system. However, it, appears.
that acpess the eight systems at least 90 per cent of the avallable teaching service bas
been appointed. to schools via the stafflng formulae - ', o '
The reasons for the extensive -utilization of formulae “in allocatlng teachers to
government schools can be traced to- the _early stages in the development of the systems
At their inception-the. centrallzed admlmstratnon of the education departments was séen
. ‘o play = ma]or role ln the ef‘flcnent and equntable provxsron of publie. educ’atlon in a huge
and sparsely oopulated land This view was epltomnzed by the declaratlon of Wﬂ‘klns, the )
flrst Secretary the New South Wales Counc:l of Eduecation, that a "hational system‘

te >

.. demands but one code of laws applymg to every school, and but one -
. organization to™ carty ‘them ,into 'effect. Qn this account it is more readily
Mpervised, more effectively controlled and so more chedply ddministered . . . It
> " v secures a well-defined’ course of instriction and a fixed standard of attainments.”
“{qudted in Partridge; 1973 20)" . . ' ) -

. .. . o
» 4 LRI x . . o

~The operation of the stafflng formulae wa dm|n1stra*|velv convement in that, 1t

Aad not neeessxtate 2 complex structure for. assessng mdwldual schdol staffmg

requirements, and it was Brxma facie “equltable in that Lt gulranteed chnldren “of..

dlsadvantac'edbackgnounds ‘and in dlsadwantaged locations access to teachérs.in the same
L.

pr0portlon as thexr mgre favé’ured _peers. : L ;;/4 ¢ S .

. 0 . .
- n ¢ 11/5 - han! fa
L X L' S, ' . . * = s’ R .
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Table 5.1 Formula Allocation of Teachers to Primary Qcﬁools 1980 (Expressed in Full-time Equivalents)

New Zealand

| | P | Full and"
Enrolnent — gc78 - ngyb Vie, QU sad e Tas. ! contributing ‘Intermediate
S .2 L0 00 10 23 Ls 10 1.0
I X A N N L2 ) 2.0 "
100 G S L Y T SR YR K R 4,0 "
200 9.1 8.6 30710 %k 96 85 0 . g
S e B0 w0 By g 108 0T L
b0 B2 19 -0 e 80 100 6 10 15,9
500 2.1 19.1 A0 06 2.2 4 L8 1.1 2.1
600 25,8 BIB0 e %2 w0 By B | 2.4
00 9,6 . 2.5 8.0 8.6 0 0.0 290 , 0.2 2,6 27,6
B0 3306 B0 36 B8 P4 %A 5.8 - 30,8
900 30 T 000 %8 T pa B4 29,0 3.0
1000 . BI 40 96 WS . 3.3 "
S0 N S0 e oo, o "
| 1200 v e TR " 4.6 D Neds Y o " e
Source:  System Level Reports. | ' .
Notes:  See Appendix 111,
K
Y
, g -y
0 ;5 ' a
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‘Operation of the Staffing Formulae

In eacﬂh system, scnools supply to the relevant education authority an estimate of their
anticipated enrolment for the next school year, and it is this estimate which forms the
basis for deterrnining the staffing entitlement of the school for the forthcoming year.
This commbn procedure is however undertaken through a veriety of means. In
Queensland for example the regiondl authorities play a more.important role in verifying
enrolment estimates and staffing “requirements, and at the final stage in appointing
individual teachers to particular schools, than do the regional authorities in other
systems. In the primary school sector of New Zealand, the main responsibility for the
administration of the stai‘fing schedules is exercised by education boards.
A second difference between systems lies in the manner in which the encolment

projections that: schools supply are utilized in order to determine teacher entitlements.
While schools in each s.ystem have to supply their anticipated enrolments disaggregated

by year level, in most systems it is the total enrolment of a schonl which determines the
number and configura£ion of teachers. to which it is entitled. The major exceptions to
this practice are the secondsry schools of 'New South Wales and Western Australia. In
New South Wales the anticipated enrolment for each secondary year level is examined
separately and a different schedule is applied to determine ‘the staffing entitlement per

year level, the total school entitlement benng the sum of the separate year level
entltlements Years 8, 9 and 10 are staffed according to identical schedules, which
provide proportionately more staff than for Year 7. The highest level of staffing is

~ ‘provided by the schedules for Year 11 and Year 12. The Western Australian procedure is
similar, in that the_'totel -school entitlement to teachers is based upon the number of

lower school (i’e. Years.8, 9, and 10) and upper schooll(Years 11 and "12) elasses which

can be formed from the-enrolments at those year levels. As in New South Wales, the
Western Australian secondary staffing schedule entails a higher allocatnon of teachers to
1he upper year levels. ) .

The practice of utilljz‘i.ng individual year ‘levels rathér than total school enrolments

to detel‘mlne teacher entitlements suggests a concern about. the bartncular demand for . -
teachers ' generated by the distribution of enrolments within—an— —individual "$chool. In

__other systems-this- concern s ‘reftected in the pOSSlbllltleS for. schools to obtain an

-additional allocation of teachers to cope with the exrgencnes prompted by an unusual

distribution of enrolments between year levels.

Size of School and Teacher Numbers: Primary Schools °

-

The schedules .used to supply teachers to primary schools are embodied in Table 5.1
which shows over the range “of prlmary school sizes applicable in each system (to a
maximum of 1200 students) the minimum teacher entltlements generated by the

i

individual staffing schedules. _
113
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In in'terpreting"l‘able 5.1 and its sdpporting tables several warnings should be
heeded. First, as the extensive footnotes to the table indicate, it has been necessary to
make a number of assumptions to derive the table and these assumptions should be

i, carefully noted. Secondly, the number of teachers assoc1ated with each enrolment level
should be read ‘as the guaranteed minimum number of teachers to “which schools of
; part1cular enrolment sizes are entitled; the actual number of teachers in any given
. school will be determined by the minimum entitlement. plus any discretionary teacher
allocations fro‘m the system and, less commonly, the resources of the school itself.
Thirdly, the data at this stage indicate nothing of the types of teacher appointed at each
_enrolment level. Consequently the tables ¢an and-do contain teachers at different levels
of seniority and of different functions. Finally, the particular enrolment levels that are
utilized in Table 5.1 and its supporting tables do produce some quirks” in the teacher
ent1tlement figures because in some mStances, those enrolment levels are close to either
the top or the bottom of an enrolment range used by the systems | 1n determlmng staffmg
ent1tlements For £xample, in 1980 a Queensland primary school of 300 students was “
entitled to a m1n1mum of 11 teachers. If that school had enrolled an additional student,
the staffing schedule entitled it to a minimum of 12 teachers plus-one local reliever,-a
’ total staff complement of 13 teachers. This is the major reason for the increase of 6.6
in the number of ‘teachers Queensland primary schools were entitled to as they moved

from an"enrolmént of "to one of 400 students. :
. Desplte the dlfferences between the eight systems . in the minimum number of
teachers to which schools at each enrolment level were entitled, the data in Table 5.1
o . indicate that in practlce each schedule closely approximates a lmear equation relating
the number of teachers (T) to the school enrolment (E). Taking the general form of this
equation as ) . T
"\ ‘ = a + bE,

for each system as derived from the data in Table 5.1 are shown in

the valvas of a and

Table 5.2, along wit the relatively high value of r_(o_r correlation coefficient between.T

—_— S and E)for €ach equ tlon\ “As can »an be seen from that table, the value of a ranges from ’
0.04 to 1.3 witham dlan 'value of 0.77, while b has a median value of 0.040 and a range

from 0.032 to 0.043. \9
Taken together,

the éand b values of the staffing equation for each system can be,
used to, indicate both the \absolute number of teachers appointed to schools at each
enrolment level, as well as t\he relative allocation between small and larger schools. The.
N value of & reflects the base\number of teachers supplied to schools regardless of their

enrolment, and tife value of b refiects the rate at “which the ent1tlement to teachers
grows as enrolments i crease; the greater the values of a and b the higher the level of
stafflng for each school. The magnitude of a, is an important 1nd1cator of the relatlve
staffing of small schools within” wducation-systems:—The value-of-b- -approximates-closely-—--
14
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Table 5.2  Formula Allocation of Teachers to'Primary Schools 1980

Functional Form: Teachers =

a+b (Enrolments)

b

a r

Australian Capital Territory 0.91 0.041 0.999
New South Wales . 0.68 0.037 0.999
Victoria ' 0.77 0.040 1.000
Queensland . 0.04 0.040 0.999
South Australia : 1.13 0.041 0.999
Western Australia ) 0.94 0.040 0.999
Tasmania . 0.08 0.043 1.000
New Zealand )

- full and contributing s - 0.41 0.032 1.000

- intermediate schools '1.30, «0.037 0.997
Median values 0.77 0.040 . 0.999

Source:? Derived from Table 5.1.

-

the number of additional teachers provided as ‘enrolments rise: the difference between

-values. 0f-0.032.and.0.043_in_two education systems is equival'ent to schools in the latter

system being entitled to receive 11 more teachers per 1000 students than schools in the

former system.

The relationship between school size and teacher entitlements is perhaps b2st

conveyed by an examination of the relatienship betweem enrolment 'size and the

student-teacher ratios embodiéd by the primary school staffing schedules:

student-teacher ratios are recorded in Table 5.3.

these

It is-apparent that, in.the main, for

each system the larger the school enrolment, the higher is the studeht-teacher ratio built -

into the staffing schedule, at least in the enrolment range above 100 students.

It shouid be noted that the studen't-teach'er ratios shown in Table 5.3 are not

necessarily equivaient to average class sizes. At a, given student-teacher ratlo, the -

average class size wxll be determined by the proponlon of the teachlng week in whlch

teachers are not engaged in class teaching (Lindner, 1981). The higher the proportion of

non-class teaching time, the “higher will be average class size, and vice versa.

Accordingly, it should not be presumed from Table 5.3 that in systems with relatively '

low student-teacher ratios, schools will also have relatively small average class sizes.

policies in regard to non-contact time for teachers. This lssue is discussed further by :

 ~Ainley (1982), - ~ T S

o

- The extent to which small average class sizes are attained will be largely 'dependent on

While the extent of welghtlng of. student-teacher ratios towards small pmmary

séhools as revealed by the primary. schools staffing schedules varies from system to

P

e &

—

' system, the fact that in general there appears to be a positive ‘relation between the
: student-teacher ratios -and -school enrolment presumably reflects a common perceptlon”

across the education systems, of the relatlve staffmg needs of schools of dxffermg sizes.

3
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Table 5.3 Formula Allpcation of Teachers to Primcry Schools 19%. Student-Teachee Ratio by Enrolment Level
‘ New Zealand
: Full aad
Eorolment ~ ACT  NSW Vie,  Qld s i Tas,  contributing  Intermediate
25 08B0 B0 B W B 5.0 5,0 "
50 0.0 5.0 1677 B0 08 T 0T 2,0 “
100 .- 20,8 23,8 200 2,0 A7 189 133 AR "
200 2.0 03, W2 86 3 08 BS 28,6 23,5,
300 21,8 5.2 3.0 03 6 Wb - 234 31,0 2.
400 S0 B ATV TR R VI R A I R VY - 3L0 5.2
- 500 22,8 26,2 B8 w3 ns VL0 L) 23,1
600 73 B8 W05 09 BL 182 310 249
700 26 B Wl U4 B3 Wl e 3.0 Vb
- 800 LR 75 U [ S 5 T X Y A 2% A A T I N1 2.0
900 (L% I W W3 %6 B9 mae B4 310 .
oo . na kg B wl ma 31,0 y
- 1100 ¥ 26.8 v B2 L " " ‘"
1200 . " w0 0.8 " Nd " ' "
Source:  Derived from Table 5.1,
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The staffing schedules unpl] that a minijum level of staffing is necessary to cope with ©

the admnmstratlve needs ot‘ a school and to mount its educational program, regardless of -

the size of the school,

The staffing sc,hedules, by allowing for a flxed staffing component and a , variable

component related to enrolments, facilitate the achievement of economics of scale as.
reflected in the positive correlatnon between’ enrolment size and student—teacher ratios.

The extent to which the rise in the student -teacher ratio over the enrolment range ‘is

actually translated into a decrease in per pupil recurrent instructional costs as

enrolments increase will be influenced by the configuration of the teaching staff (and the

consequent total salary bill) at different enro’ment levels. The configuration of teaching

. staff at different enrolinent levels is discussed later in this chapter.

Size of School and Teacher Numbers: becondary Szhools

Using a similar approach to that outlined in the previous section, the secondary staffing

schedules supplied by each of the education systems have been used to derive the
. minimum teacher entitlements for the enrolment ranges recorded in Table 5.4, Once
.again, the footnotes to the table which detall the essumptions employed in deriving the

table should be carefuliy examined before mterpretlng the table. It should also be noted

thnt Table 5.4 excludes the staffing ‘of the secondary departments of combined
prn.nary-secondary schools.

As was the case with the primary schools, Table 5 4 reveals that quite sngnmca..t »

dnft‘erences exist. between the eight education systems ‘in the minimum number of

teachers to which the staffing schedules stipulate secondary schools are ‘entitled. ,In

~ general, the high&r the school enrolment, the greater is the size of this difference.

Without exception, in each system a "econdary school of given enrolment size is

entitled to receive a minimum number of teachers’ significantly "greater than the

-entmement of a primary school of the same size. Thns contrast is perhaps made more

strnkmg when one examines the values of aand b presented in Table 5.5, which were
generated by fitting a simple linear equation rélating the teacher entltlements and

enrolment data of Table 2. 4. While the median values of a and b for prunary ‘schools are

0.77 and 0. 040 respectnvely, the equivalent secondary school median values are 7.43 and

0.059. Not enly are secondary schools generally provided. with a hngher base number of -

teachers than primary schools, hut also the number of teachers allocated to secondary

. Schools increases more rapndly as enrolments rise.

By definition, the more generous formulge teacher allocations_to secondary schools
translate intc a relatively lower student-teacher ratlo at each enrolment level. The
student—teacnel‘ ratios that are. 1mplned by the secondary staffing. schedules are given in

Table 5.6. This table demonstrates that the secondary staft‘mg schedules generally result'

—__,neposrtrve-relahonshxgrbenveen’studem‘teacner ratlo and school srze lzq .
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Table 5.4 Formula Allocation of Teachers to Secondary Schools 1980 (Expressed in Full-tine Bquivalents) °

L4
ACT | el - TR

L T g "'*""""ﬂ:; | a e T New «

Enrolment Highq‘ College NSWC_ High  Tech, L L S, W' High Zealand °
200 Lo N0 ma na 180 ° 17 G L S
300 00 6T 260 WA W0 5.0, 20 LT 17,9
SR/ I 6 3L6 300 30,0 320, B9 280 - %3
500 380 T 46,8 IV N .0 387 Bl WS 28,8
600 W 545 AT B9 T 00 50 L 4 3.8
100 L I TUNN: TV £ U S 115 B Y T 3.0
800 560 70,6 34 538 60,1 30 ShLTOBL S0 4
900 0.3 187 M5 593 6.3 5000 69 Sk {239.2 6
1000 B85 . 6.2 649 Thd 6.0  68.8 . 38.6 5 4.8
1100 " " 9.0 704 816 0.0 a8 .53
1200 . W me 5.0 8.6 66l 58,1 -
e . ng L Bl.O 865 W6 ., 63.3
1400 - . 0 8.0 9.3 MBI ., - 683
1500 . " 92,1 T .0 . oo 115

Source:  System LevellReports.
Notes: Seb Appendix II1,
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Table 5.5 Formula Allocation of Teachers to Secondary Schools
1980 Fvactional Form: Teachers = a+b (Enrolments)

. K ) b r
Australian Capital Territory ' <, u
- High schools . 7.78 0.061 1.000
. - Secondary colleges - . 6.71 . 0.080 1.000
New South+Wales . 9.78 . 0.054 5 0.999
Victoriag - . o :
- High schopls 9.37 0.056 . 1.000 - .
- Technical schools - 4.35 0.069 0.994 -

- Queensland : 7.60 0.056 <1.000
South Australia ¢ 7.26 0.061 0.999
Western Australia 7.70 ~ 0.050 : 10,999
Tasmania - High schools 3.11 0.062 1.000
New Zealand 5.94 0.044 0.999
Median values i . 7.43 0.059 - 1.000 e
Source:  Table 5.4. ¢ A el B

L .
- . @
]

Size of School and Téacher Numbers: Combmed Priinary- Secondary SchoOIS

{n most systems the-prnnary and secondary elements of such schools _are-staffed
separately, and for staffing purposes the prxmary component of - a combined
primary-secondary school is treated in the same way as a self—contamed priinary sehool
of equwalent enrolment size. As such, the data outlined | in Tables 5.1 to 5.3 would
approxnnate closely the minimum teacher entitlements of the prnnary component of a
combined primary-secondary school. The major difference between the primary

compcnent ol a comblned priinary-secondary school, and’ agself-contamed primary school,

is that in all systems the former is entitled to additional senijor teaching staff, part of * °

‘whose brief is te iaise thh,, and in a number of instances manage, the secondary
comp-nent of the schodl.

_In terms of teacher numbers, the most drstmctlve feature of . thé combmed

prnrary s°cont‘a ¥ <¢hools in each system is to be found in the secondary component.
“whdeh, is weneraily staffed accordmg to relatively low student-teacher ratios. This is not

unexpacted; since as was noted 1n the previous sectxon, small secondary schools are

generally favoured by a relatlvely generous . staffmg schedule, and the secondary
components of combmed prnnary-secondary schools can, in a staffing sense, in most

cases be considered as particularly small secondary schools. In some systeins, such as

. Vietoria, this fesults in a staffing schedule for the secondary. components of combined

prtmary-secondary schpols which takKes account of the number and composrtlon of year-

levels with a proportionately hxgher teacher allocation to the upper secondary year levels.

|5|
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T“Table 5.6 Formula Allocation of Teachers .to Secondary Schools 1980. Student-Teacher Ratio by Enrolment Level

o . ‘

o

ACT - - ° Vie, Tag. - '&ew
Enrolment High College © Nsw ‘High Tech. Qld sa ' WA i High Zealand
200 ' .. . 10.0 eas o Cal S 11.1 11.3 11.5 e o 13.9
- - 300 ‘ 11.5 .o f 1.2 11.5 12.3 12.5 12.0 13.8 13.8 16.8
* 400 12.5 .o 12.3 12.7 12.7 13.3 12.5 13.4 14.3 216.5
500 . 13.2 10.7 13.6 ~ 13.5 12.9 ~ 13.9 12.9  -15.1 14.5 17.4
600 . 13,6 11.0 14.5 - 14.1 13.1 14.3 . 13.3 i6.6 b,y 18.3
700 . - 14.0 11.2 15.2 14.5 13.2 14.9 13.7 16.6 15.0 18.9
800 - 14.3 11.3 " 15.0 ~ 14.9 13.3 15.1 14.0 16.6 15.1 19.4
900 ] 14.4 1.4 15.1 15.2 7 13.4 15.3 14.3 17.1 15.2 ~ 19.7
1000 . 14.6 .- 15.6 15.4 + 13.4 15.6 14.5 17,1 15.3 20.1
1100 .. e 15.9 ~ 15.6 13.5 15.7 14,7 17.4 - 1 20.4
1200° e 16.2 .. .. " .16.0 14.9° 18.2 .. 20.7
. 1300 .- .. 164 L. .. 16.0 15.0 17.7 .. 20.5
1400 ° H .. 16.5 T .. 16.3 - 15.2 17.9 .. 20.5
~ 1500 o .. 16.3 . A e 16.5 e i 21.0
~Source: Table 5.4.
b - ’_ﬂ’
ll‘ "> . o E
~
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The Configuration of Teachers in Schools

) '

_In most systems the stafflng schedules specify two aspects of the configuration of

teachers which schools are entitled to reeceive. First, in most' systems the stafflng

_ Schedules indicate the number of particular teacher promotional classifications amongst

the staff - the number of deputy prlnclpals, senior teachers, assistants, and so on. . In

these systems whnch employ a promotion structure that allows for several graduations

within each classnfled position;-the staffing schedule will also mdncate the pearticular
level of the promotlon position to which th= school is entitled.

Several systems also allocate to schools a designated number of quasi-promotion
positions which the s¢hool is able to allocate amongst its staff. For example, Vietorian

- secondary schools are able to allocate to a number of assistant class teachers a higher

duties or position of responsibility allowance which in 1979 was approximately $1500 per
annum. The number of such allowances which a school may distribute is dependent upon
the school enrolment; for example, a sehool with 100 students was allocated 4 allpwances
and a school of 1000 enrolments was able to distribute 12 allowances, The allowances

are normally reviewed annually and do not remain with a teacher upon promotion or

- transfer to another school, but rather are able to be reallocated to another staff member.

A similar system operates in New Zealand secondary schools except that a wider
range of responsibility allowances is available to be allocated by the school. Under this
system the school is_allocated a number of Positions of Responsibility (PR) units
according to the school enrolment and total teacher numbers such that, for example, a

school with 20 teachers would rece1Ve 18 PR umts and a sehool of §0 teachers is entitled

_to 54 PR units. These units are then able to be allocated by the school amongst several

PR classifications, each of which is equivalent to a speclfled number ‘of PR umts. A'PR1
classification is equivalent to one PR unit, PR2 to two PR units, PR3 to four PR units

and PR4 to six PR units. Each of the four PR’ classlflcatlons carries .a dlfferent

. monetary allowance. In October 1980 these ranged from $NZ457 for a PR1 position to

$NZ3028 for the holder of a-PR4 position. The school is free within certain limits to
allocate the PR allowances until the maximum number " of PR umts is reached The
Education Department does publish a suggested distribution of PR positions and does

stlpulate certain restrlctlons (for example, a maximum number of PR1 positions for each

PR umt entitlement) but in the main New Zealand secondary Schools have: considerable

autonomy in this sphere. -

The procedures adopted in New Zealand and Victorian secondary schools for the

‘allocatlon of responsibility and hngher duties allowances would- appear to have several

_advantages.' Teachers in non-promotlon posntlons are able. to be glven additional

N
N
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responsibilities and are able to h'a\ve-these recogn-izéd in a tangible way', and by feavingh

the allocative decision with the school it could be expected that the. most suitable

steachers in fact receive the allowances. The possibility of reallocating the allowances
on an annual basis assists this. The New Zealand procedure has the further advantage of -
offering a great degree.of fiexibility in the mix of the responsibility positions which’

schools may adopt.

The second aspect of the confnguratnon of a school staff which may be explicit in a’
staffing schedule is the mix of teachmo' responsnbnlmes wnthm the school, over and above
the disiribution of rebponsnbnlntnes implied by the distribution of promotion pdsitious. For

example, some staffing schedules indicate the enrolment point at whnch the school

becomes entitled to the appointment of a.teacheb-librarian, a counsellor, music teacher, '

and so on. All systems make available to schools the opportunity to request certain
types of teadhers within their overall staff allocation, and it could be expected that in

systems where particular types of specialist teachers were relatively plentiful, schools

could avau themselves of such staff through a request to staffing office. Accordingly, it *

is only where the demand from schools for partlcular types of teachers is consndered
likely to exceed the supply, that explicit guidelines for thenr allocation are hkely to
‘appear in the sta ffing schedule.

Over and above the capacity of schoocls' in all systems to influence the
configuration of teacher s'pvecialities_through requests for particular types of teachers
within the total staff allocation, in some systems a further degree of ﬂexibility' and
sehool autonomy has been made possible. The prunary schools of Victoria are“a good -
illustration of thts developrne_nto. Until 1980 the staffing. schedule for Victorian primary
schools included a specialist: teacher component within the total staff allocation.

Depending upon the total school~enrolmeht a school was entitled to receive a’certain

.number.of specialist teachers such as a teacher-librarian;’art teacher, music teacher and

so on. From the beginning of the 1980 school year the school itself has been ‘able'to'

indicate a preference for the type of teacher desnred to fill any specialist teacher

vacancy The devolution of the responsnbmty for this decision to primary schools m o

Vietoria is a recogmtlon of the diversity of v1ews which may .exist on the appropriat

balance of specnahst and generalist teechers. It. shduld also be added that the devolutian

of this responsnbmty to the school oceurred against-a background of sxgnlflcant 1ncrea§es )

in the number of specnallst teachers in Vnctornan primary schoofs, brought about in large

, part-by the. grantmg of paid study leave to a relatnvely large number of prlmary teachers
- who wished to acqunre a fourth, and spgcnallzed year of training. As such, the

sngmf:cant mcrease in the supply of specnaﬂast teachers over the 1970s dlmlmshed the

<

fneed for such staff to be rationed amongst schools via t,he staffmg schedule

——
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+ ;Teacher Configurations in Primary Schools

Y

’ -

. The confnguratlon of a teachmg staff in terms of the mix of promotion pqsmons and the
; range of subject offermgs can have sngmfncant implications for the salary costs of
- operating the.school, as well as for the division of Jabour w1tlnn the -school and the

‘nature of the educatlonal program whieh it is able to provxde The pollcles of the
education systems m regard to staffing ec~figurations is therefore an 1mportant 1ssue
Discussion -of this issue is hampered however, by the variety of teacher classxflcatlons

within the systems and var1atlons in noménclature Accordmgly, it has been necessary to‘/ -

devise a means of categormng teachers: which will enable a meaningful® comparatlve
dlscussmn of system policies. The details of the categornzatlon that has been developed
and the ‘source materiais for its application are outllned in Appendix I In brief, four

categories "of teacher classnfncatlon are utilized: principal, deputy principal, senior

. teacher, and _a551stant, the bound.arles of each category are f‘o'rmed bi‘relative‘ salary '

levels. | X ’ .

Tables 5.7(a), (b) and (c) show the 1980 relationship. between school size and the

confwuratlon of promotlon pOSltlonS in the prnnary school sectors in each of the eight

-education systems. The tables were derlved from combmmg the staffmg schedules

ibed earlier in this chapter with the categorlzatlon of-teaching positions outlined in
Ap endlx II.

