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QUEENSLAND
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Telephone: 870 7168

31 March 1987

The Honourable L.W. Powell, M.L.A.,
Minister for Education,
Parliament House,
BRISBANE. Q. 4000.

Dear Minis. II,

On behalf of the Board of Teacher Education, I am pleased to present to you our
Report Project 21: Teachers for the Twenty-First Century.

In accordance with our terms of reference, we have considered the social and educa-
tional contexts for Queensland schools in the next twenty-five years and their implica-
tions for the profession of teaching; we have made recommendations for the future
development of teacher education in Queensland; and we have recommended teacher
registration policy changes designed to ensure that the teachers of the future will gain
the education, experience and competencies needed to fulfil their professional roles.

We thank you for the support and encouragement you have given us in undertaking this
task.

Yours sincerely,

(2. SN. i.-. a tet

B.H. WATTS, O.B.E.,
Chairman, for the Board.
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PREFACE

In presenting our Report, we would draw attention to the fact that
In our membership we represent, as does the general community, a
wide cross-s..ction of views. The conclusions and recommendations
we have derived represent the Board's agreed positions, although in-
evitably not all members would endorse every statement.
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PROJECT 21: TEACHERS FOR THE TWENTY-FIRST CENTURY

SUMMARY AND RECOMMENDATIONS

During 1985 and 1986, the Queenslond Board of Teacher Education undertook o mojor
review of teacher education and registration in Queensland. Against a background of
heightened interest in education ond within o context of rapid technological and social
change, we believed it was timely for us to review teacher education policies and
practices and to Coke o fresh look of the system of teacher registration to ensure that
the needs of society, of the schools and of the teaching profession could continue to
be met (Chopter 1).

This brief summary will, we hope, give some indication of the scope of our Report os
well os presenting our recommendations. We would, however, urge readers to
recognise the difficulty of reducing o substantial report to o few pages and to be
aware of the limitations arising from reoding recommendations without taking cogni-
sance of the detailed discussion from which they derive their full meaning and intent.

Introduction

Our review has led us to o reaffirmation of our vision of teaching as a profession
(Chopter 2).

The Report presents on analysis of the social and educational trends which ore
emerging in Australia in the late 1980s and which ore the subject of numerous mojor
reports and extensive public and professionol debate (Chapter 3). On the basis of this
onolysis, we hove formuloted o view of the desirable roles and competencies of
teachers who will be teaching in the toter years of this century and in the early years
of the twenty-first century (Chapter 4). These considerations highlight the increasing-
ly important and complex role teachers ore expected to ploy in the community and
the need to staff our schools with teochers of the highest quality. We consequently
emphasise the importance of the full recognition of teaching os o profession, o
recognition which must derive from the calibre of those who tench and also the
conditions under which they work ond the community's perception of the status of
teaching and of teachers.

Our recommendations for the future recruitment, selection, professionol preparation
and registration of teachers are guided by our firm belief thot the attainment by
teaching of full professional status will be o critical factor in determining the quality
of education in the yeors thot lie ahead.

Teacher recruitment and selection (Chapter 5)

At the public meetings held in conjunction with Project 21 and in the submissions we
received, there was widespread agreement thot selection for entry to pre-service
teacher education programs should be based on attributes additional to the Tertiary
Entrance score. From our analysis of the roles and competencies required of
teachers, we strongly endorse these views. The almost universal dependence on o
single criterion (the TE score) for entry to teacher education denies the importance of
the other quolities which ore essential to effective teaching. At the some time, we
hold the view thot the teaching profession would benefit if o higher proportion of the
more able schoo! leovers thon of present were to be ottrocted Into teaching. Our
recommendations ore intended to broaden the criteria for selection into pre-service
teacher education programs and to make teoching o more attractive career choice.
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In Chapter 5 of our Report, we recommend

1. that In conjunction with the profession, employing authorities, teacher edu-
cation institutions and teacher organisations the Board promote the image
of the teaching profession through sponsoring or encouraging the further
development of activities such as:

the encouragement of teachers and the profession to take an active role
In recruitment, through nurturing and supporting the interest of young
men and women In teaching as a career, particularly those able students
who display relevant personal characteristics such as warmth, creativity,
concern;

the encouragement of work experience programs for secondary school
students In innovative and supportive schools which create for the stu-
dents the opportunity to appreciate the excitement and complexity of
the teaching role;

a scrutiny of all ctirrentiy available careers information on teaching and
the production oif videotapes and other materials which seek to convey
the challenge and the professional rewards of teaching and the current
and emergent comer possibilitie.s within the profession;

the encouragement of reacher ecit,zatIon staff in higher education insti-
tutions to visit secondary schools and iii discuss with school students the
goals and processes of their ptograms;

the encouragement of teacher education staff In multidisciplinary higher
education institutions to establish and maintain dialogue with able
undergraduate students who might be attracted to a career In teaching
and to foster a range of activities for these students which would allow
them to explore this interest;

the institution of annual seminars for lble Year 11 and 12 students,
nominated by their schools, held at I ownsville, Rockhampton, Too-.
woomba and Brisbane, the purpose being to foster their interest in
teaching, to create the opportunity for them (through discussions with
senior officers, academics and teachers) to share In a sense of excite-
ment about the role of education in society and their potential contribu-
tions.

2. (a) that consultations b2 held among business and industry groups, teacher
education institution.., school authorities, teacher organisations and
professional associations, to devise ways of stimulating increased in-
terest In the teaching of mathematics and science;

(b) that community, service and business organisations be requested to
consider ways In which they might collaborate with teacher education
institutions to enhance the Image of teaching.

3. (a) that a new selection system for entrance to teacher education be
developed and trialled;

(b) that selection trials involve use of multiple criteria, particular con-
sideration to be given to combinations of:
. TE scores,

data from school reports on school achievements, interests, con-
cern for children, talents, interpersonal relationships, oral and
written communication skills,
data derived from standardised tests on higher mental abilities,
creativity and flexibility,
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data derived from interviews on communication skills, commitment,
self-confidence.

4. (a) that in 1987 the Board convene a conference to which would be in-
vited representatives of the higher education institutions offering
teacher education programs to discuss the Board's proposals for selec-
tion;

If one or more of these institutions expressed positive interest, then

(b) that a conference be convened to which would be invited represen-
tatives of teachers, teacher organisations and employing authorities to
discuss the proposals;

If the approval of this conference were gained and if the willingness of

school staff to be involved in the selection process were established,

then

(c) that the Board establish a Working Party in 1987 composed of teacher
educators, employing authorities, teachers, teacher organisations and
community members to make recommendations on the selection cri-
teria to be used and to develop relevant procedures, rating scales and
instruments; and

(d) that there be widespread publicity of the rationale underlying the pro-
posed changes and the procedures as recommended by the above
Working Party.

5. (a) that a higher education institution offering initial teacher education
be invited to trial selection procedures incorporating the Board's pre-
ferred set of criteria for its 1989 entrants to teacher education; and

(b) that there be a thorough evaluation of the pilot scheme.

6. that amended selection procedures be monitored through longitudinal
studies.

Initial teacher education (Chapter 6)

We have conceptualised initial teacher education as a three-phase program which
entrants to the teaching profession must complete if they are to be regarded as full
members of the profession. This program includes:

(i) a pre-service course which provides an initial understanding of education, curri-
culum and pedagogy appropriate to the needs of a teacher at the beginning of his
or her career;

(ii) a period of guided induction into teaching and the early years of teaching experi-

ence; and

(iii) the subsequent completion of further formal studies which draw on experience to
provide a level of knowledge and understanding of education which is essential
for autonomous professional functioning but which cannot be achieved at the pre-
service stage.

A. Principles for initial teacher education

In making our recommendations, we have concentrated on the formulation of broad
principles which, in our view, should guide the planning and implementation of initial
teacher education programs.



We consider that there would be substantial benefits to employing authorities, to the
profession and to teacher educators if a genuine collaboration among all three groups
could be established. Such collaboration would recognise their complementary roles
and responsibilities in the provision of the total teacher education program including
the pre-service phase, the early induction into the profession and the continuing
development of teachers. Moreover, it is our judgment that th". vitality of teacher
education programs would be enhanced if there were wide consultation involving not
only these groups but also parents and members of the general community. Such
consultations would assist teacher educators to be responsive to developments in
society and in schooling and would help to ensure that prospective teachers were also
attuned to contemporary school situations and, moreover, sensitive to the wide
diversity among their clientele.

In order to provide a framework for institutions in planning the content and processes
of the initial teacher education program, we have mapped out both the range of major
goals and the diversity of complementary studies, activities and experiences needed to
promote the achievement of those goals.

At the forefront of the planning and implementation of all elements of the program
must be the. development in prospective teachers of a commitment to, and skills in,
autonomous ;morning and a reflective critical orientation to teaching. Each teacher
will have his or her own individual style and it is important that the programs be
planned and conducted in such a way as to foster this distinctiveness and to capitalise
upon the personal talents and interests of all members of the student teacher body.

There is need for a cohesive, planned program of liberal studies which should foster
critical and reflective capacities, aesthetic sensibilities and an appreciation of the
diverse modes of human experience and expression, creativity and a deep valuing of
learning and ideas. Teachers must develop those intellectual qualities that charac-
terise well-educated people and must, .noreover, achieve an informed awareness of the
critical isues in the society; they must be culturally literate and technologically com-
petent.

One particular challenge facing the teacher education institutions is to ensure that
prospective teachers acquire mastery of the substantive and syntactic structures of
the disciplines they will teach. The meeting of this challenge will, we believe, require
a reform of the teacher education curriculum, particularly the subject discipline
studies. The reform of this component of the curriculum will require a collaborative
effort, involving scholars in the various subject disciplines and teacher education
scholars. We have therefore recommended the establishment of a task force to
address this issue.

In the area of professional studies, we urge continuing monitoring of programs to meet
the challenges of standards, balance, integration and sequence. Key elements include:

knowledge of human growth and development;
. knowledge of theories of education and of teaching;

knowledge and understanding of curriculum design and pedagogical practices;
. teaching competencies;
. commitment to, and skills in, a reflective critical orientation to teaching;
. competencies and attitudes appropriate :o productive interactions with parents and

community.

The use of case theory in teacher education can make a valuable contribution to the
integration of theory and practice: it has the potential to illuminate both the
practical and the theoretical. We have recommended the establishment of a task
force to explore the use of case theory and to initiate the development of an
Australian case literature in the yield of education.

The cooperative approaches between teacher educators and employing authorities that

xx
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we have advocated would lead to the possibility of creating more effective teaching
experiences for student teachers.

Collaborative arrangements might, for example, include:

the designation of some schools, in consultation with teacher educators, as
specialist teaching experience schools, with the recognition of this function
incorporated in staffing formulae and in the appointment of highly competent and
innovative staff (including master teachers whose roles might well include a special
responsibility in this area);

the recognition of a larger number of schools, additional to the above, as being in-
volved extensively in the pre-service program, again in consultation with teacher
educators, again with a staffing formula which recognises this additional role;

the recognition of excellence in supervision as one promotion criterion;

a more extended system than that which presently operates of involvement of
teachers in the on-campus programs and of teacher educators in the schools.

The experiential aspects of the teacher education program include a number of
components, each making a distinctive contribution to the development of teacher
competencies. Teaching situations on campus or in campus-associated facilities
include microteaching, peer tutoring and teaching of visiting groups of school students.
School experiences serve to introduce the student teacher to an understanding of the
broad contexts of schools, their administration and their characteristic activities.
This program needs to be planned to provide each student teacher with experience in
a diversity of schools and at a diversity of times throughout the year. Teaching
experiences provide opportunities for student teachers to acquire the skills of guiding
children's learning and promoting their development.

We have noted that several major constraints continue to impede the full realisation
of the goals of school-based teaching experience currently endorsed by program
planners. We consider that the possibility of overcoming these constraints under the
present conditions is highly problematic and have therefore recommended a funda-
mental reconsideration of the goals of teaching experience and of the ways in which
these might most effectively be achieved. We also believe much more can be done to
exploit the contribution of new technologies. These technologies offer the potential
of more effective means than traditional activities of securing some of the goals re-
lated to the achievement of an understanding of, and competence in the performance
of, the teaching role.

In addition to these three campus- and school-based components of teacher education
programs, other field experiences with children, youth and adults can make a major
contribution to the initial preparation of teachers. We have therefore urged teacher
education institutions to give explicit recognition to the need for and the place of
non-school-based field experiences as part of the total teacher education curriculum.
In making this recommendation, we realise the need for counsellors to be appointed to
advise student teachers on appropriate placements and to monitor their programs.

The climate of the teacher education institution is of crucial importance. It should
characteristically be a stimulating and scholarly environment which embodies a valuing
of enquiry, reflection and concern for humanity and which provides rich access to the
cultural resources, ideas and ideals of the nation. It should be grounded in concepts
and understandings from contemporary theory and research and the best of modern
practice. Staff practices should embody exemplary models of pedagogy, moreover,
staff should be modern educators, capitalising fully on the available technology which
can transform teaching and learning.



The Beard recommends

7. that the following principles guide the development and implementation of
initial teacher education programs:
7.1 that initial teacher education be a joint responsibility of teacher edu-

cation institutions, employing authorities and the profession;
7.2 that the planning and evaluation of initial teacher education programs

be a collaborative process whereby staff members of higher education
institutions consult with schools, teachers, teacher education students,
employing authorities, teacher organisations, parents of school child-
ren, and members of the general community who are able to represent
a range of community attitudes and interests;

7.3 that there be a careful articulation among the various phases of initial
teacher education, the design of each phase to take explicit account
of the content and processes of the preceding and following phases;

7.4 that initial teacher education prepare teachers for specified age
ranges;

that students, however, be made aware of the curricula and teaching
approaches appropriate for pupils in age ranges other than the one for
which they are being specifically prepared, without detracting from
the thoroughness of this specific preparation;

75 that initial teacher education prepare students for a context charac-
terised not only by continuities with the past but also by rapid social
and educational change;

that it be responsive to developments in schools and society, to
government initiatives and to emerging roles for teachers; and thus
that it enable teachers, with appropriate school system support, to
play an effective role in changing schools;

7.6 that initial teacher education promote in students a sensitivity to the
wide variation in personal characteristics among children and provide
a preparation for the effective teaching of pupils with a variety of
educational needs;

that, to this end, programs provide both theoretical knowledge of, and
teaching and other field experiences with, pupils of varied ages,
ability, behaviour, social background and culture;

7.6.1 that teacher education institutions consider the formation of a
task force

to address the challenge of making all elements in the
teacher education program responsive to societal and educa-
tional changes and to the needs of the diversity of students
attending school, and

to produce guidelines to assist teacher educators and those
who offer staff development programs;

7.7 that initial teacher education programs be conducted in such a way
that they make use of the individual talents and interests of prospec-
tive teachers and help them to develop their own teaching styles;

7.8 that the processes adopted in initial teacher education programs en-
courage students to take an active role in their own learning both
during the professional preparation program and subsequently through-
out their professional careers;



7.9 that initial teacher education programs be based on concepts and
understandings from the best currently available educational theory,
research and practice;

7.9.1 that there be an extension of intrc Ind inter-institutional col-
laboration among staff in teacher eaucation institutions with a
view to the provision of mutual assistance in meeting the
challenge of continuous updating of knowledge and the incorpora-
tion of that knowledge into their programs;

7.10 that the teacher education program present exemplary models of
pcciago9Y;

7.11 that initial teacher education promote in students an informed aware-
ness of the interdependence of theory and practice;

7.12 that initial teacher education provide for the development of the
knowledge, competencies, attitudes and values required for the early
years of teaching;
that, to this end, initial teacher education include each of the follow-
ing areas: liberal studies, subject disciplines, professional studies and
teaching competencies;
that the total program provide an integration of these elements; and
that the depth and rigour of these studies be commensurate with the
standards obtaining in undergraduate programs in higher education;

7.12.1 that the teacher education institutions consider the formation of
a task force of scholars to determine the specific needs of pros-
pective teachers for an understanding of the disciplines and to
develop a curriculum which would enable these student. to
achieve mastery, appropriate to their purposes;
that such a task force address also the ways in which teacher
education students can develop those understandings which will
enable them to transform that knowledge about knowledge into
curricula for students of varying developmental stages;

7.12.2 that teacher education institutions give consideration to the
establishment of a task force consisting of scholars and ref-
lective practitioners to explore the . lay of case theory in
teacher education and to initiate th development of an Aus-
tralian case literature;

7.12.3 that a task force of teacher educators be established to explore
the possibility of the collaborative development of high quality
materials which capitalise on the latest available educational
technology for use in teacher education programs;

7.12.4 that there be instituted discussions among teacher education
institutions, teacher organisations and employing authorities, with
a view to determining ways in which the supervision of teaching
experience could be incorporated as an integral part of their
teaching role for those staff involved in this aspect of pre-
service teacher education;

7.12.5 that there be a fundamental reconsideration of the goals of the
teaching experience in the pre-service phase of teacher educa-
tion and the determination of procedures that will enable goal
achievement;

7.12.6 that teacher education institutions give consideration to the
development of a non-school-based field experience component
which would be regarded as a core part of the teacher education
program;
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7.13 that school systems and schools make specific provision for the guided
induction of beginning teachers.

B. Models for initial teacher education

Queensland teachers may currently complete their pre-service program through a
variety of patterns of study. We support this diversity.

In the light of our vision of teaching as a profession, and after considering the impli-
cations of the principles enunciated above, we cannot escape the conclusion that, as
we look towards the twenty-first century, the minimum period of formal study in-cluded in the initial preparation of our teachers should be four years, leading to a
degree in education.

While supporting a variety of models for initial teacher education, we advocate that
our recommended minimum of four years of formal studies should not be achieved
solely in the pre-service phase. We consider that the model proposed by the Bassett
Committee which reviewed teacher education in Queensland in 1978 is most likely to
lead to the achievement of the goals which have guided our statement of principles
for the development of initial teacher education programs. Under this model teachers
undertake their pre-service preparation (in either a concurrent or an end-on program)
and then, after experience as teachers, undertake further formal studies, thus
completing their initial teacher education.

We would, however, hope that, by the year 2000, not only would the minimum of
four years' formal study in initial preparation be firmly established, but that there
would be a marked change in the formal qualifications of the teaching force with

virtually all teachers possessing an education degree;

a significant cadre of teachers with double degrees (e.g. B.A., B.Ed.; B.Sc., B.Ed.)
and thus studies in depth in both education and the subject disciplines;
an increasing proportion with an education degree and a postgraduate diploma or a
masters degree in an area of specialisation;

a noticeable proportion with double degrees and postgraduate studies either in edu-
cation or in a subject discipline.

We recommend

8. that initial teacher education be formally recognised as consisting of three
phases: a pre-service course, early teaching experience and further formal
studies in education.

9. (a) that students enrolling in the three-year undergraduate pre-service
teacher education courses

. be enrolled in a Bachelor of Education degree program,
be granted, after completion of the pre-service phase, an interim
award of Diploma of Teaching,

engage in a period of teaching before continuing their formal
studies in education,

be awarded, on completion of the final year of the program, the
Bachelor of Education degree, which will supersede the Interim
Diploma award, thus completing their initial teacher education;

(b) that students enrolling in postgraduate pre-service teacher education
courses of less than two years' duration, or in joint programs
incorporating such courses
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be enrolled In an education degree program,

be granted, after completion of the pre-service phase, an Interim
award of Graduate Diploma In Teaching or Diploma in Education,
engage in a period of teaching before continuing their formal
studies in education,

be awarded, on completion of the final year of the program, the
education degree, which will supersede the interim Graduate
Diploma or Diploma award, thus completing their initial teacher
education;

(c) that students enrolling In a course leading to a degree in a field other
than education* which includes a concurrent teacher education
program equivalent to a pre-service graduate diploma course
. be enrolled in a combined degree program,
. be awarded, on completion of the pre-service phase, their first

degree,

engage in a period of teaching before continuing their formal
studies in education,

. be awarded, on completion of their further studies in education, an
education degree, thus completing their initial teacher education;

that students enrolling in an integrated four-year pre-service teacher
education course leading to a degree In education
. be enrolled in a Bachelor of Education degree program,

be awarded, on completion of the pre-service phase, a Bachelor of
Education degree,

engage In a period of teaching before continuing their formal
studies in education,

. be awarded, on completion of their further studies In education, an
appropriate postgraduate award, thus completing their initial
teacher education.

(d)

10. that all present programs be examined by the teacher education institutions
with a view, where need be, to modifying these so that:

an integrated initial teacher education program, with a coherent inter-
relationship among its three phases (pre-service, early experience,
further formal studies) is offered;

the programs reflect the principles enunciated in Recommendation 7;
. all formal studies throughout the pre-service and in-service phases re-

flect the quality and standards to be expected in a degree program; and
due consideration Is given to ways of facilitating the completion of the
program by teachers during the early years of their careers.

We realise that there are a number of practical constraints which may impede the full
implementation of this model of initial teacher education. We have offered a number
of suggestions for consideration by teacher education institutions and employing
authorities as possible ways of helping teachers to complete their studies. We also
recommend

* e.g. B.Agr.Sc., B.H.M.S.(Ed.), B.Mus.(School Music)
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11. that funding authorities give the highest priority to increased allocation of
places to teacher education in Queensland so that -

(a) all commencing teacher education students will have the opportunity
to complete their final-year degree studies within a reasonable time
after commencing their teaching careers; and

(b) all teachers currently teaching will have the opportunity to complete
a post-experience year of formal study.

It is our view that it is extremely difficult to achieve the goals of professional
preparation in a one-year end-on program of forty weeks or less and we therefore
recommend

12. that teacher education institutions consider ways in which the time avail-
able for formal studies and for teaching, school and other field experiences
in end-on pre-service teacher education courses might be extended.

Continuing professional development of teachers (Chapter 7)

There was widespread endorsement, in the Project 21 meetings and submissions, of the
need for teachers to advance their professional growth. We share this perspective.
The phase of initial teacher education must be followed by continuing professional
development throughout teachers' careers, as they engage in critical reflection upon
their practices and as they address the complex issues which arise day-by-day and
year-by-year in the school situation.

The principles relating to continuing professional development which we have formu-
lated were shaped by our view of the teacher as a professional, responsible for his or
her own growth. This view argues that teachers os professionals will take res-
ponsibility for the services they are delivering to their clients, and will therefore seek
access to a wide range of avenues by which to pursue their own professional growth
and through which to meet the emerging requirements of their individual roles and
career aspirations. The principles are thus oriented towards a developmental rather
than a deficit orientation.

As in the case of initial teacher education, in our recommendations for the continuing
professional development of teachers we have concentrated on the formulation of
broad principles. In enunciating these principles, our aim is to help promote the
creation of an environment which supports and encourages professional growth.

Our recommendations ore

13. that the following principles be adopted it. the future development of poli-
cies for the continuing professional develGetnent of teachers:
13.1 that professional development be recognised as an ongoing process

essential to every teacher throughout his or her career;
13.2 that stimulus to the continuing professional development of teachers

be provided through a diversity of activitic., including the whole range
of self-structured and system-organised, self-initiated and system-
initiated, informal and formal, non-award and award activities which
can be undertaken by educators to advance their professional develop-
ment during their working lives;

13.3 that, as members of a profession, teachers collectively and individ-
ually recognise that they bear the ultimate responsibility for their
ongoing professional development;
that systems and employing authorities recognise their complementary
responsibility of ensuring that teachers are able to participate In
appropriate in-service opportunities, especially when system initiatives
are proposed and, later, introduced;
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13.4 that in-service providers at all levels establish mechanisms for col-
laboration such that -

. cooperation among providers is fostered,

an appropriate balance of activities is available,

award and non-award programs reinforce each other, and

appropriate non-award activities are designed in such a way that
they may be used in gaining credit towards an academic award;

13.5 that teachers, employing authorities and the community at large
recognise that contextual and organisational features of schools, as
well as the professional development of teachers, will determine the
effectiveness of schools;

13.6 (a) that there be recognition that following participation in in-
service activities teachers need access to adequate support ser-
vices to help them incorporate new behaviours into their ongoing
teaching activities;

The provision of such support provides evidence of the
commitment of the employing authorities to the accom-
plishment of the objectives for staff development.

(b) that the further professional development needs of the support
staff be recognised;

13.7 (a) that principals continue to provide leadership in school and staff
development, through active involvement in in-service activities,
and through creating an environment which encourages staff
participation in in-service activities, reinforces new leamings and
understandings and supports implementation of change in the
school;

(b) that appropriate professional development programs be available
to all principals and associate administrators;

13.8 that participants in staff development programs be involved, where
appropriate, in the determination of goals and objectives, picgrams
and procedures, and evaluation of outcomes;

13.9 that in-service education providers, teacher organisations, teachers,
school authorities and the community seek to maximise teacher par-
ticipation in in-service activities;

13.10 that teachers have access to a wide range of in-service and continuing
education activities, these to include activities based at school, dis-
trict, regional and state levels as well as formal award courses;

13.11 that in-service providers ensure that due recognition is paid to the in-
dividuality of teachers, to their perceived needs, to their preferred
learning styles;

13.12 that there be reconsideration by funding agencies, by councils, faculty
boards and boards of studies of teacher education institutions, by
teacher educators and by employing authorities of the contributions
teacher educators might make to the continuing professional develop-
ment of teachers;

13.12.1 that teacher education institutions now implement the 1978
Bassett Committee's recommendation that in-service graduate
diploma courses normally be offered only to teachers who have
already completed a degree;
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13.13 (a) thct there be careful documentation of the planning, implemen-
tation and outcomes of cil staff in-service activities;
that there be systematic monitoring and evaluation of staff
development activities by teachers, by principals and by
providers.

(b)

Teacher educators and teacher education institutions (Chapter 8)

In our consideration of teacher educators and teacher education institutions, we hove
examined a range of issues: the recruitmea and qualifications of teacher educators,
the professional development of teacher f:ducatars, the central place of research in
teacher education institutions, resource allocation for teacher education, inter-
institutional collaboration, evaluation of teacher education programs and the regis-
tration of teacher educators.

We recognise and support the need for professional development of teacher educators
and would urge institutions to give consideration to the further development of
policies and pr,ictices which will meet the diverse range of staff development needs.
Teacher educators need to be thoroughly knowledgeable about: emerging trends in
society and in the schools; developments in their awn disciplines; the relationship of
their awn to other specialities; teaching strategies required by the goals of the
program and the ideals of teaching.