. The three tables reveal some mteréstmg patterns Flrst, as was. noted in Chapter

example, neither South Australia nor: Western Australla have a pOSltlon e&ulvalent to

senior teachers of other systems. -Victoria on ‘the other hand is close to a five-

‘e tegory, promotlon system- because of the assxstant with responsibility posxtlon

Sgecondly, and related to the first point, the systems vary in the enrolment level at which
D, tneular promotion positions are allocated to_schools. In- Western Australla ,and
ueensland for example, teachers who can be categorlzed as earmng ‘d salary that is
imilat to the deputy prmclpal of a relatlvely large school are apPointed as principals of
chools with enrolments of we’ 1 below 100 students. In each of the other systems persons
f that classxflcatlon are generally not appointed to pr1mary schools with an enrolment
‘of less than about 200 students. A trade-off situation appears to be workmg in the

° allocatlon of promotion positions to the smaller primary schools Some syste/vns appoint

' a very senior teacher, as prmclpal but provide few, if any, teachers in promotinp

, pcsntlons, while other systems adopt the pollcy of appomtmg a less genior person as

teacher—m-charge “of the school but Supplymg proportlonately more assistant class
teachers The net effect therefore is that while the teacher salary costs associated with

schools of .the same size may- be _similar between systems, the seniority conflguratlon of - .

tpe schoolsLdoes differ. R ) -2>§',

- -
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Table 5.7(a) Formula Allocation of Teachers to Primary Schoold, Class1f1catlon of Teachers Austrelian Capital
Tetritory, New South Wales and Vlctor1atl980ab

L]

L}

J

Aust:allan Capital Terrltory

~New South Wales

Victor1d

Deputy Senior

Deputy Senior

Deputy Senior - Assts.C

prin,  teacher

(%)

L= £ G LD LD e i e =}

Enrolmgnt' Prif, prin, teacher Assts  Prin. prin. teacher Assts Prin.
i~ T ' R
50 R S K RS -, L. .
100 L R . S S N R |
0 - -] AR O N
300 I B O S T T B
[ (S B N N N I
0 . 1 2 N R 10 R
T VR T I L R ST X TN S
w12 oo 1 b1
% 800 S H . 5 RS U R S A SR S
D A K K S yoonm o1
1000 oo T ooong 1l
oL, . T A . R
B . '

+

T

L]
(2]

(X}

MWsmmwhm&MMMMH

Total téacher nunbers are derived fromJTable 5,1
+ Where no classification was given by systems ‘for s

b

are equivalent to assistant class teachers, '

. equivalents to the ‘terits employed in this'tab
* Assistants w1th ReSpon51b111ty Allovances, -

‘ -
e B N U, R =y P B I S A S o I |

—

Assts,

TR
200 .\\

\v
50 ¢

3.0

9.0
12,0
15.0
1.0

0.0

23.0
26.0

8.0

-mmmmmmmummmma

TR

pecialist teacher p051t10ns it | Niag been assimed that they-

Clagsification nomenclature employed, by the systems and thelr

le are glven in Appendrx 1L
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| .Tébie 5,7(b) Fomulé Allocation of Teachers to Primary'_Scﬁooié. Classification "6f‘"'T"eachers, Queensland, Sodth * |

Australia and Western Australia, 198080

- ‘Queensland

Deputy - Senior

South Australia

"Western Australia

Deputy Semior

Deputy. : Senior- -«

Entolment  Prinv prin, teacher Assts  Prin, prin, teacher Assts  Prin, prin. teacher Assts
i R - - ! - 1.3 - - ¢ - 18
Lo 50 - [ - 10 -1 = L4 - 1 - L
00 S T ¥ IS R X T T
cLoW 1 - - 60 1] o 1.4 ! - o b6
300 1 - = 0 l l - 1LY ! ! - 9,7
© 400 B e (71 AR SRS SPRPRRE R L O e (1
00 1 - - 1060 1 -, A2 1 - 1840
00 1 LA ) H A - 1 10 - Ul
S0 S T B A B /N 12 - %0
, 800 l e 1 2.6 d,, 2 -, 08 2 - 19.4,
C 900 L R 1 SD SRTS AN 3 N Y SRS - PR N W 1
E__“TmmﬂwﬂmwmmTi‘WWmewmmfmiwjaa_ww”mT”TMMQ“ SRS T e wa i o
1100 ! Y SR H T ) Ld Mde DA
- -1 L2 &b wooow Ld, Md Md N
Source:  System Level Reports: ‘see-Appendix 11, .
& Ag for Table 5.7(a), | :
b hs for Table 5,7(a). ’
0 v T
f SRR |
/ ! | . . °/ '



Table 5.7(c) Formula Allocation of Teachers to Prlmary Schools.

Zealandl_198035F

Classification of Teachers, Tasmania and New |

e

Tasmanla .

New Zealand (Full & contributing) * -

New Zealand (Internediate)

o

Deputy Senxor

“Deputy Senior

Y Ly "y Y LI

Deputy Sepior Specialist
;Enrolmenx Prin prin, teacher Assts °Pyig, ptin, -teacher Assts  Prin, prin, teacher - teachers Assts
T ] - a . y
‘-_"50 P A T S N S, .
R T X Moo L .
B L U 7 S N B S X
1 N I Y Y ) 6]
L L L T X 3 8.9
B R X T S 5 1Ll
SN S A RS (X BN B B ] 5 134
A NS S S S N SN S 12 5 50 b
I T Y ooms T 1 s 5 18
B Y A T | R T TR 5 20 -
11b0" e W e “ oo "
i,

wmaﬁmmmmm&mwmmm
& As for Table5.7(a), | d
As for Table $, 7(@)

’—-—b

e




‘ Tahle.SQS . Formula Allocation of Teachers to Prtmary Schools Ratio of
o Asststants to PrOmotLon Positions, Australia and New Zealand 1980

, . New Zealand

. Fuil and Inter-
Enrolment  ACT  NSW Vic.2 Qld sA WA Tas. contributing mediate
2. - - - - A1.3 - - -
50 - 1.5 1.0 - 1.0 1.4 1.2 1.3 1.0
100 3.8 3.2 - 3.0 - 3.6 4.3 3.3 3.0 ..
200 3.1 3.3 3.5 6.0 3.7 8.6 3.3 1.3 1.8
300 2.5 . 4.9 5.3 10.6 5.9 3.3 3.3 2.2 1.3
400 2.0 4.3 4.1 16.6 - 8.0 4.7 3.4 2.2 1.7
500 - 2.2 3.8 5.0 19.6 10.1 6.1. 3.4 2.2 2.0
600 2.7 3.7 4.0 21,6 7.1 1.7 3.3 2.2 2.1
700 2.7 3.6 4.8 8.5 9.0 '8.7. 3.3 1.8 2.5
800 3.2 4,1 5.6 9.5 10.3 9.8 3.3 2.2 2.9
900 3.6 4.6 5.2 11.2 1l1.6 d.a. 3.3 2.6 3.3 -
1000 5.2 5.8 12,2 12.8 n.a. W..
IWRVIV} .o .3.8 .o 9.9 n.a.- ~
1200 .. .. 10.7 n.a.

Source: Tables 5.7(a), . (b) and" (c) . .
a » Assxstdnts with ResponSLblllty anluded in the Assxstants category.

A third observation which oan be made on' the basis of Tables 5.7(a), (b) and (c)
coneerns the distribution of deputy principal positions in the eight education systems. In
New South Wales, Queensland and South. Austraha at least one teacher with a _
cla"sSlflcatlon equivalent to that of deputy prnncnpal is appointed to relatively small
schools. In the remaining systems the deputy principal classification does not operate
‘until the school reacphes a conslderably higher enrolment.” Fourthly, there is some

: variation between the systems in the proportion of assistant class teachers in schools of
' varying size. An index of this proportion can be developed by using. Tables 5. 7(a), {b) and
(¢) to caleulate the ratio of assistant class teachers to promotion positions at each
enrolment level as in Table 5.8. The ratlo of assistant class teachers to teachers in
promotnon positions varies consnderably between the systems. However, it is common
amondst the systems for the ratio to be positively related to school size. '
. " Another aspect of the configuration of a school staff that may,be revealed by the'
‘ staffmg schedules is the mix of subject specialists amongst the teachers. At the prnmary
scﬁool level the major areas of teacher specialization are normally- taken to comprise
lnbrananshlp, music, physical education and art. Care needs to be exercised in examining
. the: staffing schedules however when attempting to determine the school size at which

. sych teachers are normally appointed to schools. This need for care arises from the fact

A

that simply because a staffing schedule makes no muntion of specialist teachers, it does
not nocessarily mcan that such teachers are not appointed to schools. As a general rule,
" one would expect that' the smaller the number of specialist teachers who are available to
:be appointed to schools, the [nore likely is the staffmg schedule to seek to.ration them

w13y
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Table 5.9

5

Balance of Specialist and Other feachers, Government Primary

‘Schools of Australia and New Zealand, 1979,

Numbers of Staff Per 1000 Students

Expressed as Mean

3

~ Enrolment Sbecialista Other Total
_ range teachers cteachers teachers

Australian Capital {150 0 62 62
. Territory 150-599- 6 43 49-
2600 4 43 47

New South Wales {150 2 44 46
- 150-599 5 40 45

_ >500 4 38 42
Victotria {150 S 55 57
150-599 9 41 50

> 600 7 18 45

Queensland {150 0 43 43
150-599 6 42, 48

. 2600 5 36 41

South Australia {150 1 53 54
: 150-599 6 44 50
2600 5 41 46

' Western Australia {150 1 51 52
- 150-599 4 37 41
- 2 600 5 37 42
Tasmania ) < {150 2 46 48
150-599 6 ~44 50

2600 4 44 48

New.Zealand {150 0 45 45
(full primary) 150-599 2 38 40
R > 600P . . .
New Zezland . {150 0 38 38
(contributing primary) 150-599 1 40 R
© > 600 1 43 44

New Zealand .. {150¢ . .. ..
(intermediate) 150-599 13 39 52
2 600 8 39 47

Source: Ainley (1982).

Specialist. teachers include teacher-librarian, career/guidance teacher,
remedial teacher, migrant/ethnic education teacher, and other specialist

_sample.

teachers such as art, music, and physical education, - )
No full primary schools with more than 600 students were included in the

°

No intermediate schools with .less than 150 students were sampled.

a

. according to school size. 'This consideration leads to the .'view that to document the
relative conf'i'glzrati'on of specialist teachers .in the. eight education systems, it is
'pret;erable to turn to-a data source other than the staffing schedules. This is dorie in
Table 5.9 which shows the number ,;)f specialist teachers per 1000 students for schools of .

varying enrolmeat’sizes in -the eight education systems. The data for this table were.

i
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derived from the survey of school resources reported in the companion volume (Ainley;
1982). ‘ . * v

' The data in Table 5.9 reveal some interesting patterns in teacher allocation
policies between the eight education systems. 1t would éppear that the intermediate
schools of New Zealand support the highest proportio-n'-bf specialist teachers, which is
not altogether surprising because the expressed objective of such sehools is to provide
opportunities for students to participate in a broad range of subject a'reas. Amongst the
other systems, Vietorian primary schools reported the highest proportion of'-specialist
teachers on their school staff. The relatively high number of specialist staff in Victorian
primary schools could help to explain' the fact while student-teacher ratios are relatively
favourable ip these schools, the differences between the averagé class size of Victorian

sch'ools,.and those in the other sysfems is not as great as one may have expected (Ainley,
1982).

L

Across the gight systems there is a brdadly uniform pattern evident in the balance

- of specialist teachers accqrding to sehool size. In the relatively small primary schools,

few, if any, specialist” teachers are appointed which implies that teachers in these
schools are engaged in a wider range of teaching functions than are teachers in larger
schools. There is in general a_slightly higher proportion of specialist teachers in the
medium sized primary seheols tharf in primary schools with more than 600 students.

¢

Teacher Configurations in Secondary Schools

The seniority configuratfons of teachers in the secoﬁdary schools of the eight education

" systems are shown in Tables 5.10(a), (b) and (c). Almost without exception, secondary

schools with even the relatively small enrolment of 200 students, have appointed to them

some staff with a classification equivalent to principal, deputy principal, and senior

_teacher, and this basic core of senior staff is maintained as school. enrolment increases.

The general pattern as school size rises is to appoint additional senior teachers and in -

- “some systems at least one additional teacher who can be categorized as the equivalent of

a deputy principal. The major exception to this pattern is in the- Australian Capital
Territory where 12 teachers in promotion positions are appointed to secondary schools at
all points of the enrolment range. This policy could be related to the relatively small
range of enrolment sizes in t.he secondary schools of the ACT that was noted in Chapter -
3. ’

Overall, it is apparent that much less diversity is evident in the seniority

© « configurations of secondary schools, either within the same education system or between

education systems, than was found to be the case for primary schools.” This high degree

of uniformity in the seniority configurations of secondary schools could relate to the

- relatively smaller dispersion in the size of secondary schools within an education system,

and to a high degl_'eé' of .implicit agreemZ’nt be,twe.é'n the education systems as to the
.. ".) . ¥ " . .
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Table 5.10(a) Fornula Allocation of Teachers to Secondary Schools. Classification!of Teachers, Australian

Capital Territory and New South Wales, 196020 °

]

ACT High Schools

Deputy Senior

. ACT Colleges

NSW High Schools

Deputy Senior

Deputy Senior

Enrolment Prine prin, teacher Assts Prin, prin,+ teacher Agsts Priny prin,  teacher Assts
200 v we ) S
300 | 308 ] P y . 1 - b0
400 B R T {7 T Y
500 ] 3 § 26,0 1 ] § e 1 4 30,7
600 I3 § 3.0 ! j § 4 1 ] 6 33.4
00 I3 N 1 o8 50 1] b 38,0
800 l 3 0 b4.0 ! 3 § 5.6 ] ] 6 43,4
900 1 I8 50,3 ! 3 § 66,7 L1 7 50,5
1000 1 3 § 56,3 y ' o . oL 1 5.
1100 e e " 1 L9 5l
1200 e " O n o 1 9 6.9
13000 o " y v . iy ' o ] 1 9 68,4
1400 o y " " g o o " 1 ! g 134
1500 o g o " ¥ ' ' " I l 9 8Ll

JSource:  System Leve] Reports: see Appendix 11,
T Total teacher numbers derived from Table 5,4
Where 1o classification vas given by systens
are equivalent to agsistant class teachers,
equivalents to the terms employed in this tah

3

' fheunotes from that table also apply here.

Jor specialist teacher Eositions, it has been assumed that they

Classification nomenclatyre eg

le are given in Appendix 11,

ployed by the systems, and their



Table 5.10(b) gprmula Allocatidn of Teachers to Sécondary Schools. Classificggioh‘of Teacﬁers,,victoria,
Queensland and South Australia, 19800 .

Victorian High Schools® | Queensland - - South Australia .
~Deputy  Senior Assts¢ ~ Deputy Senior Deputy Senior -
Enolnent  Prin, prin, téacher (R)  Assts ‘Prin, prin. teacher Assts Prin, prin teacher Assts
M e ma na ma na 1= 11601 -3 T
300 S O N ST A /S X/ D (N S VAl
7 S U T D N I S A R S A
S0 1 ol 4 JRNY X 7% A A PR S /1| RS O A 2.1
600 ! b8 87 1 50%0 1 1 1 .
100 I 510 Il Il 1 30 l 3 8 39.2
I S 50 %8 L1 8 a0 139 Wl
900 1 6 1 3 11 8 &0 1 3 10 4.9
1000 I 6 1 Wy 1] g %0 1 3 1 53,8
1100 b § 13 414 l l 10 58,0 | R V) 38,7
1200 0o o “ I w60 1 3 B3 63,6
L T N S | S RS U N | B T
OO A A A .2 S S T R 2%
1500 T T 5 ™0 0o
Soutce: Systen Level Reports: see Appendix IL.
3 g for Table 5.10(a),
b g for Table 5.10(g),
‘¢ Data for Technical Schools not available.
4 ggsistants with Responsibility,
.\ |




Table 5,10(c) Formula Allocatlon of Teachers to Secdfdary Schools. Classification of Teachers Western
| Australlql_Tasmanla and New Zealan 198080 - R

, Western Australia + . Tasmania © New Zealand

a Deputy Senior | ‘Deputy. Senior ~ Deputy Senior
Enrolment Prin. prin.  teacher Assts,  Prin. oprin, teacher Assts Prin, prin, teacher Assts
200 1 2 b 1 g “ y - 13109
300 1l 2 S [ B 1 b5 - 3 139
400 ] 2 boony L 6 200 1 - Lo 193
500° 1 2 5 5. 1 N A 1K1 L = 3.8
600 1 2 6 2.1 1 ) 1 30,7 1 ] I 0.8
700 1 2 Tl 1 2 § 3.8 1 1 T
800 l 2 § 3.l ! 2 9 41,0 | 1 Lo %S
900 L2 8 4L 1 210 460 S T X
1000 1 ) 9. .6 1 AN ) R 1 5 42.8
1100 D U B (| R | N D o . 1 1 6 459
1200 1 210 53 W, L L6 50l
1300 ] 2 1 596 ", " . .1 1 T 54,3
1400 l R | S 1 77 5.3
1500 N v e N 1 3 6 6L5

Source:  System Level Reports: see Appendlx 11,
& s for Table 5.10(a).
b ks for Table 5.10(a).
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Table 5-11,‘ Formula Allocat1on of Teachers to Secondary Schools. Ratio of
Assistants to Promotion Positions, Australia and New Zealand,

Source: Tables 5.10(a), (b), (¢). : . -
Assistants with Responsibility included in Assistants category.

@

>
<

'staffing needs of secondary schools, at least in terms of the seniority conflguratlon of

teachers. ]
A high degree of congruence between the systems is also evident in the proportion
of assistant class teachers appointed to schools of a given size. This is evident from

Table 5.11 which shows the ratio of assistants to promotion positions at each enrolment

- level. . As can be seen from that table, the proportion of assistant class teachers in

schools of glven enrolments does not vary between the systems to the same extent as

was the case for primary schools. In general, it is also the case that the ratio of

- assnstant class teachers at each enrolifient 1evel is lower in secondary schools than was

found for primary schools in the: sdme system. Secondary schools, in other words, have a

size. ThlS welghtmg of semorlty positions inefavour of secondary schools could reflect a

vnew that secondary schools are more complex organizations than-primary schools and

therefore necessntate a higher proportion of senior staff. It is rare, for example, to have .

primary school teachers deslgnated "to administer and co-ordinate: particular SUbJect

areas, a- practlce that is common to most secondary schools. This-dbes -imply however. )

‘that, other th}ngs,.,equal the teacher salary costs of operating a secondary school will

exceed ‘those of a primary school of ,thé same enrolment size. Of course, as has already

" been noted, when comparing pr.imary and secondary schools, 'things' in general are nqt

equal'.‘ Not aply do §econdary schools -enjoy lower student-teacner ratios than primary

schools, secondary teachers tend to receive higher safaries than primary teachers of the

1980 S
R ‘ . N .
st ACT NSW  Vie. Qd SA WA Tas. Nz
.enrolment High College High ‘ High & :
200 .. .. 2.3 n.a. 8.0 3.7 1.8 .. 2.6
300 1.2 .. 3.5 4.2 3.0 3,2 2.2 2.6 35
400 1.5 .. 4.4 4.3 4.0 3.0 3.3 2.5 ‘1.9
500 2.2 2.9 5.1 5.2 5.0 3.3 3.1 2.8 4.8
600 2.7 3.5 4.2 6.1 -~ 5.0 3.5 3.0 3. 5.6
700 3.2 4.2 6.3 5.9 © 4.2 3.3 3.2 3.3 5.2
800 3.7 4.9 5.7 6.7 4.3 3.4 3.4 3.4 -5.9
900 4.2 5.6 5.6 6.4 4.9 3.5 3.8 3.6 5.5
1000 4.7 .. . 6.1 7.1 5.4 3.6 3.9 3.7 6.1
1100 . .. 5.3 6.0 4.8 3.7 3.9 .. 5.7
1200 . - ., . 5.7 e 4.8 3.7 4.1 .. 6.3
1300 . o 6.2 .. 4.8 376 4.3 .. 6.0
1400 . .. 6.7 .. 3.8 3.6, 4.6 . 6.6
1500 ., s e 7.4 . 4.1 LI .. .o . 6.2

-

- higher proportion of teachers |n promotion pos:tlons than do pl‘lmary sthools of the same )

3



" equivalent classification. These two factors of themselves 1ead to higher teacher salary‘
_costs being associated w1th secondary schools, a situation wh1ch is compounded by the
higher’proportion of promotlon positions entailed in secondary staffing scheduleS-

When one turns' to the mix of’ sub]ect specialization in secondary schools, the
picture is a little less clear than was evident: in the case of primary SChOOIS This
difference arises because the notion of a specialist teacher as an identifiable staff
men;ber probably has less applicability in a secondary school, since in most secondary
schools rtearly' all of the teaching staff would be subject specialists. The notion of

specialization which is of greater utility in a secondary school is that of functional
specialization. Broadly speakmg one could classify secondary teachers as performing one
of three functions: general class "teaching, admlmstratxon, and an omnibus category of
'other'. This latter classification” would include. functions such as that of teacher
librarian, eounsellor, and career guxdance, each of which principally involves dealing with
students on an individual basns rather t\rran in-a general class teaching situation. It is this
" "category whieh could most approprlately be thought of as containing specialist teachers

" in secondary schools and it is 1n this sense that .the term w111 be used in the folldwing
dtscusslon :

o

The secondary school data generated by the school survey reported by Ainley (1932).'
are shown in Table 5.12 where the mean number of specialist and other teachQrs per 1000 _
students are displayed fof three enrolment ranges which approximate small, medium, and'= ‘

“large secondary’ schools. Survey. data for New .Zealand secondary schools are not
presented because these schools did not partlclpate «dn the school survey. Table 5. 12 is
not strictly comparable to the specralls* primary teacher data shown in Table 5.9
beca(se, although several of the speclahst teacher categories were common to both
__ secondary and primary. school“s it is likely-that the two types of sehools would differ in
thenr penceptxons of other’ types of Sp”ClallSt teachers It is evident that the proportion
of specialist secondary teachers varies cons1derab1y between the Australlan government
systems. The proportion of specnahst teachers, as defined, is "r'elatnvely high in Vlcton;}
secondary schools and in the small secondary sehools of Western Austraha In most
systems, there “appears to be a clear 1nverse relationship between ‘the proportxon of
specialist teachers and school slze as enrohnents increase the proportion of speclahst
teachers declines. . This implies that once secondary schools reach an enrolpent of about
300 to 400 students, m ‘most systems they are supplied with a reasonably wide range of
- spectallst teachers and that as enrolm‘ents increase the qiumber of specialist teachers
does not increase proportlonately As such, secondary staffing schedules would appear to
recogmze a secondary school as bemg ‘whole' at a relatively small enrolment size, a

g

4

point that is reinforced by the semorlty confxguratlons of secondary‘ schools that were

discussed above, :In other words, onde™@ secondary school reaches an enrolment size of '
. w

S '.1‘.'{'6 134 | |
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Table 5.12- ~Balance of Specialist’ -and Other Teachers, Government Setondary

Schools of Australia, 1979. _Expressed as Mean Numbers of Staff-
Per 1000 Students = ;

. Enrolment Specialist®  Other Total -3
. —-System ’ . ...  range teachers teachers teachers
Australian Capltal {450 7 8 36 %
Terrltory : 450-900 6 "3 79
: ~.>900 - 4 -3 72
New South Wales - {450 6 an
- i 450-900 4
. ' 2900 4 5
Victoria - YT 9 9, 01
(High) . 450<900 9 78 87
: >900 7 68 . 75
{450¢ . .. ..
Victoria 450-900 - 9 105 - 114
{Technical). —— . >900 6 . . 84 90
‘Queensland ° {450 3 79 82
. "450-900 4 68 - 72
_ : . 2900 4 65 69
South Australia “{450\ 7 86 93
. ‘ ' 450-900 5 78 - 83
. - D900, 5 72 -7
Western\Australia {450 10. 79 89
450-900 6 - 68 S/
- 2900 - _ 5 63 68
TasmaniaP {4507 6 70 76
450-900 5 70 75
\ 2900 .5 . 66 n e
" Source: ‘Ainley (1982); . . o
b Specialist teachers defined as in ¢he -text. N -

Not 1nc1ud1ng\sen10r colleges.

No technical schools with less than 450 students were anluded in the

survey SN

& . ) \I )
|

C

.
1.

about 300 or 400 students, ‘which is relatlvely small for a secondary seHool i most
education systems, it_is supplxed with a full Tange of teachers in terms of seniority and,,
specialization,’ Above that enroiment pomt secondary schools tend to be supplled with
'more of the same' as enrolments r\lse As such, the dlfference between the teaching
staff ot a small and a large secondary school is prmclpally one of scale By contrast, the
differences Detween the s*taffing confxguratlons of small and large primary schools that
were noted in the previous section’ imply that as school size increases in the prnmary
sector, the nature of .the teachmg staff changes conslderably in terms of both the

senjority and subject spec1allzat|on confxgurat\ns
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brlef this research has suggested that, despite attempts to equallze educatlonal_

» whlch have 1mplemented mnovatlve programs that necessttate additional staff memb 'S,

+ Until recently for example, it was pOSSlble for mdlvndua,l teachers and schools m the

AR The Above-Eormulae Allocation of Teachers to Schools

5 . - . : - ’ o

The diScussioﬁ of teacher aHocation policies‘ to this stage has concentrated upon the

allocation of teachers to schools v1a the staffmg schiedules because of the great .

lmportance of the staffing schedules in allocating teachers to:schools and the role of the

- schedules in ensuring equality of resource provision between schools of a similar type and

size. Over the past decade there has been an \lncreasmg awareness, however, that
equallty of resource provision may be a necessary but not sufflclent condmon for the_.'
achievement of equlty of resource provision. ThIS awareness - ‘has been fuelled m large -
part by the sizeable and growing body of. research literature concerned with the effects

of social envnronment upon educational performance (for example, see Husen, 19?5) In

resources .- between -schools, levels of educational achlevement stlll vary markedlys'
between-students “from d\fferent socio-economie backgrounds Such research findings
have led to a common acceptance amongst educators that particular schools, whlch may
be termed disadvantaged on the basis of thé background of thelr student populatlons,'
need resources additional to those provnded by the staffing Schedules in order to provnde,
their students with an equltable chance of attaining -satlsfactory educat\onal'

performance In othel‘awords, it has been argued that selected schools are deservmg of

posmve discrimination in the allocation of educational resources. In the Australian -

context, such arguments have been advocated' with particular force by the ‘Schools :

. Commission, and have served: to guide a number of the prggrams conducted- under the

e T
- o " .

» auspicies of the Commission (see Schools Commission 1973, 1975) 4 L

In each of the eight educatlon systems it has been acce ted that the staff.mg
schedule |s best viewed as a minimum entltlement to resources, #nd each’ system has

1

' made prov1510n for the supply of above-formulae resources to schools. In large part such

4 above—formulae allocations have been guided by assessments of educatlonal dlsadvantage_

suffered by partlcular students and schools. However, th|s need not necessarlly be the
only rationale for the above—formulae allocat)on of resources. For example, schools. |

- i

a decision to; grant. addltlonal resources to the school on the bas|s of the percewe
benefits which may flow to the students dlrectly concerned, as well as the demonst,ratlo
value to other schools of the innovative program that is'to’ be nmplemented '

Description of the above-formulae allocatlon of resources to schools is difficult!

because of the variety of means which schools  may employ to acqulre such xesources



» . ‘ i . i
Australian government education systems to apply dnrectly to state-wnde commlttees
Whlch dlsbursed funds for additional . .resources under the Innovations Program of the
Schools Commission. In addntnon, other programs Sponsored by the Schools’ Com mission,
such .as the Disadvantaged Schools Program and the Country Areas Program, each had
the effect of supplying additional personnel and material resources to particular schools.
As has already been noted, in'Tasmania this process went a httle further through the y
prov1snon to schools by the Educatlon Department of direct access to the general
recurrent funds supplied to that State by the Schools Commission (Perchard, 1979).
Furthermore, each educatnon authority from its own resources. supplies additional
personnel and materials to partlcular schools over and abave the mlmmum entitlements-
of the staffing and other resourée disbursement* schedules. In some systems these
- additional allocatlons are j | response td school submissions to elther regional or central
authorities, while in ofhers they are derlved from direct grants from egther of these
levéls, § S
Nevertheleos, gwen “the. nnportance of’ such p[‘acthES in mfluencmg the actual level
9f resources in government schools, an attempt at acqulrlng\ information relating to the
above-formulae allocatnon of resources was considered to be necessary To this end,
each of the systems was asked to provide an estlmate of the proportion.of the total
. teaching force who are allocated to schools on an above ~forfulae basis in order. to meet .
specnal needs. Not surprisingly, in -light of the variety of sources of such additional
X _l‘eSOUPCGS and the range of mechamsms by which schools can acquire an mcreased

allotment of teachers, thlS request posed a number of difficulties for the systems. The

responses of the- systems are summarized below. . .

: System Practices . . : - L

1

'In Vlctorla, it was estnmated that ]ust over 1400 prnmary' teachers and 1000 secondary
teachers were allocated to schools, lh 1979 and 1980 over and above the stafflng schedule
< ' in order to prowde for special needs' these addltlonal aﬂocatqons represented ]ust under E
'.fwe per cent and seven per cen “of the prlmar.y and secondary teaching forces
respectively. South Australia reporJed that in 1980, 300 primary and 350 secondary
-,teachels salaries’ could be consldered‘[ negotlable',.,that is available to be’ allocated to
‘schoois on a special heeds basis; }resp‘ectlvely these numbers were equlvalent to 3.8 per .
cent and 5.5 per’ cent of the prnmary and secondary government teachmg services. In
Tasmama, it was reported that a\dlscretlonary factor of .two per cent was a,yallable to
the regional authorities in the allocation of primary teachers, and that while no suph .
discretionafy provision. existed at "th reglonal level for the -allocation of. secondary'
teachers, those secondary schools de 1gnated as- having specnal needs recewed an‘
.»_above—formulae allocatnon of teachers flom the Education Department It was estnmated

that the ‘pmportlon of the total second y\eachlng servxce auueated in this manner,Jn
¢ b - - - N _{ N

T .« o o léq | . .
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“Tasmania would.be of the same order as that applying to prim'-ary sehools, namely about

two per. cent. - : ~ ’ N
The New Zealand Education Department reported that. ]ust .over 100 prlmary

teachers were located m notlonal roll schools who would-not 0therw1se be in such schools

accordmg 40 the staffing forinula, and that an addltlonal 220 prlmary school teachers i

..'_.;_ were gocated to other primary schools on a speclal needs -basis. In sum; these two

categories of primary teachers comp"xsed somes- 1 7 per cent of the total government

primary teaching force. The notional roll schools of New Zgaland deserve some further

comment. These are primary schools whlch have been deslgnated as contammg a high

proportion of students from an educatlonally dlsadvantaged backcrround ,Depending upon

an assessment by the education authorities of the speclal needs of such- schools, the

student roll number in each school 'is increased by a- ‘further. 10 15 or 20 per cert to a

'notional' roll figure. It is ‘this adjusted enrolment flgure to which the normal staffmr .

schedule is applled in order to determme the staffing enutlement of the school. New
Zealand secondary schools average a dlscretlonary staffmg factor of’ two uddltlonal
teachers; in larger secondary schools, tm dlscretlonaxy staffing factor may Tise |as, high
as four teachers. : : o ' K N

Western Australia reported that g, 2ide varlety of teachers were allocated to.”

schools on an above-formulae basis. At the primary school level these include reguldtion

teachers, who are relatxvely senior teachers appointed to provide profeSSmnal -assistance -

to their less experienced colleagues, and specialists teachers in the areas of music,
art-craft, drama, physical educatlon and language At the: secé’hd&rgrs'hool level it was

reported th.at supplementary staff lncluded teacher—llbrarlans, youth education officers,

‘guidance officers, migrant education teachers and remedial readmg teachers. Of these

categor\és of teachers it was only the youth education offlcers and the remedial readlng
and mlgrant education. teachers -.who were; not allocated to schools according to a
s¢ hedule pr\mar\ly mfluenced by enrolment numbers. T .

New South Wales and the Australian Capital Terrltory proV1de mterestmv contrasts

in the allocatlon of above-formulac teachers-to schools. New South Wales maintains

separatf> staffing schedules for normal and dlsadyantaged schools. The, schedule for

'dlsadvantaged schools. whlle still . basecf upon enrolments. allows for a slightly more

venerous allocatlon of teachers to disadvantaged schools than to rormal schools of . the
same enrolment» ste The magmtude of this' additional personnel allowance .for
disadvantaged government schools in New °South Wales can be gauged by comparmg the
functional form of the d\sadvantaged schools staffing schedule with the functional form.

of the normal schedules that. were derived earlier in the chapter. Applying the same

methodology that was employed in Table °5.1 for the normal. schedule, enables a
»odi sadvantaged p"lmary schools funetion of T = 0.73 + 0. 039E to be derived whlch can be

compared to lhe T = 0.68 + 0.037E displayed in Table 5.2 for Néw South Wales normal

<
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primary schools:” At an enrolment level of 500 students the dlfferﬁnces between these

functional forms is equwalent to a disadvantaged primary school reéeiving an additional
five per cent supply of teachers over and above a normal primary school of the same .
enrolment.- In the secondary school sector, the disadvantaged schools schedule can be

expressed in the functional form of T = 10.02 + 0.056E which may be contrasted with the

_ funetion T = 9. 72 + 0, 054E derived from the normal staffing schedule and displayed in

Table 5.5. Ata secondary school enrolment. of 1000 students, the dlsadvantaged staffing

' schedule enables a school to recelve an additional 2.5 teachers-or ]ust under four per

-~

cent of the teachmg staff of a normal secondary school of the same size. ;

The above—formulae allocatlon of teachers in the Australian Capital Temtory was
also determined by means of a staffmg schedule, but in contrast to New South Wales
where the 'empﬁasis was upon direct school allocation, the ACT schedule was used to
determine a system-wide pcoi’orteachers available for allocation on the basis of special -
aeeds. At the primary school level this pool in 1980 stood at 14 teachers for identified
purposes and an additional 0.35 remedial teachers per -umary school, and further staff -
allocated to schools which had formed classes contalmng special education students,

Exeluding the special education teachers, the two components of the special needs

-provision in ACT primary schools, namely the system-wide pool and the remedial: reading

teachers comprised j'ust under 3 per cent of the total ACT government primary schools -
teach1ng service. At the secondary school level the size of the system-wide high school
nPedS pool in 1980 was determined by estimating the number of begmmng teachers, the
number of teachers on study leave and the number of classes .with students identified as
slow learners and allocating a pl‘opol‘tlon of total teach1ng staff to meet needs arising

from these sources In addition, further staff could be allocated on the basis of special

;educatlon classes within secondary schools. A similar schedule was used to determme

the system-wide needs pool for ine college sector, with the exception of the provision
for slow learner classes which was excluded for the colleges. In order to obtain a needs
based allocatlon from the system- w1de pool, each 'secondary school would prepare a
submission detalllng the eligibility of the school for such, allocations on the basis of the

criteria outllned\above x

In the casé\ of the remaining system, Queensland, it was not possible to obtain

"detailed data on the above-formulae allocation of teachers to schools. To obtain such

data would have necessitated contactlng individual primary’ and secondary school
regional 1nspectors sinee it is principally at ‘this level that needs-based allocations are
determined. This was not feasible. '

Overall it would appear that each of the eight education systems makes provision
for- the allocatlon of teachers to schools over and above the minimum entitlements

engendered by the  staffing schedules, and that while” the proportlon “of teachers so -

allocated varies between primary and secondary sectors in any one system, and also

‘o
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varies between systems, in general it would not rise above about 10 per cent of the total
"teaching force allocated to government schools. Thc principal criterion 'governing such
allocations is an assessment, made at either regional or central level, of the relative
educational disadvantage of the students attending”' particular schools or groups of
schools. It is only in the Australian Capital Tv.: ltory that this assessment procedure and
-consequent allocation of additional resource: reflects- the partxcular configuration of

students with learning dlff\cultles in every school. In'each of the other systems the basic

““approach is to allocate additional teaching /resources to those schools which are deemed

'to be disadvantaged because their student population contains a relatively high
proportion of’. educatlonally disadvantaged; ‘students. This difference in approach between
the ACT and the other education systems is essentially a reflection of the fact that
schools in the ACT would not dxffer greatly from each other in the proportion of their
student populgtions which come from ' what may be consndered to be disadvantaged

backgrounds, In the other education SVStems, the dxstrlbutxon of the population is such

- that Soclo-economlc disadvantage tends to be concentrated in particular schools ratlier

than spread evenly (and thinly) amongst schools. As a consequence, more effective use

-of scarce’ educational resources m these systems is judged to be achxeved by

) 'conantratmg addxtxonal teaching. resources upon pockets of dxsadvantage rather than by

spreading these resources fairly evenly amongst schools as occurs in the ACT. ;
‘In addition to the d|str1butxon of students &mongst schools being an 1mportant 4

" influence upon the effxcmncy of any program of above-formula allocation of resources to

meet special needs, it is also necessary to note that it may be misleading to use the
proporticn of the total teaching service that is allocated to schools'via such policies as a
sxmple index of the extent to which any education system attempts to meet student
needs Sxmply because system A allocates a “higher proportxon of its teachers on an

above-formulae basis than system B does not necessarxly mean that system A is more

' . cognizant of student needs. It could well be that the-base staffing formulae of system B

supply to schools a hxgh\er level of staff than do the: staffing formulae of system A. In

‘other words the above—formulae allocation of resources needs to be viewed in

conjunction W|tg the formulae allocation. This 1s reported in the next sectxon. :

. I
The Total Allocation of Tetichers

In the‘ prevrous section an 'attempt was made to describe the extent to whxch the .
education systems make p vasxo for the above-formulae allocatlon of teachers to
schools in response to specxal needs,. and’ some 0 of-the principal forms whxch such polxcles
take. That discussion was ndt completely satlsfactory for two reasons. First, because of
the variety of personnel who rr)ay be allocated ‘o schools on a specral needs’ basns, and
also because of the wide range/of mechanisms for implementing such pohcles, it was not

possxble to qbtam the nec,es/sary data from ail systems. Secondly, schools in some
- I

/
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systems were able to acquire addjtional resources from sources other than the Education
Department, for example, through some Commonwealth Schools Commissicn programs, '
and also through independently raised resources.

This section therefore addresses itself to the question of determining the minimum

_entitlement of schools to teaching resources as expressed via the staffing schedules, and

comparing this level of t({hching resources with the level of teaching resources actually

in the schools. The dfﬁferenée “between these two formulations would therefore
represent the Aacquisition( by schools of above-formulae teaching resourcez. from
whatever source. These data are shown in Figures 5.1(a), (b), {c), (d), and (e), where for
each system, lines of best fit for the staffing schedules that applied in 1979 are plotted,
along with the line of best fit describing the level of teaching resources reported by
schools in response to the school survey conducted in 1979 and reported in the companion
volume (Ainley, 1982). The two formulations are shown fcr both ‘the primary and

' secondary sector of each system with the exception of ‘New Zealand where it was not

possible to conduct the survey in secondary schools.’

The formulation of the 1979 staffing schedules as a linear equation relating teacher
num‘t/)ers (') to student enrolmehts (E) was undertaken in the same manner as the
forhulation of the 1980 staffing schedules that was described earliet in this chapter and
r‘éported in Tables 5.2 and 5.5. It is of some interest to note that between 1979 and 1980
the staffing schedule did not change in most systems, the exceptions being the Australian
Capital Territory, Queensland, and the Vietorian primary schools sector. _

As may have ‘been expected, the five figures show that in both the primary and

secondary school sectors of each system the survey line of best fit lies above that

—derived from thé staffing schedule. This indicates that the designation of the staffing

schedule as stipulating the minimﬂm entitlement of schools would appear to _b_é’ correci,
and that acros: ihe whole enrolment range, schools in each system'acquired teaching
resources over and above the formulae allocation.

Some care needs to be exercised in interpreting the data displayed in Figures 5.1(a)
to (e), particularly with regard to the differences between the survey é;hg\i formula lines

- of best fit. There could be several reasons for a difference existing between the two
“formqlations other than the above-formulae acquisition of teathing résg\)urces by

schools. The first of these is that some mis-specification may have existé\w the
derivation of either the survey line or the formula line or both. Mis-specification of the

formula line is possible because, as was demonstrated in the footnotes to Tables Sl\r{i

. 5.4, in order to derive the formula lines a number of assumptions about the distribution™

of enrolments and allocation of particular staff categoris were necessary in several
systems. The validity of these r3sumptions will influence both the slope and the vertical

intercept of the formula functions shown in Figures 5.1(a) to (e). Mis-specificafion of -

"the survey data is also possible, even though as reported in Ainléy {1982), the school
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Intermediate and Secondary Schools, 1979.

System Level Reports and ALnley (1982)

Source'

©

responses to the survey were carefully checked against central records of school staffmg

levels. The second potential source of mis-specification of the survey and formulae lmes

of best fit is a statistical one. The school survey sample comprised up to 50 primary and\

50 secondary schools from each system, the schools bemg selected with a probablllty:

proportional to their enrolment

. uddressed more fully by Ainley (1982).

As with any sample survey of this type, the existence of

\‘.
potential biases and sampling errors needs to be acknowledged these issues are \

Of possibly greater importance as a source of
mis-specii

‘eation is the technique used to devise the formula lmes of best fit for each
sysiem. rbitrary enrolment points of 10(), 200 and so on were selected and the staffmg
scheduie. were used to calculate the mnmmum entitlement of these e‘nrolment dzes, the

resultant set of points was used to devnse the~functional relation between teachers and
enrolments. A

As was noted earlier in the chapter however, these arbitrary enrolment
points can lead to some discontinuities in the formula function because the points could

lie close to either end of an enrolment range used to caleulate a particular staffing
“entitlement. iti

In addition, because the plotting of points in this form does not reflect the
actual size distribution of schools, some weighting of the formula function away from

the function occurring in practice may be expected. Despité thesé potential sources of
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mis= specxfxcatxon of the formula and survey lmes of best fit shown in Figures 5.1(a) to
{(e), they represent reasonable app'?bxxmatxons of the functions which apply in practice,
and that bearing in mind the qualifications cited above, they provxde a useful basis for
dnscussxon .

To guide this discussion, it is helpful to. quantify the relationship between the
number of teachers allocatcd to a school of a given size through the staffing schedule,
and the number of teachers actually located at the school. This can be done by
expressing the number of teachers given by the staffing schedule as a proportion of the
actual number, of teachers indicated by the survey data. For example, in the ACT, the

1979 staffing schedule indicated that a primary school of 403 students (which represents

the 1979 average primary school size in the ACT) was entitled to a minimum of 17.3

teachers. The survey data showed that in fact an ACT primary school of that size was,

‘on average, allocated some 20.0 teachers in 1979. As a proportion of the actual school

allocation therefore, the minimum entitlement of teachers represented 87-per cent.
Using & similar_procedure it can be shown that the corresponding proportion for an ACT
primary school with one-half of the 1979 average school enrolment was 18 per cent, and
for.a school ~with twice the 1979 ACT primary school average enrolment, the proportion

"was 92 per cent. These data along with the corresponding data for the other Australian
government school systems @re shown in Table 5.13.

Table 5.13 implies that in all systems, account is taken of individual. sehool

characternstxcs in the allocation of teaching staff. For example, if we concentrate on

- the average sized primary school 'in each system, Table 5.13 shows that (with the’

exception of Western Australia) the proportion of staff located at the school who have
been allocated by the staffing schedule ranges from about 80 per cent in Victoria to 89
per cent in South Australia. For the average sized secondary school in each system the
range is a little wider: from about 81 per cent in Western A“ustraha to abbut 95 per cent
in the ACT. = )

There are -everal factors which may explain the difference between the number of
teachers allocated to schools via the staffing schedules and the number of teachers
actually located in the schools. First, as noted above, there gre a number of potential
sources of mxs-specxfxcatxon m both the formula and survey lires of best fit which may
result in either, or both, of these formulations not corresponding exactly with actual
practice.v« Secondly, in several systems the staffing schedules that were utilized sto derive
the formula line of best fit can be considered as representing the absolute minimum -

entitlements of schools to teachers. In such systems'a number of other categories of

teachers, although not specified on the, staffing schedules, would in practice be allocated

to most schools on a formula’basis: In other"words, the formulae lines of best fit utilized
in Figure 5.1(a) to (e) may understate the actual formulae that apply. Thirdly, the survey
data on teacher numbers included teachers ‘classed as reserve or in excess Such

. b
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Table 5.13 Re1atxon Betweén School Enrolment and the Proportion of Teachers

R - Allocated by Staffing Schedules. Australran Government School
«Systems, 1979 St

Rgimaryh ' . gecondaryP
“Proportion of ' Proportion of
. teachers from - b ) teachers from
‘. . schedile, schedule -
System ] Enrolment? . Enrolmentd %
Australian 202 78.2 331 97.1 ’
Capital ] 403 ‘ 86.6 662 . ) 95.2 .
Territory 806 . 7918 1324 - - 93.9
New 2 148 75.2 401 87.7
South -~ 295 - 83.3 801‘ - 90.4
Wales 590 - 88.6 i 1602 . 92.3
.9 ' 11 712 ‘ 296 T 19.4
Victoria to221 79.7 592 . 8l.5 .
- 442 80.7 1184 82.9
: 116 -7 80.5 368 81.9
Queenslandd 231 86.9 ' 736 82.8°
462 90.8 1472 "83.3
South « 161 85.1 361 86.1
Australia 321 88.7 Yoo 86.6
_ . 642 , 90.8 © 1442 86.8 N
Western 127 93.2 . . 381 79.3
Australia . 254 . 100%1 ° 761 . - .80.9 -
s » 508 101.3 3 1552 82.0 i
. 116 - 11.7 ' ° 309 81.0
Tasmania 231 84.7 . , 618 *~ 89.4,
_ . 462 88.9 . 1236, 0 . 949
. Sources: - Average enrolment data from Table 3!6' teacher numbers data from
: Figures 5.1(a) to 5.1(d). :
a The enrolment figures respectxvely represent ‘for each system,one <half’ &
of the averzye school enrolment; the average school enroLment;:and
b twice the average school enrolment. o

In the ACT, Victoria and Taswmania the secondary school data ate. forv -
high" schools only. ‘

L]
- . >

teachers are not mcluded in ‘the staffing schedules of most systems *Fourthly and most‘ .
1mportantly, as lndlcated earlier each system allows for the needs of 1nd1v1dual schools in
‘the allocation of .certain categories-of teachers. Some of the factors'influencing such
allowances can be gauged by an examination of the’relatxve wexghtmg of primary and
secondary schools, and between different sized schools.

.~ As Table 5.13 shows, in the majority of systems, ‘it is the pnmary schools which
appear to recelve a relatlvely larger proportlon ‘of thexr teachers on an above-formulae
basis. The second feature of Table 5. 13 is that, almost without exception, it is the .

smaller schools in each sector whlch seem to receive,a hxgher proportlon of their
148
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'teachmrr staff on an above formulae basxs The apparently pl‘OpOl‘tlonately greater

allocatlon of above-formulae teaching staff into primary schools relatively smallisehools

would appear to have a clear needs basis. In the case of primary schools, it would have

the effect of narrowmg the resource gap between primary and secondary se\hools

mdlcated by the basic staffing schedules. In regard to relatively small schools - ould

be a recoomtlon that smaller schools have less opportunity to offer a varlety of progrzms

‘and accordingly need  proportionately greater” resources in order to offer adequate

opportunities to students.

It is likely that in the future, sbove~formulae teacher allocation will grow 1\n
1mportance as a proportlon of the total staffing level of the average government school.
As schools are accorded greater responsibilities for curriculum development and are
1ncreas1ngly called upon to cater for individual student needs, “inter-school differences in
educatlonal programs are likely to be more muarked. In such circumstances the demands
of sehools for individua! consideration in staffing allocation decisions will grow.

" . The Allocation of Support Staff to Séhools iy

. .

in Chapter 4 data were presented which showed the locational and functional distribution

of the total number of people employed by the government education systems These -

data indicated that the substantial minority of school-based employees were not teachers
but rather were support1n°' the wark of the. teachers through jobs encompassing teacher

.aldes, library and laboratory assistants,-and clerlcal and administrative positions. In the

Austrahan government education systems in 1979, about 10 per cent of school-based

’ personnel could be classified in these categories, Descrlptlon of the mechanisms for

k4

"a teacher that has been employed- throughout this report is based upon criteria which.

_appomtmg support staff to schools and the schedules which operate is more difficult than

was the case.for teachers for three main reasons. First, in moét systems the allocation

- of partlcular categories of support staff is less dependent upon total school enrolments

than is the allocation of teachers For example, in several systems the appointment of
aldes for subjeets such as scxence, home economies and needlework is related to the
number of classes in those particular subjéct areas rather than to total schon]
enrolments. As a consequence, to determine the numbers of such people allocated to a

school necessitates a closer knowledge of individual school characterlstlcs than is

revealed by system~level data. Secondly, as detailed at the beglnmng of this . chapter‘

such staff can come to be located in. schools by a variety. of means Thlrdly, there is the
difficulty of aggregating quite disparate categories of support staff. Problems of

aggregation ‘also occur with teachlng staff df different classxflcatlons, but 1t is more

meamngful to’ dnscuss the student-teacher l'atlo in a school than it is to dlSCqu the -

student-ag‘Tregate ancillary staff ratio. “This distinction arises because’ the definition of

>
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permlt the people so classified to be used in a class teaching situation should the scheol
wish. By contrast, the employment terms and conditions of ancillary staff tend to be
more Tigid and therefore the interchange of duties amnongst aome categories of ancillary
staff is, In the main, not possible. ‘ _ ) B '

The dlfflculty of comparing ancillary staff levels and confl uratlons on the basis of .
ri Y g

‘,/

system-level allocative formulae is particularly acute in those systems whlch do not

allocate numbers of desxgnated ancillary staff to schools on the basis of enrolment but. .
ratlier, allocate to the school either alnumber of anclllary staff hours of an anclllary
staff budget, and devolve to “the .gchool the responslblllty for determlmng the
configuration of anoillary staff to be ¢j ployed -South Australia and New Zealand each
\devolve responsibility for aneillary ‘N‘Stﬂf conflguraglons to- thie school, and a modified’

form of such devolution oper,ates in sectors within several other systems.

e T,

Desoite all of these qu_alificationsi, several reasonably clear patterns emerge from
the ancillary staff schedules Which op‘erate in the eight systems. First, while-in all
systems the number of ancillary staff allocated to schools increases as enrolments Tise,’
this increase.is not directly proportlon'al to enrolments. Relatlvely small schools are

supplied thh proportlonately more anqlllary staff than are larger schools of the same

type in the same system The major exceptlon to this ocecurs thh/prunary schools with * ‘

less than about. 100 students; since in most systems such schools -are not supplled with - °
any anclllary staff{. In some systems thls weighting of ' anclllary staff towards smaller
schools is offset to a~degree by a change in the nature of the anclllary staff as school
size increases. For example, in Vietorian secondary schools the position of clerical -
assistant ha.s‘four Graduatlons, and the Lnost senior of these staff are only appointed to
schools with more than 1000 Students,‘ whereas the lowest. paid category of cierical -
assistant can not be employed in secondary schools with more than 400 students. As well
as some categories of ancillary staff bemg at a more senior level in the‘larger schools in -
some systems, it is also the case that in some mstances the categories themselves differ
between small and larger schools. For example, Queensland secondary s"hools are only” _‘
eligible for the appointment of an Admlmstratlve Officer once enrolments reach 1000 *
students. 'Similarly, in the Vietorian p[‘lma[‘y seetor, schools with an enrolment of 500 or , _"1
more are eligible for the appointment’ of a clerical assistant, whereas an enrolment
below this level only entitles the school to the -, ~ointment of a part—tlme typist. Such

changes in the configuration of ancillary staff as school size increases have unpllcat}ons

. the schools. On the one hand, the less than proportionate increase in ancillary staf

not only for the division of Jabour in schools, but alsa.for the per. pupll eosts of operatln\
f

numbers as enrollnents increase will tend to lower per pupil operating costs bui on the
other the hlgher salary bill assoclated Wlth the more senior ancillary staff conflguratlon :
ev1dent in many schools will tend to offset this.

a . e
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A second general comment whnch can be made wnth regard to-t e"dxstrlbutnon of .