Clearly, teacher educators are uniquely placed to play a major role in educational re-
search and, given the need far continuing research in education and in the
development of .acher education programs, we have recommended that funds should
be provided to support such research in both universities and colleges of advanced
education.

An analysis of the resource allocation to teacher education shows that student:staff
ratios are higher far teacher education than for other fields of study, moreover, the
recurrent funding allocations are lower per studen In teacher education courses than
in same other professional programs. We see an urgent need far a lc. of funding far
teacher education that will enable attainment of the goals and processes we have
recommended.

Through their involvement in the school and teaching experience component of the
program, many teacher education staff play a key role in ensuring that student
teachers are able to bring to bear an their teaching endeavours the insights gleaned
from their formal studies and to utilise their experiences in the field to address the
theories which are the focus of their studies. We believe that excellence in this role
should be recognised in institutional progression and promotion procedure,- We have
concluded, further, that teacher educators involved in the school and teaching
experience components of the program should, because of the roles they pia", be
required to be registered teachers.

We support collaboration amk)ng the colleges of advanced education and the
universities involved in real-her education. There are, as we have indicated, so many
challenges facing teacher ed.Jcation that collaborative endeavours ...re required far
their effective resaktian. particular challenges we have noted include the adaptation
of programs to meet the needs of entering students, the understanding and .jrilisation
of the new information technologies, the up-to-date mastery of the subject disciplines,
particularly as they have implications far school curricula, the reflection in teacher
education curricula of the expanding knowledge base in education, the development of
an Australian case literature, and The analysis of the needs of specific groups of
school students and of the pedagogical requirements of new curricula domains.

We also support the ongoing monitoring and evaluation of teacher education programs.
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Our particular recommendations are

14. that each higher education institution consider the further development of
policies and practices which will meet the diverse range of professional
needs of their teacher education staff and, where necessary, assist them todevelop new areas of expertise.

15. that the urgent need for research support in teacher education in both
colleges of advanced education and universities be drawn to the attention
of funding authorities.

16. that there be a reappraisal of the basis for the allocation of recurrent
grants to teacher education and a revision of student:staff ratios.

Teacher registration (Chapter 9)

Within the model of initial teacher education we have proposed, teachers would berequired to undertake some formal study after they had been teaching for a period inorder to complete their initial teaching qualifications and hence be regarded as fullmembers of the teaching profession. Wc. have considered the implications of this
model for teacher registration and have concluded that the completion of the totalinitial teacher education program should become the requirement for full registration.We realise that implementation of this policy is dependent upon sufficient funds beingavailable to allow all beginning teachers, after a period of experience in teaching, toundertake the final year of their degree program.

Our policy on the registration of new graduates will not affect teachers already
registered in Queensland.

We have, in the light of policies adopted in some other countries, considered the issueof term registration whereby teachers might be required, in order to retain regis-tration, to provide evidence of continued study and professional growth. Our view of
teaching as a profession, however, has led us to conclude that such a system would beantithetical to the long-term goal of fostering a climate In which members take
responsibility for their own professional growth. Thus we have recommended that asystem of term registration not be introduced.

While we do not endorse term registration, we believe that, in order to protect the
Interests of Queensland children, the teacher registration authority should have the
power, as the Board currently has, to enquire into cases of alleged misconduct of
teachers. It is our view that the teacher registration authority should also have the
power to enquire into cases where teachers have been dismissed, after due process, onthe grounds of habitual incompetence.

Other issues in the registration of teachers which we examined during Project 21
were: the ambit of compulsory registration, authorisations to employ unregistered
teachers, compliance with compulsory registration, and reciprocity of registration
among the states and territories of Australia.

Our conclusions on issues relating to teacher registration are set out in the following
recommendations:

17. that, while all teachers should be encouraged to become registered, the
ambit of compulsory registration not be extended at this time to include
teachers employed in TAFE colleges and senior colleges, but that the ques-
tion of registration for all teachers of students above the age of compul-
sory attendance be kept under continuing review.
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18. (a) that there be compulsory registration for those teacher educators in-
volved in the teaching experience component of the pre-service phase;

(b) that satisfactory teaching experience in the tertiary education sector
be accepted as meeting the teaching experience requirement for full
registration;

(c) that consideration be given to the accreditation for registration pur-
poses of the Graduate Diploma in Education (Tertiary) offered by the
Darling Downs Institute of Advanced Education.

19. (a) that the Register of Teachers remain a unified register rather than a
register In parts; and

(b) that a category of restricted registration not be introduced but that
sympathetic and sensitive use be made of the granting of authorisa-
tions to permit the employment of unregistered persons under appro-
priate supervision as teachers in specialised or innovative subject
areas.

20, (a) that persons who commence an accredited initial teacher education
program on or after 1 January 1991, provided they are of good
character, be granted provisional registration upon the completion of
the pre-service phase; and

(b) that, in order to qualify for full registration, such persons be then re-
quired to complete one year of satisfactory teaching experience and
further formal studies leading to a degree in education or equivalent
professional qualification accredited for registration purposes.

21. that the By-law, Registration of Teachers, be amended so that irrespective
of the date upon which he or she was first engaged in teaching an applicant
who does not possess the qualifications and/or experience normally required
for registration may be granted:

(a) full registration where his or her education, experience and contri-
bution to the practice of education are, in the opinion of the regis-
tering authority, of sufficient merit to warrant full registration; or

(b) provisional registration where his or her education, teacher education,
fitness to teach and experience are sufficient, In the opinion of the
registering authority, to warrant provisional registration and the regis-
tering authority is satisfied that he or she will be able within a
reasonable time to attain a standard of teacher education on experi-
ence acceptable to the registering authority.

22. that a system of term registration, with renewal being contingent upon evi-
dence of ongoing professional development nnd/or satisfactory teaching ex-
perience, not be introduced.

23. that existing policies and procedures for the granting of authorisations to
employ unregistered persons as teachers in exceptional circumstances be
maintained.

24. that further consideration be given to:
(a) an exploration of possible ways of preventing the provisions of com-

pulsory registration being circumvented by non-approved schools;

(b) the introduction of a legal obligation upon practising teachers to be
registered;
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(c) a review of the magnitude of the penalties for breaches of the re-
quirements of the Education Act relating to the employment of regis-
tered teachers in schools.

25. that the Education Act be amended to require a registered teacher to
inform the Board if he or she is convicted of an indictable offence.

26. that a conference be convened by the Board during 1987 to examine the
feasibility of the framing of a code of conduct for teachers.

27. that the Education Art be amended to provide the registering authority
with the power to enquire into cases of alleged teacher incompetence.

Review process in teacher education (Chapter 10)

Our statutory responsibilities have required us to keep teacher education in Queens-
land under continuous review and to make reports and recommendations to the Minis-
ter for Education on the outcomes of our reviews. In order to carry out this function,
the Board has undertaken research into specific topics in teacher education, convened
conferences of teachers, teacher educators and others, held discussions with teacher
education staff, and published and disseminated the results of our research. Inaddition to this general function of teacher education review, our Board has formal
responsibility for the accreditation of courses for the purposes of teacher registration.

We believe that through our various research and review activities and through the
membership of our committees we hove been able to promote a co!. barative approach
to the development of teacher education in Queensland to the benefit of the teaching
profession.

As we look into the future, it is our judgment that the accreditation procedures to be
set in place should facilitate the response by teacher education institutions to their
own analyses of the changing scene and should enable them to initiate, within brood
guidelines, program modifications and innovations.

We believe that teacher education is of such vital importance to the quality of edu-
cation that the continuous review of and provision of advice on teacher education
should remain a function of a collegial body having representation from and close
collaborative links with teacher education institutions, employing authorities, the
teaching profession, teacher organisations and the general communi:y.

We recommend

28. that, in order to assure the continuing promotion of the quality of teacher
education in Queensland, there be on appropriate mechanism for providing
advice to the Minister on the following group of interrelated and inter-
dependent activities:

(i) the continuous review of desirable developments in teacher education;
(ii) the accreditation of teacher education courses and awards;

(iii) the promotion of cooperation and collaboration among higher edu-
cation institutions, employing authorities and the teaching profession
in the development and improvement of teacher education;

(Iv) the fostering of research into teacher education and the dissemination
of information relevant to teacher education;

(v) the monitoring of teacher supply and demand;

and, as we have discussed in Chapter 9,
(vi) the maintenance of a comprehensive system of teacher registration.
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CHAPTER 1

THE CONTINUING FOCUS ON TEACHER EDUCATION

During 1985 and 1986 the Queensland Board of Teacher Education undertook o major
review of teacher education and teacher registration in Queensland; the conclusions of
that review are presented in this Report: Project 21: Teachers for the Twenty-First
Century. The Board, noting the predicted accelerated rote of change in Australian
society, believed it imperative to analyse the likely future needs of schools and of the
teaching profession and to con.41:r how teacher education and the system of regis-
tration might best be ott,:ned to meeting those needs as they seem likely to evolve
over the next twenty-five years.

This concern for the more distant future necessarily embraces a concern also for the
present, the short-term and the mid-term future.

Over three - quarters of the present teaching 'Ace and the vast majority of those who
will xtoduote from pre-service teacher education programs over the next several years
are expected still to be teaching in schools In the early port of the next century.
This means that the present cohort of tec...ers must be assisted to continue to
develop those skills, competencies and orientations which they will need to meet the
emerging challenges of the present and also to enhance the Learning of their future
students; upon their success is dependent the realisation of society's gaols. Similarly,
new recruits to the teaching profession need programs of teacher education which will
enable them to be effective teachers, both in the contexts and conditions of their
early teaching years and in the contexts which will develop and prevail an they pursue
their careers. These new recruits must have developed many of those competencies
and understandings which are presently the focus of in-service programs. These seek
to assist experienced teachers to work in what ore, for them, new domains of the
curriculum, to communicate with and interact with students, parents and the wider
community in ways not required of previous generations of teachers, to develop and
apply o creative and problem-solving orientation to their work.

These considerations lend us to empnosise our concept of teacher education os o
process of continuing professional development, o concept of spiral development with
initial professional preparation and experience o required base for the ongoing study
and reflection which lend to excellence in teaching.

In times of rapid social change, enterprises, if they ore to be both responsive to and
prepared for new operational contexts, must conduct detailed and critical analyses of
the paths and directions of change and continuity, develop blueprints for their future
and pions for the implementation of their policies. This is particularly the ,-.ose in
enterprises such os teacher education, where the preparation phase is itself lengthy
and where the practitioners pursue their r ofession over several decades. The Board
has thus set gaols which we believe must be achieved by the early port of the rext
century. Pions for realising those goals cannot be immediately devised and imple-
mented. The prevailing economic climote argues against automatic Immediate in-
creases in resource allocations and, mcreover, this large teacher education enterprise
necessarily requires time to develop end set in place prerequisites f)r changes. It is
desirable, however, that policy makers adopt on evolutionary approach, seeking to
ensure the gradual e.:toblishment of such prerequisites and planning developments In
such o way that each change is dearly port of o pattern, o pattern that leach sys-
tematically and progressively, let with udoptive flexibility, from the present achieve-
ments to the desired future.
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Purposes of the Review

The Board established, for the review, three broad terms of reference which were
endorsed by the Minister for Education:

. to consider the social and educational contexts for Queensland schools in the next
twenty-five years and their impliLations for the profession of teaching;

to recommend guidelines for the future development of teacher education in
Queensland to enable teachers to gain the education, experience and competencies
needed to fulfil their professional roles; and

to recommend teacher registration policies to ensure that teachers gain the
education, experience and competencies needed to fulfil their professional roles.

The present review is the third such examination of teacher education in Queensland
within the last twenty years and is the first review of teacher registration in the con-
text of teacher education.

The first of the earlier examinations resulted in the "Murphy" Report (Teacher
Education in Queensland, 1971) (1), which set three years of preparation as the norm
for pre-service teacher education. This pattern is now well established. The sub-
sequent report, the "Bassett" Report (1978 Review: Teacher Education in Queensland)
(2), formalised the "3+x+1"* model of initial teacher preparation. Within Queensland,
the Bassett Report has exerted considerable influence on the teacher education scene,
Much of the thinking of that Committee and many of its recommendations have been
Incorporated Into the Board's Guidelines for the Development of Teacher Education
Courses and Awards in Queensland Colleges (adopted by the Board of Advanced Edu-
cation on the advice of the Board of Teacher Education). The Committee's recom-
mended structure for the initial preparation of teachers, based on a "model of teacher
education which Includes both pre-service and in-service education as continuous
stages in a single coherent pattern" included a pre-service phase, followed by a period
of experience, followed in turn by a further formal period of study (3 or 4+x+1). The
teacher education institutions have been asked to adopt this model as the basis for
planning their pre-service courses and their final-year degree programs. The further
study has not, however, become mandatory and this together with the severe shortage
of places in in-service award courses has presented a major challenge, yet to be
resolved, in the conceptualisation of the pre-service phase and in progress towards a
graduate profession. While there have been development..., along the lines of the
Committee's recommendations, in the area of induction and in some aspects of in-
service education (some of which were already in train prior to the report), neverthe-
less problems remain in relation to recruitment and selection, the practicum and in-
service teacher education In general.

In the late seventies four of the other states began their own reviews of teacher
education (3-6); their reports were presented in 1980 and 1981. A national examina-
tion of teacher education resulted in the Report of the National Inquiry into Teacher
Education In 1980 (7). These reports had varied impact on practices in teacher edu-
cation. Coulter and Ingvarson (8), following their examination of the extent of imple-
mentation of the national and the state reports, concluded that, in the case of
NITE**, although there was general endorsement of the recommendations by the
Australian Education Council in 1981, the report per se stimulated very little direct
action from the Commonwealth government; nevertheless, many of the recommenda-
tions were wholly or partly implemented as a result of the states' reaching similar
conclusions and acting on their own recomn..ndations. These analysts concluded that,
In general, the state enquiries have led directly to few major changes in teacher edu-
cation policy and practice; more has been accomplished at the pre-service than at the
in-service level since the inquiries; serious problems persist at the pre-service level,

* Pre-service preparation, followed by experience, followed by further study.

** National Inquiry into Teacher Education.
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especially in the area of practice teaching; serious difficulties exist with respect to
the limited places available for teachers seeking to upgrade their qualifications.

Thus, not only are there unresolved issues in existing teacher education programs, but
also contexts change. Whereas the Murphy Report was written, as the Bassett Com-
mittee pointed out, at a time of an expansionist policy of teacher recruitment, by the
time the latter Committee and its counterparts in the other states and in the national
enquiry were considering teacher education, this context had markedly altered and the
situation was one of reduced demand for teachers. In contrast, the present review has
taken place in a situation of a projected rising demand for teachers and, concurrently
and significantly, a diminution of resource allocations to teacher education.

The state and national reports all noted the pressures for an expanded content of pre-
service teacher education programs caused by emerging trends and changes in the
society and current, anticipated or desired changes in the school systems. This
pressure has accelerated during the first half of the 80s, particularly (a). as com-
mittees of enquiry pursue the implications for schools of their particular and specific
concerns, (b) as education systems, through their own personnel or through appointed
committees, deliberate on possible modifications to school organisation, structure
and/or curriculum, (c) as governments seek advice on the effectiveness and efficiency
of their expenditure on education, particularly in the light of their priorities, and (d)
as various groups, both governmental and non-governmental, ponder on likely futures
and likely future demands on schools. Almost all of these reflections and recom-
mendations have implications for teacher education. As examples of this range of
concerns, all of the following enquiries were under way, or recently concluded, when
the Board of Teacher Education undertook its review:

(a) Commonwealth Schools Commission. (1983) Teaching, Learning and Computers.
Report of the National Advisory Committee on Computers in Schools. Woden,
ACT.

Parliament of the Commonwealth of Australia, Senate Standing Committee on
Education and the Arts. (1984) Report on a National Language Policy. AGPS,
Canberra.

Botsman, P. (1985) Review of Arts Education and Training. 1985. AGPS, Can-
berra.
Board of Teacher Education, Queensland. Teachers for Mathematics and Science.
(1985) The report of the Working Party appointed by the Board of Teacher
Education to advise on the Preparation of Teachers in Mathematics and Science.
Toowong, Queensland.

Ministerial Advisory Committee on Distance Education. (1986) Report to the
Honourable L.W. Powell, MLA, Minister for Education, Queensland. Brisbane.

Parliament of the Commonwealth of Australia, Senate Standing Committee on
Education and the Arts: Inquiry into the Education of Gifted and Talented
Children (in progress).

(b) Curriculum Development Centre. (1980) Core Curriculum for Australian
Schools. Canberra.
Education Department, Tasmania. (1980) Requirements for a Curriculum.
Filbert.
Education Department of Tasmania. (1981) White Paper on Tasmanian Schools
and Colleges in the 1980s. Issued by the Hon. Harry Holgate, MHA, Minister for
Education. Hobart.
Committee of Enquiry into Education in South Australia. (1982) Education and
Change in South Australia. Final Report. (Chairman: J.P. Keeves) Adelaide.



Education in Western Australia: Re ort of the Committee of In uir Into Edu-
cation in Western Australia. 1984 Chairman: K. Beazley Perth.
Ministerial Review of Postcompulsory Schooling. (1984) (Chairman: J. Black-
burn. Report Volumes 1 and 2. Melbourne.

Department of Education, Queensland. (1985) Education 2000: Issues and
Options for the Future of Education in Queensland: A discussion paper. Bris-
bane.

New South Wales Department of Education. (1985) Future Directions of Second-
ary Education: A Report. Sydney.

Middleton, M., Brennan, M., O'Neill, M. and Wootten, T. (1986) Making the
Future: The Role of Secondary Education in Australia. A discussion paper pre-
pared for the Commonwealth Schools Commission. Canberra.

(c) Commonwealth Schools Commission. (1985) Quality and Equality: Common-
wealth Specific Purpose Programs for Australian Schools. A Report by the
Commonwealth Schools Commission on its Review of the Specific Purpose
Programs. Canberra.

Committee of Inquiry into Labour Market Programs. (1985) (Chairman: P.
Kirby). Report. Canberra.

Quality of Education Review Committee (QERC). (1985) Quality of Education
in Australia: Report of the Review Committee. AGPS, Canberra.

Commonwealth Tertiary Education Commission. (1986) Review of Efficiency
and Effectiveness in Higher Education. Report of the Committee of Enquiry.
AGPS, Canberra.

Commonwealth Tertiary Education Commission and Commonwealth Schools
Commission. (1986) Improving Teacher Education. Report of the Joint Review
of Teacher Education.

(d) In addition to the future perspectives evident in many of the above reports:

Commonwealth Schools Commission. (1980) Schooling for 15- and 16-Year-Olds.
Canberra.

Randell, S. (Ed.) (1984) The Human Face of Technological Change. Theme
Papers from the Silver Jubilee Conference of the Australian College of Edu-
cation held in Canberra 5-9 May 1984 and incorporating The Twelfth Buntine
Oration. Australian College of Education, Carlton, Vic.

Working Party on the Education of Girls. (1984) Girls and Tomorrow: The
Challenge for Schools. Commonwealth Schools Commission.

Australian Education Council. (1985) Education and Technology. Report of the
Australian Education Council Task Force on Education and Technology.
Melbourne.

The last several years have seen, moreover, the continuing evolution of a theory- and
research-bases1 understanding of pedagogy and its principles, providing for teacher edu-
cation a firmer and more substantial base than previously existed for professional
studies in education.

The Board has, in this review, attempted to take cognisance of the issues raised, not
only in the recent teacher education enquiries, but also in the considerable literature
on the likely future contexts and goals of schooling and the implications for schools
and therefore for teachers of the changing fabric and needs of the society. At the
same time, the Board has remained alert to the continuities which persist within the
society and those which must characterise education systems. In this, it shares the
perspectives of the 1985 OECD Report (9):
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"The main goals and aspirations of policy inherited from recent decades
remain essentially valid ... even if their interpretation and the more
specific priorities alter with time. For education systems to be in a state
of constant, rapid flux is no more desirable than that they should be totally
static, impervious to change in the world around them."

The Board's policies and practices in the registration of teachers have also been the
subject of review. Registration for teachers in Queensland was introduced, on a
voluntary basis, in 1973 and became compulsory for teachers in primary, special and
secondary schools in 1975. In 1981 compulsory registration was extended to apply to
teachers providing an educational program for children in the year before Year 1 of
the primary school. During the period 1975-1986, the Board sought to be responsive
to the contemporary educational scene by modifying its policies and procedures in
respect to registration. Now that the system of registration has been in place for a
lengthy period, it seemed to the Board timely for it to review its policies to ensure
that they are attuned to the present and future needs of schools and the profession,
taking note of the current re-examinations of the regulatory roles of government and
its instrumentalities.

Procedures of the Review

The Board zommenced the Review early in 1985. After it had finalised its terms of
reference and secured ministerial endorsement, the Board established ten Phase I
Working Parties to assist it in its initial consideration of the framework for the
review; these working parties were allocated the following topics: social contexts,
educational contexts; roles and competencies of teachers, student needs, teacher
education (model and structures), teacher education (pre-service), induction, teacher
education (in-service); teacher educators; teacher registration.

Each Working Party was asked -

. to identify, by 6 June 1985, the central issues in its particular area considered to
be of significance in the overall context of the review (including strengths and
weaknesses of present systems and practices);

to suggest to the Board strategies which might be adopted to allow these issues to
be adequately canvassed and discussed.

Membership of the Working Parties extended beyond the Board itself, in addition to
Board members, there were represented members of Board Standing Committees and
external members from the profession, higher education institutions, employing auth-
orities, teacher organisations and some community groups (see Appendix 2).

Following its consideration of the reports of foe Working Parties, the Board prepared
a Discussion Paper which set out the background to Project 21 and which summarised
the key issues identified by the Phase I Working Parties. This Discussion Paper which
served as a call for submissions was widely circulated to schools, teacher education
institutions, employing authorities, teacher organisations and associations, parent and
community groups and to the media. Submissions were requested by 19 December
1985. The circulation of the Discussion Paper and the determination of the submission
date were timed to avoid overlap with the Department of Education's calls for
submissions on Education 2000 and its public meetings.

During the latter part of 1985, the Board convened a series of public meetings in
order to provide an opportunity for input from wide range of interested individuals
and organisations. Meetings were held at Cuirns, Mount ha, Townsville, Mackay,
Rockhampton, Bundaberg, Maryborough, Nambour, Toowoomba, Ipswich, Gold Coast as
well as four centres within Brisbane. At each centre several Board members were in
attendance. While in the provincial cities, those Board members visited schools and,
in Townsville, Rockhampton and Toowoomba, held discussions with the teacher edu-
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cation staff of the university and colleges of advanced education. During 1985 and
1986, such discussions were also held on each of the Brisbane campuses.

In March 1986, the Board established a number of Phase II Working Parties to review
and prepare advice on the information before the Board on a range of significant
issues. The members of these Working Parties were provided with details of the views
expressed in the submissions and at the public meetings, a literature review prepared
by the Secretariat, and relevant Board reports. Membership was drawn from the
following groups: major teacher employer authorities; major teacher organisations;
professional associations involving principals and teachers; specialist teachers such as
guidance officers and advisory teachers; classroom teachers, teaching at all levels and
with varying lengths of experience; teacher educators; academics other than teacher
educators; student teachers; parents' and citizens' associations including the Isolated
Children's Parents' Association; business and employers' organisations and industrial
unions; professional registration and trade licensing authorities (see Appendix 3). The
analyses and recommendations prepared by these Working Parties constituted an
extremely valuable input to the Board.

Early in 1986 the Board developed a paper summarising the range of views expressed
in the submissions and at the public meetings. This paper, entitled An Invitation for
Further Comment, was prepared in order to provide a further opportunity for
comment on these or other issues relevant to the review. Again, there was a wide
distribution list; in particular, a copy was sent to each registered teacher. Res-
pondents were requested to provide their comments by 2 May 1986.

In all, the Board received submissions from some 468 groups and individuals.
Submissions varied considerably; some were sent by individuals whereas in other cases
the comments were prepared by groups, such as staffs of schools. Official responses
were also received from organisations, including employing authorities, teacher
organisations and teacher education institutions. Some submissions addressed only one
or two issues seen as having particular relevance or significance to the writers while
others presented a detailed examination of the whole range of issues raised in the
Discussion Paper. All submissions, together with summaries prepared by the
Secretariat, were made available to all Board members.

In addition to the inputs described above and its own analyses of the extant literature,
the Board was able to draw on a number of Board-related studies and reports. These
included its own research studies on provisionally registered teachers (10), on school
experience (11), on the evaluation of the Bachelor of Education (12) and on other
aspects of teacher education (13); the reports of Board-sponsored conferences on
planning for the next triennium (14) and on school experience (15); the results of
research studies on aspects of teacher education which had received some financial
support from the Board (16) and, finally, the report of the Working Party established
by the Board on Teachers for Mathematics and Science (17).

The Board throughout 1985 and 1986 held continuing discussions on Project 21 at its
regular meetings; durjng 1986 and the early part of 1987, a special Project 21 meeting
was held each month. Throughout this period there was constant reference of
emerging issues to the relevant Board Standing Committees, whose input helped guide
the Board in its deliberations (see Appendix 1).

Structure of the Report

In Chapter 2, the Board presents its perspective on the teaching profession; this
perspective has guided its deliberations on teacher education.

,7,ilig
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In Chapter 3 there is an examination of the changing -ocial context of educatitin and
of emerging changes in educational contexts, this analysis provides o significant basis
for determining the roles and competencies required of future teachers (Chapter
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4). The identification of these characteristics leads to a re-examination of selection
criteria appropriate for entry to the profession (Chapter 5) and assists in the
identification of required emphases in teacher education at the initial teacher educa-
tion phase (Chapter 6) and during the teachers' continued practice of their profession
(Chapter 7).

Chapter 8 focuses on teacher educators and their institutions, delineating the
conditions prerequisite for the achievement of the goals of teacher education
programs.