»

prnnary schools of equxvalent SlZeA \'lostcsecondary sehools for exam Se, redewe a -

1aboratory ass;stant an’ ancﬂlary s‘taff classification that® is, no't e\ndent in the prnnary

' schools ol“any system.” The relatlvely more extensive allocatlon of ancll ry staff to
* secondary. schools presumably is . -2 reflectlon of the more compl % and speclalwed -
programs that secondary schools te’nd ‘to offer when compared to’ prif ry schools The

" ‘more extensxve allocdtion of,ancnllary staff to secondary schools 1s furth r factor..
leadmg to the relatlvely hxgher per pupil oper&tmg cost of secondary scho Is. Tie actual '
numbers and types -of ancxllary staff located m schools are reported in the co pamon
\olume (Ainley, 1982) _"-. e,
' It is also evrdent from the ancnllal‘y staff, schedules that South Auste \lia an New
" Zealand approach the. allocatxon of anclllary staff in a. dnfferent manner .to that adc pted

in the other education systems These two systems have devolved a’ ‘considerdble degree

ff w1thm -
a total .allocatlon of ancillary staf" ‘based essentially upon the sxze of the enrol nent a d
the teaching force of the school. Smce, as was shown by data reported by Aml (1982),

of responsxblllty to the schools for determmmg the conflo'uratxon of anclllary [

considerable” dnversntyr appears to exlst between schools” in the one system eongernin

desitable alternative configurations of personnel, 1ncludmg ancxllary staff poll ies of\’
.- this sort .would seem to be worthy of further investigation. . _ .

o In Gonclusion ) I U \
R : T .

. . N . - ’ ) . a
* " This chapter has .been concerned with the level and configuration of the teachers

-

othe\personnel resources 1n the government schools of Austraha and New. Zealand Tl e
'-o'reat ma_|or1-ty of these resources are allocated to schools on ‘the basns of staffin

schedules whlch stipulate the minimum entitlements of schools of various enroiment

: levels “The minimum entxtlements ar'e framed in terms of teacher numbers, and in most
ectors in . most systems, the schedule “also ‘stipulates the semorlty and subject
. spec ahzatxon of the teachmg,,staff The mdjor exceptions to this are’in relation to the
a ocatlon of anclllary staff In several systems, the schools have consnderable autonomy .
in deterhnmng the confxguratlonuof ancnllary support staff which is most appropriateé- to
their nceds. - . . N L - ) ' ﬁ
. The 'teachmg %nd ancnllary staff schedules . ensure that' wnthln arly one sector,
. st?hools of a snmllar size have equal’, access. t;o personnel resourges.’ It has been
' recogmzed in al} systems, however, that equnty in resource provxsnon may necessxtate the
pl‘QVlSlon of addltxonal resources to partlcular stud_ents and partncular’ schools. -While the -
'systems may vary-in the mechanisms by which special needs are determmed, .and while
AN - .

. . . - ——
. . .
- . . N * - 4 . N

e
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.armnv from educational disadvangtage, are—lmely to ari

Sy

he proportion ef the total personnel resources avallable to be allocated in this, manner
also varies between systerns, the, ‘Fesource allocation pohcres of all systems reflect the -
prlnmple of positive diserimination in favour of disadvantaged students and schools.

If the trend towards greater school autonomy in curriculum and, admxmstratwe" '

matters that has been evident in most systems over the 1970s gathers pace m the future,

it is hkely'that systems le face pressure from schools for differentiated stafﬁng

where schools have greater
freedom to develop education programs sulted to the particular needs of their students.

' responses.” These pressures, whxch will be addmonal to ;?se based upon special’ needs

In such cxrcumbtances the challenge for system ‘administrators will be to devise
alloca.twe mechanmns which can engender a dwersxty of eoucatlonal progfams between

schoo‘ls, without ﬁacnflcmg the equality of rcsource provxslon .whiech is provided for by
' the staffing sehedules. ’
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CHAPTER 6
. THE OPERATING COSTS OF GOVERNMENT SCHOOLS

‘The Role.of Cost Studies in Education

In a time when government expendituré on schools is facing a-growing range of pressures,

a common response- is to turn to economic analysis for assistance in designing potieies

which may inake a more effective use of the education budget. Despite the potential

applicability of economic an‘alysis to many forms of resource allocation decisions in
education, the history of the involvement of economists in educational policy inaking is

not a particularly long one. Those studies that have been undertaken have been

'pr_i,ncipally of two types, namely cost studies and educational production function

analyses. The cost studies have been uenerally concerned with attempts to calculate the
relatxve f1nanc1a1 costs (usually on a per: pup11 basxs) of conducting various types of
eduuxtxonal mstltutlons and/or d)fferent courses thhm sueh institutions. Amongst other
matters, such studies have attempted to identify gross differences in the levels, of
funding for different institutions, the costs of expandmg student enrolments, and

whéther or not there are significant reductxons in per pupll “costs.associated with larger

. mstltutlons.

It.is important to-realise that cost studies in educatxon are of limited value unless

‘account is-also taken of-the effects upon students of the l‘esources which are costed. A

study ~which shows oniy ‘that sciiools differ significantly 'in the per pupil costs of
instruction gives little agsistance to those responsible for resource allocation policies.
without addltlonal evxdence some could claim that the school with comparatxvely high -
per pupil costs is relatxvely inefficient, and therefore provides no model for resource
allocdtion, while others could interpret the high per pupil costs as an index of the high
quahty of schooling. In practice, in the urovernment school sector m particular, it is
more likely that widely dxffermg per pupil costs of instruction between schools are more
a reﬂectlon of different resource allocation polieies - than of any major differences in

efflcxency between schools Evidence is required on the relative effects of the different

‘educatlonal re§>)urces as well as the fmanclal costs of the resources before appropriate

policies can be formulated. In short, fOl many resource allocation decisions in educatlon,

cost studies are a necessary but not sufflcxent step

- - The Measurement of School Costs

~ PR

<

2]

JThe measurement of the costs of alternative allocation policies while conceptually-more

straightforward than the measurement of the outeomes of schooling, is not, without its
own share of difficulties. aThe first question that needs.to be resolved is which elements

e 153
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_of the total financia. costs of schooling (the capital costs of providing the/schools, the

recurrent costs of operatmg the schools, the fees and expenses incurred by parents, and
the income for egone by t/nose students of employable age) should be included. From the
perspectlve of the educatlon authorities the relevant costs are those for which they are

directly accountable, namely the capital and recurrent costs of providing and operating

schools. In regard to existing schools it is the recurrent costs of operating those schools -

that occupy the_ largest p[‘OpOl‘thll of educatlon budgets. .Furthermore,. the resources

whxch repréSent those recurrent expendltures are those resources which are relatively

more amenabdle to reallocatlon poth within schools and between schools, at least in the -

medium term. It could alse be expected that the resources represented by the capital
costs of e_xisting scinools would have less impact upon the o/‘utcomes of schooling than the

resources accounting for recurrent expenditure. In summary, the cost elements of

greatest concern to this study are the relative recurrent costs of operating dxfferent

schools. : o / . 50

The recurrent operatlng costs of schools can be classified “as personnel or
non-personnel related. Becﬁuse of the particular foeus of this study upon personnel
allocation policies, the followmg discussion is prxmarxly ‘econcerned thh estimating the
personnel costs of operating schools Accordingly, llttle reference is made to the costs
of the annual’ grants o sdvmts for items such as books, teaching materials, and
equipment. Similarly, the rlo ity incurred by schools for services such as eleetricity,
heating, postage and so on, ave also excluded. ) _

At the level of tue’ sek. 26l,  personnel 'costs comprise‘ the salary land
salary-associated costs of ihe teachers and support staff worklno' in the schools
Sa)ary-associated costs in:urred by the. educaton systems include items such as

leave. In those systeins where all of these costs r\ave to be borne by the employing

-authority, the net effect, dependmg upon the leveI\ of the costs, would be that the:

education system is liable t‘o incur personnel costs ‘at least 10 per cent and m some
‘instances up to 20 per cent over and above the total le\vel of direet salary costs in the
analysis which follows, personnel costs other than salary costs are excluded because

'Adetalled data on the level »f! isuch costs were difficult to obtain. This omission means

that the salary cost data whlch are presented later in thls\ chapter are an understatement

of the actual level of personnel costs incurred by the educatlon systems. It has not been

possmle to obtam sufflclently detailed ancillary staff salary data from all systems for
|

cost d*lta relatmg to these personnel to be included i in the analysxs _ T

It .should be noted that the teacher salary cost data which’ follow are an

understatement of the actual level of personnel costs in a more fundamental way than

that just cited. The relatlons\ between salary costs and school enrolments that are

¢ ’ \\ » * \_.’
| o
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developed in th'S\jhapter are based not upon the actual level of teacher salary costs

associated with particular schools, but are derived from the teacher staffing schedules
elaborated in the p\r\e_vious chapter. As was also noted in that chapter, in each system

the level of teacher numbers in many schools exceeds the minimum entitlements given

by the staffing schedules. The decision to use the staffing Schedules rather than the

school survey data to derive salary costs was taken for three main reasons. The first of

these was pragmatic and related to douots that the survey responses of soine 600 schools

spread across eight different education systemns employing different personnel

nomenclature could be obtained in a sufficiently detailed -manner to enable accurate
costing. In addition, it was felt that to seek actual salary data f{rom schools via the
school survey could have adversely affected the response rate. An alternative source of
data on the levels of staff in schools and their actual salaries, namely the records held

centrally, were not available for all systems. The second reason why the staffing

schedules rather than the survey data were used to derive recurrent operating costs was

that use of the staffing schedules controls for the idiOSyncratie variation between

schools in factors which may effect teacher salary costs. Thirdly, it was eonsrdered that

“it is the cost implications of the staffing schedules which are most pertment for pohcy

i

decisions since the schedules represent the minimum staffing entitlement of schools of
different sizes. As an example, where systems are attempting to assess the cost
implications of declining enrolments it is the minimu;n teacher entitlements of the
schools (as reflected in the staffing schedule) which sets the lower boundary of the cost
issues concerned with the enrolment change. It is this lower boundary which is the most
conerete indicator of tiie cost implications of such changes since it is not influenced by
the (potentially) idiosyneratic staffing and cost levels of individual sehools as revealed by

survey data.

Presentduon of the SalarLCosts Data

~—ln the—following ‘discussion an issue of ma]or importance will be the relatlon between

school enrolment and average costs since this consideration is ecritical for informing

‘policy decisions on school size, and for assessing the likely resource implications of

changmg patterns of enrolment. Much of this disecussion will therefore focus upon the
exlstence or otherwise of economies of scale irr the nperation of schools. It should be
noted that in some senses the terin 'scale' is not altogether approprlate in the context of

school costs, because, as it has been used in econoinics, “scale refers to the 1nvel of°®

_production of a given output. Because of difficulties 'in the conceptuallzatlon and

measurement of the outputs of schoolmg, most studies of school costs do not “concern’
themselves with an exdmination of costs per unit of: output but rather examine costs per

student.’ In response to this semantic difficulty, Hough (1981) proposed that the
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discussion of school costs should be couched in terms of 'economies of size' rather than

'economies ot scale'. In the present study, ‘the more tradmonal term of economies of

scale will se employed because it is the one which has been most. commonly used in

studies of school costs. It is important to note, however, that as applied to schools, the
term scale economies is not synonymous with its application in other settings.

The total salary costs of a school can be represented as follows:

s¢ o= Q) s
a where 1SC = total salary costs
P; = the'total number of p esonnel in the ith personnel
category . : ‘ s
and S5 = the average salary paid to personnel i\ the ith

personnel category

In this study Pi refers to teachers and is -derived from the staffing gchedules and
supporting documents supplied by each of the eight systems..‘The basic data derived -
fromn these schedules were presented in the previeus chapter: Salary cost data were
derived from several sources and are detailed in Appendix Il. The salary cost data used
are those which apply to particular personnel categories and have not been used in the

aggregated form 1mplled by the grouping together of various promotion positions that
was undertaken in the previous chapter. | :

The results of the teacher cost calculations are contained in Tables 6fl(a) to (h),

where for each government system the total teacher salary co"ts teacher salary costs

_per student and marginal teacher salary costs per student implied by the primary and'

"secondary staffing schedules re shown. To simplify expression,.the terms total, average *

and marginal costs will be used respectively. Ave“rage costs were derived by dividing the -
total costs of each school by the enrolment of the school. In _principle, marginal costs
refer to the cnancre in total costs as one addmonal student is added to the school
enrolment. In practice this was derived by dividing the change in total costs between
lwo enrolment levels by the number of students separating the (wo levels. Accordingly,
in the taoles‘_marginal costs are stiown at the midpoint. of the relevant enrolment levels.
The general form of the rc«latioﬁ"{liezizfeen average and marginal costs is that where
marginal costs are less than average cosls, average costs will continue to fall. Over the

range where marginal costs exceed average costs, average costs will rise.

School Si'),_;e: Cost Implications

In both the primary and secondar& sectors of Tables 6.1{a) to (h),;_over most enrolment
levels the increase in total salary costs is less than proportionate to the increase in

enrolments, This implies that over most of the ‘enrolment range, &verage costs per
. . . - v
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" Table 6.1(a) Formula Allocation of Teachers. Relation Between School
Enrolment and Annual Teacher Salary Costs, Australian Capital

. »;errttorx 1980 .
3 Primary High College
: Tot. Marg. Av. Tot. Marg. Av. . Tot. Marg. Av.
- Enrolment $000 - - $ $000 $A 5 $000 ~ § $
25 17.3 692
50 41.1- ggé 821
100 73.9 Bl 738
200 148.3 805 742 . ..
, 300 228.8 755 763 493.0 ééo 1643
400 304.3 761 556.0 1390 .e .e
e B 598 oo P 1292 P 2 .. P
500 364.1 514 728 685.2 969 1370 827.3 1244 ° 1655
600 417.5 598 696 782.1 95- 1303 951.7 1308 1586 ~
700 477.3 514 682 . 877.4 . 985 1253 1N972.6 1292 1547
800 "530.7 534 663 ~975.9 1018 1220 8 1308 1515
900 584.,0 ¢ 649 1077.7 1001 1197 6 1492
1000 .e . .. 1177.9 1178 .

Source: Tables 5.7(a), 5.10(a) and Appendix II.

Note: Tot. = Total Teacher Salary Costs.

j:ff » Marg,, Marginal Teacher Salary Cost Per Student.
Av.. Average Teacher Salary Cost Per Student.

w o

Table 6.1(b) Formula Allocation of Teachers. Relation Between School
Enrolment and Annual Teacher Salary Costs, New South Wales 1980

Primary o Eéﬁpndary
! ' Total Marginal- .Average Total Marginal Average
Enrolment $000 5 $ $QOQ - 5 - $
25 14.5 580
v 50 . 35.1 2%3 702
100 ) < 67.0 695 670 .. .o

= 200 . ~136.5 478 682 362.7 1660 1814
>t 300 ST 184.3 632 614 471.7 960 1572
400 ' " 247.5 510 61° 567 9 670 1420
© 500 298.5 710 597 - 6344 " 855 1269

600 - 369.5 655 616 ° 719.9 748 1200 .
700 435.0 459 671 794.8 - 1204 1135
800 ' 480.0 460 600 915.2 1037 1144
900 525.9 L6k 584 - - 1018.9 765 1132
1000 572.3 567 - 572 - 1095.4 888 1095
1100 ‘ 628.9 \ 572° 1184.2 781 1077
1200 . T T .. 1262.3 895 1052
1300 : . ' o . S oIsL7 L oo 1040
® 1400 ' .o ot . 1441.2 ° - 1172 . 1029
1500 .o o .. 1558.3 . 1039

Source: Tables 5.7(a), 5.10(a) and Appendix- II.
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Table 6.1(¢c) Formula Allocation of Teachers. Relation Between School
Enrolment and Apnual Teacher Salary Costs, Victoria 1980

Primary : Secondary?
. Total Marginal Average .Total Marginal Average
Enrolment $000 - - $ $ $000 $ '§
25 14.3 573 - el
’ 50 453 120 g T “
——— " 100 76.9 705 769
. 200 147 .4 548 137 g .. e
’ 300 202.2 370 674 441.4 Q;i 1471 .
400 - 289.2 590 723 538.6 856 1346 -
500 348.3 480 697 624.2 841 1248
600 396.3 590 661 708.3 941 1180
700 455.3 590 650 802.4 841 1146
800 - 514.4 616 643 886.5 . 9t1 1108
900 576.0 632 640 977.6 871 1086 -
1000 ’ 639.2 ' 639 1064.7 966 1065 °
.1100 . ot o - 1161.3 1056

Source: Tables 5.7(a), 5.10(b) and Appendix II.
a High schools only,

. o
[ .

Table 6.1(d) Formula Allocation of Teachers. Relation Between School
' Enrolment.and Annual Teacher Salary Costs, Queensland 1980

Primary "~ Secondary
> Total Marginal Average Total Marginal Average-
-Enrolment . $000 8 $ $00Q' $ : $
25 16.4 654 .o .
50 36.0 > om0 .. - .
100 65.1 447 651 C e e
' 200 109.8 581 549 o lé69 1581
. ; 3¢ 167.9 973 560 1006 1457
' 400 265.2 436 663 537.0 1004 1344
500 308.9 201 618 638.0 1050 1276
600 . 337.9 986 563 743.0 946 1238
700 436.5 436 624 837.6 © 1050 1197
800 © .480.1 727 600, - 942.6 1004 1178
900 552.7 436 614 1043.1 " g37 1159
1000 o 596.% 628 596. =~ <1126.8 1096 ° 1127
1100 659.1 436 599 1236.3 883 1124
. 1200 702.7 586 1324.6 1072 - 1104
. 1300 .. ot .. ' 1431.8 1020 1101 .
1400 o o .. 1533.8 837 ° 1096
1500 . - ot .. . 1617.5 : : - 1078

Sourte: Tables 5.7(b), 5.10(b) and Appendix II.
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Table 6.1(e) Formula-Allocation of-Teachers. Relation Between Scheol
Enrolment and Annual Teacher Salary Costs, South Ausiralia 1980

Primary ' . Secondary
: Tota] . Marginal Average Total Marginal. Average
Enrolment $000 $ $ . 8000 g B 5
25 39.1 57 1563 °
50 40.5 623 - 310 e e
100 _ 71,6 773 716 .5 ) .o
200 148.9 637 745 315.7 liiO 1578
30y 212.9 580 709 426.7 1190 1422
~ 400 ;70.6 612 677 545.7 1121 1364
500 . o 331.9 T3l 064 657.7 1030 1315
600 395.0 538 653 760.7 1115 1268
700 4438.8 v 538 . 641 872.2 968 1246
800 502.5 552 . 623 698.09. 952 1211
9u0 . 557.7 538 620 1064.1 968 1182
~1000 6ll.5 e 611 1160.9 568 - 1161
1100 . .e e 125747 - 968~ 1143
1200 .o . .. .. 1354.4 1020 1129
1300 . . .. .o .. 1456.3 959 1120
1400 .. .. Lol ® 1551.5 . ‘1108

¢ Source: Tables 5.7(b), 5.10(c) and Appendix II.

-
-

Table 6.1(f) Formula Allocation of Teachers.. Relation Between School
Enrolment and Annual Teacher Salary Costs, Western Australia

1980 - »
*
. - © Primary Secondary .
, P Total Marginal Average Total Margindl Average -
Enrolment $000 -8 $ 3000 - $ $ -
25, 27.9 1115
50 37.2 o 743 . 3
100  84.6 ol 846 i e
200° 148.4 225 742 1315.2 S 1576
300 202.9 638 676 - 403.6 1253 1345
400 266.7 .680 667 528.8 572 1322
500 334.7 683 669 586.1 540 1172
600 403.0 445 672 640.0 1085 - 1067
700 447.5 505 639 748.5 - 1028 1069
800 . 498.0 622 851.3 732 1064
900 . ‘e a " .. 924.5 102&, 1027
1000- : ce b e .. 1027.1 784 1027
1100 .. e .o 1105.5 488 1005
1200 ) . . .. 1154.3 1279 . 962
1300 X .. e .. 1281.4 ‘739 986-
1400 . .o "t .. 1354.6 .. 968

Source: Tables 5.7(b), 5.10(c) and Appendix II.

'
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‘Table 6.1(g)

Formula Aliocation of Teachers. .Relation Between School

Enrolment and Annual Teacher Salary Costs, Tasmania 1980

. Primary . Secondary?
Total Marginal Average Total Marginal Average
Enrolment $000 $ $ $000 $ S
25 18.6 144 .-
5 36.9 s 738 -
100 68.5 637 685 .
200 132.2 665 661 i .. .o
300 198.7 786 662 375.1 16é0 1250
400 271.3 649 " 693 484.,1 1095 1210
500 342.2 660 684 593.6 1138 1187
600 408.2 651 680 707.4 1018 1179
700 473.3 635 676 809.2 1036 . 1156
800 536.7 623 671 912.6 1034 1141
900 599.0 ] 666 }A11016.0 1050 1129
1000 T v " e ” 0 - 1121

1121,

At

Source: Tables 5.7(c), 5.10(c) and Appendix II.
High schnools only.

a

" Table 6.1(h)

Formula Allocation of Teachers.

Relation Between School

Enrolment and Annual Teacher Salary Costs, New Zealand 1980

Full & cont. Intermediate Secondary
. Tot. Marg. Av. Tot. Marg. Av. Tot. Marg. Av.
Enrolment  $000 $ $ $000 $ $ $000 $ $
25 14.6 582 '
50 26.2 Zgg 523
100 50.3 4o 503 - .. .. ..
200 92.7 310 464 121.9 470 609 235.9 o 1179
- 300 126.6 o2 415 153.4 (o3 513 290.8 o 970
400 165.2 435 413 209.0 307 523 390 7 977
500 208.8 7 417 281.7 > 563 458.
600 250.9 o0 4le 323.8 . 540 520.1 o 8069
700 - 298.4 100 426 3714 o0 531 586.1 " o 837
800 337.4 39 422 410.6 300 513 6513 o 814
900 373.3 415 446.3 496  719.9 800
1000 . . cse.3 ST sy
1100 845.2 6§7 782
1200 908.9 757
1300 - . ' 995.3 sgg 766
1400 1071.9 ;01 766
“ 1500 e 11220 748
Source: Tables 5.7(c), 5.10(c) and Appendix I[I. '



student dectine as enrolment increases. This deeline is smo "+ = in the cuntr of
secondary schools than it is for primary schools. In the priinary school sector of . ach
system, the decline in average costs as enrolments increase is marked b discontinuities
which reflect the rather lumpy nature of most primary staffing schedules: "For example,
the Queensland pritnary staffing scheduleﬁgllows for the miniinum staffing entitlement.of
ary sche | with 400 students to c¢xceed that of a pri sehool of 300 stude: by
the -juivalent 3 assistants, 'a deputy principal and a higher grade principal. these
additional entitlements expfain why, as shown in ‘Table 6.1(d), the E)er student salary cost
of a Queensland‘primarylschoo[ with 400 students is over $160 higher than a primary
school with 300 students. Similar examples could be found from the priinary school
sectors of tne other systems., The. enrolment ranges over whicli marginal costs are shown
to be relatively large indicate the points at which the discontinuities operate. The
arbitrary enrolment levels used to derivé the costs shown in Table 6.1(a) to (h) probably
serve to over-emphasize discontinuities in the average cost function. _
By contrast, in the secondary school sector of most systems, the decline in average
costs as enrolments increase is more Tapid, and less marked by dlscontmumes, than m
the primary §ectors “The different. behaviour of -average costs in the prrma;y and
secondary sector reflects the fact that in most systems the secondary staffmg schedule
allows for a relatlvely small secondary school of, say 300 students, to be equipped with a
.complement of principal, deputy, senior teachers.and assistants which is gradually added
to as enroiments rise. From a costing perspective these additions tend to be.’more of the
same’ since, as is apparent from Appendix II, in ‘most systems the salary etassification for
primary promotions positions contain more gradations than the ._salary classification for
secondary promotion positions. As a consequence, the difference in the staffing ievels of ‘
© two primary‘schools of differing size is likely to comprise, in addition to greater teacher
numbers: 1 principal, 'deputy principal and even senior teachers of a higher classification
‘in the larger of the two schools. The secondary stalffing schedules and the structure of
. secondary teacﬁers salaries tend to make this less likely to oceur in the seconoary sector.
Despite some.discontinuities in.the relation between average costs and enrolments
in the prnnary school sector, overall the general rclatronshrp is one of declining average
costs as enrolments increase. This is perhaps better illustrated in Table 6.2, where the
priinary school average cost data for each system are presented in 1ndex form, with the
per student average.salary cost in a primnary school of 100 students bemg set as a base of
100.0. From tuis table it can be seen that in every system, a school at the hrghest
enrolment level has a lower per student teacher salary cost than a4 school of 100
studonts ’lhe economies of scale, which appear to be most S’marked in the prlmary
‘schools of Western Australia and New_ Zealand, are ‘the direct result of the prrmary
staffing schedules utilized by each system. These schedules provide for smaller schools

to receive lower student-teacher ratlosl%\dsa higher ratio of promotion positions ‘than ¢

* L
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Table 6.2

Fornula Allocation of Teachefs to Primary Schools,

Indices of Teacher Salary Costs Per Student,

Australia and New Zealaid 1980 Base:

Per Student Cost at Enrolment of 100 Students = 100.0

Australian ey

e,

New Zealand

' Capital  Soury Soutl  Yestr o Full and
Eirolment  Territory Wales Vietori Queemslo stra . hust . 0 1 iy contributing  Internediate®
100 W00 00 000 e 1w 0 100,0 .
A T U T S S 8.1 9%.5 9.1 100.0
} MISL6 6 80wy g o BB B0
400 oG N R R VR S .1 8.9
500 B3 B0 06 94 nr oo 9 | 92.4
600 Wl 99 B0, 8.5 Wy e ] NI
L VA N A T BS  1BS % B, )
800 8,1 8.6 e 90 .0 nS . %0 3.9 B,
900 R T Y BT 8.6 . 91 B2.S BL.4
1000 w BB 9L 8.3 . .
1100 I TR 92,) P y
1200 oo 90.0, .o . . .
Source: “Tables 6.1(a) to (n), ”

d

For Intermediate schogl

s the base for per student co

s 15 set at an enrolnent of 200 students = 100.0,
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apply in larger primary sciiools. T+ rcon.mies of seale shown in ‘Table 6.2 are not,
A

" however, uniforin across the systems. Aside from the discontinuities that have already °

¢

-Secondary Schools -

been noted, the magnitude of the -decline in average costs varies between the systems.
For example, when comparing schools of 100 and 500 students, average costs in_ the’

larger school are alinost the same as in the smaller school in Tasmania,-less than 2 per

‘cent lower in the ‘Australian Capitdl Territory, about 5 per cent lower in Queensland,

sout 10 per cent lower in New South Wales, Victoria, South Australia and the
-utermediate sehools of New zaland, and of the order of 20 per cent lower in Western
Australia “a the full and contri‘outiné New Zealand privnéry schools. These differences
Suggest that generalizations about .. behaviuur 0i average costs across the eight
systems should be i :ted with somne cl’;ution What is generalizable, however, is that the

rate of decrease in average cos’ dech}1es as enro’ 1r}ents inerease spch that by the'tine

an enrolment of 400 student ;ched in most syStems’ the scale economies aSSocxated
with larger schools are less e hlghel‘ levels -of enrolment in most systems, .
say.: in“movifig, froqr: ,800 “to “1000 students, the degline ln aver: per . udent teacher

salary costs are relatlvely small. Th1s behaviour of the average cost curve suggests that
the most appropriaté' function to deseribe the relation between average costs and
ennolinents is not linear, but rather is hyperbolic of the*form

g T

AC = a +-% ’ ,:‘
average costs,

where. AC
e E

enrolment, and-

a and b are constants..

>

’lhc relation between secondary school enrolment leVels and average salary costs per
student are shown in Table 6.3 where for each system average costs are expressed as an
1ndex of the costs found to apply to schools with an enrolment of e1the{ 200 or 300
students. . As noted earlier, 1nfcontrast to the prnnary schooi data presented 1n Tatle 6. 2,

the decline in average costs as enrolments increase is more rapid in secondary schools.

A douulmg of School enrolment from 200 to 400 studenfs is assoclated with # decline in

secondary school average costs of betweéen 10 and 20 -per cent in all systems except—t‘or_.w

Tasmgania. " In the prnnary school sector an.increase in enrolments over the same range

‘leads tc a- much smaller decrease, and in several systems is even associated with a slight

‘rise in average teacher salary costs. The different behaviour of the average cost curves

in the primary and secondary s:ctors is largely‘explained by the tendency for the f

secondary staffing schedules, in contrast".}g' he primary schedules, to supply even
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Table 6,3 Foraula Allocation of Teachers to Secondary Schools, Indices of Teacher Salary Costs Per Student,

™ Australia and New Leal and-98——Faves —per Student Cost at Enrolment of 200 Students = IOQLQ-—‘ff

New
AT South  Victoriad South Western  Taspaniah New
Eurolqent ™ High  College “Hales  (High) - Queensland  Australia Australia (High) Zealand
" w0040 o 1000 1000 '100,0 o 1000
N 1000 9.0 0,1 8.3 100.0 823
B . ;.3 91.5 85.0 8.4 83.8 %8 8.9
83.4 100.0 10.0 8.8 80.7 83.3 T3 95,0 Mg
B3B8 662 L g B 80 6.7 9443 17
S0 95 6l my -5 9.0 .8 " s o
B X R S Y S 7543 14,5 6.7 6.5 9.3 | 69.0
AT Y Y YN B8 B3 ug 63.2 90.3 67.9 -
ST L o 1.4 113 13,6 5.2 89,7 66.5
B R e - Ll 1.4 63.8 T T
y 38,0 oo 69,8 1.5 61,0 . 4.2
o 57,3 . LA N Y y 5.0
“ 56,7 0 69.3 70,2 614 y 65,0
00 \ ¥ " 51,3 oo 68.2 oo . 634
Source! Tabi%s 6.1(a) to (1), _ o | | |
_E_f_-ﬁase for ACT high schools per student cogt is set at an enrolment of 300 students = 100,05 for the ACT
colleges the base is set at 500 enrolments, |
Base for high schools per student cost 18 set at an enrolment’ of 300 students = 100.0,
]
\
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relatlvely small secondary schools’ with a reasonably full range of semorlty and spe“lall/t' '

teacher classifications. Accordmﬂu, the%g:cllne in average costs as enrolments incregse

is relatively rapid as these flxed'costs are-being spread across a greater number of
students. Related to this . cénsnderatlon is the observatlon that the fate of decline in

average gosts as secondary enrolments incfease slows down qunt/e markedly once a-
reasonably substantial enrolment level is reached. For example/ in New South Wales,

Queensland and New Zealand, each of which has a number 9£relat1vely large - eondary

schools, the decline in student average costs-in movink from ‘an enrolment of 1000

students to 1500 students is. shovs‘ln by ’l‘able 6.3 to be less than three per cent._

’\ .
v N

Other,Research on School Costs : . . LN

I3

The teaeher salary cost levels in relatlon to school size that are revealed in Tables 6.1(a) :

to (h) are in close acd®rd with the general findings of costs sthdies conducted in

Australia and overseas over similar - enrolinent ranges. Such studies have been ,

particularly prevalent in the United States.’ One of the. moré mfluentlal of these was
conducted by Riew (1966) who exammed the recurrent costs of senior secondary schools

-in Wlsconsm and found that while per student cost’s declined steadily up to an enrolment
. level of about 900 students,’in the very large schools in that system, namely those with

between 1600 and 2400 students, per student operatmg costs on dverage were some 35
per cent higher than i schools wnth between 700 and 900 students. In other words Riew

»1dent1f1ed a uy= shaped average cost functlon applying in that system. DE3pite the-
increase in average costs assbcxated with very large schools, Riew concluded that the P
'mcreased Quantnty ‘and varxety of programs possible in such schools could- justify - their

add:tional operatmg costs. Most studies' have not examined schools of sufflclently large

sue for an lncrease in average costs with enrolments to be detected. For example

bonstad (1973) 1n a review of over 400 schoo! costs_ studxes, demonstrated that more than

Hough (1981) in a study of recurrent school costs in four English local education
authorltles concluded that economies of scale were evident for both prnnary and
secondary schools even though the yarletyﬁ of secondary school struetures made
generblxzatlons difficult. At the _priinary school level, the range of séhool size was
1nsuf£xc|ent for an optimum average cost point to be easily identified. At the secondary-
level comprehensxve high schools covering a full range ofwear levels were found to
reach en optimum average cost point in the range of 800 to 1000 students, while for

secondary schools containing students from the upper year levels only, the average costs ' |
. showedilittle decline above the 1500 enrolment level. ' :
In: Australia there have been few published studxes exammlng the school costs [

issue. Hind (1977) in a ‘study of/prlmary school costs in rural New South Wales’;

~ h

[

.90 per cent of the studies shdwed a decline in per student costs as enrolment 1ncreas£d’ '

{

/

/

/

B

'
h

{
¢
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‘ segregated school costs mto two cateworles The first of these was instruction and

ad\mmstratxon Whlch larvely comprised salarv costs,’ and the second, was sehool
maintenance which included both salary and materials costs. . Hind hyp theslzed that a

. dlfferent relation between each of these expenditure categories and school size wouid be

likely, ‘and tested this hypothesls by fitting funetic » * thie school size and cost data. In

Y
the administrative and instructional cost categor, — - < scluded tiat the relation with

enrolment was curvrlmear and lhyperbolic and that approximately 80 per cent of the

variation in expendlture in this category was explamed by the rec procal of school

.cnrolments ‘A similar relation was detected for the lnalntenance expendlture category

.except ‘that here school enrolinent accounted for only about 60 per ceftt of the variation

in per pupil *costs. llmd ‘coneluced  that most of the’ economies in the mstructlonal and

' admmlstratlve categoly were exhausted by about the<100 enrolment level in primnary

schools smce above that point the declipe in average costs assocjated with increased
enrolment was relatgvely small. This finding differs fl:om that 1mpl ed by. the
t‘ormula devised salary cost data in Tables 6.1(a) to {n), where cons1derable economles in
priinary school size in most systems appeared to ‘exist tp to enrolments of about 400
students. In part this dnfference would be due to the fact that the basis for the cost
comparisons in- Table 6.2 is the per pupil costs of schcols with 100 students and it is in
comparison with this base that the scale economies are evident. By contrast, Hind
included actual salary cost data for 2 large number of schools wrth less than 100
student s. Thus the comparative bases of th2 two dufa sets differ.

Curtis (1981) ‘examined the relatlve costs of. South : Austrahan priinary and -

~secondary schools in the government school sector in 1979.: While notmg the vartation in”

the costs of schools of similar size and the discontinuities in| 'the behaviour of average

. costs as enrolments rose, Curtls was able to demonstrate that in the case of primary

schools, whlle significant average cost decreases could be expected up to. an enrolment
level of about 200 students, the decline in average costs beyond this pomt was not

substantial. For example, between primary enrolments of 400 and 800, average costs

-declined by $70 per student, or just under 7 per cent. At the secondary school level,

Curtis demonstrated that ‘while econounes of scale are evident up to the range of about

600 to 800 students, beyond that pomt smaller decreases in per student costs may be

expected as. enrolments grow. For example, Curtis showeA that ‘between secondary

schools of 200 and 800 studeuts per student costs declmed by some $620 or 27 per cent.
An lncrease in the size of a secondary school from 800 to 1400 students, on ths other
hand, was associated with a decline in per student costs of $110 or Just under 7_,per
cent.. Although Curtis was able to' employ a wider range of recurrent cost categories
than in this study, his fmdmgs are consistent with those suggested by Tables 6.2 and 6. 23,

.
\
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e .+ &ehool Type: CostImplications

(4

As is ghown in Tables 6. l(a) to (h), in each of the eight goverhment eduecation systems,
the imputed teacher salary costs of operatmg secondary schools exceed the. per student
operating costs of prunary schools: At most enrolment levels, the magnltude of this
difference is at least 60 per cent, ‘and in several systems expeedslﬂo per cent. Such
dxffercnces reflect the relatively low student—teacher ratios embodied in secondary_
stat‘fmg schediiles when compared with their prnnary counterparts, and thé  higher
proportxon of promotion positions in the seniority .configuration of secondary ‘schools.
These structural characterxstxcsyaare exacerbated in most systems by the teacher salary
" structures whlch as noted in Appendix I, entail relatlvely higher salariés for. secondary
teachers. HOWe»/er in systems such as Victoria whieh have stated policies to narrow the
resozﬁce gaprbetween prunary and secondary schools, policjes which the student-teacher
_ satio, data shown m Table 4.5 indicate to be working, the cost differentials between
prxmary and secondary schools will also narrow } * °
' Wlfhlrythe one sgctor, per student operatxng costs vary between dlfferent ‘types of .
structure For example, in New Zealand, the imputed teacher salary Operating
\ 1nte’rmed|ate schools exceed - those |n full and contributing prlmary schools by af ”
’r cént at most enrolment levels In the Australian Capital Terrxtory, a similar

e exlsts .between the per stu’dent |mputed teacher salary of senior colleo‘es and

:Ah_ : ét; ls One would also expect thaf in &ictorih, the per studen‘t operatlng.costs of
; 'fm‘fn! 2l sel ool., would exceed  those applyxng in hxgh schools of équivalent sxze, by

v1rtue of. the lower student-teacher ratlos xmplled by the techmcal 5chools staffxng
schedules. In these three examples of dxfferent operatmu' costs applyxng to schools of
';dxfferent type w1th1n the one sector, the varxatxons in costs dre due solely to the
) dlfferent level and .configuration ‘of teacher entitlements embodied in the respective
stafflng schediles. In these mstances,, because schouls are in the - ‘same sector, different
-salary- awards would not contribute to differences in ¢osts. The.only real exception to
‘this would be in the intermediate schools of, New' Zealand which: have some specialist
teachers who are paid under secondary tesicher salary scales ! ,’
i should be noted that ‘the per. student cost differentials which “exist in the
' Australlan Capital Territory between hxgh schools and Senior secondary colleges are not
. nccessarxly an indication that such a aystem is proportxonately more expensxve to operate
_than .a-system~coinprising “secondary schools which span the full years of secondary
edoeation. - The companion volume (Ainley, 1982) reports survey data on within-school
resource . allgeation policies which shows that in ‘all systems schools allocate, i
«;_propornonately moré tedcher resources to the upper secondary levels. In the case of
scveral systems the dxffer.entlal in resource allocatxon {as measured by tlme-wexghted

>
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average class s1ze) between the year levels is proportionately greater than the cost
differential oetweén the high schools and colleges shown in Table 6.1(a), The dlfference
between the resource levels of the high schools and colleges m the ACT reflects the .
orlgms of the system as a part of the New South Wales government school system As
was noted in the previous chapter, the secondary staffing schedules which operate in
" New South Wales allocate proportionately more teachers for the upper year levels. At
the formation of the ACT system in 1974, this weighting was refl,ected in the staffmg
schedules developed for the high sehools and colleges. ’ ' '
An interesting perspective on the issue of school type and per student operatmu
costs was proposed by Riew (1981), who developed a model which can bé used to estlmate' :
some of the economlc 1mpllcatlons of relocating primary and secondary classes
Beginning w1th the premise that declining enrolments *force consideration .of the
potentlally/expenswe implications of under-utilizing plant, ‘equipment, and personnel,
Riew argued that economic advantages are likely when the most expenswe educational’
resources are the least under-utilized. In the metropolitan Maryland country in whieh -
- Riew tested his model the most expeunsive sectors were (in descendmg order of per-pupil *
cost) the senior high “schools, the junior high schools, and the prlmary schools. !
Accordmgly, the structural reorganization which Riew simulated involved the transfer of
the highest primary school year level to. the junior hlgh 'school, and the shifting of the
highest ]umor high school year level to t‘\e senior high sehool. On this basis, he
estimated that considerable resource cost savings could flow to the whole system

becaUse the degree of ur.der-utlllzatlon of the most expensive educatlonal sector (the

semor high schoel) was minimized. 'I‘he Riew approach is open to some methodological

. [ eriticisms (for example capital costs and student transportatlon costs ware not included

in Ithe model), and little consideration was pald to the full range of educatlonal
lmpllcatlons of the proposed restructuring. The analysis is of interest, however, because
it favilitates debate on the ophmum configuration of school structures.

£
In xchool systems which operate several types of. schools that vary in per student_ ,

coperatmg cost times of financial strmgency could lead to consideration of policy
proposals smmlar to :those discussed by Rlew (1981), to relocate students from the more’
;costly sectors, for- example, by delaymg the point of entry to secondary school for a
year. “This, would appear to offer cost- savmgs, since, as clearly evident from Tables
6.1(a) to (h), in each system, per student operatmg costs are lower in primary than

‘secondary schools. It should be noted however, that the potential financial beneflts

":fx-om ‘such a policy may not be reallsed in :all clrcumstances In. part, this would be‘

attributable to the dlstrlbutlon of rebources between year levels in primary and
secondary schools. As is evident from the survey and case studies of school practices
reported in the companion volumes (Ainley; 1982 and Sturman, . 1982), secondaty- schools

tend. to allocate proportlonately more of their teaching resources to the upper year'
168



levels. Accordingly, it may be expected that the per student cost of providing classes in
the first year of secondary seheol would be lower than the per student cost of the whole
secondary ‘school. Ainley (1982) also reports a tendency in a number of primary schools’u
for the program for students in the final year of prxmary schooling to entaxl a
proportionately higher ‘number of specialist: teachmg staff, thereby raising the per
" student operating cost of the final year level above the per student cost of the whole
school. The differences in the per student operating cost of the last year of brimary
education and the first year of secondary education are likely to be smaller than the
differences in the per student operating costs of the primary and secondary sectors as a
.whole. In addntron to these cost issues, the educational implications of such policies.
would also require thorough evaluation.- ‘

Changing Enrolment Patterns: Cost Implications -

One of the more unportant implications of the relationship between school size and per
student costs is that should any one system experience a change in enrolinent patterns
such that the average enrolment of schools declines, per pupil costs will increase without
concomitant changes in the staffing schedules. Some idea of the order of such an
increase is provided by Burke et al., (1981), who estimate that the reduction in the
average size of schools in the Australian Capital Territory over the second half of the
1970s, of itself increased costs per student by 4.2 per cent. lp Vietoria between 1975 and
1981, total high school ef'nrohnents declined by just over five per cent and the number of
- high schools increased by 20 to 286 (Victoria. hducatxon Department.. Compendxum of
Statistics). These changes resulted in a dechne in the average high school enrolment
from 678 to 597 students. On the basis of the data contained in Table 6.3, this would
have resulted in an increase in'per student operatmg costs of about three per cent.
Changes in enrolment patterns can-also a fect the dispersion school size around the
‘mean. This point was fxrst raised in the Austra ian contekt by Burke et al. (1981). They
- argued that over the enrolment range where® thej marginal cost ‘curve is declining and lies
below the average cost curve, an mcrease in "the dispersion of school size around the
« mean reduces total system operating costs, othet factors remanmng constant. In theory,
- 50 long as the marginal cost curve lies below’ the‘average cost curve, average costs will
continue to decline (albejt at a dxfferentura\te) whether marginal costs are falhng, rxsmg,
or constant.” These latter two theoretical possibilities mean that in addition to the
relationship between school size dispe-rsion and total system ooerating costs described by

-Burke et al., there are two other situations which need to be considered- -

I where the marginal costs curve lies below the average costs eurve but is rlsmg, an
lncreuse in school size dlspersmn around the mean is likely fo ihcrease total system -

operatmg costs, other factors equal; and “
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2 where marginal costs are constant and less- than average costs, 4 change in the

dxsperslon of school size is not’ likely to affect total system operatmg costs, other
factors equal.

.

These theoretical considera’.ons raise the empirical issues  ¢f the effeet of -
changing patterns of enrolment upon fhe dispersion of school size around the mean, and
the shape and 1ocation of the avera‘re and marginal cost curves over the relevant
enrolment range. The 1ocat10nal distribution -of enrolment changes wili be a major
influence on dispet sion. If enrolment decline is concentrated in inner suburban and rural
areas which already have relatively small schools, dxspersxon of school size around the
mean will increase. ‘The extent of this will be influenced by system pohcxes on the’
a.nalgamatxon of small senools and the degrée of parental choice in the schools which & .
their children attend. In ‘this respect, the issue:of removing zoning restnctxons on
students could be important. Burke et al. (1981) cxte evidence to suggest that the,
introduction of dezoning in South Australia in 1980 increased the dispersion of sehool
size in Adelaide. On the other hand, in the Australian Capital Territory, which also has
no 'zoning restrictions, there was a reduetion in the dispersion of school size around. the
,mean over the latter part of*the 1970s (ibid.). k .

The_issue of whether changes :n the dispersion of school size will reinforce .or
offset the financial impact of charges in the average size of schools will, as indicz ted
ahove, be ependant upon the location and shape of -the average and marginal cost
curves. Tables 6.1(5) to (h) provide some indication of these considerations in the
context of Australian and New Zealand government schools. As can. be seen from these
data, although bome»dxscontmuxtles exist in the behaviour oi average and margmal costs,
over the enrolment range relevant to average gehool sxze in each system, the marginal
costs in genera.l.elther decline slightly or are relatively constant. These data suggest
that in tePms of recurrent staffi.ng costs at least, changes in the dispersion of school size ._
arouind the .mean are uhlikely to have'a significant effect upon costs. Of more °
importance will‘pe the impact of changing patterns of school.enrolment. upon the average
size of sehools, and on the distribution of students between sehool sxtes and between year
levels within schools. A% was dxscussed in Lhapter 4, in a pemod of dechmng enrolments
the conjunction of these factors is lxkely to necess;tate an | mcrease in per student -
expendlture‘ ' L ’ -
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CHAPTER 7

SOME POLICY OPTIONS

 Introduction
- )

The preceding chapters Have sought to describe the structure ‘of the. government
education systems of Australia and New Zealand, the number and other c-haractéristics
of the personnel employed in the education systems, the. policies used to allgeate
personnel resources to schools, and some of the effects of these policies upon the costs
of operating government schools. It was hoped that this.descriptive material could .
achieve two_major objectives. First, that the policies and practices confined to one
education system or.to a few_systems could be deseribed in a manner which would assist
those in other education systems to assess the valie of such initiatives for change in _.
their own systems. Through this matenal it was hoped to be able to identify what may
be termed 'growing points' for educatlonal policy. The second major objective was the
stimulation of debate about the structures and policies common to most; if not all, of the
education systems. It is not necessarily the case that such structures and policies are no
longer appropriate, but rather that periodically it is often dseful to rethink ithe purposes
of long-established practices and policie"s'. Examples .of policies common to all of the
systems that have been described and discussed include the differential allocatipn of
teachers and other personnel ‘resources to primarv and secondary schools, and the
influence of the staftmg sehedules upon the level and conflguranon of personnel
resources in schools of different size. . Lt -

The discussion of such fundamental and  widely accepted resource alloca_ti-on
policies also provide the background' vagain'st’ which changes in the education. systems
would need to be considered. This consideration é_onstitutes the central focus of this
chapter: . to place the material describing the structures and policies of the education
systems in the context of;pre"ésures for change.
° ¢
. Pressures for Change

The pr:assures for change in the education systems come from a variety ,of sources. As
ws;s argued in Chéptgr 1', there is a growing acceptance of the view that schools, and in
particular secondary scllool_s; should aAt‘t_empt ‘to broaden their programs-in order.to cater
more adequétely fof the needs angd interests of a moreédivers_ifie_d student population. At
the same time as these expectations of a change in the roTe__of schools are bec-omi.ng
prominent the capacity of’ some schools -and systems to meet su°<;h expectatjons are

. £, - -
hampered by education budgets whose real value has grown little, if any, over the past .

o
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tHree years. Declining enrolments in particular areas are: putting further pressure on the
resources available for allocation tosehools. - S

In the Australian context, some of the pressure for change emanates from the

Cominonwealth government, while some is derived from a re-orientation of State
priorities and programs. New Zealand is perhaps fortunate to be free of the potentxal for
conflict between levels of government that‘ appears to be endemic to federal struc{ures. :
This is not to ‘say.- that- there is rot considerable debate in New Zealand about the
cappropriate purposes and structures of the government school system. - This debate is
exemplified in the-'establishment of major bodies o'f inquiry Such as the Committee on
Secondary Education which was established in 1975 and the contmumg work of bodies
sucn as the Education Development Couneil. . .

The impetus for debate on educational issues in. New Zealand has come from a
variety of directions, a number of which have also operated in _the Australian government
systems, including the 1mpact of demographic changes, natxonal economxc difficulties,
and calls for an increased diversity of educatlonal provision. The New Zealand education
system, howevér, hgs a number of unique characteristics which have led to. the-
emnergence of thrusts and pressures quite distinet from those applying in Australia. As
one example, & relatively high degree of resppnsibility for administrative matters resides
at the primnary school level with the educatxon boarJs and at thé secondary level with the
local school community. - - Overal: however, the basic similarity of the government school

‘ Systems in New Zbaland and Australia, and the close parallels between the two SOCletIES,

ensure o high degree of congruence in the nature of the developments in each system.
The pressures for change in the school systems outlined above essentially arise
from outside the systems themselves. In addition, each system has also been subject to
interral pressures from teachers, parents, and to a lesser extent from students, for
modifications to existing structures and policies. Over recent years, such groups would

appe'ar to have increased their desire to. 'partigipate. 'in educational policy making, and’

also’ their capacity to do so effectively. The best documented accounts® of this

development are avajlable for the role of teacl:ers and teachers unions, a role which has
been characterrzed for example bty Mitehell (1975) and Spaull (1977), as moving- from
Preos-rupation with purely industrial matters to one of a concern with wider matters -
pertaining to schools and schoolxng Less extensively documented but nonetheless
evident 1s the 1ncreasxng involvement of parents and communlty groups in educatxon
policy issues. An illustration of the extent of this role is provided by the studies of
education policy making in each of the six Australian States, the ACTl'an“d the Northeqrn__
’I‘erritory conducted as part of a”comparative study of education polidy processes in-the
United States and Australxa (sce Harman and Wirt, 1980) Each of the eight case study
l‘eports in that project contams a detaxled analysis of the role. of parent and COmmumty
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" groups in either facllltatmg, or in the case of some curriculum matters, frustrating
education pohcy Proposals. The involvement of parents and commumty groups in
education pohcy making may be exgected to grow even further, particularly in those
systeins Wthh have established school councils containing parent and community
representattves and where the counclls have had considerable responsibilities devolved
to them. The pressures for change that have become evident over recent years have-
ineant that few education administrators in Australia ‘or New Zealand would now agree
. that the path of educational change could be characterized as it had been hy Partridge
who wrote of earlier periods that:
. the growth of education has not been t oubled or for that matter‘enlivened, by
any 1nte11ectual or social turbulence; the LAdmlnnstrattve and professional educators
>  -have enjoyed a pretty quiet, peaceful and unexammed life. (Partridge, 1973: 235)

The external and 1nternal pressures for chiange in the education systems that have
been evident in Australia and New Aealand over the 1970s emanate from what has been )
referred to by Professor Maurice Kogan as 'the w1denlng educational constitueney'. The
broadening of the range of individuals and groups who wish to be involved in education
~policy formation is only "to be expected where there is un increasing interdependence
between the education sector and the society in which it is located. This developrnent is

“ algb to be anticipated in societies such as Australia and New Zealand, where the general
level of education is rising, a phenomenon which appears to be associated thh an
mcreased desire by 1nd1v1duals to influence their environnfent and an increased
wrllmgness to questron author ity. Such developments are not only to be expected, they
cdn also be welcomed as signs of a more vigorous, hvely socfety. The developments are
not, however, without their share of difficulties. As was expressed by Partridge when

diseussing the 1ong pel‘lod during Wthh few communlty pressure groups were active in
Australian education;:

" It could be said that this has been Australia's great good fortune; everyone knows ]
- that ideology can play hell with education. It has ‘done so in many European . <
. countries,’ even m the United States from time, to time. (Partrtdge 1973:236)

The manner in which tge educatlon SyStems ‘interact with, the broadened .
educdtxonul constitueney will determine the efficacy ‘with which pohcy changes can be~ T

lmplemented since without the support of those most drrectly affected by poliey -
changes, the achrevement of pohcy goals is difficult. Consequently it would appear both
" desirable and necessary for new policies and practices to evolve from debate. that
involves the teacheI‘S, parents students and other memblers of-the education commumty
The preceding drscusqlon should not b‘g mnsconstrued as suggestmg that pressure for
change in the str"UCtures and policies of the education systems is always beneficial or
even necessary There is a particular risk in the current cllmate that changes whose
beneflts are short- term, marginal,- or éven non- exnstent, may be ..forced upon -the
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government school systeims in a way that is detrimental to the long-terin interests of the .

systemns, and also of the societies which they serve. It should also not be misconstrued

“that change will only oceur in the school systems if a partlcular group exerts pressure for

change. Some _pollcy lmtletlves will evolve ﬂthrough a general consensus that they are
worthy of support. -For example, based largely upon research evidence, there is .now,
widespread acceptance of the view that particular students are disadvantaged in the
ledrning process relatLve to their peers, and accordingly, while there may be debate
about the methods used to identify needs and the proo'rams adopted to meet those needs,
there has been little dlsagreement with the general principle thdt certain.students and
schools requxre resources over and above the norm. It is also the case that certain
changes pnce in train gre likely to imply the necessxty for further change at subsequent
stages. For example, the devolution of currlculum authority to sehools is llkely to lead
to a chverslty ‘of curriculum offerlngs between schools, théreby increasing demands from
parents for the right to choose the schools which thieir children attend as well as
increasing the likelihood of schools wxshmg to' exercise greater responslblllty in the'

apponntment of teachers. Such potentlal consequences illustrate the need to assess _all

"the possxble ramifications of any given policy change.