In Chapter 9 the Board reports on its examination of registration policies and
procedures and indicates desirable future developments. In Chapter 10 the Board
elaborates the role it has played in the processes of reviewing and accrediting teacher
education programs and indicates its considered judgment on the processes which
should be adopted in future years.
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CHAPTER 2

THE TEACHING PROFESSION AND TEACHER EDUCATION

The Board acknowledges both the achievements and the commitment of teachers in
Queensland os it considers issues of teacher education and the teaching profession.
We share the view of the British 1983 White Paper (1) that "the school teaching pro-
fession continues to serve with resilience and commitment". Most teachers are dedi-
cated, committed and competent; most are conscientious ond concerned for the edu-
cational and personal well-being of their students; there are school staffs which strive
to take account in their day-to-day work of societal priorities, of curriculum changes,
of the opportunities made availoble by new technologies, and of new insights into
teaching emerging from research, study ond reflection on accumulated experience.

Nevertheless, in contemporary Australia as well as in the U.S. and the U.K., there
continues to be an ongoing questioning of the achievements of schools and a quest for
an improved quality of schooling (e.g. see Appendix IV). Some of this criticism impli-
cates the quality of teaching and teachers.

Some of the criticisms arise because of unwarranted expectotions of schools held by
the community; too often, schools and the teachers are the target for blame for the
wider society's ills. Frequently, however, expectations are both high and legitimate
but, at the same time, accompanied by too limited an appreciation of the complexity
of the determinants of the outcomes of schooling. These outcomes ore shaped by
complex interactions among teachers, learners, situational forces, the plonned curri-
culum and curriculor experiences.

Too little regard to this array of factors, and their functional interrelationships, con
lead to the mistaken ottribution of less-than-desired outcomes to teochers alone.
Teachers do have a highly significant role to play, one which the community hos the
right to expect will be discharged expertly. Moreover, the hollmark of effective
teaching is the ability of the teacher to horness the forces over which he or she has
control to facilitate the learning and development of the students. But it must be
remembered that not all the forces are within the teacher's control; there ore
situational constraints as well as supports within the school setting. If learning
outcomes are to be enhanced, the society, the educotional system, and the policy
makers must pay due heed to optimising the supports ond minimising the constraints,
which prevail beyond as well as within school settings.

As we indicated, there have been, and doubtless there will continue, criticisms of
schools and of teacher. The QERC Report, for exomple, concluded that there is a
need for more teachers to direct their efforts to raising their students' ottoinments in
the general competencies, to adopt rigorous, consistent and coordinated approaches to
the curriculum and to offer a more effective program to students suffering edu-
cational disadvantage (2). In its response to these criticisms, the Commonweolth
Schools Commission (3) commented:

"It is worth noting that given the social chonge ond disjunctures of the past
decade, schools, porents and teachers have done a remarkable job."

The Board recognises the force of community concerns, concerns which ore the
subject of reflection ond attempted ameliorotive action by many members of the
profession itself. The Board's concern is three-fold: (a) to help libetote the creative
skills and talents of teachers, (b) to help to enhance the competence of all teachers
and to increase the proport'on of teachers who con be charocterised as excellent tea-
chers; and (c) to help to co. eate an environment in which teachers can gain those
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skills, competencies and orientations required by the changing tasks of schools and by
the sophisticated model of teaching which has begun to emerge.

Teacher education is a major, but not the sole, influence on teachers' professional
competence and commitment. Other determinants, over which teacher education In-
stitutions have little control, include the calibre of people attracted to teaching, the
professional and industrial conditions of the workplace and the morale of staff, the
latter in part a function of community attitudes and the public image of teaching.

Teacher education has made remarkable advances over the last decade but teacher
educators would be among the first to agree that there are many challenges presently
unresolved and, in addition, new challenges created by the envisaged future roles of
teachers (see Chapter 4).

Of major importance is the public image of teaching. This represents a critical deter-
minant of resource allocation to teaching and to teacher education, of the attractive-
ness of the profession to talented potential entrants and of the success of teacher
education institutions in their competition for scholars of high repute. (Each of these
is explored in later chapters of this report.)

The significance of this public image is suggested in F gure 1.
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Rewords, career (

patterns,

professional res-

ponsibilities,

working and industrial

conditions

Other determinants

Resource

allocation

I lr

STATUS OF THE

PROFESSION

IN TIE

COMMUNITY

Attract voneos

of the

profession

to new recruits

Criteria for selection

for entry

Professional
preparation 4.

Staff retention

rotes and

staff morale

I
Quality of

education programs

I
Outcomes

35

10.



Status in the community is in large part dependent upon conceptions of the teaching
task. Frequently, the prevailing conceptions show a limited, somewhat mechanistic
view of teaching, one which fails to grasp its essential complexity. Many in the
community are unaware of, or deny, the specialised knowledge base which character-
ises - and increasingly so - the enactment of the teaching role. A view perhaps not
unrepresentative of that held in the community is put forward by Daniel:

"Teaching, despite aspirations in that direction, is not yet a profession.
Claims to professicial status for teachers continue to be made, but it is
mere apt to see teaching as an art; teachers reach out to a mass audience
and present a knowledge that is familiar to older members of the com-
munity - the art of teaching has no base of esoteric and abstract know-
ledge but rests rather on skill in communicating." (4)

The Board believes this is a mechanistic perspective and notes, furthermore, that the
continued use of terms such as "teacher training", "teacher training institutions" and
"practice teaching" are both a reflection of this mechanistic view and a support for
its continuation.

Such views contrast with those held by scholars in the field, scholars with an intimate
knowledge of what is involved in teaching, e.g. Brophy and Evertson, 1976:

"Effective teaching is not simply a matter of implementing a small number
of basic teaching skills. Instead, effective teaching requires the ability to
implement a very large number of diagnostic, instrucilonal, managerial and
therapeutic skills, tailoring behaviour in specific contexts and specific
situations to the specific needs of the moment." (5)

Berliner, 1984:

"... a new conception of the teacher [is that of] a decision-maker who
handles a complex set of interacting variables in a dynamic social
environment." (6)

Gage, 1984, who analyses not only the science but the art of teaching:

"Teaching is an instrumental or practical art, not a fine art ... teaching
departs from recipes, formulas and algorithms. It requires improvisation,
spontaneity, the handling of a vast array of considerations of form, style,
pace, rhythm and appropriateness in ways so complex that even computers
must lose the way ... The sense in which I use the term art includes any
process or procedure whose tremendous complexity - resulting from the
large number of relevant variables and the interactions among those
variables - makes the process irreducible to systematic formulas." (7)

Clark and Peters:m, 1985, reviewing the extant research on teachers' thought pro-
cesses:

"... the research shows that thinking plays an important part in teaching,
and that the image of a teacher as a reflective professional ... is not far
fetched. Teachers dc, plan in a rich variety of ways, and these plans have
real consequences in the classroom. Teachers do have thoughts and mak.>
decisions frequently (one every 2 minutes) during interactive teaching.
Teachers do have theories and belief systems that influence their per-
ceptions, plans, and actions. ... teaching is a complex and cognitively
demanding human process." (8)

These are informed perspectives on the role of the teacher in interaction with
students. Teacher roles extend beyond the classroom also as we discuss in Chapter 4,
these extra-class roles and responsibilities, an integral part of the task of teacher, are
also characterised by a high degree of complexity and dependent upon extensive and
specific professional preparation and the exercise of expertise.
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Critics such as Howsam et al., 1985, the Holmes Group, 1986, and Tetenbaum and
Mulkeen, 1986, (9) discern a major weakness in the recent proposals for educational
reform that have been published in the United States: these undervalue the
importance and status of the teaching profession. It would seem that Australian
reformist proposals also tend to reveal this deficiency. Indeed, the Holmes Group
maintains that the central issue in the improvement of teaching is the professional
status of teachers.

What, then, is a profession and is teaching a profession?

There is not complete consensus among sociologists about the attributes of a pro-
fession. Indeed, it could well be argued that each profession, teaching included,
should be judged against its own criteria and not measured against its sister
professions. However most analysts (10) would probably include the following criteria:

specific expertise and a specialised knowledge base;
commitment to continuing enquiry to advance the knowledge base;
altruism, service to a public good;
collegium: the profession develops standards for preparation, practice and licen-
sing, peer evaluation for the purposes of public assurance, and a code of ethics;
conditions of practice: professional autonomy;

. differentiation in role and function of members of the profession;
assumption by its members of responsibility for their continuing professional
development.

Furthermore, occupations may be viewed as located on a continuum of professionality.
Howsam et al. (11) distinguish between the "classic" professions (law, medicine,
theology, university teaching), the "new" professions (e.g. architecture, engineering,
optometry) and the "emergent" professions which are dynamically evolving end
approaching societal and professional acceptance. It would seem that teaching is
among the emerging or, perhaps a more appropriate descriptor, developing professions;
it is characterised by some but not all of the accepted attributes (12). Problematic
aspects include the following:

(a) Within teaching, the knowledge base, the expertise of the profession, has been
the subject of negative comment in the past, used to justify the exclusion of
teaching from the ranks of the "true" professions. This criticism is no longer
tenable; t!-.ere has now emerged a strong knowledge base (13). The recency of
the emergence of this knowledge base and, indeed, the need for its further
evolution are recognised. For example, in 1976 the AACTE* Bicentennial
Commission on Education for the Profession .f Teaching believed that teaching
had been slow to develop a "professional culture of teaching" and described this
culture at that time as being still in its early stage, by 1985 three of the authors
of the Bicentennial Commission Report were able to state that in the intervening
years, progress had met or exceeded the most optimistic expectations or pre-
dictions and that the pace was continuing (14).
However, the Board is uncertain as to the extent to which the emergent
knowledge base is represented adequately in professional preparation and
practice.

(b) Collegium. Within teaching, the collegium does not yet appear to be well
developed (15).

The issue of professional autonomy is seen by the Carnegie Report as critical;
the authors maintain that at present in the other professions it is the result of
work done that is subject to regulation, or the rules that determine who can do
the work, or both, but that the members have professional autonomy in achieving
the agreed goals. This is not seen to be the case in teaching. The Carnegie
group argue that until teaching staff achieve professional autonomy, and appro-

(c)

American Association of Colleges for Teacher Education.
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priote rewords ond recognitions, there will not be ottrocted to teoching lorge
numbers of people with the intellect ond drive necessory to be successful in the
profession; they orgue, too, thot only under conditions of professionol autonomy
is it possible to hold teochers occountable for their performonce (16).
There ore differing views on whether professionolism ond bureoucrocy ore
compotible, given the differing boses of outhority (expertise vs hierorchicol
position) (17). This problem is not confined to those who work in the public
sector. As Haws= et al. Indicate, dual sources of authority ore common to oll
professions; the public interest is best served when the public decides the gools
while the profession determines the meons of ochieving the gools. Whot seems
necessory is the recognition, by both the bureoucrocy ond the profession, of the
principles of professionolism.

(d) Conditions of proctice must not only give due reword to the professionals but
must olso ensure thot they con utilise their professionol expertise. Both the
Cornegie ond the Holmes Group reports ossert the need, in teoching, for a
differentloted profession ond for coreer poths within rother thon beyond teoch-
ing, so thot there con be the most efficient use of the most highly troined ond
experienced professionols (see Appendix IV).

(e) The frequency of comment on the need for teochers to ossume responsibility for
them continuing professional development In the reports summorised in Appendix
IV indicotes thot this is olso o problemotic issue.

Hoyle (18) hos distinguished between restricted professionolity (which is intuitive,
clossroom-focused ond based on experience rother thon theory) ond extended
professionolity (where teochers are concerned with locoting their clossroom teoching
in o brooder educotionol context, comporing their work with thot of other teochers,
evoluoting their own work systemotically ond colloboroting with other teochers).

It would seem, then, thot teoching might at present be regorded os not yet a "full"
but rother o developing profession, with o proportion of its proctitioners disploying
restricted rother thon extended professionolity. However, teachers themselves, and
their orgonisotions, ospire to full professionol stotus, in the interests of quolity in edu-
cotion, the Boord believes thot teochers should be supported ond encouroged in this
ospirotion.

It is not the Boord's role to determine conditions ond employment proctices, nor
employing outhority-teocher relotionships. It is, however, within the Boord's composs
to seek to bring governments ond the community to o more comprehensive ond
insightful understanding of the teoching tosk ond the ottributes which teochers need to
be oble to dischorge to students ond to the wider community their complex ond
extensive responsibilities. Such on extended undetstonding would enoble the public to
oppreciote the dependence of quolity schooling on the achievement of professionolism
in the teoching force, ond would thus promote the couse of professionolism ond the
recognition of teoching os o "true" profession.

A conjoint responsibility which the Boord must dischorge is thot of helping to ensure
thot teocher educotion progroms (pre-service ond In-service) nurture odequotely the
development of chorocteristics essentiol in teochers if they ore to execute the role of
professionol ond if, out of their competence ond commitment, they ore to win
occeptonce of the professionol stotus by the community ond by the other professions.
It will be the colibre of those who teoch in schools during the forthcoming yeors thot
will enhonce or foil to enhonce progress towords the gool of professionolism.

The ossumption by teochers of the montle of full professionol stotus would corry with
it not only rewords ond recognition but olso responsibilities. It Is the Board's
perspective on teoching os a profession which leods It to its recommendotions obout
the content and processes of teocher educotion ond olso its recommendotions reloting
to the role of proctitioners In the nurturing of the next generation of teachers during
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the pre-service and induction phases of initial preparation and their roles and res-
ponsibilities in ensuring their own continuing professional development.

In similar vein, the Board respects and upholds the autonomy of higher education insti-
tutions involved in teacher education. The Board does not believe, within this per-
spective, that it is its role to enunciate narrow and tight prescriptions far teacher
education programs. Rather the Board sees as part of its role the provision of guide-
lines within which decisions are made by expert and professional teacher educators. It
believes, further, that it has a role in providing leadership, by keeping teacher
education under continuous review, promoting a research orientation and creating
opportunities for collegiate discussion and reflection, aimed at the growth towards ex-
cellence in teacher education and promoting inter-institutional collaboration and
planning.

Accordingly, in Chapters 6 and 7, the Board's discussion is focused on general
principles rather than upon matters of detail.

The achievement of quality in teaching and teacher education underlies all the Board's
functions and shapes Board views on all aspects of teacher education and registration.
Clearly, there remains much yet to be achieved in teacher education, which has been
the subject (either centrally or more peripherally) of a considerable number of reports
in the last decade. Several of these have been selected for analysis:

Australia

. Australian state and national enquiries into tea0er education 1979-80 (areas of
agreement as identified by Coulter and Ingvarson, 1185 (see below)).

Schools Commission. (1979) Issues in Teacher Education: a Discussion Paper.
Canberra.

Commonwealth Schools Commission. (1985) Quality and Equality: Commonwealth
Specific Purpose Programs for Australian Schools. A Report by the Commonwealth
Schools Commission on its Review of the Specific Purpose Programs. Canberra.

Quality of Education Review Committee. (1985) Quality of Education in Aus-
tralia: Report of the Review Committee. AGPS, Canberra.

. Coulter, F. and Ingvarson, L. (1985) Professional Development and the Improve-
ment of Schooling: Roles and Responsibilities. A Report to the Commonwealth
Schools Commission.

. Commonwealth Tertiary Education Commission and Commonwealth Schools Com-
mission. (1986) Improving Teacher Education. Report of the Joint Review of
Teacher Education.

. Commonwealth Tertiary Education Commission. (1986) Review of Efficiency and
Effectiveness in Higher Education. Report of the Committee of Enquiry. AGPS,
Canberra.

United Kingdom

. Department of Education and Science. (1983) Teaching Quality (White Paper).
Cmnd. 8836. HMSO, London.

United States

Carnegie Forum on Education and the Economy, Task Force on Teaching as a Pro-
fession. (1985) Teachers for Our Children: The Carnegie Plan. Washington, D.C.

. National Commission for Excellence in Teacher Education. (1985) A Call for
Change in Teacher Education.

Holmes Group. (1986) Tomorrow's Teachers? A Report of the Holmes Group.
East Lansing, Michigan.
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Consideration of these reports shows an array of ra,.lirring concerns as committees or
instrumentalities address needs in the area of teacher education:
. improvement of outcomes of schooling,
. recruitment and selection,
. concept of professional development of teachers,
. pre-service teacher education,
. continuing professional development,
. teacher educators,
. research and development in teacher education institutions,
. reviews of teacher education programs,
. heightened valuing of teacher education.

Our analysis is reported in Appendix IV; our positions and recommendations on these
recurring concerns are addressed in the following chapters of this report.
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CHAPTER 3

THE FUTURE CONTEXTS OF TEACHING

Views expressed in submissions and at public meetings

Futuke social and learning enviunmen14

In the submissions and at the pubic meetings, .there was genetat agreement
that, despite the diiiiiieutty o6 predicting the &duke, a conzideution ob the
tikety nature o6 6utuae society and itz impticationz doh education and
teaching was a logical standing point 04 a review ob .teacher education. The
pictute which emerged was Ocuzed largely on the complexity ob present society
and the tiketihcod o6 this complexity increasing Aapidty in the ptuke.

Respondents in viewing the Autute hightighted the need for emphaziz on
qualities such az litexibitity and adaptabitity.

Changes in the stkuctute o6 bami2ies were seen to have impontant impticationz
Oa education, the greater tate ob inztabitity having major repercussions on
chitdaen'z emotionat welt -being and their:. abitity to Leann. Increasing
independence in chiediten was zeen az a pozitive outcome ob changing ociat
ztutetwtes but was sometimes also considered as a possible zoukce 016

dizciptine problems in zchoctz. The development in students ob tilie manage-
ment zkittz was recommended in a number ob submissions.

The increasing need Oa Aurtkatianz to Leann tanguag.6 other than Engtizh was
argued on the grounds ob the muttitinguat natiac a6 Auothati.an society and the
growing .involvement ob AurtAatia in the inteknationat community. The con-
tinuation oi present migration tkendz was predicted.

Changes in society's attitudes .towards education were zakd to have given nize
to the development ob zchootz as community institutions, and an increase in
the community's owneazhip ob education (in terms both ob institutions and
cutticuta), an increase in the number ol6 aduttz re- entering education 16ok
personal development and/o4 retraining, and an incheaze in the number ob non-
tkaditionat schools with litexibitity in teaching ztytez and ctazzAoom
settings.

It was considered that greaten use ol6 and actiance on .technology would be a
major 6eatuu ob the society ob the 214t century; comments were made on its
mpottant potential 04 .improved productivity and a broadening ab zhittz. The
nature ob change as a result ob .technology was seen as having maim eliliect4 on

employment including changes kn the luau/Le o 6 work, potaakzation o6 Aequi4ed
Aittz, a possible decrease in minimum working houkz and increased time 04
leisure. The negative eliliectz ob .technology on the humanitatian and zociat
aspects 6,6 2ibe were discussed, including possible depeAzonatization, reduced
employment opportunity liot youth and 04 patticutak groups (e.g. migrants and
Aboniginez).

The imptications liot education ob developments in science and .technology were
seen to include: the need 04 students to become technkcatty awake and
competent and the deziAabitity ob theia receiving an education which placed
technology in a broaden context and which also 6osteted thew development as
autonomous. !canners. The potential ob technology to enhance teaching and
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teatning cva4 atu 4taeued. The vatue o6 zatettite technotogy in the edu-
cati.on ob Lsotated, ttt and handicapped 4tudents, migtant6 and the aged was
hightighted on a number ob ocouton6.

EMERGING SOCIAL CONTINUITIES AND DISCONTINUITIES

The Board accepts that prediction is a hazardous occupation. It shares the belief of
the Commission for the Future: "Which is not to say that hints of the future cannot
be gained from identifiable trends. No prudent society can afford to ignore them" (1).
Particularly is such prudence essential in the case of education, on several grounds:

Children's ability to profit from what schools have to offer is influenced by their
contemporary lives in the family and in the wider society. Schools and teachers
must have a profound understanding of the nature of their students' lives, and a
detailed and accurate knowledge of the society which surrounds them.

. Schooling seeks not only to enrich students' lives and perspectives during the
relatively brief span of their school lives but also to help them to establish the
bases for a rich and satisfying life in the futures which await them. Schools and
teachers must, in consultation with the community, remain aware of continuities in
the social fabric, and analyse the major trends in the society of the day, dis-
criminating (a) among those which seem ephemeral and those which seem likely to
characterise the future, cod (b) among those which foster the achievement of
agreed school and societal goals and those which require ameliorative or counter-
active measures on the part of the school.

. Schools must be alert to those talents and personal characteristics which the
emerging society needs in its members. Some of these have been traditionally the
focus of schools, or at least of the stared objectives of schooling (e.g. rich per-
sonal development, cognitive achievements) but some assume a new urgency (e.g.
problem-solving skills and attitudes for all students, skills and orientations of co-
operation). Others emerge for the first time as new priorities or are ascribed a
heightened priority (e.g. adaptiveness, flexibility, creativity, entrepreneurship).

Schools must be responsive to society's priorities (e.g. equity and justice). How-
ever, schools are not merely responsive; they often exemplify the possibilities for
developments in the wider society. The relationship is reciprocal.

Teachers and other educators have a responsibility to contribute their particular
perspectives to discussions of preferred future directions for the society at large.

Thus, in a changing society, schools and teachers must be future oriented. The
historic goals of education, which need to be retained, must serve the foreseeable
future and new goals, appropriate to that context, must be adopted and implemented.
Teachers will need to have anticipatory, critical and responsive orientations.

As with schooling, so with teacher education. It, too, must be based on contemporary
awareness and a vision of the likely futures. Teacher educators must understand the
social, educational and life experiences of those who enter their programs. They must
help teacher education students achieve a well-grounded understanding of the
complexities of _nd likely continuities and discontinuities in the surrounding society
served by the schools. They must foster in these student teachers a future
orientation, accompanied by skills in the analysis of societal trends and generic
competencies, which will enable the new generation of teachers not only to teach
effectively in the schools in the early parts of their careers but also to maintain that
effectiveness as the needs of their students and of the society change and as new
opportunities and challenges emerge. As Tafel (1984) summarises the issue:

"Of primary concern must be the preparation of educational professionals
who anticipate a wider context for the application of skills, knowledge,
attitudes and values they have learned." (2)
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These tasks face teacher educators engaged In both pre-service and in-service teacher
development programs.

The Queensland and other state reports on teacher education and the N1TE study
examined the social fabric at the end of the: 70s drawing particular attention to the
areas in which rapid social change was tx:curring. It was a decade of momentous
change. We can, in 1987, build on frc-:1 their analyses, to determine the further
changes which have occurred and, through drawing on the perspectives of various
analysts (see reports listed in Chapter 1), attempt to discern the likely shape of the
short to mid-term future.

The terms of reference for this enquiry called for a consideration of social contexts
for Queensland schools in the next twenty-five years. Given the range of environ-
mental, structural, political and administrative factors which affect policy outcomes,
it is of course not possible to predict future direction over a twenty-five year time-
span with sufficient precision to enable planning to proceed with any degree of con-
fidence. It is clear that some characteristics of the current scene are likely to
persist: for example, the fact of change itself; changing structures in the economy
and changing potters of employment; continued pluralism in the society; further
technological advances which will affect not only the economy and education itself
but also lifestyles, interpersonal relationships and the national identity; and the con-
tinued economic and cultural interdependence of nations. But the nature of
Australian society in the 21st century is not preordained or predetermined.

The Board of Teacher Education has no means of forecasting the ways in which the
challenges, opportunities and limitations of the contemporary society will be
addressed. Neither is it its role to prepare a desired scenario of the distant future.
It hopes that this Report will draw attention to the need for teacher educators and
teachers to be alert to early indicators of change and to unfulfilled promises of the
moment, to be sensitive to emerging needs, to be able themselves to adapt effective-
ly to change, to be able to contribute to society's vision of the good life and its
expectations of schooling, and to be professionally competent to play their role within
the context of the day.

We turn now to examine major social contexts and trends as they were perceived' by
the Bassett Committee in 1978 and as they appear to be unfolding in the late 80s.

1. Demographic characteristics:

Bassett Committee, 1978: Trends 1971-78 (Summary)

A downturn in the rate of growth with a declining birth rate except in the case
of Aborigines; the probable decline in the numbers of young people after 199C;
the continued contribution of immigration to population growth, but a critical
shift in the origins of the migrants, with a significant rise in the percentage
from non-English speaking backgrounds; the expectation of immigration levels
continuing at a fairly low level; long-term trends towards average smaller family
size; increased participation of married women in the work force; a faster
growth rate in larger urban than in other urban centres, with a relatively stable
rural population; the distinctive pattern in Queen:, land with Brisbane the only
mainland state capital accounting for less than half of the state's population and
with nearly 40 per cent of the population living in centres of population con-
taining fewer than 20,000 people, the compounding in Queensland of demographic
characteristics by problems of distance.

1987 perspective

These Australia-wide trends continue. There has been a further decline in the
crude birth rate from 16.2 in 1976, to 15.8 in 1981, the Australian Bureau of
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Statistics projection is 13.7 in the year 2001 and down to 12.4 by the year 2021.
The ageing of the population is a marked characteristic with prediction4 that the
proportion of the population aged 65+ years could rise from 10 per cent in 1981
to 15.9 per cent by the year 2021 (3). This has implications for determining
governmental priorities in the allocation of resources to the varying age groups,
particularly as the older population is itself ageing (4).

Due to advances in medical technology, there is an increased survival rate of
children with disabilities and of infants with low birth weight. Stanley (5) notes
that, as birth weight falls, cerebral palsy rates increase and while the majority
of law birth weight babies are normal, some 20 to 40 per cent will have minimal
motor handicaps, specific learning problems, deafness or visual handicap. These
changes have clear implications for education, both in special school or class
settings and in mainstreamed classrooms.

The patterns of migration continue to bring to Australia significant numbers of
immigrants and refugees from Asia and, more latterly, from Central and South
America; by 1981 persons born in Asia constituted 12.4 per cent of the overseas-
born population whereas in 1966, the proportion had been only 4.8 per cent.
Thus the cultural and linguistic mix in classrooms becomes more pronounced. A
particular challenge is posed to schools in fostering the development of refugee
children and adolescents who had minimal or interrupted schooling in their
countries of origin. A further challenge, not always perceived by schools, lies in
meeting the particular developmental and linguistic needs of children, resident
for some years in Australia or born in Australia, from non-English speaking
backgrounds.

The geographical dispersion of Queensland's population noted by the Bassett
Committee remains characteristic.