The capacity to assess such developments is likely to be mcreasmgly tested in the

‘years to come, partlcularly if, as is likely, the trends toward decentralization of

responsibility for decision making mtensxfy Under these clrcumstances, the government,
school systems of Australia and New Le’aland, will, to use the terminology of Archers
(1979), becomme 1ncreas1ngly 'substitutive'.. As was elaborated in Chapter 2, change in

substitutive educatlon systems tends to be localized, -incremental and usually

.undramatlc By contrast, centralized education systems with restrlctwe orlgms tend to

be.characterized by change that is stop-go in nature, since in such systems the demands
for change need to be passed upwards to the admlmstratlve and political centre In-
comparison with the period before 1970, the government education systems of Australia
and New Aealand now show inore characterlstlcs ‘of ;substitutive education systems with

regard to the -devolution to schools of admlmstratlve responsibilities, and m some

,sjstems currlculum [‘eSponSlbllltlr“: the fnrmatlon in some systems of sehool” counclls

with considerable authorfty, and. the delegation ‘of responsibility for a wide range of".

administrative matters to reglonal offices of education. These changes establlsh the

\ potential for further change to oceur as the result of local and regional initiatives.

™~
.

There is however, one critical aspect of the admlmstratlon of Australian and"New
Aeuland gover nment school s¥stems which will limit the extent to which they evolve in

‘fhe direction of substitutive sysfems.® This is the overwhelrmng dependence of the

_» systems upon government funds for their o?eratlon and devyelopment The government

systems and schools have little capaclty to acquire independently funds over and above

the Invel of the,government grant. As a consequence, education must compete with "

-
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other sectors for a stiare of the funds collected by governinent, and it is this necessity
which is in par ré'spons,ible for pressures towards centralized authority and unif.;)rxnity of
program which; it s believed help to establish clear lines of accountability for the
- disbursement of government funds. This ia not to argue in favour of de,centraliz'éd
revenue-raising capacity because, as éxperience from the United States would suggest,
uneven local tax dases engender marked inequablit,ies of educational ,provis_ion; and the
highly visiole connection between locally yaised funds and expenditure upon local sehools
has probably served, in unfortunate ways, to increase the. number - of undesirable
pressures upon schools. However, it is important to recognize that much of the
character of the.Australian and New Zealand government education systeins is derived
from their alm?st complete dependence upon government financial support, and that this
dependence imposes pressures for change in certain directions, and econstrains the '
\ pzx;sibiliti'es of change in other~directions. 1t is with these considerations in mind that

some of the poliey options which nay be considered by education systems are discussed
.below. : ' T

Some Guiding Principles for Change -

o

As evidenced by the r;ecent White Pt_aper_s on Government Education prepared in. Vietoria
end Tasinania (Victoria, 1980; Tasmania, 19231), and the first report of the Committee of
~Enquiry into Education in South Australix (South Australia, 1981), five guiding principles
would appear to be gaining acceptance us being of primary importance in the planning of
'change in school systems and in the allocation of staff and resources to schools, ,
1  There shouid be a devoluiioh of power and responsibility ‘where possible énd where
appropriate to local and regional units. Underlying ‘this princ“xbié isb t_lge view that
involvement in decision making engenders commilmeﬁi. In a“cidition; there are
some decisions that are likely to be better made at a level closé to the scene of

action, Nevertheless, where decision making is-decentralized, it -is ofterr seen to be

+ Necessary to develop procedures for accountability in order to ensure the'ultimate ,
fresponsibiliiy of government for expendit&re.
2 Not or;Iy should power gnd Tesponsibility be dévdlvecui énq det:lén'tralized whereyer:
possible but it is desiraple tbat democratic procedures should‘ be used when making-‘
‘_.decisions at Ideal and regional levels and that different interest groups should be -
're.presengted‘ This  will inevitably -lead to greaier_ involv,evment. of parents,
community ;members, ‘teachers and students wherever policy deci;ioné are being .,
* made and implemented, - ) oo . L
3 f resourcequéage in eduecation is not efficient, not only is the.caéacity to develop'
new programs limited, but: the educatiqp sector is iikely to come under increasing
pressures, . which. .a-lth_ough uridetr"s‘tandable, may have potentially damaging

. v
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consequences. To meet such préssures, it is necessary for the education sectqr to-

be able to demonstraté that efficient use is being made of resources. The

difficulty, of course, is in obtammg agreement on the appropriate measures of =

educational-efficiency.

4 Schools and educational institutions differ in their needs, but need involves a wider

range of concerns than socio-economic disadvantage. ‘Despite the cominon

acceptance of need as an important.criterion of resource allocation palicies, there

is a problem of 1dent1fymg needs as well as providing the optlmal level of l‘esourcesl

to meet those needs. It is xmportant to recogmze that needs are not static but

change and emerge in response to new cxch'nstances For example, an educational

issue whxch is likely to figure more prommently in policy concerns is- the general

,developmental needs of youth. The 1dent1f1catlon of these needs of youth at the

upper secondary school level and the design of appropriate policies to meet them
within current resource constraints are emerging-as major problems P

5 Administrative structures and procedures should be sufficiently flexible to be able

. to respond effectively to changlng conditions and circumstances. A necessary -

precondition for flexibility is knowledge of developments inside the education

system, and an awareness of developments occurring outsxde the education system

which are likely to impinge upon it. A further prerequmte for flexibility in policy
making is the evaluation of existing policies. '

o The general direction of these five guiding principles has been suceinctly expressed
. in"the following summary statement from ‘the- White Paper on Strategies and Structures
for Educatxon in Victorian Government Schools: _ ) .

The administration of the Education Department will. be reorganized at central
office, regional and school levels to achieve increased devolution of power and
responsibility to local and reglonal units; greater part. ‘ipation by parents,
- community members, teachers and principals in education governance; improved
consultation; greater economy and efficiency in .management; more effective:
co-ordination of functions and pollcles, and appropriate mechanisms | for internal
and external reviews of schoolS. 'tules and -responsibilities at’ each of the three
levels will be reallocated so that decisions will he made at the most approprxate ]
level -and schools will hetter- meet the needs of students at the local level, but in-
the context of policies affeeting students generally and the system as a whe'e..
* (Vietoria, 1980.49) - | _ I

[‘hls view of the way in whlch educatlonal change should proceed represents a signicant
Shlft away from the centralized 'top-down' model of education admlmstratlon that waS’l'
the subject of severe cfiticism by authors such as Kandel (1938) and Butts (1955). It is .
important to note, however, that the move towards greater decentralization and
consultation, while gathering pace during the 1970s, had in several systems been set in

motion suine years previously. For example, the 1960 Report of the Committee on State
Educatxon in Victoria (the Ramsay Report) stated:
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‘Co-ordination ofnthe Education S_Ystem ST

©
o

" We would stress the: increasing part being played b¥ teachers and schools in

determmmg the: content of -courses and teaching methods. We believe that in
Y increasing measure. the schools should become an integral part of community life.

Such a position can be obtained: only by .increasing the share and, therefore, the

pride of parents in their scliools . . . We believe that experience will show the need
~ for further revision of. the pattern of qrganization, decentralization of autﬁonty
.+ and community participatién. (Victoria, 1960:147)

'

‘The guiding principles for change in education that have been expressed in the 1980

Victorian White Paper and in similar documents from other education systerns can

therefore be viewed as part of a long-term trend towards greater ,decentralization of

"authority in education and greater consultation between all interested parties.

Y

a

" At the risk of over- sunpllcat\on, it became apparent ‘during the course of the study that

concern gbout the administrative structures of the education systems pr1nc1pally

revolved around two domains:

N . .

1 co- -ordination of the actlvxt-'s of the different sectors of the government education
systems. and . ”F‘
"2~ identification of the approprlate 1eve1 ot' the education system at which particular

decisions are most effectlvely taken.

“The government education systems provide educational prograins for significant sectors

“of the populaticn from infants to adults, employ large numbers- of people, manage

buildings and capital equipment of great value, and conduct a wide range of activities.
Given these background factors, it is not surprising ‘th:at effective co-ordination of the
sectors of educational activity is seen a5 a concern' worthy of continuing - attention.
There is reason to believe that the difficulties of cq-ordination’ have become even more
pressing over the past decade First, -as was noted .in Chapter 4, the shéer Slze of the
education systems as measured by the number of students and particularly by the number
of teachers, has increased markedly since 1970 Secondly, and perhaps more
importantly, there is -now considerable debate and dlsa°'reement about the purposes
which schools should fulf\l Since co-ordination is essentidlly the process of ensurmg
that the activities of sectors are compatlble w 1 the achlevement of over—archmg
objectives, when there is a 1ack of gonsensus about appropriate obLectlves, the task of
co—ordlnatlon becomes a particularly difficult on,e »

. As part of a response to these c1rcumstances, several of the education systems are
in the process’ “of reorganmng their central . and regnonal office admlnlet[‘athe
structures. A common feature of this reorganwatlon is the, recognition that an:

admlmstrutlve structure built around- teaclnng d1v1s1ons dern/ed from an age—grade
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classificati'on // tudents into pr1mary, secondary and techmcal sectxons may “be
mapproprlate in so far as it does not possess suffxcxent ﬂembxlxty ‘to cope with changmg
eircumstances. o ‘ : ,

Seve1 al significant changes have fostered thls recogmtxon First there has been 1
shlft from centrally preseribed curr1cu1a to school-,based curriculum development.
Secondly1 followmc a period of ‘teacher shortage associated with rapid expansxon of the‘\ /

/school system there xs now, in aggregate, an excess of qualified teachers above’ whatz\
°ducanon departinent budgets will employ in most systems and little turn-over of
geachmg staff in schools. ‘Thus, where once the finding of sufficient teachers to staff“/

- the schoois and their allocation to specific positions was best undertaken from a central 1/
office, today there are in general fewer problems of placement. Tlnrdly, where formerly‘
small groups of clerical staff could maintain the records for the system, w1th the advent
of computerized procedures there is now the need for a highly skilled staff who'can .

nanage effectwely these new approaches to accounting, the fllmg of record/s, and the

2

oompxlatlon f summary statisties. Thus in order to cater for these changes in operation,
several systeins have reorganized their administrative services along functional lines to
carry out work in operational areas of curr1cu1um development personnel management,
and fmance and buildings and facilities. B .
The reorganization of administrative structures along functional lines is one part of
the response towards factittating greater co-ordination between the sectors of the
education systems. Another aspect concerns the co-ordination of ‘overall policy
determination. As was noted ianhapte'r' 2, different approaches to this qne‘stion. are
~evident in the systems. In New 5South Wales an _Edueation Commission h_a__s____b_eenq_~
established which contains representatives from \rarious sectors of the education system,
from teachers assocxatxons, and from parent and commumty grouns.. The charter of the
" Education Commission includes.the provision of adv1ce to .the Minister on 1ssués which
affect the broad operatlon of the:' education) system. The advantage of the
" Commission-t type approach to overall policy co- ordmaﬂ\ is" that it represenus an
.attempt to consult with those who are llkely to be dlrectly affected by pollcy decxsxons, ._ ’
and that the consultative process and, advxsory functlons are essentxally in the publlc'
domain and consequently can be sub]ect to ecomment .~md debate In South Australia a
different approach ‘to overall, poliey co-ordination has’ been recommended (South
Australia, 1921). This recommendatton.. invglves the estabhshment of an- Educational
Policy.. and Priorities” Executive which would comprxse the heads of the various
' educatlonal sectors. The Executive would ‘jointly consid&r'intersectorai issues which
requxred resolution and which had been trought before it by\ the Mxmster of Education;
the Minicter in turn would be provided 'with support serv1ces by a’small Offxce of the
- :Mxmstry '
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DEVuloplnthS in Vlcturna are an interesting amalgnm of“he approaches to pohcy |

. «.o-ordlnatlon embodied in the recommendations of the Committe2 of Enquiry in Soutn

Austlaha, and in the establishinent of the Eduecation Commxssxon in New South Wales.
As in- South Australia, it appears that corpomte management procedures w1ll be
-eslablished with regard to the functloual areus, of curriculum and’ serv1ces, personnel,

bunldmg, and admlmstratlon and finance. In addition, a State Board of I:.ducatlon similar

in steuctufe _and purpose to the LEducation Commission of New South ques has been
established to provnde adviee on priorities wrthrn the overall education‘sector dnd on the
co-ordination of educational actxvxtles

The inodels of system co—ordmatlou that have "developed in New bouth Wales,»

© Vietoria and South Austrahg may not necessarily be appropriate for other government.

N,

N

edueation systems. The partlcular configuration of advisory bodies -and mana%ement

group structures that are most suitable for individual systems will be influenced By the .

A
bll, e and comple\uty of the system; and the strength and influence of existing bodles and
procedures The proposals described aboye, however, ‘recognize that for the effective

mdnngemult of mcreasmgly .coimnplex - education systems, the value of hierarchical

decision=- makl&g structures ﬁolated from other groups with a legltxmf*te interest Jin

edumtlon pOll if neeus to be serlously reconsidered. T N | .
, A i . h
]

+

Q:D'evolution of Administration to Regional Offices ' .

ln L,hapter 2 tne extent of devolutxon of admmlstratxve responsnbxhtxes froin central to '

regional offlces was descrlbea and discussed. From the -late 196Gs and through the
seventies, in each of the six State government £ducation systems and in the

admmxstratlon of secondary educatlon in New ]ealand regional offices were established

a’ld therr fange of duties g, udually broadened

- speeds in various systens so!

. inarkedly between the systd

lHowever, this process moved at dlfferent

that by 1980 the responsibilities of regional of fices dlffered"

least, the process of regxonahzatlon was remarkedly uncontroverslal ambnvst the general |

+ education com munlty. Whe(]her this was because attentlon was distracted. by what wereJ

|
I
|

seen to be more important
to oe benericial,- is not ‘clear
In*the main the evid
responsibilities and authority
South _A.ustrulia where it Wwo
regional-offices has progress

degree of general.satisfacti

.that h: e been -adopted (Sodth Australia, 1981).
l‘asmama,‘there has been reg ent advocacy in published reports of mcreased devolutr n of\ \
"7 duties to reglonal offices (see TEND,

L

natters, or whether regxonahzatlon was generally percelved
*nce that is forthcommg suggests that thc devolutxon of!
to the regions should be continued and strengthened Ir{
ild appear the devolution of administative responszbmtles to
ed further than in other systems, there is evidence of a 1gh

on among school principals wish t\he pohcxes and proced res

1978; Viectoria, 1980, South /Austrarla 1981,\

4 -

ms. Bessant (1980) argued that in the Victorian contextlat;'

In South Aus tralia, in letorla ald m’
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/l . . . \
l‘as.nania, 1681), In both, South Australia and Victoria there would appear to ke crrowmg

upport for the estahlishment of advisory councils 'to advise regional cirectors of

/ educatlor in the carrying out.of their administrative duties. It is suggested that these

counclls will have a broadly uased membership comprising people from within the
edueatlonal servnce together with persons representmg local authorities, émployer,
community and parent orgamzlﬁnons (see South "Australia, 1981, V‘ctona, 1980) In
addition, it is envisaged that some of the support services “for the schools that are
currently cexttrally based sifould be transferred to the ‘regional offices (see Victoria,
1980; South Australia, 1981; Tasmania, 1981).

L

' Uevolution of Authority to Schools

)

"In Chapter 2 information on the mcreasmﬂdevplutnon of responsibility for the

administration of the affalrs of schools was \presented In some "systems greater

' lesponslblllty has been given to the prmcnpal in other systems to the principal and school

council. It was also noted that in New Zealand the school board .at the secondary school

Vigtoriay, the school council is involved in the selectlon of the prnncnpal

and vxcc—prmcnpttl [of technical schools. The range of responsnbllnty that is delegated to

schools for flnapelal matters varies consnderably between systems, but there would

* appear to be a grbwmg acceptance, at least in both South Australia and Vnctorla, of

»

<

continuing to enhance the role of school councils in both poligy development and
implementation. )

i

/J .
In general these pollCles seek to make the school and its stalJf more dir ctly

"accountable to the communnty which the school serves. For example, the opportunjty to

" level has traditi Tna ly had responsibility for the appointment of the prmcnpal and staff to
a school and in

be involved ln the selection of the principal and staff for a.school shoulo help to %nsure ‘

that appomtments are made that are-consistent with the alms and currlculurn of ‘a s"hool‘r
and local commumty needs. leew1se, the invglvement of the school couneil in bulldmg. '

'deslcrn and the provnsron of facmtles should help to. ensure that approprlate buildings, and

facrlltxes are obtanned by a 'school. Furthermoro ‘the exercising bv a school counc|1 of

responSlblllty for malntehanc& and mmor works should assist the more efflr'lent provision
of these servnces /

-

od

Nevertheless, the mtroductlon of such pollcles may lead to the development ‘of”.
recognizable dlfferen(l:es betweemthose schools that are able to be well served by their .

school councnls and com munities and those that are less fortunate What s required in
such cxrcumstances lﬁ. a mechanlsln by which the\needs of a school m|0‘ht ve assessed and

supplementary, servnces provided to ensure that’ all schools reach a m*mmum acceptable

E standard. ° ]’ Ty

|
1t is probabl that the role of the school in appimtlng its 'eachmg staff will gain,

increased attention in' the futtxre. One of the cchsequences of the devolutlon of-

D
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eurriculum responsibility to schools is that a diversity of school programs may
eventuate. For this reason alone, schools are likely to wish to be involved in determining
the configuration of the teaching staff. An increased diversity of school programs is alsc
likely to generate demands from parents for the removal of restrictions which zone
students on a residential basis to particular schools. Such restrictions have been
removed in South Australia and the Australian Capital Territory and trials of dezoning
are being conducted in certain areas in several other systems. Dezoning is likely to
increase further the determination of the principal and the school to influence the nature
of the teaching staff, not culy in terms of its seniority and subject specialization
configuration, but also in terms of the compatability of individual teaching philosophies
and methodologies with the overall program of the school. It is perhaps not coincidental
that in New Zealand where zoning restrictions do not apply, secondary schools have long
played an important role in the selection and appointment of teaching staff.

While considerable advantages may flow from an increase in the role of
government schools in the selection and appointment of teaching staff, there are
potential risks for both the schools and the teaching service should this role be extended
to one of the school acting as the employing authority. Such a situation has the potential
to create administrative and legal difficulties for the school, and perhaps more
importantly, would remove from the teacher a ineasure of the security and career
structure that arc possible only with a large centralized employing authority. In this
regard it is relevant to note that even in those systems where the individual sehool plays
& Major role in the determination of the configuration of its ancillary staff allocation,
the school is not the employing authority of ancillary staff.

The Structure and Size of Schools

It was demonstrated in Chapter 3 that in the post-war period there had been extensive
changes in the school structures of the ‘government education systems of Australia and
New Zealand. These changes were fostered by what were perceived to be educational
and/or financial benefits arising from medifications to existing structures. These two
themes are also apparent in the current debate about the appropriate size and structure
of schools. There are those for example, who argue that declining enrolments i
particular schools or groups of schools, may adversely affect the financial viability of
maintaining these &itools in such a way that some amalgamation of the schools may be
necessary. From an educational perspective, others argue that the increased diversity of
students at the upper secondary school level may npecessitate the design of new
structures more appropriate to their educational and social needs. In the section which
foliows, some of the principal options for modifications to sehool size and structure are
briefly canvassed.
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: 193



O

ERIC

Aruitoxt provided by Eic:

Combining Primary and Secondary Year Levels

From a purely economic perspective, the blurring of the lines betw=zen the upper years of
the primmary school and the lower years of the secondary school has soine potential
benefits. As was demonstrated in Chapter 4, in" most systerns, it is expected that
government primary school enrolments over the period to about 1985 will decline while
those in the secondary sector will increase, and that over the last part of the decade
these trends will be reversed such that the primary sector will experience a slight upturn
in enrolments, while in the secondary sector there will be a relative decline. If these
projections eventuate, over the next few years the primary sector in most systems may
have some excess capacity, while the secondary sectors will experience some pressure
upon their resources, and that over the period between 1985 and 1990 this position will
te partially reversed. Under these cirecumstances, it could be beneficial in financial
terms to retain in to primary schools some of those students who would otherwise have
moved onto secondary schools. This would have the financial advantage of lessening the
need to expand the capacity of the secondary school sector to meet the expected
inerease in enrolments over the next few years, a capacity that may be under-utilized by
1990 when in most systems secondary school enrolments are projected to lie below their
1980 levels. It would also have the advantage of lessening the need to wind back the
capacity of the primary school sector over the period to the middle of the decade, and
thereby lessen the difficulties associated with attempting to increase the capacity of the
primary system to cope with the expected increase in primary enrolments over the last
part of the decade.

Means suggested for implementing such policies have been to delay the entry of
some primnary school students to secondary schools by one year, or encourage some
primary school teachers to work in secondary schools (Burke et al., 1981). Later on, the
policies could be reversed by, for example, encouraging the transition of some primary
students to secondary school at an earlier age and/or encouraging some secondary
teachers to work in primary schools. Aside from the financial advantages that could
acecrue from such policies, they could allow more effective use of the available supply of
teachers. There is also the possibility that valuable cross-fertilization of teaching
philosophies and methodologies could eventuate,

However, several cautionary points need to be made in regard to policies concerned
with the amalgamation of some elements of primary and secondary schools. First, as
was argued in Chapter 4, it is unlikely that enroiment changes will be uniform arross
systems. Accordingly, the usefulness of such policies for particular groups of schools
would need to be carefully assessed. Secondly, delaying the entry point to secondary

school may adversely affect the developmental process in ways that may not be readily
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envisaged. Further investigation into this issue would appear to be essential bafore any
broad policies were adopted. Thirdly, the anticipated financial benefits which provide
the rationale for such policies may not always be obtained, particularly if nodification
of buildings ard equipment is necessitated.

These considerations suggest that before the wide-seale adoption of these and
silmilar policies, it would be necessary to trial thc proposals in a small number of
schools. Some of the experiences of the small nvinber of integrated primnary and
secondary schools that have been recently established in Adelaide on a trial basis could
be illuminative in this regard. It needs to be stressed that if policies which affect the
point of transition to secondary school and which affect the sectors in which particular
teachers work are to be successfully implemented, they will need the full co-operation
and support of the parents, teachers and students involved.

Size of Schools

Related to the argument about the possible financial advantages of coimbining soine of
the year levels of primnary and seondary schools is the relation between school size and
the operating costs of schools. As was shown in the previous chapter, across the eight
education systeins there is generally an inverse relation between school enrolment size
and the per student costs of operating the schiools, The inverse relation is not however
linear but is more closely approximated by a hyperbolie function, which suggests that
beyond certain enrolinent levels a further increase in the size of the sechool is not likely
to be associated with significant decreases in per student operating costs. Across the
eight education systems, it was suggested that for primary schools such a point was
reached in the enrolinent range of about 300 to 400 students, while for secondary schools
the equivalen{ point would be in the range of 800 to 1000 students., The éxtent to which
these enrolment ranges applied to particular systems would, of course, need to be tested

by a more thorough study of the full range of recurrent and capital costs associated with

—-the sehools in that system.

In terms of the effect of school size upon students, Skidmore (1981) summarized his
review of the school size literature in the following terms:

most studies have supported the concept that larger schools providz more
subject areas, more courses per subject area, and mnore total eourses . . . (however)
. studies on the relationship of achievement to school size, although numerous,
have been contradictory and inconelusive . . . research on the affect of school size
on extra-curriculum activities and social interaction have strongly supported the
benefits offered by the smaller school. (Stidinore, 1981:30-31)

With regard to the effects of school size upon the attitudes and teaching conditions of
teachers, Skidmore reported that research indicated:
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... as schools become larger, the teaching load decreases, but class size increases,
while small schools generally provide smaller class size, but heavier teaching loads
.. (and) . . . Australian studies conducted by Campbell have strongly supported
the hypothesis that smaller schools do encourage closer professional interaction
and greater satisfaction amongst . . . teachers. {Skidmore, 1981:31-32)
While the results of & number of the school size studies are inconclusive and comparison
of the studies is made lifficult by differing definitions of small and large schools, the
research evidence on the effects of school sizes when taken in conjunction with the
hyperbolic form of the relation between school size and per wupl} costs have bdeen
sufficiently persuasive to lead different official enquiries to conclude that optimal
school sizes were to be found in approximately enuivalent enrolment ranges. For
example, in the 1971 Karmel Report, it was concluded that:
a  Planning should proceed sa the basis of eliminating primary schools of more
than 600 pupils in the total span of their seven grades.
b  Secondary schools should not exceed 1,000 pupils and, the maximum size
should be near 800 where possible. (South Australia, 1971:203)
In the report of the TEND Committee in Tasmania, it was suge .sted that:

1 ... a school of 400 full-time students is a size which would be the most
productive of teacher and pupil satisfaction, community involvement and the
economie effective deployment of educational services, and

9 schools should be planned to accommodate between 300 and 500 full-time
students, and should, in no case, be allowed to reach the category of 750+
full-time students. (Tasmania, 1978:45)

It was refreshing to see that the Tasmanian TEND Committee recommended a minimum
size of schools below which schools may experience difficulties in achieving economic
and educational viability, since most analyses of the school size issue concentrate upon
identifying the enrolment level beyond which schools should not increase in size.. The
assessment that schools with less than about 300 students may find difficulty In
achieving economic and educational viability raises important issues for those systems
which have a relatiely large number of such schools. Attempts to consolidate small
schools into larger units will, in particular areas, be frustrated by cominunity opposition
to the loss of local schools. In addition, as noted by Hind (1975), the econolnic gains
from consolidation of small priinary schools in rural areas will in a number of instances
be more than offset by increases in the costs of student transportation. As part of a
response to this situation, several systems which possess a relatively large number of
small schools have attempted to extend the range of advisory and support services that
small schools, particularly those in rural areas, may call on.

In attempts to devise alternative forms of school structures to meet the diversity
of student needs, particularly at the upper sczondary level, the question of relative costs

will be important since in general, the wider the range of programs whieh it is planned to
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offer to students, and the more extensive the range of capital facilities and equipment
which is nexded to support these piograms, the larger will need to be the size of the
school unit in order to achieve reasonable per student cost levels, This eventuates
because a wide diversity of programs within the one institutional setting is likely to be
associated with relatively high fixed costs, and in this situation the financial viability of
the institution could necessitate relatively high enrolments. If this is not possible or if it
is believed that large enrolments could result in less rewarding environments, an
alternative approach could be to encourage a diversity of specialized institutions rather
than a diversity of programs within the one institution. The clusters of schools approach
currently being tried in some localities in South Australia could provide useful
information on the educational and financial feasibility of schools specializing in

particular subject areas and students inoving between them as the need arises.

The Allocation of Resources to Schools

The basic question in considering the allocation of resources to schools is one of how best
to supply resources to schools so as to satisfy their educational needs within overall
resource constraints. It is apparent that at the same time as there is a diversification of
the educational needs of schools there are also many pressures constraining the resources
made available to schools.

The past decade has seen a shift to school-based curriculum development. As a
consequence, some schools are developing different philosophies, aims and goals. These
have resulted in different types of needs and irnovative school prograins and
organizational structures. The introduction of the innovations program by the Schools
Cominission gave schools the encouragement and the necessary support to develop new
initiatives and innovatory practices. Many exciting changes ha;/e been made, and the
staff of schools have become accustomed to expecting such innovations to continue as
well as the developrﬁent of further innovations to meet changing needs. However, with
the termination of the Innovations Program of the Commonwealth Schools Commission,
the thrust towards innovation in the schools must be sustained out of the recurrent
resources made available to schools.

Allowance for the differences between schools has become one of the most
challenging problems facing education. The schools and their staffs are often faced with
groups of children who come from widely different socio-cultural backgrounds, witkh
different ranges of experiences, with different social and emotional drives to succeed at
school and to continue with further education, and with significantly different career and
life prospects. Perhaps it is a truism to say that no two schools are alike, but it is

increasingly accepted that no two schools should have exactly the same programs and
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courses of instruction or should provide identical experiences for all children with them.
As a consequence e ~h school must identify the needs of its own students and develop its
(own programs and curricula to meet those needs. This is not to deny that many schools
may have much in common. Nevertheless, it involves the endorsement of a need for
school-based curriculum development, built around what is recognized as common

between schools within a system.

A Basket of Resources Aoproach

There is probably more chance of a school being able to implement effectively the
pcograms and curriculum that it has developed for itself when it has some say in the
number and type of staff who are engaged to carry out the work involved. Thus, the now
tradizional policies that have evolved to ensure that each school is treated uniformly in
its provision of staff and resources, must to some degree be revised. It is necessary to
coneeive of new policies and practices to provide an opportunity for the school to select
or otherwise obtain staff who would meet the particular needs and requirements of that '
school.

One possible option the is what could be termed a basket of resources approach. In
prineiple this would involve a similar procedure to those which operate in in the ACT,
South Australia and New Zealand where schools have considerable autonomy in
determining the configuration of aneillary staff.

The personnel and material resources formulae that ecurrently apply could be
modified to develop a basket of resources schedule for the three major resource
categories of teaching staff, ancillary staff, and materials and equipment. Depending
upon the type of school and the size of its enrolment, these schedules would prescribe
the minimum quantity of each resource which schools are entitled to receive. For
example, a secon'dal‘y sehool with 1000 students could be entitled under the teaching
oersonnel basket of resources schedule, to the allocation of say, 100 teacher units. Each
seniority and subject classification cf teacher would be determined by the central
authorities to be equivalent to a certain number of teacher units; for example, teachers
in promotion positions could be judged to be the equivalent of 2.5 teacher units, and
assistant class teachers 1.5 units. Thus, in the hypothetical example, the secondary
sehool with 100 teacher units at its disposal could allocate these such that the Education
Department appointed, at one extreme, 40 teachers in proinotion positions or 66.7
assistant class teachers, or imore realistically, the school could opt for a combination of
these seniority classifications, such as 10 promotion positions and 50 assistant class
positions in order to use up its quota of 100 teacher units.

It is possible to envisage similar basket of resources schedules being devised for the

allocation of ancillary staff to schools. Indeed, as was noted in Chapter 5, in the schools
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of the ACT, South Australia and New Zealand, procedures not all that different to the
basket of services approach currently operate in the allocation of ancillary staff to
schools. In the cese of materials and cquipment, rather than determining a number of
units to which particular schools are entitled, it may be more appropriate to allocate
schools a quantity of finance with which such items could be purchased.

Undoubtedly, problems would arise in the determination of the baskets of resources
schedules and the relative weighting of various personnel and material resource
categories. However, there is no reason why the relative entitleinents oi schools under
this approacn should differ from the relative levels of resources which currently apply.
As was shown in Chapter 5, secondary schools receive more staff than primary schools of
the same size, and that smaller schools in both sectors receive proportionately more
staff than do larger schools. These relative weightings could also be incorporated into
the determination of the resource entitlements of schools under the basket of resources
approach. As a first move towards the introduction of the baskets of resources
approach, it would seem possible to employ such procedures to provide the materials and
equipment required by schools. In such a way, it would be possible to gain experience in
the administration of the approach withdhi.;;n'éouqtering the more complex probleins
that are associated with teaching staff and anciilary personnel.

It should be noted that while the basket of resources approach entails a significant
increase in the role of the school in the determination of the configuration of the
teaching staff most appropriate to its needs, it is not suggested that this necessitates the
school becoming the employing authority. As was argued earlier, for government schbols
to get as employers could lead to 'significant problems for both the schools and the
teaching service as a whole. However, there can be advantages where the school is more
able to determine the particular persons that are appointed to its staff,.and that these
advantages apply under a basket of resources or any other resource allocation approach.
The following procedure could apply for the appointment of particular personnel to
schools. In those systems where school councils exist, these bodies should be encouraged
to play a major role in the selection of the principal and possibly of other senior staff. A
system similar to that which operates in Victorian technical schools provides a
worthwhile model. In these schools, a short list of applicants for the principalship are
interviewed by a committee comprising representatives of the school council,
representatives of the teaching staff, the principal who is vacating the post, a principal
from another school, and an Education Department representative. This committee then
forwards to the central appointments board their desired preference amongst the
applieants, and it is this pody which makes the final appointment. All appointments are
subject to appeal. It would appear that in the great majority of instances the central

appointment board concurs with the decision of the interviewing committee, and the
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evidence would suggest that all relevant parties express satisfaction with the operation
of the system. This selection procedure has recently been extended to the selection of
vice-principals for Victorian technical schools. In terms of the less senior positions on
the teachir.z staff, a similar procedure could operate, with the exception that perhaps
the balance of the interviewing committee could be modified to meet different
circumstances. For example, subject co-ordinators could be expected to play a more
important role, and the school council a less important role, in the selection of general

classrooin teachers.

Topping the Baskets

Some schools have greater access to funds raised at the community level through the
sharing of facilities, fees fram parents, fund-raising programs, and charges for the use of
school facilities. Other schools have greater need because the communities they serve
contain a high proportion of those who are disadvantaged in socio-economic terms. In
addition, schools that cater for students at different age levels have different
educational requirements. The conducting of classes at the upper secondary school level,
particularly if a wide range of curriculum offerings is maintained may be significantly
more expensive than the conducting of classes at the lower secondary school level.

As was elaborated in Chapter 5, each system currently makes provision for the
above-formulae allocation of personnel and other resources to meet the special needs of
schools. This practice would also need to be continued where the basic allocation of
resources to schools was determined by a basket of resources approach. Two broad
approaches are possidle. The basket of resources schedule could be adiusted upwards for
schools that were judged to have particular needs. The current practice of additional
resource allocation being built into the staffing schedules for classified disadvantaged
schools in New South Wales, and for notional roll schools in New Zealand provide
examples of this approach. Another method could involve the allocation of a designated
proportion of the personnel and material resources of an education system to a needs
pool. In smaller systems, this could be a system-wide pool, while in larger systems the
pool could be organized on a regional basis. Schools would then be encouraged to prepare
submissions to needs committees for an allocation of resources from that pool. Once
again, the precise allocation mechanisms could bz determined on a basket of resources
approach whereby the needs committee would allocate a quota of resource units to
schools whose submissiors were accepted, and these resource units could be used to
acquire additional resources from the needs pool. The description in Chapter 5 of the
operation of the system--wide ol in the aCT provides a most useful illustration of this
approach. A prospective’review of schools could provide an appropriaté mechanism for

assessing school needs.
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The Prospective Review of Schools’

One possible option which combines both aspeets of planning for the future and a
retrospective exainination of the past program of a school, is what could be called a
prospective review process. One model for a prospective review is as follows: a school
principal and staff, in collacoration with the school council, would develop policy
statements for a school, including the general goals, the curriculum objectives, more
detailed specification of courses of instruction, teaching methods and assessinent
procedures to be einployed by th» school, as well as statements on non-curricular and
extra-curricular facets of the school's program. In the course of the development of
these statemnents consui.itions with parents, students and the wider community would
take place, and some iiternal evaluative studies of specific aspects of the school's
prograin would be carried out. In addition, the principal and staff of the school would
prepare subinissions on the staffing and resource neceds of the school for the coming
triennial period. All documantation would oe subinitted to an external panel, which
could comprise people such as the principal of another school, a inember of staff of a
regional office, a person from the central administration and an expert external to the
system. This panel would undertake an evaluation of the school, assessing “he progress it
had made in terms of its stated gcals over the past three years as well as examining its
proposed policy statements including its general goals, curriculum objectives, courses of
instructicn and so on. In the light of this evidence the panel would make an assessinent
of the needs of the school for the coming triennium, its claims for supplementary grants
from State funds, from the Commonwealth Schools Commission disadvantaged schools
program and other similar Commonwealth prograins and the level of priority to be given
to those claiins. This information would then be used to determine the level of
supplementation to be provided to the school from each of the different sources for the
ensuing period of three years. '

The advantages of such a prospective review are that it would combine the need
for a regular review of a school with the need for forward planning and the submission of
claims for additional staff and resources in order to maintain an educationally effective
program. Furthermore, in the Australian context it may eliminate some of the
duplication through which a school makes submissions to both State and Commoi:wealth
authorities fcr support. It would be desirable for some schools to come into the review
cycle each year, so that the heavy load of evaluation was spread over a three year
period. The disadvantage of this review process might be that some schools would be out
of phase for the submission of applications associated with new initiatives. However,
such problems should be capable of resolution. Thus a more equitable distribution of
limiteu resources could be made not solely in terms of the skill with which a school ic
able to prepare submissions, but also in terms of the known and assessed needs of the
sehool for supplementary support.

189



O

ERIC

Aruitoxt provided by Eic:

In Conclusion

This study of eight education systems in Australia and New Zealand, has examined
organizations that are not static but in the process of change from one year to the next.
There are important questions associated with the direction and nature of change and
also with the eritical issue of the rate at which change, should take place. The past
decade has been one of substantial change. It was preceded by a decade in which the
Austraiian Education Council had undertaken an assessment of the needs of Australian
education issued in 1963 (Australian Education Council, 1963). The Council's evidence
indicated five serious deficiencies:

1 schools were short of qualified teachers;

2 many teachers wcre inadequately trained and qualified;

3 States were finding it difficult to provide the new accommodation needed by
schools;

1 there was a large accumulation of makeshift, substandard, and obsolete school

accominodationu. and

w

equipment and supplies of all kinds were required in increasing numbers.

Following the Unesco Seminar on planning for education in Australia in 1968
(Bassett, 1970) the Australian Education Council decided that each State shculd
underteke a survey of its needs for a period of five years, and a summary statement was
published in 1970 uader the title of a Nation-wide Survey of Educational Needs. This
survey revealed a deficiency of more than $1400 million dollars between what was
regarded as desirable for expenditure on education in Australia over the five year period,
and what was likely to be available. It was in this climate that the Interim Committee
of the Australian Schools Commission was set up to report as soon as possible to examine
the financial needs of both government and non-government schools in Australia.

Many of the more serious deficiencies of Australian education have been tackled
following the injection of funds from the Commonwealth Government into the programs
of the States. The availability of this money has also permitted other problems to be
tackled, and the greater devolution of responsibility for the conduct of education to both
regional offices and to schools and school councils has flowed from the changes made
possible by the greater availability of funding to meet the needs of the sehools and their
students.

Some of the evidence presented in tnis report suggests that the education systems
have moved at varying speeds and at times in different directions. Such variation has
given rise to a situation in which experimentation arnd change are occurring naturally in
different settings. As a consequence the opportunity is available to monitor the changes

that have occurred and to examine their consequences for educational practice. While
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somne evaluation studies have been undertaken they have in the main, been related to
particular aspects of the changes that have occurred. There has been little work done to
examine the consequences of policies of regionalization, of school-based curriculum
development or of the establishment of school councils. It would seem important for the
natural experimnentation that is oceurring to be monitored and evaluated so as to provide
information on which the nature, direction and rate of change in the future might be
based. This report is a step in that process.

191



O

ERIC

Aruitoxt provided by Eic:

REFERENCES

Ainley, J.G. Six Hundred Schools: A Study of Resources in Australian and

New Zealand Government Schools. Staffing and Resources Study Report

Number 2. Hawthorn, vic.: ACER, 1982.

Anderson, D., Saltet, M. and Vervoorn, A. Schools To Grow In: An
Evaluation of Secondary Colleges. Canberra: ANU Press, 1980.

Archer, M.S. Social Origins of Educational Systems. London: Sage, 1979.

Australia. Tertiary Education in Australia. Report of the Committee on

fhe Fufure of Tertiary Education in Australia. (Chairman: L.H. Martin).
Canberra: Government Printer, 1964.

Australia. Technical and Further Education in Australia. Report of the

Committee on Technical and Further Education. (Chairman: M. Kangan).
Canberra: AGPS, 1974.

Australia. Commonwealth Department of Education. Pre-School Education: A

Review of Policy, Practice and Research. Canberra: AGPS, 19810~

Australia. Commonwealth Department of Education. Projections of Sehool

Enrolments and Projection Method. Statistical Monograph ¥o. 2. Canberra:

rd

Australia. Commnonwealth Schools Commission. Schools Resources Study. Part

One. Canberra: Commonwealth Schools Commission, 1981(a).

Australia. Commonwealth Schools Commission. Report for the Triennium 1982-84.

Canberra: Commonwealth Schools Commission, 1981(b)."

Australia. Schools Commission. Sc_h_o_o_l§_ip_Australia. Report of the

Interim Committee for the Australian Schools Commission. (Chairman: P.H.
Karmel). Canberra: AGPS, 1973.

Australia. Schools Commission. Report for the Triznnium 1976-78.

Canberra: Schools Commission, 1975.

Australia. Schools Commission. School Based Decision-Making. Part 2.

(Report of the National Conference held in Sydney, June 1977). Canberra:
Schools Commission, 1978.

Australia. Schools Commission. Australian Students and their Schools.
Canberra: Schools Cominission, 1979.

Ausiralia. Schools Commission. Schooling for Fifteen and Sixteen Year
Olds. Canberra: Schools Commission, 1980.

Australia. Tertiary Education Commission. Working Paper on the Sugply of,

and Demand for, New Teacher Graduates in the 1980s. Canberra: Tertiary

Education Commission, 1979.

Australia. Treasury. Budget Papers 1980-81. Canberra: AGPS; 1980.



Australian Capital Territory. Report of the Committee on the ACT Schools

Accrediting Agency. (Chigirian: R. Sclby Smith). Canberra: ACT Schools
Authority, 1979.

Australian Capital Territory. Priinary Children in the ACT. Report of the

Committee to Review Primary Education in ACT Governinent Schools.
{Chairman: C.P. Cullen). Canberra: ACT Schools Authority, 1981.

Australian Capital Territory. ACT Schools Authority. Annual Report.

Canberra: ACT Schools Authority, various years.

Australian Capital Territory. ACT Schools Authority. System Level Report
for the ACER Staifing and Resources Study. Canberra: ACT Schools
Authority, 1980. (inimeo.) - -

Australian Education Council. A Statement of Some Needs of Australian

Education. Sydney: Australian Education Council, 1963.

Australian Pre-Schools Committee. Care and Education of Young Children.

Report of the Australian Pre-Schools Committee. (Chairman: Miss Joan
Fry). Canberra: AGPS, 1974.

Bassett, G.W. Teachers in Australian Schools 1979. Melbourne: Australian
College of Education, 1980,

Beare, H. Developments and major issues: the problems of participation and
control. In F. Hughes and W. Mulford (Eds). The Development of An
Independent Education Authority. Australian Education Review No.10.

Hawthorn, Vic.: ACER, 1978.

Bessant, B. Making Policy for Schools: The Education Policy Process for
Victoria. Melbourne: Centre for the Study of Higher Education, University of
Melbourne, 1980.

Boag, P.W. Levels of decision-making: a New Zealand per:pective. In P.B.
Botsman (Ed.), Polities in Education. Melbourne: Australian College of

Borrie, W.D. The demography of higher education. In G.S. Harman and C.
Selby Smith (Eds.), Australian Higher Education: Problems of a Developing

System. Sydney: Angus and Robertson, 1972.7

Brown, B. and Saks, D. Production Technologies and Resource Allocations

Within Classrooms and Schools: _Theory and Measurement. Chicago:

Education Finance and Productivity Center, 1978.

Burke, G. The Supply of Secondary Teachers. Unpublished PhD Thesis.
Melbourne: Monash University, 1972.

Burke, G., Hudson, H. and Gould, K. The Changing Patterns of School

Enrolment and Their Implications for Educational Policy and Management.

Melbourne: Australian Education Council, 1981.

193

205

R

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Butts, 1F Assumplions Underlying Austenlinn Eduention, Hawthorn, Vie.:
ACTR, Youn,

Cumpbell, Wol,, Cotteretl, oL, Robinson, NV, and Sadler, DR ElTects
of Sehonl Size Upon Some Aspects of Porsonntity. Canberin: BERDC, 109,

Centea, JOAL and Potter, DUAL School and teechor effeey s an
interretationnd model. li(‘-v_lp‘vy _()Al"l"'.t‘\'.‘ls‘.'lgl l.‘\"_“,l“,{{‘-‘,"“'_'!ff'_@ TORG, 50, 273 91,

Chumbers, Jo An nalysis of sehool size uider oo voucher system, tdueational
Evalintion aned Poliey Annlysis, TR, H(2), 29 40,

cothing, COWand Thghes, Pow, Expoctations of secondury sehools: nostudy
of the views of students, tenehers oud parents. In Committee of nquiry into
tdueation and Traintg. I-Z{ﬁg;(-cgli{)x_!) Tenining nnd Bmployment, Volume 2,
(Chaivman: L. Wiltioms), Canborra: AGPS, 1979, 280327, '

Commoweaith Department of Eduention, See Austratia, Commonweanlth Department
of Eduention,

Cottiotmwentth Schools Commission, See Austenlia, Commonwenlth Schools
Commission,

Connnt, o Teaeher and Pacnprofessional Work Produetivity, Boston: Henth,

Connors, Lo Sehool Based Deegsion- Making Part 1o (Report of the Nationul
Conferenee held in sydney, June 1971 Canbere: Sehools Commission, 1978,

Cettlenden, B Changing tdens in Austentinn Eduention, Anstealinn Edueation
Review No. L Hawthaen, Vies ACER, 1981,

Curtis, COL An Amnlysts ol Expendituee In South Australinn Primary and High
Sehools, Mastar of Bdueationntd Adminlstentfon thesis.” Adolaldes Flinders
University, tost,

Dubiloff, U8, Retevaneo and fitness nnalysis fu compurative ediention,
Seandinnying Journal of Edueationnd Resenrehy 1971, 156, 101-21.

de Lemos, M, Continuows enrolment al agge fiver an Ansteatinn viewpoint,
set, JORt, 1L

Deschnmp, Poand Metiaw, B Responsibility for eareieuhomn evaluation in
coenteatizod systems, Austealian Journal of Edueaton, 1979, 23, 200-26,

Ebert, oML The neen system in New South wales: {ts implications for
edueationnl admingstention; and Edueationa! services i the nortl const nrens

Fonstad, Do Wint Resenrelt Says About School, s Sehool Districels:s Faetoes
Related o Bifectiveness.” A Report, Wisconsing Department of Publie
Instruction, 14741,

tilass, GV, nnd Smith, ML Meta-Anadyses of Resenreh on the Retationship of

Clags Size and Achloveinent, S Franeiseor Far Wost Tinboratory for
Fduentionnt Resenveh mrd Doevelopment, 1979,

194

20



Hancozk, G. Equity in schooling: A practical look at a policy problem. In

P.B. Botsman (Ed.), Politics in Education. Melbourne: Australian College of
Education, 1980, 9-23. -

Hanushek, E. A Reader's Guide to Educaiional Production Functions.

Washington, D.C.: National Institute of Education, 1977.

Harman, G. and Wirt, F.M. The Education Policy Process at State Level: An

Australia-United States Comparative Study. Welbourne: Centre for the Study

of Higher Education, University of Melbourne, 1980.

Hind, I. Estimates of cost functions for primary schools in rural areas.

Hougti, J.R. A Study of School Costs. Slough, Berks.: NFER, 1981.

Hughes, P. Devolution from the centre. ACT Papers on Education 1976-77,
1977, 14-22. T )

Hughes, P. and Nlulford, W. The Development of an Independent Education

Authority: Retrospect and Prospeet in the Australian Capital Territory.

Australian Education Review No.10. Hawthorn, Vie.: ACER, 1978.

Hunt, A. The Implications of Changing School Enrolments. Melbourne:
Education Department of Victoria, 1979.

Husen, T. Social Influences on Educational Attainment. Paris: OECD, 1975.

Iusen, T. The School in Q_ug_sEi_gp_. London: Oxford University Press, 1979.

Hyams, B.K. and Bessant, B. Schools For the People? An Introduction to the

History of State Education in Australia. Melbourne: Longman, 1972.

Jackson, R.W. Emergent Needs in Australian Education. Hawthorn, Vic.:

ACER,1962.

Jones, A.W. Decision-making in a state education department. In D.A. Jecks

Jones, A.W. Ebb and Flow: Papers and Addresses by A.W. Jones. Adelaide:

Government Printer, 1977.

Kandel, I.L. Types of Administration. Melbourne: Melbourne University

Press, 1938.

Karmel, P.H. Education in the Eighties. Australian Education Review No.15.
Hawthorn, Vie.: ACER, 1931.

Lafteur, C.D., Sumner, R.J., and Witton, E. Class Size Survey. Canberra:
AGPS, 1975.

Levin, H. A new model of school effectiveness. In US Department of Health,
Education and Welfare. Do Teachers Make a Difference? Washington, D.C.:

Department of Health, Education and Welfare, 1970.