The geographical mobility of the Queensland population is marked (6). Ovn the
period 1976 to 1981, only 47.6 per cent of the population remained in the same
place of residence; the pattern was similar in metropolitan (50.3 per cent) and
non-metropolitan (45.3 per cent) areas. More recent data show that, in the
twelve months preceding 30 June 1984, 20.8 per cent had changed residence.
The majority of the movements were within Brisbane and within non-metro-
politan areas, but there was some movement between the metropolitan and non-
metropolitan areas.

These movements have a two-fold significance for schooling: they pose
challenges to the development of effective school or community relationships and
students face problems in the establishment of new relationships with peers and
with teachers. The extent of the issue is shown in the mobility rates among the
young, during the twelve months ending 30 June 1984:

5- 9 years
10-14 years
15-19 years

: 19.8 per cent
16.7 per cent

: 25.2 per cent.

2. The family:

Bassett Committee, 1978: Trends 1971-78 (Summary)

Changes in family structure, with more women entering the work force and
thereby altering family lifestyles; in 1976 women constituted 42.2 per cent of
the total Australian work force but only 38.6 per cent in Queensland; rising
divorce rates; a marked swing against early marriage, increase in rates of re-
marriage; increasingly less authoritarian attitude of parents towards their
children; wide Lange of family patterns, with a single stereotype of the Aus-
tralian family no longer tenable.
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1987 perspective

The above trends have become accentuated. Data from the 1981 Census show
that 84.6 per cent of Australians still live in families, but only 60 per cent live
in families which contain two parents and offspring (7).

The divorce rate is approximately three times that of ten years ago with an
increase in singie-parent and in blended or reconstituted families. There is an
estimated present breakdown rate of ore in three families (8). If the 1982
divorce rate were projected across the lifetime of current marriages, it is
reported that about 40 per cent would end in divorce. Over 60 per cent of
divorces involve dependent children. Since 1976 there has been a 29.4 per cent
increase in the number of single-parent families. Moreover, many of these
families are characterised by poverty; in July 1983, the vast majority of single-
parent families were headed by women, only 39 per cent of whom were in the
paid work force. Also, Edgar (1985) indicates that since the 1978/79 Income
Survey there has been a 54.4 per cent increase in the number of couples with
children living below the poverty line (9). He suggests we need to extend the
meaning of the term "poverty" to mean "a standard of living so low that it
excludes people from the community in which they live".

A further social indicator of stress within families :s the increasing violence in
the community and violence within families directe.. both to adults and to child-
ren; the incidence of abused children is a major current concern in the society.
Again the implications for schools and teachers are clear; children subjected to
stress and change in the family have special needs and schools have an important
role in meeting those needs.

The past decade has seen no diminution in the number of forms of family
structure and it is to be assumed that this variety will be maintained.

3. Female roles:

Bassett Committee, 1978: Trends 1971-78 (Summary)

Evolving redefinition of the role of women in society; movement towards greater
equality of participation in the higher levels of education, but with Queensland
remaining below the national average for tertiary enrolments; women still pre-
dominantly located in subordinate positions in the work forte; challenge to the
existing rzx-related stereotypes.

1987 perspective

The evolving redefinition referred to by the Bassett Committee has gained pace,
especially with governmental initiatives designed to secure equal opportunity for
women in the workplace and in the society. These initiatives have been com-
plemented by action designed to reduce sex-stereotyping in schools and to
endorse equality of educational access for both sexes and sensitivity from
teachers to gender-related issues. In 1987, it would appear that, on the wider
social scene and within schooling, this trend is still at the emergent stage.

Participation rates of girls in senior secondary and tertiary study have improved,
and in May 1984 in Queensland, in the age group 15 to 24 years, 30.5 per cent of
males and 29.5 per cent of females were attending educational institutions,
either full-time or part-time. Over the past few years, there has been some
trend towards enrolment of women in a wider range of tertiary courses than had
previously been the case.

The lack of male role models available for many young children in schools gives
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some cause for concern. In 1986, men comprised only 4 per cent of preschool
staff and 30 per cent of staff in primary and special schools.

4. Multiculturalism:

Bassett Committee, 1978: Trends 1971-78 (Summary)

Australia traditionally a country of immigration, but an increasing proportion of
migrants from non-English speaking countries, with Queensland sharing in the
general patterns of immigration but to a reduced degree; much of the movement
into Queensland was from interstate; a reconsideration of the general nature of
Australian society, with the presence of large numbers of people from diverse
cultural traditions and a shift in official and public attitudes towards the special
problems confronting Aboriginal Australians - a reversal of government policy
from assimilation through integration to an increasing acceptance of cultural
pluralism (3s the basis of Australian society, but this movement being uneven and
incomplete.

1987 perspective

Australian society seems to continue to move slowly and uncertainly to a full
acceptance of multiculturalism and a resolution of the central issues of social
cohesion, equality and cultural identity, despite its diverse composition. During
the five-year period 1981-1986 overseas-born immigrants contributed 27 per cent
of the increase in the Australian population. Community acceptance of the
Asian migrants in particular continues to be a source of concern. It may be
noted that the number of Vietnamese-born migrants in Australia has more than
doubled in the past five years (from 43,400 in 1981 to 87,900 in 1986). During
this period the total Asian-born population increased from 385,600 to 553,400.

The limited acceptance of Asian migrants is linked with the fact that Australia
still seems some distance from full recognition Of the implications of its geo-
graphical location. As Middleton et al. (1984) comment:

"Whilst Australia's links with Europe are important in terms of under-
standing the social and cultural origins of many of its citizens, it has
become increasingly necessary to acknowledge Australia's cultural
contacts through immigration, trade, defence, foreign policy and
tourism with Asia and the Pacific Region." (10)

It may be that Aboriginal and Torres Strait Islander Australians have won a
more secure place in the Australian scene but again the ideals of the acceptance
uf cultural pluralism in respect to the wider society's attitudes towards these
groups are far from being achieved.

Within the schools, there have been programs aimed at enhancing all students'
understanding and appreciation of Australia's cultural diversity, common values
and ideals; there is some evidence that achievements so far have fallen short of
what might reasonably have been expected (11). This is perhaps not too
surprising, given society's ambivalence towards cultural diversity.

Within the schools, programs to assist migrant students to master English have
also had varying success. A full commitment by systems and schools to
fostering the specific development of these students, as part of the generality of
the student body, has not yet been achieved (12).

The past decade has seen a strengthening of ethnic press and broadcasting,
although recent government moves to amalGamate the Special Broadcasting
Service with the ABC (1986) have raised concerns within the ethnic communities.
In line with the espousal of the need to respect the cultural identity of all
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Australians, there have been relatively recent moves to support the
biculturalism, including bilingualism, of students whose first language is a
language other than English. The Commonwealth Schools Commission, in its
report on Commonwealth Specific Purpose Programs for Australian Schools, had
in November 1985 proposed an Australian Community Languages and Culture
Program with an emphasis on mother tongue maintenance for both non-English
speaking background students and Aboriginal and Torres Strait Islander students.
In the event, this program did not eventuate but in its Administrative Guidelines
for 1987 the Commission indicated the continuance of Multicultural Education as
a priority area, within the Projects of National Significance Program, with
support to be provided for innovative educational activities in the area of teach-
ing and learning community languages as well as the investigation of issues
relating to cultural differences (13).

The Aboriginal and Islander students are a particularly significant section of the
Queensland school population; among the 15 to 24 age group they comprised in
1981 2.5 per cent of the Queensland population, compared with 29 per cent in
the Northern Territory and 3.2 per cent in Western Australia, but only 1.0 per
cent or fewer in the other Australian states (14).

5. Economic change:

Bassett Committee, 1978: Trends 1971-.78 (Summary)

Alterations in the economic structure, in the third quarter of the century, with
generally sustained economic growth and low levels of unemployment until the
1974 onset of the recession, a strong decline in the rural sector, an expansion in
the mining sector from the beginning of the 70s, a decreasing contribution by the
manufacturing sector and marked increase and change in the service sector;
increased availability of air transport, strengthening of communications, growth
in tourism, development of services for industry and substantial increase in the
range of social services; patterns of employment in Queensland followed the
national trend, with the wholesale and retail trade providing the largest group in
employment (20.2 per cent of the work force), followed by manufacturing (16.5
per cent) and primary production (11.3 per cent); significant alterations in the
pattern and direction of external trade, with marked extension of trade relations
with Asia; persistence of high levels of unemployment, especially among the
young; the influence of technology.

1987 perspective

Their review led QERC to conclude that perhaps the most outstanding charac-
teristic of contemporary Austrulia (1985) was the concern about the current
state of the economy and the country's economic future, they noted Aus, ralia's
sharp economic downturn (15). The inconsistent patterns of growth since that
review give relatively little basis for an optimistic view of at least the short-
term future.

Reviews conclude that Australia is in the process of moving from an industrial to
a post-industrial economy. The marked increase in the service sector noted by
the Bassett Committee has continued. For example, for employed persons in the
15 to 24 year old age group, the period from 1973 to 1984 saw a marked change:
a drop in manufacturing from 21.3 to 17.6 per cent, in construction, transport,
storage and communication from 14.5 to 10.2 per cent, but increases in
wholesale and retail trade (from 25.0 to 28.3 per cent), community services (11.3
to 13.3 per cent) and entertainment, recreation, restaurants, hotels and personal
services (5.6 to 8.1 per cent) (16). In 1984 52.5 per cent of young employed men
were in the occupation group cf tradesmen, production process workers and
labourers; 62.6 per cent of young women were employed as clerical and sales
workers. For the population as a whole, there has been a marked upsurge in em-
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ployment in the information sector which, according to the Commissian for the
Future, represents 40 per cent of taday's work farce 07).

The *QERC report comments an the interrelationship between the economy and
education:

"Restructuring of the ecanomy requires changes in attitudes and the
development of skills and ingenuity. The education system will need
to enhance the capacity of individuals ta bring abaut and to maintain
and further develop new directions. Moreaver, high rates of economic
growth are necessary if the resaurces are ta be available to achieve
the sacial objectives of an enriched quality of life and a redistribution
of social and economic opportunities to the hitherto disadvantaged."

Further, the QERC report estimates that,

"For the future, the types of employment mast likely to grow appear
to be these in installation, maintenance and repair, informatian
processing, administration, clerical and other office activities, and
personal services, bath public and private. They are noteworthy
because they are not tied to any particular industry or employer.
Neither are they clearly associated with particular formal educational
qualifications. At the same time they tend to involve high degrees of
client cantact and interpersonal skills which are not accammodated by
traditional classifications of skilled and unskilled work, and they are
not likely to pravide many full-time job opportunities for teenagers."
(18)

The employment prospects for youth seem far fram rosy. The Kirby Repart (19)
estimated an increase in the number of schaol leavers over the n-xt few years
(taking account of the numbers in the age group and the increased school par-
ticipation rates); an increase from 1983-84 to 1987-88 of 40,000 school leavers
will need to be accommodated in education, training and/or employment.

High levels of unemployment persist: 8.4 per cent of the work force in
December 1986 and a high 22 per cent for youth. In November 1985, 17.6 per
cent of the teenage labour force were seeking employment, the unemployment
rates among boys 15 to 19 years being 16.6 per cent and among girls in the same
age group 18.6 per cent (20). There was a relative concentration in the
unemployed group of working class youth, girls, migrants without English lan-
guage skills, Aborigines and those living in geographically remote areas.

At the same time, however, there has been a marked increase in part-time
employment among teenagers; these jobs tend to be low-paid, with few prospects
and little security. Wilson and his colleagues point to the increasing numbers of
young people who are full-time students and part-time workers; as they indicate,
despite the probable significant implicatian of this trend for school organisation
and curriculum, little research has yet been devoted to this topic (21).

The state of the economy has clear implications for resaurce allocation to edu-
cation. Further, the prevailing econamic climate, the high rate of youth un-
emplayment, the restrictions on choice of employment, allied with the relatively
limited number of available tertiary places, create among the young anxiety,
uncertainty and pessimism about their future. This probably serves to diminish
their enjoyment of the present and their positive search for personal identity.
Almost inevitably, many become predisposed not to explare their full talents and
potentials in the schooling situation. This poses a high challenge to schools and
teachers.
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6. Technology:

Bassett Committee, 1978: Trends 1971-78 (Summary)

This Committee had noted the significance of the technological advance that had
occurred prior to 1978.

1987 perspective

Even in the relatively short period since 1978, there have been enormous
advances in the field of technology, particularly but not only In communications
(micro-electronic, and telecommunications). Today technology permeates every
aspect of our life: environment, industry and the work place, transport,
communications, educational institutions, cultural and sporting activities, rec-
reation and leisure, medicine. There is the promise of a deeper and more
significant penetration in the years to come, although the precise nature and
direction of technological change cannot be foreseen with certainty.

The development and utilisation of modern technology are seen by most cc en-
mentators as keys to Australia's economic growth e.nd the position it will occupy
on thc international scene. Technology will have major effects on employment
patterns, but there is disagreement among the analysts about the nature of those
effects (22). As the Kirby Report (23) concludes, the future content of jobs will
depend heavily on management objectives and philosophies adopted to cope with
technological change. The Australian Education Council Task Force on Education
and Technology, while recognising the complex and uncertain effects of
technology on employment, concluded that the likely effects include:

significant restructuring of the labour market;
redundancy among certain skilled and unskilled groups and a need
for training in emerging technologies;
limited growth in particular areas of high technology employment
which demand an intensive education and training effort;
more frequent changes in occupation during a person's working
life; and
a growing emphasis on generic skills." (24)

Of specific relevance to educationists concerned to understand social change is
the information and communications technology, with the move from a print
culture to one which has been described as an electronic anc" audio-visual
culture. The installation of AUSSAT furthers this development (25). In 1985,
the British Library (26) identified a number of cu.rent trends in information
technology: increased capacities of computer storage technologies, with de-
creased costs, major improvements in the speed and reliability of telecommuni-
cations facilities, through digital network development, satellite transmission and
the integration of voice and data systems, with a major growth in local, national
and international networks; a developing need for systems integration. They
foresaw a growth in importance over the next ten years of micropublishing (with
digitised text of publications distributed on compact, low-cost physical media).
All of these developments will facilitate access to information but an emerging
concern is the possibility that there will be in the society a new basis of
disadvantage, arising from inequity of access to, or incapacity to utilise, in-
formation, thus resulting in "information-poo-" and "information-rich" segments
of the community (27). The introduction of the satellite means that people in
remote and isolated situations, a significant group within Queensland, are less
likely than they previously were to be confined to the ranks of the. "information-
poor".

Developments in communication technology will not only serve utilitarian in-
terests but will also enhance cultural transmission, and provide a diversity of
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paths to the enrichment of human experience, the stimulation of imagination and
creativity and, where these are different from the foregoing, will have direct
effects on leisure patterns.

Leisure, both Its amount and its nature, Is one of the areas of life increasingly
affected by the new technology as well as by the values of the community.
Williams has analysed the complex effects of technology on leisure and, since by
the end of the century time available for leisure might be twice that spent at
work, he Is among the social analysts who urge attention to the problem of
"using great leisure well" (28). Hull and Wallace (29) discern four trends in
leisure use: a more balanced approach, with elements of relaxation, enter-
tainment and self-development; Increased individual control of leisure oppor-
tunities; increased individual capacity for discrimination among opportunities and
for making effective personal choices for leisure; increased participation of
individuals in the construction of their own experiences. It is important to note
that many analysts believe that the distinction between work and leisure Is too
simplistic. Those who are unemployed, especially young people, are not at
leisure; rather, they are at non-work. Society and schools need to address this
phenomenon, which has potentially serious implications for both individual and
social well - bring.

The new technologies pose challenges to the society and to its members. The
Australian College of Education's choice of theme for its 1984 conference The
Human Face of Technological Change) reflects these challenges, challenges
addressed by increasing numbers of writers (30). There Is the need for people to
understand and to use the new technology, to be positively oriented to its
potential benefits, to feel that they are masters, In control, rather than
manipulated puppets. They need to be able to withstand its potential de-
humanising, depersonalising and isolating effects, and to maintain their own
priorities in a situation of information overload. They need to be aware of the
social and moral implications of the technological revolution and to be able to
make a genuine contribution to the resolution of the dilemmas that the opplica-
tions of the techrology create.

There is the strong likelihood that the information technologies will exert major
effects on both teaching and on styles of learning. The OECD 1985 analysis of
education In modern society led it to comment:

"There Is consensus among specialists that the computing power avail-
able at a given purchase price is doubling about once every two years.
This is clearly having far-reaching effects upon the kind of society we
live In. Even more fundamental, perhaps, as far as education Is con-
cerned, Is that these technologies may well be changing our models of
thinking, intelligence, memory and attention and hence knowledge,
learning and teaching. Thus the long-term impact upon education
may extend well beyond the possibilities opened up for new ways of
learning reading, writing or a foreign language.

For some, these developments represent an evolution rather than a
revolution - another development, like others before, that only add to
the pedagogical equipment available to schools and teachers. How-
ever, this Is probably a serious underestimation of their potential as
the situation Is essentially new In a number of respects. First, the
educational potential of the new information technologies is larger
than had been anticipated two decades ago on the basis of the
computer-based teaching/learning methodologies developed at the
time. Developments show that they can be more than a support tool
for the teacher or a new subject in curriculum. The information
technologies have also the potential to change education radically in
its very structure and organisation, in terms of manpower (numbers,
competence profiles, task diversity, etc.) and of production and
delivery systems.
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... There ore the brooder questions of how new informotion tech-
nologies con be used throughout educotion for new methods of leorn-
ing - what ore their potentiol ond use?

... It is thus necessory to consider how these 'longuoges of modernity'
should be leorned in the widest terms, embrocing their curriculor ond
pedogogicol implicotions, ond those for the organisotion of leorning
ond the role of the teocher.

Leorning obout modern technologies, therefore, should not be norrowly
conceived to meon ocquiring only the skills for their use, nor is it
free of risks. Priority should be gi,,en to enlorging the understonding
of their ploce in modern societies. Technologicol odvonces ond uses
ore humon developments, not inevitoble ond exogenous. Therefore,
the overoll aim should be educotion for the mostery of the enormous
potentiol new technologies offer, which meons the commond of how
they ore to be used os much os how they con be operoted. As such,
educotion for the 'longuoges of modernity' is o port of the generol
leorning of volues ... ot once controversiol but, equolly, unovoidoble."
(31)

Thus modern technology poses ot leost four chollenges to schools ond teochers.
Firstly, schools must ossist students to become fully ot home in the contem-
porory ond evolving technologicol environment, copoble ond discrirninoting users
ond consumers of its processes ond products; impetus to the ochievement of this
gool hos been recently provided through initiotives of the stote ond non-stote
school systems ond through the Commonweolth Schools Commission's Computer
Educotion Progrom, ond the report of its Advisory Committee on Computers in
School (32). This goal needs for its ochievement attention not merely to the
exponded ronge of "literocy" skills ond understondings but olso a strengthening of
general ochievement ond of feelings of ,ompetence ond confidence. Secondly,
schools must be olert to the potentiol negotive effects of living in o techno-
logicol society ond shope their progroms in such o woy os to enoble students to
sofeguord themselves now ond in the future from such effects. Thirdly, schools
need to ossist students to develop their problem-solving skills, their creotivity
ond their imoginotion, not only becouse living in o technologicol oge requires
these skills but olso because they are skills necessory to full reolisotion of their
humonity. "Education for people's sake does not serve predefined technologicol
ends. Rother, it provides individuols ond sociol groups with the principles ond
skills necessory for ochieving their own greotest self-reolisotion." (33).

In his opening oddress to the ACE conference in 1984, the Governor-General
expressed o perspective increosingly urged by educotors and community leoders:

II... the chollenge of educotion is very much one of teoching how to
remoin humon in o technological oge, how to retain those humon
volues which hove been developed over the oges, using technology to
foster ond to encouroge rother thon to suppress ond to destroy.

Side by side with thot moy go, not of the expense of educotion in the
skills needed in high technology but in porollel with it, c. leorning of
how better to oppreciote oll those culturol ond oesthetic pleosures
ond octivities which lorgely lie beyond the reoch of technology;
pleosures whose enjoyment coils for no technology either when pos-
sively enjoyed or octively porticipoted in ond which ore open to oll.
These ronge, I suppose, oll the woy from literoture, music ond the
performing orts to growing vegetobles ond bush wolking. If we ore
obout to enter o new oge of high technology let us ot leost all leorn
to enjoy it!" (34).

Finolly, schools ond teocher educotion institutions hove on obligotion to utilise
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to the full those modern technologies relevont to the teaching/leorning pro-
cesses. While on eorly response is likely to be focused on low-level skills ond
applicotions, it is importont, os Ausburn et ol. (35) urge, thot the potentiols of
the technology be exploited in o more sophisticoted woy, for exomple, through
computer use In activities such os simulotion ond problem-solving, dota -bose
networking ond skills such os word processing, spreodsheet operotion ond dote
bose monogement; these comments ore mode in the context of considering the
use of high technology in tertiory education, but they ore equolly applicoble to
the school scene. The delivery of distonce educotion ot oll levels (including in-
service educotion for teachers) con become tronsformed through Insightful use of
the new communications technology.

7. Participation in education:

Bossett Committee, 1978: Trends 1971-78 (Summury)

Rise in retention rotes to Yeor 12 from 1:7 in the early 60s to more thon 1:3 in
1976.

1987 perspective

Enrolments of eligible 4- ond 5-yeor olds in preschools increosed from 55.2 percent in 1979 to 75.4 per cent in 1986. There hos been a further dromotic
increose in porticipotion rotes in the senior secondory school In Queenslond.
Whereos only 55.8 per cent of students progressed from Yeor 10 to Yeor 11 in
1982, this percentoge rose to 72.5 per cent in 1986; similorly retention rotes
Yeor 11 to Yeor 12 rose from 81.8 per cent to 84.9 per cent (36). Even higher
retention rotes are desired by governments.

These increosed retention rotes hove mojor implications for the society of the
future, provided that schools con offer to oll who remoin ot school o meoningful
and effective education ond provided schooling proves ottractive to all the
groups within the society; these two factors ore of course interdependent.
Federal government concerns to ochieve quolity, equity and sustained porticipo-
tion in schooling ore highlighted in the Commonwealth Schools Commission's
Participotion ond Equity Program introduced in 1983. The 1984 Guidelines state:

"The progrom will make funds ovoiloble to the stotes ond non-govern-
ment schools to stimulote broodly bosed chonges in secondory educo-
tion including:

cotering ot oll stoges more adequately for the needs of the full
ronge of students;
making chonges to secondory schools organisotion to accommodate
more odequotely the sociol, economic ond culturol diversity of
students, and to promote self-confidence, independence ond a
sense of autonomy in oll students;

. reforming and diversle'ying the curriculum;

. reviewing credentiolling ond ossessment arrangements, including
provision for occreditation of work experience;

. chonging and developing teacher attitudes ond skills;

. improving the relotionship between schools ond the community,
and community attitudes to education." (37)

These objectives ore reflected, too, in measures initiated by the state Educotion
Deportment ond the Catholic Educotion Office.

Participation in the TAFE sector has continued to expand; enrolments rose ot
Queenslond TAFE colleges from 104,900 in 1982 to 158,302 in 1985; in the rurol
training colleges the enrolments rose from 524 to 731. During thot period new
TAFE colleges were estoblished in the Burdekin and South Burnett regions.
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Other recent developments include the move to establishing Senior Colleges and
increasing collaboration in the offering of courses between the secondary and
TAFE sectors.

A major deterrent to expanded participation in higher education remains the
limitation in the ni:mbers of places available at Queensland universitie: and
colleges of advanced education. In 1987, for examply only approximately 23,300
offers could be made through QTAC* to a total of 37,135 c. plicants. In 7,984
Queensland still had the lowest participation rate in educational ;1,:titutions of
the 15 to 24 year old age group. Whereas the participation rate was us high as
38.9 pe.r cent in New South Wales, 43.7 per cent in Victoria and 51.5 per cent in
the Australian Capitol Territory, it reached only 30 per cent in Queensland (38).

A further problem arises in relation to the allocation of these scarce places tc
the competing groups of school leavers and mature age students; the Fe Jere'
government's policy has been stated:

"The Government notes the trend in recent years of rapidly increasing
numbers of mature age students in higher education, particularly
part-time students. The increase in participation by this group has
been instrumental in broadening access, particularly for women. The
Government would be concerned, however, if a continuation of that
trend affected enrolments of young people, particularly school
leavers, at a time when the demand for places exceeds supply." (39)

In fact, as QERC reports, the rate of transition from school to higher education
was significantly lower in the early 80s than it had been in the early 70s (1974:
54.3 per cent; 1984: 41.4 per cent); there was also a decline over the period in
the percentage of the age group enrolling (1974: 18 per cent; 1978: 15.9 per
cent; 1982: 14.1 per cent; 1983: 14.7 per cent; 1984: 16.2 per cent) (40).

8. Problems of change:

Bassett Committee, 1978: Trends 1971-78 (Summary)

The inevitable strain on people and institutions created by rapid change, increase
in mental disorders; ongoing concerns over drugs and drug dependency, growing
awareness of child bashing and wife bashing as central issues, leading to a
r-twork of official and ancillary social welfare organisations, with the school
establishing wider contacts in its position as an important social welfare agency,
the movement towards more participatory and open decision-making, desire in
youth for autonomy in their affairs and some disquiet about the world in which
they live; changes among some in perspectives on work, with the latter being
viewed as a means to the end of a richer personal life rather than an end In it-
self; increasing leisure and interest in education for leisure, growing awareness
of difference which is an essential part of a pluralist society, emergence of
alternative life styes, which have focused attention on the social goals of
education; public debate about social diversity.

1987 perspective

As we have seen in the preceding sections, those elements of stress and strain in
the society identified by the 6. sett Committee have intensified rather than
diminished during the past nine years. An additional indicator which has
emerged is firstly the identification and then the mounting incidence of the
Acquired Immune Deficiency Syndrome associated with sexual mores and the
increasing prevalence of drug addiction. There are mounting concerns about the
quality of life, the threat of a nuclear holocaust remoins, exacerbated by nuclear

Queensland Tertiary Admissions Centre.
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accidents; worries about people's relationship with the environment (both natural
and chemical) have intensified. The new technologies have had some adverse
environmental impacts.

Australian youth statistics must be a cause of concern. For example, In 1984
one-third of all deaths In the 15 to 24 age group were related to alcohol or other
drugs; 36.7 per cent of persons killed in road accidents In 1983 were 17 to 25
year olds; 39.4 per cent of all prisoners were aged under 25 years, with the age
group 20 to 24 years having the highest prisoner:population rate of any age
group. The number of homeless youth increases. In 1980-81, there were 12,382
requests for emergency accommodation at services funded by the Youth Services
Scheme. Only 43.4 per cent of these requests were met; in over a quarter of
the cases the failure of the request was due to the services already being used
to capacity (41). We have already noted the very high unemployment rates, the
restricted number of tertiary places available and the high rates of marriage
breakdown.

If the problems outlined above are disturbing, the possibilities for both short-
term and long-term positive action are steadily increasing. One of the oims of
education Is t' replace ignorance and prejudice with knowledge and compassion
and to provide people with the tools and values to tackle problems. The ever-
increasing quality of teachers and teacher educators is one of the most
important and reassuring aspects of social change. There are countless examples
of young people responding bravely and thoughtfully to the challenges which
confront us all. That they do so is no small tribute to the schools which serve
them and the broader community.

9. Public interest in education:

Bassett Committee, 1978: Trends 1971-78 (Summary)

The emergence of education as an arenn for public scrutiny, and the realisation
that formal and informal modes of learning and child support are inextricably
mixed; shift in public attitudes towards education, closely linked with the
perceived impact of technology in society; formal qualifications recognised as
the main avenues for worthwhile careers; the emergence during the 70s of
education as a major national issue; increase in Commonwealth expenditure on
education and enlarged role.

Some confusion about educational goals and pessimism thot education has failed
to lead to fuller ond more affluent lives; demands thot the schools should
operate in a pragmatic manner, concentroting on the development of work skills;
debote over the respective claims of general, vocotionol and technical education;
challenge to the long-ossumed nexus between educationol opportunity ond the
ability to find good jobs, with high youth unemployment, doubt and uncertainty
about the nature and function of schools.

1987 perspective

Agoin, the comments of the Bassett Committee apply in 1987. The problems
have not been resolved and the public debate about education - its procedures,
purposes and outcomes - continues at a heightened pace. Indeed, as we saw in
Chapter 2, the education systems hove themselves, in launching their enquiries in
the early 80s, called for public debate and submissions. This was notably the
case with Education 2000. In times of rapid change, such community discussion
is essential.

It Is of interest to note that in 1985 the Queensland Education Department
convened a conference of seventy representatives of secondary and TAFE
students from throughout the state to discuss Educotion 2000. The students

.s
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urged that teachers, students, parents, employers and employees be involved in
decision-making in educotion, and suggested that:

"A uniform state-wide policy should be developed for student rep-
resentative councils, ensuring coordinated and real support through a
service to maintain their efficiency and effectiveness." (42)

A particular perspective of the debate on the purposes of educotion is provided
by analyses of industry needs and notional productivity concerns. These tend to
focus on the secondary school but inevitably have implications for the earlier
years of schooling and for the post-compulsory yeors. Both the Kirby Report and
the QERC Report (43) may be regarded as responses to the voiced criticisms
from industry. In similar vein, in the U.K., Tolley (44) reports that pilot projects
have been funded in every local education authority with the intention of
broadening the curriculum for the 14 to 18 year olds, providing a sound base of
technological and vocational studies and encouraging exciting developments in
methods of learning; he refers to teachers and trainers who "lack the will to step
on to the escalator of change." He argues the need to put the new technology
to work:

"There is more to this than either extending the blackboard by using
an overhead projector, or in putting on a VDU a page of information
that might just os well stay in a book. It is the learning process
itself that is under scrutiny and in process of change. Access to
information bases; self-learning on demand; continual updating; com-
petence based assessment and the loosening of the tyranny of the
course timetable and of the examination system - increasingly these
things will provide the context of learning. There will be limited
effect on competence and skills unless, accompanying learning mo-
terials that relate to the content of skills and knowledge, there is
emphasis upon learning to learn and upon attitude change that must
accompany learning. In companies therefore training must be ac-
cepted as a central responsibility of management at all levels. And
in educational institutions, the skills of learning must be continually
developed."

Other educationists believe that industry-oriented needs give greater weight to
the vocational and technical (to science, technology ond the study of work and
compu: N. skills) than to general education (45). They regret the pressure for a
utilitarian criterion and the overemphasis on limited ond confined goals of
schooling. The Commonwealth Schools Commission, for example, concludes thot:

"It would be unfortunate if instrumental concerns for producing
economically useful citizens overshadowed cultural and personal goals,
some of which are mentioned in Chapter 5 of the QERC Report.
Because of the nature of its inquiry, QERC has not strongly addressed
the significance of worthwhile, culturally rich content and the appli-
cation of processes which generate the capacity for critical reflection
and greater 'cultural literacy'."

The OECD analysis exemplifies the complex interrelotionships between education
and the economy and provides a summary of the major issues, indicating in
effect that there is no inevitable conflict between goals espoused by industry
and those advocated by educationists:

"It is apparent in examining education's wider environment that the
economic, the social and the cultural aspects of contemporary change
are so interlocking that often they cannot meaningfully be separated.
It is increasingly realised that economic performance is a function of
the cultural values and social institutions in place in each country,
education prominent among them. This takes on special significance
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as it comes also to be recognised that education's role in preparing
and fostering non-cognitive traits, and values and attitudes more
generally, may be just as critical a part of its impact upon the
economy as its transmission of technical, cognitive knowledge and
skills. Thus, education's role in equipping the populations of OECD
countries for the economy and their working lives extends well beyond
providing the 'right' level and mix of knowledge and skills, important
though this is. It has a far-reaching, if often intangible, effect upon
such factors as productivity, entrepreneurial attitudes, saving and
consumption habits, attitudes to innovation and to job satisfaction, in-
dustrial relations." (46)

The School Commission's and the OECD's urging of the need for recognition of
the wider goals of education is reflected in much of the current thinking and
writing of educationists. There is an increasing concern that schooling should
play its role in helping children and adolescents to develop life skills to equip
them to function in adult life. These are well summed up by Evans and Poole:

"To the extent that the social order presents problematic situations
and to thrive requires adaptability and responsiveness, so too do
different sets of life skills become important, for example, those of
social relationships, self-management, social awareness, solving prob-
lems, and learning how to learn." (47)

Some conceptualisations of "life skills" emphasise the specific elements of the
broad range required in the modern society; for example, El lyard (48) includes:

". a higher level of self-starting, self-realising and entrepreneurial
skills than at present;

. a constructive yet questioning attitude to technology, which is
neither uncritical adulation, nor neo-Luddite abhorrence;

. a recognition of the relationship between science and technology
on the one hand, and social, economic and ecological change on
the other;
a willingness to seek constructive and cooperative arrangements to
deal with technological change in the workplace and in other
areas;
a commitment to sharing equitably the benefits and costs of
technological change;
a capacity to utilise educational services on a continuous basis
better in order to improve levels of skills, particularly work skills
and to develop new areas of knowledge throughout life; and
a world view, a greater concern for global as well as national and
regional problems. If we are going to trade more with the world,
we have to be -such more perceptive about :he needs and interests
of other cultures."

CHANGING EDUCATION CONTEXTS AND LEARNING ENVIRONMENTS

Significant changes in education have taken place in Queensland since the last review
of teacher education was conducted in 1978. There follows a brief summary of the
major developments which have occurred in both the state and non-state systems.
Many of the school-level changes mentioned have implications for the preparation of
teachers in this state.

The areas outlined indicate a number of substantial changes in the ways education is
viewed and delivered. Particularly significant are the changes which have occurred in
the curricula of schools and in the process of schooling itself.
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1. Changes in curriculum development and implementation:

(a) Curriculum development

In recent years, the trend towards school-bused curriculum development has
increased significantly. This trend can be seen in all levels of education.
Education 2000 emphasises that school-based processes must be active in
implementing educational programs relevant to the needs of students and the
community. The growing acceptance of .chool-based initiatives as integral
components of curriculum development has been accompanied by increased
responsibilities for schools and by increased pressures for school-level accounta-
bility. Later in this chapter there is reference to teacher mobility; this level of
mobility has implications for school-based curriculum development.

At the preschool level, both teachers and parents play a major role in developing
the aims and philosophy and selecting appropriate resources. Currently the Edu-
cation Department is working on the development of curriculum guidelines for
the preschool year; these, through the support they wiil offer to the preschools,
should strengthen even further the programs which are offered. Primary
curriculum development occurs within a system-level structure that provides the
framework within which schools prepare and implement their educational pro-
grams. The tendency has been for primary curriculum development to become
more oriented towards process, concepts and skills, allowing for the possibility of
developing curriculum materials at the local level that reflect the needs of the
particular community served by the school. At the secondary level, teachers and
schools have a significant input into subject syllabuses, especially for programs
registered as "School Subjects". The TAFE system involves a large number of
individuals and organisations in the formulation of curriculum, including students
themselves, relevant employer and employee groups, and professional and special
interest groups.

The Department of Education's discussion document Education 2000 suggests the
need for greater curricular continuity to be promoted through broad, system-
level guidelines. It would seem that, for the years of pre-compulsory and
compulsory education, the trend will be towards the development of P-10 curri-
cula, which in the Department's view "could be seen as a gradual progression
from a holistic development approach at preschool level, into specific subject
streams pursued in ways that help students to achieve the individual depths of

derstanding required to undertake a range of study and employment options
following Year 10"; the Report continues:

"... relationships between the senior primary and junior secondary
areas could be strengthened if curriculum guides were developed to
span this period in a coordinated way in order to focus on skills,
concepts and processes, organised around a common core of major
subjects but with diversification being provided through the use of
electives in Years 9 and 10." (49)

Australian education systems have for several decades endorsed a concept of a
broad common education program (with a fostering of individual interests) at the
level of primary schooling, but until recently this has not been the case in
secondary education. Presently there is a fundamental reappraisal of the se-
condary schools their goals, programs, structures and processes. To achieve
the broader goals of education, and to meet the needs of the full spectrum of
students, a number of the recent state enquiries into education have called for a
substantial core of studies for all students throughout the total secondary
program supplemented by a wide range of electives, the latter to receive an
increasing emphasis through the later years. The common core is seen to be
essential to foster the development of all children, to engage them meaningfully
in the learning and developments necessary for effective and personally satis-
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fying participation in life in today's and tomorrow's world. Thus, the Victorian
Ministerial Review of Post-Compulsory Schooling Discussion Paper (50) nomin-
ated five areas (mathematics, science/technology, humanities, the arts and the
study of society), each to be pursued in some form by all, with common
elements and alternatives within each area, all elements to be challenging and
to be pursued with vigour. Middleton et al. (51) have compared the seven
schemes which have been proposed for the different states and territories.

Education 2000 does not propose such a core for the post- compulsory years.
Rather, in response to the need to reappraise the approaches taken by both
secondary schools and TAFE colleges in light of the present socio-economic
conditions, the Report suggests, as an option for consideration, that educational
programs for the post-compulsory secondary and TAFE sectors be coordinated
and developed cooperatively to cater adequately for the widely divergent needs
of students and the requirements of employers and institutions of higher
education.

With respect to secondary schools in Queensland, implementation of the pro-
posals of the Review of School-Based Assessment (52) bears testimony to the
increased role of schools in the development of curricula particularly with
respect to broad framework syllabuses. It is considered that these developments
have the potential for making curricula more relevant to the needs of students
and more responsive to the outside world.

There has been, in the last several years, a growing emphasis on school
evaluation: in its formative mode, this has had a very real impact on curri-
culum, particularly at the primary school level. The definition of "curriculum"
in this context implies and includes: programs, policies, philosophies, pastoral
care, discipline and management, all of which have undergone significant
changes. In Catholic schools, these changes are associated with initiatives such
as the school level evaluation program, and similar evaluative techniques.
Cooperative school evaluation is also becoming an increasing characteristic of
the state school scene.

(b) Curriculum support

To meet the needs caused by changes in curricula, employing authorities have
increased the .provision of support services - in terms of both professional,
specialist support and non-professional support. Some of these involve resource
and remedial teachers and teacher aides, as well as the extension of guidance
and resource services and in-service education.

(c) Links between school and community

A further example of the developing curricular links between schools and the
outside working environment is the increasing involvement of schools in work
experience programs.

These work experience programs usually fall into three categories:
. General programs in which work experience is offered to all or most of the

students in a particular year level;

Programs associated with special transition education courses for selected
students;

Subject-oriented programs associated with the teaching of a particular subiect
such as social studies or vocational subjects.

Within TAFE institutions, curricula are particularly responsive to changes in the
work place. The TAFE system is able to respond to changing employment de-
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mends and community needs, and is able to prepare students for broad life roles.
There has been a major increase in the number of TAFE courses offered in
recent years, especially since 1977 when the TAFE system became part of the
tertiary sector for Commonwealth funding purposes. The range of courses
offered has been greatly expanded, particularly in the area of pre-vocational
courses and courses designed to foster greater community involvement in tech-
nical education.

Since the 1970s, there has been increasing community interest in education and
concern for accountability. Debates over the basics (3Rs) in education, standards
of education, human relationships courses and religious education in schools have
ensued. Similar debates prompted the appointment in 1978 of a Parliamentary
Select Committee to investigate the education system.

To enhance the quality of the learning environment in Catholic schools there has
been introduced the School Board Development Program (resulting in extended
and more meaningful parental involvement), Leadership Development Programs,
and at the student level, Personal Development Programs which focus on
students' self-image and the dignity of the individual. In the state sector,
Education 2000 indicates the strong need for educational decision-making to be
informed by community needs and aspirations. In the late 70s regional directors
were encouraged to establish regional education advisory councils; the Commit-
tee reviewing the Education 2000 submissions noted support for such councils
(53). The Department addressed the need, in addition, for local liaison and
proposed that avenues be explored for enhancement of communications between
all types of educational institutions and their respective communities.

In recent years, schools have made increased efforts to come to terms with
issues affecting the community generally, particularly those which have special
significance for children. As a result, measures have been adopted to assist
children from other cultures, gifted and talented children and handicapped
children and to make not only teachers but all students aware of the needs of
these and other special groups. Further, the schools are responding to public
need and demand through the introduction of computer education programs at
primary and secondary school levels. One would expect changes in school curri-
cula to continue cs schools anticipate and respond to community needs and
concerns; for example, there is likely to be increased emphasis on environmental
education, personal development and health education; the teaching of com-
munity languages is lik:.ty to be extended, and there may well be increased
efforts to ensure that all Australian children learn a second language. In
addition, the information technology can be expected to develop a stronger place
in the school curriculum with clention to the expanded range of literacy skills
and, moreover, the technology itself may be expected to enhance collaborative
efforts among schools in curriculum development.

2. Student assessment and credentialling:

Queensland was the first of the education authorities to replace totally the
external examination at the end of secondary schooling with school-based assess-
ment. At the beginning of the period under review, with the adoption of the
Review of School-Based Assessment, there was a shift from norm-referenced to
criterion-based assessment of students. Furthermore, the focus of the assess-
ments widened. ROSBA had recommended the determination of competency in
four domains:

(i) the acquisition and exercise of specified cognitive skills in a particular
subject (process competency);

(ii) the acquisition of specified content in a particular subject (content com-
petency);

(iii) the acquisition and exercise of specified practical skills in a particular
subject (practical skill competency);
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(iv) the manifestation of affective responses in so far as they are manifested in
overt performance. (54)

Criterion-based assessment is particularly complex; as the Blackburn report in
Victoria suggests and as a Queensland University Education Department team
notes, "its practice is fraught with complex theoretical and operational
difficulties" (55). During the forthcoming years, it is expected that further
progress will be made in the resolution of these difficulties. Teacher education
programs need to ensure student teachers are thoroughly conversant with such
developments.

Currently there is in Australia widespread concern about procedures which
allocate students, at the completion of Year 12, a single aggregate score which
summorises their school achievements and provides a ronk order of students. In
Queensland, this single score, the TE score, is based on school assessments
moderated by results on the Australian Scholastic Aptitude Test. The public
concern In Queensland has led to the estoblishment of a Working Party by the
Minister's Joint Advisory Committee on Post-Secondary Education and the Board
of Secondary School Studies to review all aspects of entrance to tertiary
institutions in Queensland; the issues under exploration include the effects on
secondary schools of tertiary entronce requirements and issues connected with
qualification for tertiary study, selection for limited tertiary places and the
effects on tertiary courses of tertiary entrance procedures.

There is an associated but wider issue, also under public scrutiny; this is the
form of the exit statement provided to students leaving school. At present in
Queensland, as in other states, informotion is provided only on levels of
achievement in the subjects studied. There is widespread concern over the
reporting of student progress and attempts to ensure that certificates or school
reports reflect as accurotely and comprehensively as possible the students'
achievements in all studies and, furthermore, provide informotion on their
participation in school activities and their personal qualities. It has been sug-
gested that such details would prove more useful to a wider range of users,
including the students themselves, than is the cose with current certificates.
Furthermore, it is difficult to assure students that all their school endeovours
are valued if only certain of the are the subject of assessment and report;
assessment procedures exert strong influence upon their selection of the
activities to Which they will direct their energy and talent. Again, it might be
expected that this issue will be addressed in the near future.

3. Nature of schools:

(a) Numbers

There has been a steady increase in the number and types of schools operating in
Queensland, particularly non-government schools. The number of approved non-
government schools increased by 13.7 per cent between 1979 and 1986, compared
with an increase in the government sector of 6.5 per cent. In 1979, there was a
total of 1,567 government and non-government primary, secondary and special
schools, while in 1986 this figure was 1,693. The number of teachers employed
in 1979 was 25,339 while in November 1986 there were 31,317 teachers in
primary, secondary and special schools, this represented on increase of 23.6 per
cent (56).

(b) Diversity of schools

There has been considerable diversification in the types of schools in which
Queensland children are educated. In the government sector, Senior Colleges
have been opened of Hervey Bay and Alexandra Hills. These represent a new
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concept for educating Years 11 and 12 students. A middle school, catering for
students from Years 4-10, was opened in Roma in 1987.

One important dimension of the plurality which exists in the Australian society is
parental aspirations regarding the climate of tne schools in which their children
will be educated. In the non-government sector, there has been a marked
increase in the number of Fundamentalist Christian schools and the number of
pupils being educated in Montessori schools has also increased. In Queensland, as
elsewhere in Australia, there is the emergence of a trend in the desire of some
parents to assume total responsibility for the education of their own children
within their own homes.

Recent implementation of satellite technology strategies has meant major advan-
ces for the schooling of some rural and isolated students, an excitinO example
being the current Mount Ise School of the Air trial. Services to pupils have also
been enhanced in the state system through such initiatives as the Priority
Country Area Program, the expanded Remote Schools Video Tape Scheme, the
Isolated Children's Special Education Unit, and developments in preschool and
primary correspondence programs. A further example is the new Distance
Education Centres opened in 1987 at Longreach and Charters Towers to cater for
isolated children in these areas from preschool to Year 10 levels. The extended
campus approach has enabled students at small secondary schools to broaden
their choice of subjects through special linkages with the Secondary Corres-
pondence School. A report which can be expected to exert a considerable
influence on distance education in the future in Queensland has recently been
completed by a Ministerial advisory committee (57).

4. Staffing of schools:

Analysis of the qualifications of teachers in Queensland schools (58) over the
period 1980-1986 shows a doubling in the number of teachers with four-year
qualifications (from 20.9 to 38.7 per cent). The proportion with three-year quali-
fications has remained relatively constant (39.9 to 41.3 per cent) and there has
been a welcome decrease in the number with fewer than three years of higher
education; the proportion in this group has been halved (39.2 to 20.0 per cent).
Table 1 summarises these trends.

Table 1: Qualifications of teachers employed in schools in Queensland, 1980-
1986

LEVELS OF EDUCATIONAL

QUALIFICATIONS OF

TEACIERS BY LEVELS OF

PERCENTAGES OF TEACHERS

SCHOOLING 1980 1981 1982 1983 1984 1985 1986

Four-year

Preschool 2.7 4.5 6.9 0.4 10.4 11.4 12.0
Primary and special 8.3 12.2 18.0 20.0 23.2 24.6 25.3
Secondary 41.3 45.0 51.2 52.5 55.5 56.5 57.8
Total 20.9 24.7 30.6 52.6 36.0 37.5 38.7

Three-year

Preschool 05.1 85.7 85.4 84.8 83.0 82.5 81.6
Primary and special 48.8 50.6 50.6 51.0 50.0 50.1 51.0
Secondary 22.6 23.7 23.9 25.2 24.4 24.2 25.5
Total 39.9 41.6 41.5 42.0 40.0 40.5 41.3

Less than three years

Preschool 12.3 9.8 7.6 6.0 6.6 6.1 6.4
Primary and special 42.9 37.1 31.4 29.0 26.7 25.3 23.7
Secondary 36.1 31.2 24.0 22.3 20.0 19.4 16.7
Total 39.2 33.7 27.9 25.4 23.2 22.0 20.0
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The presence within the teaching, force of almost a quarter of primary andspecial class teachers and a sixth of secondary teachers with fewer than threeyears of formal teacher education qualifications remains a cause for concern. Acomparison of the qualifications of teachers under the age of 40 with those oftheir older colleagues shows that only a very small proportion of the former nowhave fewer than three years of higher education:

Table 2: Level of teacher qualifications by age

AGE

PERCENTAGES

FOUR-YEAR THREE-YEAR
LESS THAN

THREE YEARS

Under 40 years

40 years and over

38.9

38.3

52.6

18.8

8.6

42.8

The changing age distribution of the present teacher work force Is shown inTable 3.

Table 3: Ages of teachers in government and non-government schools, Queens-land

PERCENTAGES

1980 1981 1982 1983 1984 1985 1986

20-29 47.0 45.4 43.3 41.0 3S.5 36.4 29.2
30-39

28.2 28.7 29.7 31.6 32.8 33.9 35.2
40-49

15.5 16.8 18.2 18.9 20.2 21.0 24.7
504.

9.2 9.0 8.8 8.7 8.5 8.6 10.8

The period shows a significant ageing of the teaching force. Although theentrants to pre-service teacher education programs include a substantial cohortof non - school- leavers (in 1986, 19 per cent of entrants to Diploma of Teachingcourses were aged 21 or over), the majority enter teaching at a young age. Thusthe figures in the above table disclose that the teaching force is becoming botholder and more experienced.

The number of overseas teachers coming to teach in Queensland has alsoincreased in recent years. Some have been required to meet the demand inshortage areas such as mathematics and science, languages, commercial subjectsand manual arts. The employment of teachers from other backgrounds and cul-tures provides new perspectives within the teaching service and has beenencouraged by all relevant authorities.

Reasons for the changing demand for teachers include: an increase in thenumber of children attending preschools, the government's policy concerning thereduction of class sizes*, an increase in the overall number of children of school
The targets recommended by

the Parliamentary Select Committee on Education were:
25 in Years 1, 2 and 3

30 in Years 4 to 10

25 in Years 11 and 12, and
25 in mixed year groups (composite classes).

63 38.



age in Queensland* and the increasing retention rates in Years 11 and 12 which
were discussed earlier in this chapter.

Changes to the Education Act which widened the scope, provision and mode of
special education services have also meant modifications to the demand for
specialist teachers. In particular, the gradual implementation of a policy of
placing children in their "least restrictive educational environment" has resulted
in larger proportions of children with mild to moderate intellectual handicaps
being catered for in the regular school system, rather than in segregated special
settings. This development has significant implications for teacher education.

Closer links between TAFE colleges and secondary schools aimed at providing
broader, more relevant curriculum options in the post-compulsory school years
have meant modifications to the way upper secondary sc.hooling is conceptualised
(especially in reference to non-academic areas) and in the teaching force
required.

Changing demands for teachers are also inevitable in the light of the responsi-
bility for schooling throughout the Torres Strait Islands having been assumed by
the Department of Education from 1985.

Support for the further professional development of teachers is available in a
variety of forms; this issue is addressed in Chapter 7. At this stage, it may be
noted that while the colleges and universities offer a large array of formal
award courses which can be undertaken by teachers, only a limited number of
places is available in any one year.

Both the state and non-state school systems offer a number of short, non-award
courses for the benefit of their staff. Those offered by the Department of
Education include Excellence in Teaching, Effective Reading in Content Areas,
and Basic Literacy in the Primary School. The Early Literacy In-Service Course
(ELIC) has involved state, Catholic and other non-government schools and has
been very popular amongst teachers. In non-government schools, in-service
courses focusing on ethos, philosophy and values have increasingly been offered,
and have enhanced the quality of the learning environments in those schools.

Further professional development opportunities have been afforded to teachers in
recent years as a result of specific Teacher Development Programs. One
example is the School Community Initiative Program designed to involve the
community in identifying local school needs and to assist teachers to devise
strategies which will develop their capacities to satisfy those needs. The
progressive reduction of Commonwealth funds for professional de.,eloprr.ent pro-
grams has been noted and criticised (see Appendix IV: In-Service: Continuing
Professional Development: Resources), from the end of 1986 specific funds for
the Professional Development Program were discontinued.

A significant development within the state system is the growing emphasis on
the provision of consultancy services that are school-focused (rather than school-
based). A number of non-award courses including some of those mentioned above
are being backed up and followed through with school-focused consultancy
services.

The satellite system offers new possibilities for the provision of in-service
education for teachers; already there are moves in this direction**, with a
piloting of the ELIC program under way in 1986.

This increase is in part due to interstate migration patterns.

These are discussed further in Chapter 7.
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Current patterns in the deployment af teachers continue to stress the generalist
rale of the primary school teacher and the specialist (subject matter) role af the
secondary school teacher. These conceptualisations of the roles of teachers may
not endure. Already there is concern that teachers of adolescents should be able
ta facilitate the growth of their students across the wide domains of the school
program rather than seek merely to develop competencies in specific subject
areas. At the primary level, changes in the clientele of schools and in the gools
of the school programs are leoding ta a questioning of whether the concept of
generalist teacher, across all areas of the curriculum, is a tenable one, even with
the support of speciolist teachers on staff and visits by advisers. Education 2000
gives a hint of a changing conception:

"Leorning environments far students in Years P-6 could continue ta be
organised predominantly on a home-room/home-teacher basis, with
specialist teachers serving in a consultancy capacity as required.
Environments for students in Years 9 and 10 could continue to be
organised predominantly on a specialist-facility/specialist-teacher ba-
sis but with particular teachers taking clusters af subjects ta preserve
a home-group feeling as for as prccticable. Years 7 and 8 could
provide a progressive transition from one approach to the other." (59)

It may well be that the future will see even greater changes in what is
perceived as desirable for and achievable by primary and secondary teachers.