195

207

O

ERIC

Aruitoxt provided by Eic:



Leving T Merwaring officieney o eduestionn) produetion, l_f»lvgl_vlh- N}ulnvn
Qunrterty, Lo, (1), 3.2, -

Lindner, B Derivation of the relationship hotween pupit-tenchoer entio,
average elang size pnd avernge tenchor non-contnet time, In J.P Keoves
(Chairnan), Edueation and Change in South Awdtrealing Fiest Report of the
Committee of Tnguivy into Bdueation I South Austealin, Appendix G,
Adelide: Bdueation Departinent, 981,

Mebaren, LA Edueation ina Small Domoeraey: Now Zealand, London:
Routledee and Wogan P, 19701, '

Procesd dn the Austenlian Capliad Tovelfory, Molboairne:r Contee for the Stdy
of thgher Fduention, tniversity of Motbourae, 1980,

shildeen, DL and Mutford, W. The Gaane Changed: Fhe Edoeation Polley -Mak g

Miteell, AL Fenehors, Edueation and Polities: A Ill.‘lll_o!"y of Orgnnizations
of Publle School Tenchers in Now South Walon, fielsbane: Unlvoesity of
Quecnsland Preess, 1975, ’ ’

Mok, PR Declining Sende and Ity Implieations for Resoureo Alloention Within
Disteiets, Wmens Cornoll Unlversity, 1982, (miwon.)

New South Wales, Eduention Department. Report of the Minkstoer for
Edieation. Sydney: Government Printor,” Varlous veses,

New South Wates, Eduention Department. System Loevel Roport for the ACER
Staffing nnd Resourcos Study. Sydnoy: Bdueation Departmont, 1980, (mimeo.)

New Zentand, Report of the Commission on duention In New Zanluned,

(Chadrman: "G Caerie), Wollligton:s” Governmani Belntor, Toaw,

New Zenland, Towards Partnership. Roport of the Committoo on Socondary
Edueation, (Chalrmans ‘1 H MeCaombs). Welllggtton: epartment of
Eduention, 1974,

New Zealnnd, Departivent of Eduention, Report of the Hopartmont of
Edueation. Woellington: Sovernmoent Peinter, vavious years,

New Zeatand, Departinent of Eduention. ‘The Adminksteation of Edueation in
Now Zoealand. Wolligtont Dopartment of Edueation, 1979,

New Zesfand, Dopnrtmoent of Eduention., S‘}mlmn Lovel Report for the ACKR
Wo |

Stalfimg and Resources Study, Wollington: Tdiention Doparetmont, 1981,
(ninien.)

New Zenlnnd, Departmont of Statisties, Population ll‘ll"()%(_‘(_,‘l'h)‘l\.‘*i..
wellimgton: Departinont of Statisties, 1981, (inlmoo.)

Organisntion for Keonomie Co-operation and Dovelopment,  Edueationnl
Statisties in ONCD Countrios. Parlss ORCH, TOR1,

Partridgo, P Society, Schools nied Progross In Austenlln, Sydicey:
Porgnmon, 1970

Forehnrd, Do Sehools Commisston Fanding in Tasmanin, Hobaet: Tasmaning
High Sehaols Treincipals Associntion, 1979,

[Ri1

AUy

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Psncharopouios, G The cconomices of onely childhood edueation and dny eavo,
Internationnl Roview of Bduention, 1942, 28, 5170,

Musey, M. The Dynamics of Bureanerney. Sydnoy: Wiley, 1976,

Queenstand, Edaeation Depnrtment, lg(}p(_n-l g).f"lh_v Mi;\uirgl_qr l'Ql'_ l-‘.(lucnli_un.

Hrisbnne: Government Peinter, various yones,

Querisinnd, Hdueation Departiiente Systew Love! Report for the ACER StalTing
and Resources Stady, Brisbane:s Rdneation Depaetorent, 1980, imimeo,)

Queenstnnd, Partonentary Seleet Committee on Bdueation, Final Report,
(Chaivman: Moo Ahern), Brisbane: Goveenment Peinter, {980,

Reod, RUAL Theory and Peactice in Secondary Edueation. Melbournes:
Eeention Department ol Vietorin, 1968,

Riew, b Eeonomies of seate in High Sehool operation. Review ol Leonomic
Stutistios, 1966, 48, 2807, :

Riew, . Forolment deeline nnd school veorganization: ncost efficieney
malysis, Beonomies of Edueation Roview, 1981, 1(1), 53-13,

Rowlimds, RoGo Pre-School and Child Care Statisties for the ARC Working
Party on Pre-Sehool Bduention, Wawthorn, Vie:s  ACER, 1979, t(mhm-n.)

Schools Comminsion, Sce Aastealing Schools Commission,

Selby Smith, Ry Deeision Making jl)_Ii()g!(f{\!_i<)(|g_'l‘!n_~ iuention Poliey Process
i Pasninnia. Méthorno: " Cenlea Tor" the Stidy of Tighed Raluention,
Universily of Melbourne, 1980,

Skidmore, R.H, School Siaor _n_ng.___(“‘onl_|_nlul'1_1g'(g!|(_r.5'l'ig)!|. A I.(_qv_imy. Brisbnne:
Research Braneh, Bduent{on Department, 1981, (mimoen,)

Smart, D.oand Alderson, A The Fdieation Poliey~-Making Process In Wes: on
Austenlin, Melbournes Contre Tof The Study of 1Hgher Edueation, Univorsity
of Meibourne, 1980,

Smith, M., and Glass, LV, I_Sq:lg_l_lYl()lyﬂ_lnlvlp;il_()f.(_Tlu.‘ﬂiﬂ Bize to Clasiroom
Processes, Tenehor Satisfactlon nnd Pupll Atfeet: A Mota Analysis, Sun
Franelseo:” Far WesU Taborntory Tor Rdueatfon Resenreh and Vovelopment,
1974,

south Austedin, Edueation in South Austenlia, Repoet of the Committeo of

= inguiey into Eduention tn South” Austeatin 1969-70. (Chademan: PAL Kaermel).
Adelnido: Government Printoer, 1971,

South Austeating, Bdueation nnd Change in South Austealin, Fiest Report,
Committee of Enquiry Toto dueation” i Soutlh"Austealin, (Chalrmnn: )0,
Koeves), Adelnide: Edueation Departmoent, 1981,

South Austealin, Bduention Department. Roport ol the Director-tieneral of
Edueation, Adelnide: Govarnment Printer, various yones,

South Austealia, Edueation Departinent, System Lavel Report for the ACER

Statfing and Rosources Study. Adolaldn” Edueation iepartinent, 1980,
(mimco.)
197

204



O

ERIC

Aruitoxt provided by Eic:

Spaull, A.D. (Ed.) Australian Teachers: from Colonial Schoolmasters to

Militant Professionals, South Melboturne: MacMillan, 1977.

Sturman, A. From School to Work: A Review of Major Research in Australia.

Austraiian Education Review No.13. Hawthorn, Vie.: ACER, 1979,

Sturmnan, A. Patterns cf School Organization: Resources 81d Responses in

Sixteen Schools. Staffing and Resources Study Report Number 3. Hawthorn,
Vie.: ACER 1982.

Summers, A. and Wolfe, B. Do schools make a difference? American Economic
Review, 1977, 67, 639-652.

Tasmania. TEND Committee. Tasmanian Education: Next Decade. (Chairman:

W.F. Connell). Hobart: Education Department, 1978."

‘Tasmania. White Paper on Education in Tasmania. Hobart: Government

Printer, 1981.

‘Tasmania. Education Department. Annual Report. Hobart: Government
Printer, various years.

‘Tasmania. Education Department. System Level Report for the ACER Staffing

and Resources Study. Hobart: Education Department, 1980. ‘{mimeo.)

Turner, 1.S. A plea for decentralization in Australian education. Melbourne
Studies in Education 1958-59. Melbourne: Melbourne University Press, 1960,

135-147.

Vietoria. Report of the Committee on State Education in Victoria.

TChairman: A.H. Ramsay). Melbourne: Government Printer, 1960.

Victoria. Aims and Objec lives of Education in Victoria. Melbourne:

Government Printer, 1979.

Victoria. White Paper on Strategies and Structures for Education in

Victorian Government Schools.

Melbourne: Government Printer, 1980.

Victoria. Education Department. Report of the Minister of Education.
Melbourne: Government Printer, various years.

Victoria. Education Department. System Level Report for the ACER Staffing

and Resources Study. Melbourne: Education Department, 1980. (mimeo.)

Vietoria. Education Department. Technical Schools Division. Aims,
Objectives, Strategies and Structures. Melbourne; Government Printer, 1979.

Watson, J.E. Intermediate Schools in New Zealand. Wellington: NCZER, 1964.

World Bank. Educational Effect of Class Size. Staff Working Paper No.280.

Washington, D.C.: World Bank, 1978.

198

210



O

ERIC

Aruitoxt provided by Eic:

I —

APPLENDIX 1L

CLASSIFICATION OF TEACHIERS

When discussing teacner numbers and teacher allocation policies in eight educaticn
systems each of which employs a different means of classifying their teaching force, it is
necessay to devise a set of teacher categories that allows meaningful comparative
statements to be made. An examination of the teacher classification nomeneclature
emnployeu by eaen syste:n, reveals that in general the teaching service comprises four
fairly distinet groups. We have termed these groups, in descending order of seniority, as
principals, deputy principals, senior teachers, and assistants. These terms were chosen
because they were the most commonly used in the eight systems to describe the four
grour: mdey consideration.

i sllocating a paiticular teacher classification employed by an education system
into one of these four categories the principal criterion was that of relative salary level.
Thus for example despite the tact that in some systems the teacher in charge of a
two-teacher school may be designated as a 'principal’, in the following schema he would
not be as equivalent to a principal unless his salary was relatively close to that of the
highest paid principals in the same system. In exercising this judgment particular
ditriculties occurred with the categorization of teachers classified as senior teachers,
deputy principals, and prineipals. It became apparent that in a number of systems while
some teacilers may have becn designated as a deputy principal for example, their salary
was equivalent to that of one of the senior teacher classifications in the same system. In
this instance the teaener concerned would be categorized as a senior teacher in the
scheme which follows. The basis for such judgements is made explieit in the table which

folicws by the listing of the salaries payable to the classifications. In this regard the
following points should be noted:

1 the salaries are those applying as at October 1980;

2 Austrlaian salaries are expressed in Australian currency, and New Zealand salaries
are shown in New Zealanu doliars;

3 where a salarcy scale for a particular teacher classification comprised a number of
increments, the salary shown is the mid-point of the relevant section of that seale.
The relevant part of the scale was taken to be bounded by the normal commencing
salary and the maximum salary point which teachers normally reach on the scale;

4 where commencing salary and maximum salary on a particular salary scale were
determined by level and length of pre-service training, it was presumed, u!' -ss
otherwise indicated, that the normal pre-service course for primary teachers was 3
years in length, and that secondary teachers were normally graduates who had
completed 4 years of pre-service training;




Table A2 Teacher Classificaticns and Salary Levels, Australia and New Zealand 1980

Equivalent Classification and October 1980 Salary

Category Primaty Secondary

Australian Capital  Principal Band 4 (§25676) Band 4 (§27652)
Territory Deputy Principal  Band 3 ($21433) Band 3 ($23173)

Seniot Teacher  Band 2 ($19439) Band 2 ($21005)

Assistant Band 1 ($14425) Band 1 (§16153)
New South Wales Principal PL(§25551),P2($21128) PH($28066) B

Deputy Principal  MA($20801),0P1($20801),P3(520504)  DR($23727)

Senior Teacher  UPQ,AP,¥B($19735),DM/M($19121) SH($20801)

Agsistant

Assistant ($14490)

Assistant- ($16268)

Victoria

Principal
Deputy Principal
Senior Teacher

Assistant

"~ PA(§25360),B(22545)

DP4, Special VR($22114)
ST($20507)

Assistant(§13709),Assistant with
Responsibility (§17907)

| PA($26892),2B(324317), DPA(§24055)

DPB($22114)
§7($20507)

Assistant (§15017),Assistant with
Respongibility ($18037)

Queensland

Principal
Deputy Principal
Senior Teacher

Agsistant

PL(§25324),22($23985) ,23($22576)
P4(§21463),D0($19926)

S, T($19157)

Assistant ($14534)

P1($28460),22(§26676)
DP(§23517)
SH($21731),Sub M($21315)
Assistant ($16738)

South Australia

Principal
Deputy Principal
Senior Teacher

Assistant

PA($27733),P1($25388),P2($23566)
DP,P3($20685) |
not applicable

s
Assistant($14148) 14

PA($30467),P1($27418),P2($25388)
D2($23566), Special Senior(§22216)
Senior($20685)

Assistant(§19525)




Equivalent Classification and October 1980 Salary

Category Primary Secondary
Western Australia Principal PlA($23600),Pl($22447),P2($20810) PA($28177),PB($27160)
Deputy Principal P3(§19354),DP1A($19022) , DPL($18258) DPA($24093)
Senior Teacher  not applicable DPB(§21726) ,5M($21425)
Assistant Assistant ($1484) Assistant ($16268)
Teacher-in-Charge, Class 4 school
(§15999)
Tasmania Principal P7($26585),P6($25007},P5($23529) P6($27579),P5($25736),P4($24829)
Deputy Principal ~ VP2($22284);VPL, P4, 1H3($20055): 1P3,P3($23232) 5 VP2($22256),
P3,IN2(52014]) VP1(§22024)
Senior Teacher ST2($19797);811, 1M1 P1,P2, ($18588) P2(§21481),512(520892) ;ML
P1{$19797)
Assistant Assistant ($14085) Assistant (§15866)
New Zealand Principal Principal (Scale D), D2($22326), Principal (Scale J4), PD($29700),
DL($21440) PC($27414),PB(24951)
Deputy Principal ~ Deputy Principal (Scale ). Deputy Principal (Scale J3..
C3($18435),CZ($17724),CI($17016) DPD($24326),DPC($23392),PA($22612)
“uior Teacher  Senior Teacher (Scale B): . DPB($22305),DPA($21220), SMD($22460)

Q qualifications, B4(§15494),  SHC($21838) SHB($21220), SHALS20606)
B3($14967) ,B2($16553), B1($14007)

Assistant Scale Ai Q2 qualifications, Scale J1: 63 qualifications.

A($11605) J1($14592) ,BR1($15049) ,PR2($15811)
PR3($16569),PR4($17620)

ey

Sources:  Education Department publications.
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where classifications such as positions of responsibility carry a salary which
comprises an assistant's salary plus responsibility allowance, the salary shown as
applicable to the position of responsibility takes as its base the normal maximum
point on the assistant's salary scale, except for New Zealand where the relatively
large number of positions of responsibility makes it more appropriate to add the
allowance to the mid-point of the assistant's scale;

classitications that apply only to staff in combined primary and secondary schools
are not shown;

the foliowing abbreviations are used:

P - principal

DP - deputy principal

vp - viee-principal

AP - assistant prineipal

DM - deputy master/mistress
1M - infant mistess

SubM - subjeet master/mistress
sl - seaior master/mistress
ST - senior teacher

where a promotions position has more than one classification, this is indicated by
the relevant symbol. For example, PA should be read as principal class A, and DPI
as deputy principal grade 1.

Foliowing Table A.2, which provides the classification and salary levels of teachers in
the eight systems, is a listing of the source documents and assumptions employed in
deriving the categorization of teachers by school type and enrolment level,

Sources for Categorization of Teachers

Australian Capital Territory

Primary source: Professional Staffing of ACT Schools, 1980.

Secondary it ‘was assumed that the 1979 allocation of promotion positions to
higi1 senools and colieges of 8 Band 2. 3 Band 1 and 1 Band 4 also
applied in 1980.

New South Wales

Primary source: Executive Staffing of Primary Schools, in Supplement to
Staffing Letter A, 1979.
Secondary on the basis of Regulation 34 detailed in the Handbook Book 2, it
was assumed that schools with between 200 and 600 students receive
D(L\L' four subject masters/mistresses, those between 600 and 800 students
receive six, between 801 and 1000 students receive Seven, and
___________________
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Vietoruy

Wueensiand

lfn'“unnry_

:4_1§(j‘)||(llxl'y

South Austaiin

e mny

Soecon !“.“)’.

Westorn Austealin
Peimary

Tnsninnin
Prinoey

Sv_vnmhu'y

seliools with more tm TH00 students reeclve cight,. B wns Tarther
assumed that one speeinl mnster/mistress was appoluted  when
eurolments renched 700 studenty, and that two were pppointed 1o
schools with more than 1000 students,

souvee for both prinnwy mnd secondnry: mntevinl sappliod by the
Phanning - Seevices Division of the Eduention Departinent o
supplement the Systom Lovel Repoet,

sonrees Pritnaey Stdting Seale 1980,

souree: Secondary Staffing Senle FI80, To derdve the eelationship
betwoeen the numbers of ecortain estegories of subject musters and
total sehool enrolmont, whore the appointiment of sueh peesonnel
was ot diveetly rolnted 1o total sehool entolutent, 11 was assumed
timl the proportion of all students engrged in paeticnlar subjeel
arens was ax follows: Soeind Seleaeo (Th), Commeree (0'), nul
A for ench ol Manunl Arts, Forelpgn Lamguange, Home Eeonomies,
nnd Art,

sourecs  Clrealne to Sehools, 1Y Statting T80 Lo determine the
distribution of principals nmongat sehools, it wis nssumed that elnss
Popeineipnld were appointed to eliss | oachools, elain 2 peineipals o
elass 2 sehools and el 3 prineipuls to elnst 3 sehools, 1 was
further asstmed thnt the fisst depaty prineipal was appointed onee
the sehool enrolmont ronehed 200,

soMrec:  Cireulnt Lo Secondary Sehools, Stffing 1980, Hoenuse of
the dlifieulty of detormining sehools with elnst A prineipals from
system level datny Tor the cost enleuintion FU was nssamed that elnss
A and elnss 1 oschools wore appointed eluss 1 prineipals and elnss 2
Selools were appointod elnss 2 prineipnls,

sOres Fehention Aet (1971), Regulntion 1Y,
soirce: Eduention Act (1971), Regulntion 187,

sourect System Level Report and additionnl mnterinl suppliod by
tosearch Seetion, Eduention Dopnrtmont.

sonrec: ax For primary, 1Uwas assumed that in addition 10 i elnss
prineipnl, elass 2 sehools wore nlso nlloented o elnss 1 viee prinelpal
andd four elass 1o senjor mastors/mistrossos, Class | sehools it wa
awiatied were nlloentad aoehss § principad, elass 2 vieo-prineipnls
nned elnss bosenior mastors/nidstresses, U wns nlso nssaned tint
clngs LA sehools were appointed nelnis 6 prinelpal, elnss 3 dopaty
prineipuls nnd elnns 2 senior masters/imistresses,

200
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New Zenland

Primwy & soureet Beueniion (Snlaries and Statling) Regulations:
‘l“l_\_ll(A‘l.‘_lll‘(ff_‘ill‘!l.lj Fhird ndd Fourth Setwdules vespeetivaly.

souree: Stalling of Secondary Sehooly, soetions 1037 and 16.5.3.
Salary datn for eneh group ol tonehars derived from suoplement to
Eduention Gazette, 1 Octobor 1980,

Seeondary
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DETATLED NOTES TCT7 ABLES, 3.2, 5.6, 5.0 and 5.4

\

Symbols used i the Tabloss

e not available
not npplienble

Nl or rowndoed Lo Zero
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Table 3.2

Queenslard
w Education Department managed pre-primary activities include provision for the
disabled.

‘The data sources do not provide an age distribution relevant to this table other

than the category 'aged less than 6 years'; it has been assumed that all such

students are aged between 5.0 and 5.11 years. Enrolinents in schools operated by
the Department of Aboriginal ar- Islanders Advancement are excluded.

y It has been assumed that the age distribution of children in non-Education
Department managed pre-priinary activiiies is the same as that apply’~g in
Education Departmnent activities.

2 As for Note X.

X

Sources: Annual Report of the Education Departinent, 1979; ABS, Schools Australia
1979 Cat. No. 4202.0.

South Australia
Source: South Australia (1981).

Western Australia
w

Includes pre-primary classes at non-governinent schools and at independent and
community pre-school centres; while some of the latter are located on Education
Departinent property in the main they. are not nanaged by the Education
Department.

Source: Annual Report of the Education Department, 1979; Smart and Alderson
(1980).

Tasmania

w Includes enrolments in 'special' and kindergarten prograins.

X Includes Preparatory class enrolments.
y As for Note W, ~
z As for Note X.

Source: Annual Report of the Education Department, 1979.

New Zealand

w Most of these children are enrolled in Kindergartens who receive a large proportion
of their funding via the Education Department budget.
X Includes some enrolments at private schools.
Y Comprises enrolments at playcentres.

Source: Education Statistics of New Zealand 1980.
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Table 3.6

General:
a Reference dates are 1 August for Australia and ! July for New Zealand. The data
exclude pre-primary and evening classes, and correspondence and special schools.

Australian Capital Territory

X Includes the School Without Walls which enrolled 36 high school and 38 secondary
college-aged students.

Victoria

X Includes three secondary students.

y Comprises 4193 primary and 1353 secondary students.

z Includes technical-high schools.

Queensland

X Includes 12 schools controlled by the Department of Aboriginal and Islanders

Advancement which enrolled 483 students.
y Comprises 13602 primary and 6468 secondary students.

South Australia

Includes 13 schools for aborigines which enrolied 667 students.
Includes 154 secondary students.

Includes 5 secondary students.

Comr.rises 332 primary and 94 secondary students.

Comprizes 939 primary and 5143 secondary students.

N< ® g<

Western Australia
v

Includes 19 special aboriginal schools, 7 of which have some secondary enrolments,

and 18 other primary schools with some secondary enrolments.

w Includes 520 secondary students enrcied at primary schools and primary
correspondence students. .

X Coinprises 10567 primary and 4299 secondary students.

y Includes three special aboriginai sehools.

Z Includes secondary correspondence students.

Tasmania

X Includes four distriet schools that do not enrol secondary students.
y Includes twe distriet schools that enrol secondary students.

z Comprises 5919 primary and 2773 secondary students.

ew Zealand

N
X Yenr levels expressed in Australian equivalent terms.
Y . .rnrises 4976 primary and 4500 secondary students.
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Table 5.1

Exeludes access to teachers from the ACT special needs pool.

Up to and including enrolments of 300, the data were derived from the staffing
formula for ordinary (i.e. those not classified as 'disadvantaged) one-department
primary schools. For enrolinents of more than 300 the staffing scales for ordinary
infant departments and ordinary primary departments were combined to derive a
total entitlement; for this purpose it was assumed that the infants department

comprised 45 per cent of total school enrolments as was the state-wide proportion
in August 1979.

The data include the local reliever(s) appointed to schools with at least 400
students. It was assumed that objectives of appointing music teachers to schools
with at least 600 stuuents, and teacher-librarians to schools of at least 300 were
achieved. It was further assumed that physical educaticn teachers were allocated
on a 0.6 basis to schools with at least 300 students, and that a school became
eligible for an Infant Mistress when total school enrolment reached 700. The latter
figure was derived from the fact that approximately 30 per cent of August 1979
state-wide primary enrolments were in the infant year levels.

Applies to R-7 primary schools only. It was assumed that the objective of
appointing at least a part-time teacher-librarian to primary schools with more than
200 students was achieved.

Derived from staffing schedules applying to primary'schoois with a full spread of
year levels; includes regulation, administrative relief and specialist teachers

allocated according to formula. Staffing schedules were not available for schools
with more than 855 students.

Although pre-senool (kinaergarten) classes and teachers are not included, senior
staff are allocated on the basis of total school enrolments from kindergarten to
Year 6. To derive the senior staff allocation it was assumed that kindergarten

enrolments comprise 4.5 per cent of total primary enrolments, as was the
state-wide proportion in August 1979.

Table 5.4

Includes the basic téaching staff plus an entitlement to 0.28 teachers per 100
enrolments (or part) above 750 for administrative relief.

Includes the basic teaching staff plus an entitlement to 0.28 teachers per 80
enrolments {or part) above 600 for administrative relief.

Applies only to ordinary secondary schools (i.e. those not eclassified as
'disadvantaged'). To derive total school entitlements it has been assumed that the
distribution of stuaents across year levels in individual schools approximates the
1979 state-wide distribution across year levels, and that classified activity students
represent 20 per cent of enrolments in each of Years 7, 8 and 9. To calculate the
executive staff allowance of each school, it has been assumed that in addition to
one principal and deputy principal, secondary schools with enrolments below 600
receive 4 senior masters/mistresses, those between 600 and 800 students receive
six, between 801 and 1000 receive seven, and enrolments of more than 1000 entitle
& school to eight or more senior masters/mistresses. It has also been assumed that
the Year 12 staffing schedule is equivalent to that applying to Year 11.

R2(0)
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For secondary schools with less than 300 enrolments the schedules are complex and
depend upon the number and composition of year levels.

Exeludes teacher entitlements arising from TAFE enroliments. The data should be
treated with some caution since the multi-sectoral nature of many technical
schools means that enrolments are but one component in determining the schedule
for a given school. The basic schedule which has been utilized to derive the data
stipulates a minimum entitiement of one teacher for each 14 students {or part) in
addition to a principal and at least two other senior administrative positions.

To derive total school entitlements it has peen assumed that the distribution of
students across year levels approximates the 1979 state-wide distribution of
secondary students across year levels. The total entitlement comprises basic
teaching staff (including senior masters and mistresses), plus 3 senior
administrative teachers, guidance officer and teacher librarian according to
formulae. Although most high schools would also have a youth education officer,
these have been excluded from the table since such personnel are not automatic
entitlements but are appointed in response to a school submission.

It has not been possible to derive a separate schedule for senior secondary colleges
in Tasmania. The Education Department has stated however that the colleges
(whose enrolinents range between 300 and 80 students) are staffed on a similar
basis to high schools with the exception that the colleges in general receive a

higher number of senior administrative staff than do high schools of the same
enrolment size.

Comprises the basic assistant and senior administrative teacher entitlement plus
[urmula staffing allowances for senior administration, professional supervision,
guidance network, head of department, and careers guidance. Also included have
been several discretionary allowances which appear to have hardened into
entitlements, namely allowances for special needs, instrumental music, guidance
counselling, and the Form 6/7 allowance for small schools. Excluded are
discretionary allowances relating to students with emotional handicaps, linkages to
small schools, homework centres, beginning teachers, assistance with teacher
training, work experience, library and pre-employment program; as a guide it
could be expected that schools with 300, 870 and 1350 enrolments would

respectively receive approximately 0.5, 1.1, and 1.6 additional teachers under these
diseretionary allowances.
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