A further change in role which would have a significant effect an teacher
education is envisaged: the creation of positions on school staff which, through
offering a new type of career opportunity, would permit very competent teachers
to remain in the classroom. This possibility is foreshadowed in Education 2000:

"It is proposed that consideration be given to the development of
career opportunities for teachers wha wish to provide leadership in
the areas of teaching excellence and curriculum knowledge, and ta da
so as practising teachers." (60)

and in the state government's Education Policy Initiatives (October 1986):

"Ta encourage gifted teachers to remain in the classroom as a career,
a Master Teacher concept, with appropriate monetary rewards, will be
developed ,far both schools and colleges."

Such a development could create an opportunity for more effective school
experiences for teacher education students and the induction of new staff as
well as the implementation of school and staff development programs.

5. Participation by the Commonwealth government in education:

In addition ta the ongoing role of the state in education, programs have been
developed by the Federal government in the last decade which aim at redressing
disadvaWage and catering far perceived outstanding needs in porticular areas.

The Karme! Committee in 1973 highlighted the existing inadequocies af the
school system in meeting the needs of some groups and, endorsing a philosophy
af equality af opportunity, advocated special funding support by the Common-
wealth to achieve for these groups three objectives: equality of opportunity,
enjoyable and fruitful school experience and the development of the schools inta
new 'open' institutions, less alienated from their communities. Groups who were
the focus af special concern were: the socio-ecanomically disadvantaged, non-
English-speaking migrants, Aborigines, residents of remote areas and children
with disabilities. Since its formation, the Commonwealth Schools Commission
has continued ta provide additional support under its Special Purpose Programs
ta those schools, in both the government and non-government sectors, whose

65
40.



enrolments include significont proportions of students from these groups. In
oddition the priority groups identified by the Commonweolth hove widened over
the yeors to include, for exomple, girls, eorly school leovers ond gifted ond
tolented students. By Januory 1987, the Commonweolth Schools Commission wos
supporting the following progroms:

Disodvontoged Schools Progrom
Porticipotion ond Equity Progrom
Bosic Leorning in Primory Schools Progrom
Speciol Educotion Progrorr
English os o Second Longuoge Progrom
Ethnic Schools Progrom
Country Areos Progrom
Educotion Centres Progrom
Projects of Notionol Significonce Progrom:

Arts in Educotion
Aboriginol Educotion
Educotion of Girls
Support for Bosic Leorning
Professionol Development
Multiculturol Educotion
Technology in Schooling
Innovotions in School Orgonisotion. (61)

Stote ond territory goverr.ments ond non-government educotion outhorities hove
olso developed progroms and resources oimed ot improving the quolity of
educotion for members ui 'nese groups, sometimes, but not olwoys, in response
to the Commonweolth Schools Commis Ion's initiotives.

6. Trends for the future:

The chonges outlined obove, while vorying significontly in their detoils, never-
theless exhibit o number of common feotures which moy be importont indicotors
of trends which ore likely to continue into the future.

The increosing role of the school and its community in curriculum development
ond the estoblishment of closer links with the working environment represent on
importont trend for the coming yeors ot leost. The consequent chonges which
will occur in schools hove implicotions not only for the workings of the schools
themselves but olso for the woys teochers ore prepored for teoching in these
schools.

It seems likely thot, olthough the ropidly exponding dato bose ond the cpplicotion
of new technology could be o centrolising force in curriculum development, there
will continue to be o strong pressure for greoter decentrolisotion of curriculum
development ot both the school ond regionol levels. This will be necessory to
ensure flexible, relevont ond ropid responses to locol community needs. There
moy well be increosed tension between opposing moves towords cer.rrolisotion
ond decentrolisotion.

There hos been progress in Queenslond towords improving interaction ond
portnership between schools and their communuties in the educotion of children,
but there is room for further development. Mony members of the school
community ore octively porticipoting in the life of the school to on extent
unheord of o decode or so ogo. This level of interoction of school ond com-
munity is chorocteristic of oll levels of schooling, especiolly the preschool stoge.
In estoblishing effective links with their communities schools need to be owore
of the existence ond Influence of non-school -bosed educotionol progroms such os
those offered by commerciol orgonisotions ond by the medio. The preporotion of
teochers needs to poy heed to these developments.

41. '.,.r, 66



One fac or constraining community-school interaction at the local school level is
the mobility of both the teaching force and of community members (see earlier
discussion). The Board's July 1985 census of all teachers in Queensland sought
from each principal information on the length of time each teacher on staff had
been employed at that schoW. The median length of time was 2.5 years. Only
just over a quarter (27.2 per cent) had taught for five years or more at their
present school and almost as many (26.6 per cent) had been on the staff of that
school for less than a year.

Table 4 presents an analysis, showing the percentages of teachers in preschools,
primary, special and secondary schools in varying sizes of schools, who had fewer
than two years' experience at that particular school.

Table 4; Mobility of teachers, Queensland, by size of school. Percentages of
teachers who in July 1985 had taught at present school for less than
two years

LEVEL OF SCHOOLING

SIZE OF SCHOOL

(i.e. No. of Teachers)

1-9 10-19 20-49 50*

ALL

SCHOOLS

Preschool 66 66

Primary 54 49 32 37 39

Special 59 45 50 50

Secondary 74 51 48 40 43

These figures suggest that it must be extremely difficult, given also a relatively
mobile population of families, for the school or the community to achieve a firm
Identity, an identity which could be regarded as a prerequisite to effective
school-community partnerships. Randell (1984) identified fourteen challenges
facing educators in Australia in the 80s: the first of these was the difficulty of
establishing fruitful relationships between school and community, her final chal-
lenge was the achievement of the participation of parents with students and
teachers in decision-making about what the schools are for and what should be
done for young human beings and the engagement of the community in edu-
cational issues in terms of integrated policies (62).

The attitudes of potential participants in interactions are shaped by past policies
and practices and by the perceptions each group has of the other's role and
attitudes. In earlier eras, interactions between schools and their communities
were more limited in degree and in focus than current policies advocate.
Further development in this field Is, then, contingent upon procedures which will
modify, where need be, existing attitudes. A Board study in July 1984 sought
from secondary school principals their views on projected developments, the data
are illuminating: 92 per cent approved closer connections between schools and
local communities and almost as many (90 per cent) favoured greater use by
schools of expertise available in the local community. However, only 51 per
cent desired increased involvement by school communities In school curriculum
decisions (63).

It would seem that there is o particular challenge to teacher education: not only
must teachers be helped to develop attitudes and skills appropriate to school-
community interact ;on, but they must also develop those skills which will enable
them to "tune in" to the particular orientations and needs of a series of school
communities.
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The effects of technology will be significant in future conceptions of the roles of
the learner and of the teacher, and have obvious implications for teacher
education.

At present, teacher education programs are designed to prepare teachers for
working with specific age groups: in early childhood education or in pre-
schools and primary schools, or in secondary schools or In TAFE colleges. The
prospect of changes In the organisation of schooling has implicat'3ns for the
structure of teacher education programs. In the future attention will need to be
paid to the preparation of teachers who work with students in post - compulsory
years, as links between secondary schools and TAFE colleges strengthen end as
the number of senior colleges expands.

Finally, we deed to consider the likely learning environments of the future. The
changes which will take place in learning environments will be dependent upon a
number of factors including:

government policies;
. funding for education and teacher education;

the role of the community, including the working environment, in helping to
determine educational change;
the pressures placed on the education system as a result of the increasing
demand for education and re-education; and
the impact of technology.

The learning environments of the future can be assumed, an the basis of current
and emergent trends in the schools and in society at large, to be likely to exhibit
the following characteristics:

organised for the implementation of a care and elective program designed to
foster student development in a diversity of areas of knowledge and ex-
perience and in the mastery of a range of learning processes;

personalised and caring, marked by responsiveness -Ind flexibility in meeting
students' educational and developmental needs;

involving a suitable ba'unce of cooperative and competitive relationships,
fostering skills and attitudes appropriate to effective social interactions,

involving students, in a developmentally appropriate manner, in school affairs;

utilising assessment practices which emphasise processes as well as outcomes
and which promote self-assessment and a gradual assumption by students of
responsibility for their own learning;
information rich, with utilisation of information technology, in urban, rural
and remote locations, and oriented to assisting students to achieve progres-
sive mastery over technology as a tool in learning and to enhance their ease
and confidence in being effective members of a modern, post-industrial
society;

developed as learning resource cerres, recognised as but one of the learning
environments of students, which include also the home, the workplace and the
community centres, with the school capitalising on learnings achieved it
other places and assisting students to integrate their leornings;

effectively linked with the community;
staffed by professionals, assisted by a variety of resource people from the
community as well as system and regional' specialist advisers;

comprising a range of students diverse in age, cultural background, abilities,
life goals;
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. comprising groups of students organised on varying bases and taught by
varying arrangements of cooperating teachers;

located in a diversity of schools and of school structures.
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CHAPTER 4

THE TEACHERS IN THEIR SCHOOLS AND COMMUNITIES:
TEACHER ROLES AND TEACHER QUALITIES

Views expressed in submissions and at public meetings

Many comments were made about the additionat shifts and hnowtedge teachekz
wowed requite in the 6utuke because o5 the inc/ceasing comptexity o5 society.
At the same time, At was recognised that teachet4 would continue to need to be
able to plan Son teakning, to manage the teatning envikonment, and to monitor
and evatuate petlimmance.

The abitity to communicate e66ectivety with students, cotteaguez, and the
community was seen to be an .important quality. This was ketated to teacheks'
abititiez to invotve parents and the community in 4choot poticy and practice,
and to organise apptoptiate activities. For this to occur, teachet4 wowed
need the relevant attitudes and shills including an awakeners o6 the needs o6
industry and commence dekived 6kom meaning6ut involvement with these sectoks.
Communication with divekze communities, inctuding muttitingucl communities,
was recognised a. requiring 4/eclat shifts. Special cOmMuniCattve SIZALCA were
seen as: necessaky 6ok intekaction with students having speci6ic teakning
di66icuttie6 and theit parents, students lion whom Engtish is a second
language, handicapped chitdken, the gilited, very young chitdten and with pito-
044ionae suppokt pekzonnet.

The issue mss raised o6 the sociat wet6ake rotes in which teachekz are
inckeazingty becoming invotved: acting as suppoktekz and counsettoks, serving
as patent substitutes and con6idants, identi6ying and tepotting suspected
child abuse, and sometimes assisting students and pakentz with pet4onat
ptobtems. Some consideted that ptoliusionat pennons with the appuptiate ex-
pettise were sequined, but othekz sett that teachekz were in the best posi.tion
to assume these totes.

An extension o6 the we o6 teachekz in 6acititating teakning and hetping
students to become autonomous teaknekz, white at the same time sekving as
their academic guides, was highlighted. Thus teacheks would inckeasingty need
to be consultants, project okganizekz and kezoukce pennons, such notes neces-
sitating a high degkee o6 ptanning ability. With the inc' ease in advanced
technnotogy, teachets needed to have a 6.ihm knowledge and undekstanding 06
technology and its applications, and the ability to use this technology within
the ctasskoom as well as to capitatize on the out -o6- school teatning
oppottunities it cteated lion students.

Many respondents con44:deted that teachekz showed have a deep undekztanding 06
human development and o6 ti6e. Theit caking approach would inctude suppokting
students and ckeating developmental oppottunitie4 bun them. Sume eummentatou
consideked the teacher's note as a tkanzmittek o6 knowledge to be paramount
604 producing use6ut, skilled, and motivated individuats 6ok society, but most
emphasized the importance o6 a Love of; teakning and enthusiasm liolt teaching.

Many submission wnitekz consideked that teachekz should be welt- educated per-
sons with a knowledge base adequate to the discharge 06 thew teaching tote, a
sound undekstaniing o6 theories o6 education and the abitity to ke6tect this
undekstanding in theit practices, and attitudes amokupuate to thew member-
ship o6 the pto6ession.
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The atttibutez o6 teachetz outtined above ate indicative o6 the majo/E viewz
exptezzed; howevet they ate not meant to teptezent an exhaurtive tizting o6
the quatitiez zeen az dezitabte boa teacheizz in a changing zociety.

Views epressed by students

During International Year for Youth in 1985, in a survey of the attitudes towards
schools and schooling held by students in Years 10, 11 and 12, the students were
asked: "What constitutes a good teacher?" (1). Their responses are shown in Table 5.

Table 5: A good teacher: student views

FREQUENCY OF

MENTION

(No. of responses:

6,645)

110

RESPONSE

Caring, understanding, encouraging, helpful, patient 1,569 23.6

Communicates, explains subject well. makes learning

enjoyable/interesting 1,031 15.5

Fair discipline, unbiased, doesn't have favourites 608 9.1

Friendly 463 7.0

Gives individual attention, interested/involved

with individual students 458 6.9

Humorous 448 6.7

Can control class/disruptive students 366 5.5

On the same level as students 363 5.5

Respects students, listens to students 356 5.4

Knows subject 186 2.8

Interested in subject, teaching 147 2.2

Can share n confidence 102 1.5

The Board's perspective

The Board recognises that teachers play a variety of roles and therefore requi :-.. o
range of competencies. These roles derive from learners' needs, societal needs,
changes in the roles formerly performed by other societal institutions, tht roles and
functions assigned to schools, and employing authorities' staffing policies. Not only
are these roles diverse in origin but they are enacted in various locations: in the
classroom, in the school, in the home, in the local district, in professional gatherings
and study centres and in the community at large. While teaching/learning activities
with students as focus are a major element of teachers' tasks, the staff play other
central roles. as curriculum planners, as decision-makers within the body corporate of
the school, as supporters and counsellors of the young, as resource persons, as students
themselves of the local and wider society, as interpreters of school policy and of
schooling, as advocates for education and as members of the profession, contributing
to that profession and extending their own professional competence.

Drawing upon all available sources and having particular regard to the emerging
nature of schools and society, the Board has arrived at a view of the competencies
which it believes are required of teachers if they are to enact effectively their
multiplicity of roles. As is always the case in deliberations of this nature, the Board
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has envisaged a profile of competencies which might be said to constitute the "ideal"
teacher. We share with the NITE Committee (2) the understanding that no teacher
will be likely to perform equally well in all of his or her ascribed roles but that the
"ideal" constitutes the proper basis for considering the goals, processes and content of
teacher education. It provides, too, an Informed basis for decisions about the
selection of entrants to teacher education programs. Moreover, the existence of aportrait of the ideal offers the reflective teacher engaged in self-evaluation a
stimulus to further improvement.

For each individual teacher, the profile of his or her relative strengths and weaknesses
becomes the significant factor affecting the quality of education offered and the
quality of his or her contribution to the school, community and profession. Beyond
this, the Board is guided in its thinking by the fact that, except in the case of a one-
teacher school, students attend not a class but a school staffed by a group of
teachers. The climate and effectiveness of the school are dependent to a large
degree upon the principal's leadership and the collaborative working together of the
staff. This view emphasises not so much the particular attributes of each teacher but
rather the complementary strengths of the members of the teaching team. Thus, it is
probably unrealistic to expect that all staff of a school will have outstanding strengths
as diagnosticians or as creative users of the new technology or as curriculum analysts.
Provided, however, all staff have developed the various competencies to an acceptable
level, the presence on staff of colleagues with outstanding strengths in a particular
area can, in a collaborative atmosphere, serve to enhance the performance of teachers
with less developed competencies in this area. Further, ready access to specialist
support staff can enable teachers to extend .'ne domains in which they can offer
quality education. Thus, teacher education programs need to help student teachers
not only to acquire and develop the defined competencies but also to develop a view
of their role as members of a teaching team and to develop those attitudes and
orientations which will enable them to draw upon others' strengths and to contribute
their particular talents to the staff and student body of the schools to which they are
appointed*.

It is recognised that teachers-to-be cannot develop all their competencies during the
pre-service teacher education stage; development is 0 career-long process.

There hove been some attempts to define the competencies which beginning teachers
need. The most detailed analysis is that provided by the NITE Committee (3). In
their conceptualisation of characteristics which distinguish young teachers from their
more experienced colleagues, they described differences of degree rather than of kind,
in relation to that aspect of the teaching role which is enacted within the classroom.
They described a developmental path where, with experience and continuing pro-
fessional development, teachers may be expected to acquire greater knowledge and
integration of knowledge, deeper awareness, enhanced understanding of education as a
process and extended pedagogical skills and competencies. A difference of kind as
well as of degree was postulated in relation to teacher roles (and therefore required
competencies) in professional interactions with other staff, in functioning as a member
of the school community, in contributions to the profession and in interactions with
parents and community. But it should be noted that in almost every domain there
were presumed to exist in beginning teachers a level of competency.

Evans (4) has approached the task of distinguishing the behaviours of beginning and
experienced teachers from a different perspective, focusing on the developmental
nature of teaching competence and on the kinds of cognitive processing carried out by
teachers. He distinguishes developmental levels in terms of whether teachers are able
to focus, in the classroom, on single or multiple elements; whether they operate out
of a fixed model or one with a relational focus; and whether they are limited to

* School architecture trends which facilitate cooperative teaching are clear. For example, in
1986 37 per cent of all normal classroom spaces in Queensland Education Department primary
schools were multiple area teaching spaces; 46 per cent of primary schools had some such
spaces.
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recognising and utilising models of teaching in a familiar setting or whether they are
able to change contextual and setting elements to suit students' needs.

A view from the field of beginning teachers' competencies is provided by the Board's
research on the induction of beginning primary teachers (5). Groups of respondents
were asked to rate a number of !terns in terms of their Importance for success in the
beginning teacher role.

Table 6: Perspectives on desired characteristics of beginning teachers - rank order
of items for each group, listed by overall rank order

ITEM

NO. ITEM

OVER-

ALL

RANK

LEC-

1URERS

INSPEC-

TORS

EXPERI- BEGIN-

PRINCI- ENCED NBC
PALS TEACHERS TEACHERS

44 Ability to communicate effectively

with children 1 1 1 3 2 2

6 Genuine interest in and liking for

children 2 2 2 1 1 3

11 Enthusiasm in carrying out

teaching role 3 3 3 2 3 6

18 Commitment to teaching 4 4 4 5 7 9.5

33 Patience and self-control 5 9 9.5 8 4 4

15 Willingness to accept advice

and guidance 6 25 5 4 10.5 7

4 Ability to effectively discipline

pupils 7 25 14 9.5 5 1

14 Proficiency in use of English

(including fluent speech) 8 6 11 9.5 6 17.5

22 Readiness to seek advice 9 15.5 9.5 7 13 13.5

7 Warm approach 10 12 7 13 10.5 17.5

12 Knowledge of teaching methods

in major curriculum areas 11 8 17 14.5 8 11

26 Ability to provide an appropriate

atmosphere for learning 12 5 15.5 19 15 9.5

29. Industrious approach to teaching 13 28 6 6 12 30

16 Awareness of professional responsi-

bilities associated with being a

teacher 14 21.5 8 12 9 21

It may be noted that there is marked consensus among the views of the public
response to Project 21, the IYY student study and these groups of teacher educators,
departmental officers and teachers.

It is clear that much research and analysis are required before there can exist an
adequate basis for clarifying competencies required by teachers on their first appoint-
ments to schools. A major problem facing both researchers In this field and teacher
educators preparing the beginning teachers Is the dependence of role performance on a
number of contextual forces. Determin...tion of the knowledge, skills, competencies,
attitudes and values desired in beginning teachers must rest on a number of
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assumptions, including the following:

(a) Assumptions about the likely characteristics of students entering teacher
education, in the future; this in turn, while dependent on the status of the
profession and the economic scene, raises questions about selection procedures.

(b) Assumptions about what can and ought to be achieved in the first stage of
teacher education. Involved are not only goals but also practices in teacher
education institutions and the extent to which pre-conditions for goal achieve-
ment ore present.

(c) Assumptions about likely relationships between teacher education institutions and
their graduates, at least during the early years of teaching.

(d) Assumptions about likely practices of employing authorities (e.g. placement of
and support to beginning teachers; the profile of staffs of schools, especially
senior and advisory staff; school organisation).

In Project 21, the Board has made recommendations about selection procedures; these
changed procedures would lead, in time, to a changing profile in the teacher education
student cohort, and the Board's conception of beginning teachers' competencies is.
based on this altered profile (Chapter 5). Recommendations are also made about the
goals and practices of teacher education so that teachers might attain certain pro-
ficiencies and orientations (Chapter 6). The Board's recommendations about the
organisation and delivery of in-service opportunities (Chapter 7) and its perception of
the attributes of professionals (Chapter 2) are also intended to foster the development
of appropriate competencies. The Board has noted, furthermore, (Chapter 3),
present trends in school staffing and organisation and support to schools, trends which
are likely to lessen the isolation of the beginning teacher and which therefore will
support the teacher in his or her induction into the profession, facilitate the effective
utilisation of his or her early competencies and promote the further growth of these
proficiencies.

Before presenting its conclusions about required competencies, the Board wishes to
emphasise that the successful exercise of their professional roles requires not only
commitment on the part of the teachers but also the support available to them.
Firstly, the quality of teachers' decision-making in all the arenas of their performance
is influenced by the time and opportunities available to them for adequate
preparation, study and reflection and collegiate discussion. Secondly, there is a need
for school-level and system-level encouragement of teacher participation in decision-
making and for the institution of procedures and structures that both recognise and
facilitate this participation. Thirdly, the pre-eminence of their professional roles
must be recognised in school- and system-level allocations of responsibilities and
tasks. Fourthly, school staff can be expected to work best within a community
climate which understands the intricacies of their roles and the complex determinants
of school outcomes and which provides for these staff informed support; such a
climate needs, of course, to be fostered by teachers, through their interactions with
and responsiveness to the community.

The Board has conceptualised teachers' desirable roles and competencies as occupying
four dime-isions or domains: orientation to and preparation for change, knowledge and
values, communication and decision-making.

The rate of change in the society and the high probability of further change clearly
require teachers with personal and intellectual qualities which enable them to adopt
both a critical and a positive orienfotion towards the evolving society. Only suchteachers are likely: to be alert to indicators of emerging needs; to work with
students in a way which will make their education exciting, challenging and relevant;
and to create a school and classroom climate which will support the development in
students of the personal attributes they will need during their schools days and in
their post-school lives. Such orientations, by themselves, are not enough; they need to
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be accompanied by appropriate knowledge of the surrounding society and by pro-
fessional pedagogical knowledge which will enable teachers to facilitate their students'
learning.

The knowledge base for teachers embraces both knowledge of the disciplines and of
how that knowledge may be translated in ways appropriate to the developmental levels
of their students. It includes also pedagogical knowledge. The value base comprises a
valuing of learning and excellence and a valuing of all students.

The third domain which describes teachers' roles is communication. Effective com-
munication is not only a pre-requisite for effective teaching but also is a means of
fostering the ends of promoting desired interpersonal relationships with and among
pupils, with school colleagues, with members of the local community, with members of
the school system and of the teaching probssion and with members of the wider
society. This perception of communication emphasises the Board's perspective t,r1 the
teacher as a professional in the classroom and school and in the wider community.
There is, especially in the information society, a further critical aspect of com-
munication: teachers' knowledge and use of information technology in the teaching-
learning situation, it school administration, in their own professional development and
in the promotion of the image of education in the wider society. The third component
is language skills. Teachers must understand the role of language across the
curriculum and be able to develop students' facility in language use. They must also
understand, and help students to understand, the role of alternative non-verbal symbol
systems.

Finally, teachers' roles include decision-making. Significant decisions are made at the
classroom level, within the school setting, within the system and within the commun-
ity. The decisions affect the well-being of students, the effective functioning of the
school, the mobilisation of community support for education and the quality of
teachers' contribution to policy planning and implementation.

These four domains are analysed in some detail. In the case of each, a number of
components is identified, and a set of broad criterion behaviours or characteristics is
derived for each component*. Appendix V presents an elaboration of these criterion
behaviours, providing a range of examples of each.

DIMENSION I: CHANGE

Component A: Orientations towards change

Criterion I The teacher possesses personal qualities that orient him or her to-
wards change.

Criterion 2 The teacher possesses intellectual qualities that orient him or her
towards change.

Component B: Preparation for change

Criterion I The teacher is prepared pedagogically for change.

Criterion 2 The t ocher has acquired knowledge of the wider social context.

DIMENSION II: KNOWLEDGE AND VALUES

Component A: Knowledge

Criterion I The teacher is proficient in curriculum development and inter-
pretation.

Criterion 2 The teacher facilitates and encourages learning.

The Phase II Working Party and, in turn, the Board found useful the structural apprc3

adopted by the Secondary State Sihoul PrinLipd16. A4401141011 dt their State Conference on

"An Agenda for Excellence". (6)
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Criterion 3

Criterion 4

Component B:

Criterion 1

Criterion 2
Criterion 3

DIMENSION HI:

Component A:

Criterion 1

Criterion 2

Criterion 3

Criterion 4

Criterion 5

Criterion 6

Criterion 7

Component B:

Criterion 1

Criterion 2

Criterion 3

Criterion 4
Criterion 5

Component C:

Criterion 1

Criterion 2

Criterion 3
Criterion 4

The teacher's classroom practices are designed for optimal learn-
ing.

The teacher is skilled in the approaches required for classroom
management.

Values

The teacher values learning and excellence.
The teacher values all students.

The teacher is aware of the diversity of values in the society.

COMMUNICATION

Interpersonal relationships

The teacher promotes and develops participation skills, high morale
and cohesion among students.

The teacher nurtures and promotes successful and proficient inter-
personal relationships in the classroom.

The teacher develops productive interpersonal relationships as a
member of the school team.

The teacher develops productive interpersonal relationships with
members of the local community.

The teacher develops professional interpersonal relationships with
members of the school system.

The teacher develops and maintains professional interpersonal re-
lationships with other members of the teaching profession.
The teacher develops, encourages and maintains effective inter-
personal relationships with members of the wider society.

Information technology

The teacher is technologically literate and uses technology, par-
ticularly Information technology, to facilitate learning in the class-
room.

The teacher encourages the teaching of media studies to facilitate
the development of media literate (including visually literate),
free-thinking and critically aware students.
The teacher is able to have input into the use of technology for
school administration purposes.

The teacher uses technology for professional development.
The teacher uses information technology to promote the image of
education in the wider society.

Language skills

The teacher has an understanding of the role of language in all
curriculum areas and is able to develop in others facility in the
use of language.

The teacher has an understanding of the role of alternative non-
verbal symbol systems in communication and is able to foster
student understanding of the significance of those systems of lan-
guage.

The teacher possesses facility in the use of appropriate language.
The teacher has an understanding of language diversity and an
ability to foster the learning of all students.
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DIMENSION IV:

Component A:

Criterion 1

Criterion 2

Criterion 3

Component B:

Criterion 1

Component C:

Criterion 1

Component D:

Criterion I

Criterion 2

DECISION-MAKING

Decision-making In the classroom

The teacher is able to make responsible and confident decisions
relevant to the students' well-being.
The teacher exercising on area of responsibility (e.g. pastoral care,
subject master, head of deportment) is able to make decisions that
recognLe consequential effects of these decisions upon students.
The teacher makes on input into the decision-making process of his
or her subset within stoff and/or school community, e.g. a subject
deportment, extra-curricular program.

Decision-making in the school

The teacher participates in and contributes effectively to the
decision-making process as a member of staff and of the school,
e.g. staff meetings.

Decision-making In the system

The teacher makes effective use of the decision-making mecha-
nisms of the overall organisation of which the school is a port.

Decision-making in the community

The teacher contributes to and participates in decision-making in
the wider community.
The teacher assists students in making decisions relevant to their
role in the wider community.
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CHAPTER 5

QUALITY TEACHERS: RECRUITMENT AND SELECTION

Views expressed in submissions and at public meetings

The izaue o4 aetection evoked comideubte comment. The/Le was acme auppott
bon the Lae o4 the TE acote as the 4ote chitaion bon enthy, phimahity on the
grounds o4 objectivity, etedibitity and ptacticabitity. Further_, some saw any
4hohtcoming4 in the ptedictiue value c,4 .this measure being overcome .through
enhotment in a yeah o6 aenetat atudiez, aucceaa in which woutd indicate
adequacy o6 abitity in tettiaty study; tha could, moaeoveA, o66eh de4eament
04 caue/L choice. It WM6 claimed at4o that dependencc on the TE acme
rat towed adotezcentz' invotvement in school then* a44ecting the
chauctetizticz 04 potentiat 4utute intahea to the pho6e44ion.

The majohity o6 he4pondent4 believed selection 4houtd be bazed on a dive/Laity
04 ptocedutez zo that there might be au44icient negated to other attubutezethical .to e64ective teaching. Moat o4 theae teapondenta envizaged a mnimum
TE acme aupptemented by one on move o6: intaviewa, zchoot aepottz,
te4euncea 4/tom ptincipatz, peuonatity and aptitude teatz, biopaphicat
upottz and evidence o6 .involvement in community worth. Atmoat alt commented
on the azzociated phobtem4: aecuting vatid and tetiabte petzonatity and
behaviouhat data; eztabtiahing compatabiti.ty o4 such data achozz zchoota; the
di44icutty o4 jurtiking subjective judgmentz; the di44icutty o6 combining
objective and 4ubjective data; the phobtem4 netating to the inthoduct4on o6
interview ptocedukez; the potentiat bon maniputation; and the queation 04
eatabtizhing public con6idence in meaamez c,4 &Leh atttibutez.

Many betieved that petaonatity vatiabtez and meaautez o4 bekaviouh and
aptitude were o4 &Leh aigni4icance that 4utthet exptohation was wattanted,
with thiating and monitohing o6 a diawity o6 phoceduhe4. °theta were o6
the view that the di44icuttiez were inaupeubte. Othetz again betieved that
6ince teacher education programs Oaten. 4unthet petzonatity devetopment,
aetection on &Leh ciUtetia Wab inapptoptiate. Some di66ehent4ated oetween
ctiteiLia Got 4etection bon teachers edacation and selection bon emptoyment.
Some 4oteaaw di44icuttiez in applying .these vatiouz ctitecia to the total pool
o6 appticant4 but auggezted theih 4eazibitity in at resat some cazez: those
with bondettine TE acotez and .those 60n whom a ketativety tow TE Luke (but
not below the minimum) waz accompanied by 4thong support 4/tom the puncipat.

Moat teapondentz advocated continued auppott and counzett4ng throughout the
.teaches education phogham 4o that those not suited to teach4ng could be hetred
to n6et4-6etect" out o6 the ptogtam and change theit careen azp4hat4ona.

The/Le waz aomc auppott ban a uquitement o4 6ati64acto/ty ach4evement 4n
EngL<Ah and Mathematicz and, bon intending 4econdahy teacheaa, aat4a4acto/ty
achievement in netevant aubject areas.

The phOtraiOn 06 ptacea bon matuke-age entaanta waz u4uatty endorsed. In
addition, some attezzed the de4ihabitity o6 wo/th expetience plum to entry;
many advocated a bteah between school leaving and the commencement o6 teacher
education to provide bon peatct maturity, the acquia4t4on o6 hetevant 6lktt4
and orientation, and a mote inimmed careen choice. There was come support
bon expetience az a .teacher aide phioh to enthy, the togi6t4c dc44icuttiea
being recognised.
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Phopohtionat heptezentation o6 the wideh poputation wan conzidehed by a number
as dezihabte. The/Le waz atoso zpeciat advocacy by come 604 an incheaze in the
numbehz o6 men in the intake te ph2mahy ,teacher education progirams, and 06
ethnic ghoupz leapeciatty Abohiginea and TO/1.0 Sthait Iztandehz). However.,

the concept waz oppozed by a majohity, phimahity becauze o6 pempectivea 06
zo.:tat injuatice. Some who zuggezted propoirtionaC hephezentation identi6ied
di66icuttZez and many woutd zuppont the concept only £5 att ztudentz met the
minimum zetection etitehia. Some zuppohted the eatabtizhment o6 bhidging
couAzez, provided adequate zuppoe phoceduhea were inztituted.

Finatty, come heapondentz were concerned about the e66ect o6 the image o6 the
pho6ezzion on the attnact.Zon o6 zuitabte appticantz; they betieved that a more
pozit2ve not ahoutd be gaged by achoot zta66 in encouhaging ztudentz to zeek
thiz career and that the/Le zhoutd be greater e66ohtz to tezzen what were zeen
as cuhhentdaincentivea.

Teacher supply needs

(a) Numbers

At the time of the previous enquiry (Bassett Report, 1978), it was estimated that
primary school enrolments would continue to increase until 1980, but then be followed
by a period of steeply declining enrolments during the 805, secondary school
enrolments were predicted to irk.rease from 1980 to 1986 and then decrease until
1990, with Hu: 1986 level of enrolments not expected to be achieved again until 1994.
Taking account of these data ,:nd or erojected trends in siudent.teacher ratios, annual
loss rates of teachers, state government policy on staffing ceilings, release of
teachers for study and the increasing ratio of lay to religious teachers in Catholic
schools, it was estimated that the numbers of graduates required annually from pre-
service courses For primary schools over the period 1979-1989 would decrease from
1,267 in 1978 to 665 in 1988 and, in the case of secondary teachers would increase
only slightly from 1978 to 1982 (from 888 to 942) and thereafter would fall sharply to
a figure of 500 by 1988.

During the period 1978 to 1986, the numbers graduating from pre-service teacher edu-
cation courses fluctuated, diopping from 2,263 in 1978 to 1,286 in 1982 and then rising
again to reach a total of 2,221 in 1986.

Using the same variables as the Bassett Committee*, the Board of Advanctd
Education Committee on Teacher Supply and Demand (1) has calculated the
appointments needed each year from 1986 to 1994 in the various sectors of schooling.
These are shown in Table 7 below.

This Committee considered also the source of supply of new appointments to the
Queensland teaching service over the past several years. Over the period 1980 to
1984, there .,as a decline in the proportion of appointments to schools each year who
were new graduates. This was largely due to the appointment of substantial numbers
of additional teachers in order to reduce class size. Some of these appointments were
teachers who had completed their professional preparation some years ago and some
were graduates from interstate or overseas. While the Board of Advanced Education
Committee and the Board of Teacher Education see virtues in the addition to the

.ensland teaching force of some teachers trained in other states and overseas, both
groups also believe an appropriate balance has to be achieved between such
appointments and local graduates. There are clearly advantages in employing teachers
who have been prepared in Queensland teacher education courses ge,...ed to meeting
the special needs of schools and students in this state. Motet...et, particularly in
times of limited places in teacher education programs, it is vital to satisfy, as far as

Tox recent rapid increase in part.cipdtion rate:, in the final yearn of secondary schooling

was noted in Chapter 3 (page 20).
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possible, the legitimate career aspirations of school leavers. Employing authorities
are understood to consider a ratio of 80 per cent new graduates to 20 per cent other
appointees as desirable. On this basis, the Committee has estimated, as also shown
in shown Table 7, the supply of new teachers required to achieve gradually this 80:20
ratio.

Table 7: Appointment of teachers needed to meet estimated requirements 1987-1994

TOTAL APPOINTMENTS

REQUIRED

TOTAL KEW GRADUATES

RECO/MOW

PRIMARY

PRE- AND

SCHOOL SPECIAL

SECOND-

ARY TOTAL

PRE-

SChVOL

PRIMARY

AND

SPECIAL

SECOND-

ARY TOTAL

1987 250 1,515 1,685 3,450 155 1,065 930 2,150

1988 215 1,880 1,450 3,545 147 1,110 1,000 2,257

1989 200 1,850 1,220 3,270 150 1,180 1,000 2,330

1990 170 1,990 1,290 3,450 140 1,240 1,045 2,425

1991 165 1,740 1,320 3,225 140 1,300 1,065 2,505

1992 165 1,775 1,410 3,350 140 1,400 ,,140 2,680

1993 175 1,950 1,425 3,550 140 1,450 1,155 2,745

1994 190 1,935 1,520 3,645 145 1,500 1,220 2,865

Source: Board of Advanced Education Committee on Teacher Supply and Oemand, 1986

Thus Queensland is in a situation of a projected rising demand for teachers. To
secure these numbers of graduates, taking account of average progression rates in
teacher education courses in recent years, and the varying lengths of programs, the
Committee on Teacher Supply and Demand has estimated a need for substantial
increases in intakes into pre-service teacher education programs. The numbers pro-
posed for the years 1986 to 1990 are shown in Table 8. In 1983 a 10 per cent in-
crease over 1987 intakes is proposed, with annual increases in the following two years
dropping to 6 and then 3 per cent.

Table 8: Proposed intakes into pre-service teacher education courses

EARLY

CHILDHOOD PRIMARY SECONDARY WHEW* TOTAL

1986 (actual) 180 1,457 1,141 143 2,921

1987 170 1,495 1,195 145 2,905

1988 170 1,645 1,245 145 3,205

1989 170 1,755 1,320 145 3,390

1990 165 1,820 1,360 165 3,490

Ot r: Music, Physical Education, Agricultural Science

Source: Board of Advanced Education Committee on Teacher Supply and Oemand, 1986

58.

*Ra



Pre-service teacher education in the Queensland advanced education sector currently
comprises approximately 26 per cent of the EFTS enrolments in this sector. If the
present growth rate of 5 per cent per annum in this sector is maintained, it would be
possible to achieve proposed teacher education enrolments in 1988 only by dis-
advantaging required growth in other areas.

(b) Character'stics of entrants to pre-service undergraduate teacher education
courses

(i) Ages

Approximately 63 per cent of students entering pre-service teacher education
courses in 1986 were allocated a TE score on the basis of school ratings obtained
in Queensland in 1985. The remainder were, in,-the main, entrants who had
undertaken work or other experience between leaving school and commencing
their teacher education programs.

Of the total intake of full-time students into these courses, approximately
four-fifths were aged under 20 years, and a small but significant proportion were
30 years of age or older.

(ii) Aboriginal and Torres Strait Islanders

A feature of the teacher education scene over recent years has been the
establishment of special entry and special support schemes designed to increase
the nvenber of Aboriginal and Torres Strait Islander teachers in Queensland
schools. This initiative was instituted originally by the Townsville College of
Advanced Education (now part of James Cook University of North Queensland)
which developed a seven-semester Diploma of Teaching (Primary) program;
students completed the first two semesters of the course and additional budging
and cultural studies during three semesters and then joined the rest of the cohort
for the remaining four semesters. By 1986 enclave programs had been developed
for these students in the areas of early childhood and primary education (James
Cook University and Brisbane College of Advanced Education), and a special
entry to the Diploma of Teaching (Secondary) was offered at Brisbane College of
Advanced Education.

(iii) Tertiary Entrance scores

In Queensland the TE score is a global measure of a student's achievement in
senior secondary school subjects. His or her s.hool results are adjusted, through
the use of the Australian Scholastic Aptitude Test, to remove arbitrary inter-
school and inter-subject differences.

A scrutiny of the TE scor of all school leaver entrants to degree and dip-
loma courses in higher education in 1986 indicates a negatively skewed dis-
tribution, with relatively higher proportions found in the upper TE score ranges
than in the lower. This distribution is :,town in Figure 2. Some 18.7 per cent of
all such entrants enrolled in the pre-service undergraduate teacher education
courses*. The profile of the TE scores of these students differs markedly from
that of the total cohort, as indicated in Figure 3. (Figures 2 and 3 appear on
p.60.)

We can determine the extent to which these school leaver entrants to teacher
education courses are representative of the spread of achievements (as indicated
by the TE scores) of the entrants to higher education courses by calculating the
percentages of the teacher education students who might be expected, on the

* Entrants to pre-service concurrent courses; that is, excluding higher education enxiants who

will later undertake a postgraduate pre-service diploma course, and entrants to McAuley

College.
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basis of the profile of the total cohort, to have TE scores in the various bands.
These calculations give rise to Figure 4, which shows that these students are
significantly underrepresented in the higher TE score range (920-990) and
overrepresented in the TE score bands below 875.

Figure 4: Year 12 entrants to pre-service teacher education courses, 1986
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An analysis of the profiles of students entering the various teacher education
courses indicates that courses preparing teachers for secondary schools (Diploma
courses at Brisbane College of Advanced Education and the Bachelor of Educa-
tion course at James Cook University) enrol fewer high achievers than do those
preparing primary teachers. It is in the Diplomas of Teaching in Physical Edu-
cation and Early Childhood that those with higher TE scores tend to enrol.

Within the Diploma of Teaching (Secondary), the TE scores of students vary
considerably according to area of specialisation. The median TE scores for the
1986 intake groups were:

Physical Education* : 920 Manual Arts : 845
Art : 915 Science : 840
English : 890 French : 840
Music : 880 Social Science : 840
Drama : 860 German : 835
Mathematics : 860 Home Economics : 835

Commercial : 800

A final statistic highlights the comparison: although these pre-service courses
account for 18.7 per cent of the Year 12 group enrolling in degree and diploma
courses in higher education, these students represent only 9 per cent of all
entrants with TE scores above 900, and 31 per cent of the group with TE scares
below 850 and those granted special entry. It should be noted that some of the
students who enrol in degree courses in, for example, arts, science and
commerce, will later enrol in postgraduate diplomas to undertake pre-service
teacher education programs; we have no data on the entering achievement levels
of these students.

This type of achievement profile of entrants to teacher education is probably
not confined to Queensland. For example, the 1983 minimum selection aggre-
gates for entry to various courses at the University of New South Wales and
University of Sydney indicate that at both universities, the Education courses had
almost the lowest required aggregate. For example, at the former, the minimum
for Medicine was 409, but only 280/281 for B.Sc./Dip.Ed. and B.A./Dip.Ed.; at
the University of Sydney the comparable scores were 425 and 314 (2).

RECRUITMENT TO THE PROFESSION

TE scores are the only data available to the Board on the achievement levels of
students entering teacher education. While such scores are not true measures of stu-
dents' ability, one would expect a high degree of relationship between achievement as
defined by this score and ability. The challenge to teacher education and to the
profession of teaching is to attract a higher proportion of the more able students, at
Year 12 level, to teaching. This challenge has been noted in Australia and overseas
(see Appendix IV, p.10).

In the second section of this chapter, we examine in detail the characteristics which
we believe should be sought in entrants to teacher education programs. These include
certain personality and behavioural traits as well as ability and higher cognitive skills.
Not all young people of high abili+y are suited to the profession of teaching; what are
required are people with the intellect, the drive and the personality characteristics
necessary to be successful in the profession. At this point in our discussion, we con-
centrate on the former.

The need for highly capable people in the teaching profession is highlighted by:
. the complexity of the teaching task, and the need for problem-solving skills and

creativity (see Chapter 2);

This program prepares teachers for primary and secondary schools.

7,
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the intellectual demands of a mastery of modern pedagogy (see Chapters 2 and 6);

the dependence of performance of many of the teacher's roles (see Chapter 4) on
intellectual competence; for example, intellectual qualities oriented to change
(including enthusiasm for learning, intellectual curiosity and the valuing of learning
and of excellence);

the critical influence of teachers on the young, as role models and as facilitators
of learning.

Clearly it is not possible to achieve a situation where all teachers are drawn from the
ranks of the very talented. Further, if our prediction of increasing patterns of co-
operative teaching among school staff is accurate, we can achieve our ends through
ensuring that increased proportions of entrants to the profession are drawn from the
higher achieving groups. If, for example, we wished to draw teachers from the most
academically able 15 per cent of the population, teaching would need to secure 44 per
cent of this group; the other professions require their "fair share". The problem at
present, as indicated by the preceding statistics, is that teaching does not draw its
"fair share" of the very able. This has a negative outcome in terms of the future
leaders of the profession and of the image of the profession itself.

Teaching does not suffer from lack of applicants to its pre-service programs. In 1986,
there were 3,393 applicants listing primary teaching as their first preference, for
1,221 places; in the secondary sphere, the numbers were 1,906 applicants for 700
places. What the profession of teaching requires is an increase in the number of
academically able school leavers with a strong desire to be teachers.

One determinant of the attractiveness of the profession to new recruits is the public
image of teaching*. In Chapter 2 we examined this issue, noting the limited mecha-
nistic views of teaching often held. To this we would add the widespread lack of
knowledge about the extent as well as the complexity of the teaching role, and the
greater community prestige accorded to professions such as medicine and law (a
prestige in part associated with professional conditions of work and with expected
financial rewards). A further fnfluence at work may be the fact that entry to the
other professions is through completion of an undergraduate degree program while for
teacher education the pre-service course is a diploma course**.

This public image is compounded by the fact that for adolescents other professions
have the attraction of something new, an occupation of the adult world. Having been
themselves participants in the education process for some twelve or thirteen years,
they believe that they know about teaching. And yet it is a limited view they have,
unaware of the depth of knowledge, the processes of planning, the skilful control of
the complexity of variables that underlie classroom teaching and unaware of the pro-
fessional roles teachers enact beyond the classroom. Without direct guidance and
assistance they are unlikely, too, to be aware of the challenge of the giving of self, a
challenge which provides a major source of professional satisfaction to teachers.

The Board believes this issue of quality of applicants is one of great urgency. It may
be, as the American reports reviewed in Appendix IV suggest, that until teaching ex-
hibits all the characteristics of the established professions (particularly professional
autonomy), people of talent and creativity will not find teaching attractive. However,
while, as we indicated in Chapter 2, we support the growth of extended professional-
ism, we believe that action could also be taken now to increase community and
student understanding of teaching with a view to enhancing the status of the profes-
sion. There is need to be more successful than we have been in the past in securing
public understanding and valuing of the complex and demanding role of teaching and
the centrality to the well-being of the society of the adequate excution of that role.
The approaches which are outlined below require an initiator, and the Board believes

* See Figure 1, p.10.

** The Board addresses this issue in Chapter 6.
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it would be appropriate for it to act in this role, in conjunction with other concerned
groups.

The Board recommends

1. that in conjunction with the profession, employing authorities, teacher edu-
cation institutions and teacher organisations the Board promote the image
of the teaching profession through sponsoring or encouraging the further
development of activities such as:

the encouragement of teachers and the profession to take an active role
in recruitment, through nurturing and supporting the interest of young
men and women in teaching as a career, particularly those able students
who display relevant personal characteristics such as warmth, creativity,
concern;

. the encouragement of work experience programs for secondary school
students in innovative and supportive schools which create for the stu-
dents the opportunity to appreciate the excitement and complexity of
the teaching role;

. a scrutiny of all currently available careers information on teaching and
the production of videotapes and other materials which seek to convey
the challenge and the professional rewards of teaching and the current
and emergent career possibilities within the profession;

. the encouragement of teacher education staff in higher education insti-
tutions to visit second y schools and to discuss with school students the
Rods and processes of their programs;

. the encouragement of teacher education staff in multidisciplinary higher
education institutions to establish and maintain dialogue with able
undergraduate students who might be attracted to a career in teaching
and to foster a range of activities for these students which would allow
them to explore this interest;

. the .institution of annual seminars for able Year 11 and 12 students,
nominated by their schools, held at Townsville, Rockhampton, Too-
woomba and Brisbane, the purpose being to foster their interest in
teaching, to create the opportunity for them (through discussions with
senior officers, academics and teachers) to share in a sense of excite-
ment about the role of education in society and their potential contribu-
tions.

In addition to such initiatives, the Board believes tnat the selection procedures it
recommends in the following section will also serve to enhance the image of the pro-
fession and thus to attract high quality recruits. The following comment, from
Scotland, is applicable in Australia:

"... stringent selection systems ale, paradoxically, themselves a factor en-
couraging recruitment. The prize of a place seems to many worth
competing for. The morale of successful candidates is heightened, leading
to more positive motivation to the course, as well as a better public image
for the profession.

Essentially, the aim of recruitment is to increase the numbers of poten-
tially suitable candidates who put themselves forward, because they are
positively attracted into teaching." (3)

In common with other countries, Australia shares the problem of a scarcity of
teachers for mathematics and science. Although there has been some increase in the
numbers of teacher education students specialising in these subjects, the demand foe
well-qualified teachers in these areas far exceeds supply. The Board's concern was
such that in 1983 it established a Working Party to consider the problem (4). That
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Working Party documented the extent of the shortage, by ascertaining in 1984 the
qualifications (subject matter and teacher education curriculum studies in the area) of
teachers teaching a 5 per cent sample of mathematics and science classes in Queens-
land government schools. Each class in the sample was categorised as follows:

Group 1: Those classes taught by teachers whose qualifications had been obtained by
major curriculum studies and major content studies in that subject.

Group 2: Those classes taught by teachers whose qualifications had been obtained
through minor curriculum studies and minor content studies in that subject.

Group 3: Those classes taught by teachers whose qualifications included substantial
content studies but no curriculum studies in the class subject.

Group 4: Those classes taught by teachers whose qualifications comprised minimal or
no content studies and no curriculum studies in the class subject.

Table 9: Teachers of mathematics and science - class teacher qualifications by cate-
gory, year and subject

SAMPLE GROUP GROUP GROUP GROUP

SUBJECT SIZF 1 (%) 2 (%) 3 (%) 4 (%)

Year 8 Maths 65 25 (38) 18 (28) 6 (9) 16 (25)

Year 9, 10 Maths 137 56 (41) 26 (19) 8 (6) 47 (34)

Senior Maths 87 58 (67) 17 (20) 5 (6) 7 (8)

Junior Science 177 118 (67) 33 (19) 3 (2) 23 (13)

Earth Science 2 1 (50) 1 (50) 0 0

Biological Science 42 35 (83) 4 (10) 1 (2) 2 (5)

Multistrand Science 9 3 (33) 6 (67) 0 0

Chemistry 22 15 (68) 5 (23) 0 2 (9)

Physics 19 10 (53) 4 (21) 1 (5) 4 (21)

Maths 289 139 (48) 61 (21) 19 (7) 70 (24)

Science 271 182 (67) 53 (20) 5 (2) 31 (11)

TOTAL 560 321 (57) 114 (20) 24 (4) 101 (18)

These data show that teachers with no or minimal content studies and no curriculum
studies in the subject had responsibility for 25 per cent of Year 8 and 34 per cent of
Year 9 and 10 mathematics classes and for 21 per cent of physics classes. Overall,
such teachers taught 18 per cent of all classes in mathematics and science.

No local studies have been condi. -ted on the level of mathematics competence among
primary teachers but in their examination of the Education 2000 submissions the Re-
view Committee (5) noted that a teacher education institution pointed out in its sub-
mission that many teacher education students had struggled t reach Year 10 level in
mathematics and science.

As the Working Party indicated, the problem is continually compounded: the teaching
of mathematics and science classes by inadequately qualified teachz.rs promotes poor
student attitudes and diminished achievement; this lends to a reduced cohort of
applicants for teacher education places with competence and enthusiasm in these
subject areas, which in ti..rn preserves the cycle of poor outcomes at the school level.
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The Working Party recommended an increase in the number of scholarships and
bursaries offered for pre-service teacher education courses in mathematics and
science. It also suggested that bursaries be offered for the first year of the course
and to students undertaking undergraduate degree courses in mathematics and science
who intended to proceed to postgraduate teacher education in the field.

The issue is particularly significant in a society which must become more techno-
logically competent and scientifically and mathematically more aware.

Commercial and industrial corporations are seeking an ever-increasing number of
young people with the knowledge, skills and enthusiasm needed for them to play a
productive role in the development of Australia's technological industry base. Such
corporations clearly have a vested interest in the quality of mathematics and science
teaching in the schools.

Clark et al. (6) report a pilot program undertaken os a collaborative effort involving
the School of Education at the University of Massachusetts at Amherst, a network of
public schools in Boston, the Massachusetts High Technology Council and the Digit&
Equipment Corporation through its Educational Services Unit. The pilot program
aimed at recruiting quality graduates in mathematics, science and computing into a
postgraduate teacher preparation program spread over fourteen months. The program
commenced with an intensive eight-week summer school conducted by the University
and master teachers in the local schools. Candidates then undertook two full-time
paid internships of one semester each, one in a public school and one at Digital
Equipment Corporation, during which a further two courses per semester were taken
at the University. One of the two courses in each semester was conducted by the
Digital Corporation. A second summer sc!iool was then devoted to assimilating
'earnings from the two internship settings and further exploring educational appli-
cations of current technologies. For the three years after completion of their
program the graduates who taught in Massachusetts public schools were guaranteed
paid part-time employment at Digital.

A number of aspects of the pilot program are significant:

the use of professionally designed recruitment materials which stressed quality,
selectivity and challenge appeared to have attracted excellent candidates, most of
whom would otherwise not have entered teaching;

the most attractive features of the program to candidates included the internships
in schools and industry and the combination of long-term opportunities in education
with those in industry and high technology;

group interviews at Digital with prospective peers and with school and industry
employers proved to be a highly effective recruitment mechanism;

the benefits perceived by the Digital Corporation of its collaboration in the
program included the strengthening of mathematics and science education in the
schools; the contribution to the business success of the corporation made by the
new insights provided by interns; enrichment of senior Digital staff through their
involvement with students; the informed perspective on the use of the computer in
educational settings which graduates would bring to the school arena; and the
mutual understanding and opportunities for interaction between Digital managers
and educational leaders.

The Board believes that similar long-term benefits could flow to Queensland corpora-
tions active in the areas of science and technology from a closer involvement in
teacher education. While there may be merit in piloting a special program, there is
already scope for the offering of scholarships and bursaries for teacher education
which carry with them an cgreement to provide work experience during the course and
options for a continued relationship with the sponsor, possibly involving part-time
contract or vacation work, during the teacher's subsequent career.

66.

91.



There are other areo-, of shortage in secondary schools and clearly action such as that
proposed below by the Board to attract teachers for mathematics, science and
technology could also be applied to a range of other fields.

The Board recommends

2. (a) that consultations be held among business and industrygroups, teacher
education institutions, school authorities, teacher organisations and
professional associations, to devise ways of stimulating increased
interest in the teaching of mathematics and science:
that community, service and business organisations be requested to
consider ways in which they might collaborate with teacher education
institutions to enhance the image of

SELECTION FOR ENTRY TO TEACHER EDUCATION PROGRAMS

The summary of views expressed in the submissions to Project 21 (presented at the
beginning of this chapter) indicates concern about the appropriateness of current
selection procedures.

(b)

Selection for entry to higher education

There has been, in relation to the wider issue of selection for entrance to higher
education, mounting public and academic concern. (See also Appendix IV, page 11.)
This concern has been explored in depth in a recent discussion paper prepared by a
Commonwealth Education Portfolio Discussion Group (7) and also by Beswick et al. (8).

The problems that- have been identified cover a wide range of issues, e.g.:

Because of competition for places, threshold requirements have, in essence, been
replaced by rank order position. In Queensland, for example, in 1987, there was a
total of 37,135 applications; only approximately 23,300 could be offered places.
Among these were 18,101 school leaver applicants, to whom only 11,000 places
were offered.

There is an imperfect correlation between aggregate secondary sc.I.u.:.! score and
performance in higher education study.

The assumption that such a process is "fair" bears scrutiny. As the Commonwealth
Education Portfolio Group points out, fairness is a procedural not a substantive
concept, and there is need for clarity on what is and what is not being compared.
This group concludes:

"Behind the straightforward opting for 'fairness' as a principle lie far-from-
straightforward choices between the values of effort, ability, achievement,
potential and need, along with the problem of measuring and comparing
whichever of them we choose to rake into account." (9)

Equality of access to higher educatic.i, by certain subgroups in the society, is im-
perilled. (Some special entry schemes attempt to overcome this.)

Because applicants for entry to higher education come from a diversity of
educational backgrounds, there are problems of comparability of aggregate scores
such as the TE score.

The use of the aggregate score imposes higher education institution requirements
on schools. Moreover, where Year 12 students arc, required to select all their
subjects from a restricted list, the school experience of the students is narrowed.

Some .nstitutions are now moving away from sole dependence on this aggregate score
for selection. Beswick et al. identify, for example, account being taken of work ex-
perience, teacher assessment of student potential, descriptive assessment, socio-
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economic circumstances of disadvantage, the language spoken in the home, evidence
of geographical isolation and other possible circumstances of disadvantage. While
they note problems associated with the use of such criteria, they conclude that:

"... it would be consistent with the nature of institutions of higher learning
to be open to the richness and variety of tvman experience. They need to
take these qualities into their admission procedures."

As we noted in Chapter 3 (p.37), a Working Party to review tertiary entrance has
been established in Queensland.

Selection for entry to teacher education

The above criticisms and concerns about general tertiary entrance apply al.o to
selection for entry to teacher education. In addition, selection issues specific to this
area of higher education arise from a consideration of the roles and competencies
which will be required of practitioners in the profession.

For the past decade or so, there has been a recognition of the importance in
professions such as teaching of personal qualities (10), but a seeming inability to
translate into action the logic of utilising information on such qualities in the
selection process. The 1978 Bassett Committee did recommend that:

"For students entering on the basis of school attainments, the tertiary
entrance score should be used es a threshold defining the lowest acceptable
limit for candidates. Above this point all candidates should be regarded as
acceptable on academic grounds, and should be selected on other criteria
(If further selection is needed), including their success in the course." (11)

Similarly, the NITE Committee recommended that:

"Entrants, other than mature-age and special-entry candidates, should meet
specified minimum academic standards which should not be adjusted
downwards to maintain intake numbers. These standards should indicate
that the entrant is in the top quartile academically for his age group.
Where there is an excess of applicants meeting these criteria, further
selection could take into account school reports, references provided by the
applicant, and interviews or other testing arranged by the institution." (12)

In spite of these recommendations, however, and in spite of the excess of applications
over the number of available places, Queensland and other states have continued, in
general, to use the aggregate score as the selection criterion for school leavers. In
some courses, there are requirements relating to special abilities (e.g. music, art) and
most institutions have developed special procedures to screen mature-age entrants and
special entry groups such as Aborigines and Torres Strait Islanders*.

Other Professions have begun to use multiple criteria for selection of entrants,
focusing on attributes required in the practice of the profession, for example,
Newcastle University School of Medicine (which is discussed below). The University of
Sydney now requires its Social Work entrants to have completed one year of tertiary
study and to have demonstrated an interest in social welfare or social policy or know-
ledge of another language and sensitivity to cultural differences.

Wilson and his colleagues at Moray House College in Edinburgh, who have been
involved in the development of new selection procedures for entrance to teacher
education, draw attention to the need for "developed" selection procedures:

"The study of selection practice by other people centred occupations
highlighted the way in which all aspects of the process of occupational

The Board believes that it is important that access to tea-her education should be maintained

for such groups.
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entry, viz. recruitment, selection, troining, probotion ond full membership,
were seen to be interdependent, ond olso the voried opprooch of different
orgonisotions. Selection procedures could be chorocterised os 'developed'
or 'undeveloped'. Developed systems poid ottention to recruitment, to
identifying job-reloted skills, quolities and ottitudes for ossessment, to
devising procedures whereby evidence could be collected over on oppro-
priote time-scale on the extent to which condidotes showed the potentiol
to develop such skills ond quolities, to identifying ond troining o suitoble
ronge of ossessors, ond to monitoring the procedures for development. On
these criterio selection for entry to the teoching profession in Scotlond,
ond in other countries, cleorly reflected on 'undeveloped' model." (13)

The Boord believes thot the time hos now come to odopt selection procedures for
entronce to teocher educotion which obondon sole relionce on the TE score, and which
focus on a ronge of relevont ottributes. The Boord notes thot selection bosed on TE
score is a relotively recent phenomenon in Queenslond. It hod been the eorlier proc-
tice for opplicants to be interviewed ond to provide references; this informotion was
token into account in their selection, olong with their ocodemic results. These eorlier
proctices gove explicit recognition to the importonce of :loth ocodemic ond personol
chorocteristics. This some recognition is occorded in procedures commonly odopted
todoy in the selection of moture-oge condidotes ond condidotes from minority bock-
grounds. The Board urges a wider bose for selection becouse of its views on the
pre-eminence for effective teoching in the schools of the future of certoin quolities
ond chorocteristics. In Chopter 4 the Boord hos identified o ronge of roles which
teochers will be required to enoct; this set of rees serves to identify competencies
which teochers must have. In orriving of its recommendotions, the Boord hos sought
to respond to the . oncerns which were expressed at its public meetings ond in the
submissions it received.

Characteristics desired in teocher education entrants

The competencies of relevonce to the stoge of entry to teocher educotion progroms
include:

(i) intellectuol obility, especiu'ily,problem-solving ond higher cognitive skills,

(ii) high levels of school achievement, ocross o ronge of subjects;

(iii) competence in orol ond written communicotion;

(iv) competence in mothemotics ond, increosingly, competence in living in the tech-
nologicol society;

(v) personol chorocteristics, st,ch os:

. outonomy, initiotive, resourcefulness

. odoptobility ond flexibility

. creotivity

. genuine concern for children ond oppropriote ottitudes to oil child-
ren

. obility to relote well to others, copocity for empathy

. voluing of excellence ond leorning.

The Boord is concerned thot entronts to teocher education progroms frequently hove o
very norrow course of study ond o limited ronge of experiences in secondory school.
If the notion of a core curriculum were to be introduced, oil oppliconts would hove o
much more oppropriote bockground for their teocher educotion studies. As we hove
indicoted in Chopter 4, teocher educotion entrants require breodth of secondory school
studies, o degree of fomiliority with the mojor domains of knowledge ond of their
interrelotionship.. The Boord hos noted eorlier the value of such o brood secondory
education for all )dolescents (see Chopter 3, p.35). Pending the introduction of o
brood core of secondory school studies, the Boord would hope (through the initiotives
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recommended earlier in this chapter to increase knowledge of and favourable attitudes
to teaching) that potential applicants might be counselled to select appropriate
courses and activities.

In discussions on selection in teacher education an issue frequently raised is the need
in teaching for a diversity of personal styles (e.g. 14). There is no one profile of the
"ideal" teacher and the range of students and of teaching/learning contexts requires a
diversity of teachers. While this is clearly so, nevertheless, there are characteristics,
such as those listed above, which seem at the least desirable, and probably essential,
in all teachers if the roles described in the preceding chapter are to be well executed.

There is not a sound body of research linking person,' characteristics at point of entry
to teacher education to later effectiveness as 'eache.c. Scha lock, in his review (15),
does however indicate that flexibility and adaptability are characteristics which
emerge from the current research scene as holding promise as selection criteria. Be-
yond the research data, however, our role analysis calls for certain characteristics in
teachers and we believe that we should seek to ensure the presence of these charac-
teristics in future teachers.

An issue which needs to be addressed is whether qualities designated as critical are
susceptible to development during the teacher education program. This question has
not been adequately addressed by research. However, some of those in the above list
seem unlikely, if they have not been achieved by late adolescence or early adulthood,
to be developed within a higher education program. This is particularly likely to be
the case for qualities such as autonomy and initiative, adaptability and flexibility and
creativity; these have their origins in early child-rearing practices and life experiences
during childhood and adolescence. It is conceivable that capacity for harmonious and
effective interpersonal relationships, a capacity for empathy art, positive attitudes to
children can be enhanced during the pre-service teache experience, but inappropriate
interpersonal orientations are unlikely, by the time of nenr-adulthood, to be modi-
fiable. The valuing of excellence and learning seems to us to be in a somewhat
different category; we can envisage the emergence of such values through par-
ticipation in a higher education program even when prior schooling and life experience
have failed to generate these values.

A further issue is relevant: where there is an excess of applicants over places, is
there not a sustainable argument that staff time is better spent on deN eloping pro-
fessional competencies than in attempting to change personality characteristics which
may well be resistant to change?

"The lack of careful and rigorous selection processes tends to throw
tremendous responsibility on the conscientious teacher educator to produce
'after entry' to the program important characteristics which are absent
'upon entry' ... I submit that remediation of this sort not only is time con-
suming and risky but enormously expensive - so much as to raise serious
questions about whether admission standards should be substantially revised
with the eye toward choosing students who already possess desired charac-
teristi .1s. I advocate this because we know considerably more about the
charucteristics of persons we prefer to have teach than are reflected in
current criteria, which are limited largely to gradepoint averages.' (16)

Roose et al. (1985) point out that the process of reacting to Ic:.:, than competent
individuals in their program drains staff and students of time and energy (17).

Issues of measurement

A question which must be asked is whether characteristics deemed desirable are
susceptible of valid and reliable measurement. In some domains this is clearly the
case: academic achievement, critical thinking ability, creativity, specific aptitudes.
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Recognising the criticisms thot hove been levelled ogoinst the present modes of
derivotion ond utilisotion of the TE score, the Boord owoits the outcome of the
deliberotions of the tertiory entrnnce Working Forty. The Boord would wont to see
the retention of o minimum level of performonce or obility such os thot indicoted by

the TE score*. In oddition to the TE score, the Boord believes there is need for the

inclusion of meosures of problem- solving ond higher rnentol obilities, of creotivity ond

of flexibility ond of doto on school performonce in specific subject oreos.

In the domoin of other personol chorocteristics, while some use is currently mode of

stondordised tests (e.g. Newcostle University), a more widespreod proctice is the
utilising of informotion gothered from school rotings ond repots, personol stotements

from oppliconts ond evidence of work with children. These con provide doto on school

performonce, on communicotive competence, ond on personol ond behoviourol

chorocteristics.

Dota derived from school rotings ond reports, providing there is coreful structuring

ond description of items, con provide highly relioble Informotion. Secondory school

stoff ore fomilior with the behoviours, ottitudes ond skills of students over o lengthy

period ond in a diversity of curriculor ond co-curriculor settings.

Additionol doto moy be secured from interviews, doto not reodily ovoiloble from ony

other source. Interviews ore olreody used in the selection of speciol entronts (18) ond,

in the case of one teocher education institution in Queenslond (McAuley College) oll

oppiconts ore interviewed. It moy be noted thot, in the United Kingdom, interviews

ore required. The Council for the Accreditotion of Teocher Educotion requires

institutions to provide on occount of their selection procedures. Further, the CATE
criterio stote thot selection procedures should involve on interview with eoch
condidote:

"Institutions should hove odequote procedures for ossessing whether or not

condidotes display the personol ond intellectuol quolities suitoble for teoch-

ing ond show evidence of professionol potentiol ..." (19)

At present in Scotlond eoch College of Educotion Is responsible for the selection of

Its own students, within the brood generol educotionol requirements thot ore pre-

scribed. In view of the concern thot much of the selection hos been hophozord, in-

consistent, unsystennotio ond perhops unfair, the Scottish Educotion Deportment corn

missioned o reseorch study by Moray House College of Educotion at Edinburgh (20).
The selection procedures which were developed ollocote o centrol ploce to the inter-

view**. The Newcostle University School of Medicine olso hos used, for the post

severol yeors, on olternattve to the HSC oggregote score for holf of its entronts eoch

yeor. This selection procedure olso centres oround on interview** (21). As Cooney
ond Vincent comment:

"... with oll its ossocioted donge:s of subjectivity, the interview provides on

opportunity for determining how the emotionol, ottitudinal ond creotive
quolities, captured in piecemeol foshion by o voriety of tests, combine in

the overoll personolity of the condidote."

However, the Board would hope that meaourea recommended to increase the attractivenets of

the profeaaion to able young people would mean, in time, that such a minimum TE score would

be of decreasing significance in the selection process.

The Moray House selection criteria include: minimum academic achievement, oral and written

communication, practical teaching ability, depth of character, interpersonal ehille, commit-

ment to teaching. Judgments ore based on writing tasks, self-assessment, performance in

leaderless dime:it:done, teaching tasks and reaponaea in the interview situation.

The Newcastle criteria include: achievement in public examinations, school -bosed assessment

(acaoomic traits, ability to participate in group activity), higher mental abilities

(standardised teat), creativity (atandardieed instrument), capacity for empathy and personal

integrity (projective teats) and supportive/encouraging behaviour, perseverance, tolerance

of ambiguity and self- confidence in interpersonal relationships (interview retinga).
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Some hold the view that selection for entry to the career of teaching should continue
throughout the pre-service program with guidance and feedback prompting the
students, in the case of those unsuitable, to decide for themselves to withdraw.
Clearly, this is a procedure of high merit. However, given the scarcity of places in
teacher education, there still remains the need to screen as effectively as possible
before admission to the program.

The Board favours the introduction of a selection procedure spread over a number of
months. The process would begin with potential applicants indicating their interest;
school reports* could be made available either by the end of Year 11 or the first
semester, Year 12; the interviews could be held during the next several months and
then final decisions made (by the institutions and by the applicants) when TE scores
became available.

Costs

The move from the use of a single criterion (the TE score) to a multiple set of cri-
teria, involving interviews, would increase the cost of the selection process. A
decision must be made: will the additional cost be justified by an improved teaching
force? The Board believes this is likely to be the case. The present selection cri-
terion is in essence unrelated to many of the attributes essential in the profession and
the teacher education program cannot fairly be charged with the task of developing
the required competencies and characteristics. As the Moray House team concluded:

"The key question, of course, is how much ... government and the teaching
profession are prepared to invest in selection and follow-up. The latter is
indispensable if our understanding of teacher development is to be en-
hanced, and if criteria of selection are to be developed in relation to the
varieties of competence involved in skilled teaching." (25)

Currently a proportion of each intake fails to complete the course and each year
some young teachers leave teaching for reasons relating to personal unsuitability.
These losse> represent substantial costs, some proportion of which at least could be
expected to be saved through the use of more appropriate selection procedures.

In the long term, particularly as we consider the complex roles of teachers in the
schools of tomorrow, saving of costs through the use of inefficient selection pro-
cedures must adversely affect the quality of education that will be offered in
schools, reducing the benefits to both students and the society.

The Board recommends

3. (a) that a new selection system for entrance to teacher education be
developed and trialled;

(b) that selection trials involve use of multiple criteria, particular con-
sideration to be given to combinations of:

TE scores,
data from school reports on school achievements, interests, con-
cern for children, talents, interpersonal relationships, oral and
written communication skills
data derived from standardised tests on higher mental abilities,
creativity and flexibility,
data derived from interviews on communication skills, commit-
ment, self-confidence.

The Board draws attention to a number of prerequisites which would need to be met
if such a new selection system were to be implemented.

Reports from other sources would be necessary in the cane of applicant-, not still at school.
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Clearly, there would need to be acceptance of the new procedures by the higher edu-
cation institutions offering initial teacher educatian programs; each institution Is res-
ponsible for its selection policies. The Board would seek to encourage a variety of
approaches to selection. Should these institutions be willing to explore the possi-
bilities of the utilisation of the suggested range of selection criteria, school staff and
employing authorities would need to be consulted and would need to indicate their
willingness to provide the required data and to participate in the regional panel inter-
views. Public acceptance, too, would be critical, requiring wide and detailed pub-
licising and discussion of the rationale and proposed procedures.

Accordingly, the Board recommends

4. (a) that in 1987 the Board convene a conference to which would be in-
vited representatives of the higher education institutions offering
teacher education programs to discuss the Board's proposals for selec-
tion-,

If one or more of these institutions expressed positive interest, then

(b) that a conference be convened to which would be invited represen-
tatives of teachers, teacher organisations and employing authorities to
discuss the proposals;

If the approval of this conference were gained and if the willingness of
school staff to be involved in the selection process were established,
then

(c) that the Board establish a Working Parma in 1987 composed of teacher
educators, employing authorities, teachers, teacher organisations and
community members to make recommendations on the selection cri-
teria to be used and to develop relevant procedures, rating scales and
instruments- and

(d) that there be widespread publicity of the rationale underlying the pro-
posed changes and the proccdures as recommended by the above
Working Party.

The Board also recommends

5. (a) that a higher education institution offering initial teacher education
be invited to trial selection procedures incorporating the Board's pre-
ferred set of criteria for its 1989 entrants to teacher education; and

(b) that there be a thorough evaluation of the pilot scheme.

6. that amended selection procedures be monitored through longitudinal
studies.
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CHAPTER 6

QUALITY TEACHERS: INITIAL TEACHER EDUCATION

Views expressed in submissions and of public meetings

Content ofi pre- service teacher education

Emphaai4 waz placed on the need to develop and implement teacher. education
programs which would produce teachers with teaching expeatise and apptoptiate
attitudes to pupitz, but who were atho weft- educated peasonz. They would also
zee themsetvez as active agents in theia own education. They would have
developed capacities Oa aegective thought and action, and would have e4tab-
tizhed a 6namegunk within which to examine wider 4ociat aad educational issues
and to mate e66ective teaching/teaaning expeAiencez bon pupitz. Such
teachers would necersatity have a view o6 themsetvez as independent thinkem,
and az engaged in a ti6etong study o6 teaching, the suaaounding wongd and
theia students. Rezeatch, inctuding action aeseaach in which they were
paAtitipantz, would guide thein educationag decision-making.

There wao wide endoitzement o6 the need to achieve, whatever model o6 teacher
education might be adopted, a sati,s6actoay and e66ective integnation o6 theony
and paactice. This waz seen to 'Je. dependent paatty on amaze ptanning and
imptementation and paatty on greater caggabonation and an e66ective paatneA-
ship between achoot4 and teat any inztitation4 in couase development.

Teacher education counties should, in the eyes o6 many tezpondents, allow ban
move paiaitipation in decizion-making by all those invotved, inctuding the
teatiaay inztitution4, 4choot at/266, student teachers, paaents and the widen
community.

Widesptead suppoat was 46oaded to the taadiionat components o6 leacher
education programs (tibeaat studies, cumicutum studies, Oundatton studies
and 4choot expeAience). There waz a need, Otequentty expressed, Oa the
organization and imptementatitn o6 the couases to achieve a nexus between
theory and paactice, and Oa the student teacheaz to acquire both paacticat
competencies and a staong theoneticat Oundation to guide thein paactice and
theia own continuing paqessionat development.

Coatent.and methodogogy appaopaiate to the 6osteAing o6 the cimactutistics o6
teachers descaibed in an eaatiet section went advocated. These chaaacteaiz-
tics related to peasonat and paqessionat intaaction4 with students, with
paaent4 and the community, and with cotteaguez. There wao emphasis on the
need 60t.pte-seAvice programs to prepare teacheas who recognised the divemity
o6 the achoot ctientete and who possessed attitude6 and pao6e44iona2 com-
petence such that they could sponsor e66ectivety the teaaning, development and
we26ane o6.agg thein students. Further, there was emphasis on the need to
.prepare teacheu who cout, wank e66ectivegy in a divemity o6 communities and
settings.

The achoot expeAience component was seen as a cititi.cat element in the pae-
seAvice program and there was widespread agreement that, in spite o6 recent
.improvements, ptobtems temain in achieving the intended goats o6 the
paacticww. These included:

77.

102



Cooperation and communication between schootz and .ternary education
institutions; .the need bon broad and schoot-speci6ic guidetines, joint
ptanning, consensus on /totes and purposes, invotvement by schoot sta66 in
inztitutionat activities and 06 tektiaky sta66 in schoot programs.

Supekviz ion 06 students by schoot sta66. Some caged the need 04
supekvizion onty by accredited .teachers who had been speci6icatty trained
04 this note, with 6kequent advocacy o6 the estabtizhment 06 positions 06
"master .teacher ", with speci6ic supekvizoky kesponsibitities. Some
thought it app4opkiate 04 pekOnmance 06 the supekvizoky note to be

tecognised as contkibuting to career prospects on to the 4equiuments o6
Oamat course awards.

whether .there shoutd be speciat payment 04 SUpelimihiOn on whether this
shoutd be regarded as pant 06 a .teacher's p4o6essionat usponsibitities;
416 there were to be zpeciat 4ecognition, some advocated the present system
06 payment shoutd be maintained but others betieved atteknatives shoutd be
considered.

Integkation o6 tektiaky studies and pAacticum experiences and 4ecognition
06 a range o6 on- campus expaiences designed to be pant 06 the total
pucticum component.

Need 04 better ptanning 04 the pucticum and the sequence 06 activities,
with cake6ut de6inition 06 the /totes and asponsibitities o6 alt pa4-
ticipantz and attention to the devetopmentat tevet 06 the students.

Optimat mganisation 06 the ptacticum - Length and timing ob schoot
experience.

Paobtems o6 seeming an adequate number o6 schoot placements; some
suggested that more than one student might be attached .to a supekvizing
.teacher.

Pkobtems o6 securing a dioeksity 06 experiences duking the pkacticwns a
wide vakiety 06 ctassuom settings and schootz (.including auaat schootz)
and extra-ctazsuom experiences with parents and community.

Pubtems pasentty associated with assessment 06 students.

Some Ott that an extension 06 the Length 06 the pre service pugum might
assist in the asotution 06 some 06 these mobtems; others Ott that the
sotution might tie in the estabtizhment 06 training 04 campus schootz.

A number 06 respondents sat: merit, and associated pubtems, in the
estabtishment 06 an .internship 04 students, uzuatty at on .towards the end o6
thPJA pre- service studies. The essence 06 the support Lay in the envisaged
oppoAtunities 04 the conzotidation 06 teaching and cuAAicutum devetopmant
shifts and .the gtaduated induction 06 the new .teacher into the p4o6ession.
The .intern would 4equike a tighten teaching toad .than .that aced by a
beginning .teacher. Typicatty during such an .internship, the .teacher would 4e-
ceive support 64om a designated senio4 sta66 member and, in the view o6 some,
6tom .tertiary sta66, thus 6acitZtating the process 06 diagnostic assessment.

Advocates 06 internship identi6ied, however, a number 06 ptacticat pubtems
which would need to be addressed: costs; detetmination 06 with toads, salary
and status 06 interns; assessment 06 interns; detekmination 06 4egistaation
status; study program 04 .interns; the need 04 nominated schools A.3 be

identi6ied, with a posskbte incuase in theik ctazsi6ication and entittementz;
the stab bing o6 nominated .internship schootz.

Induction

The centkat note o6 induction was achnowtedged by most respondents, but 64e-
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quent comment was made on the need OA a mote consistent, systematic and com-
ptehensive approach. Recognition by emptoying authoAities o6 the associated
tesoutce need% was urged.

Some tespondents saw the need Sot induction not onty OA beginning .teachers
but also Sot zeniot s.ta on promotion, teachers Stom intetztate and ovetzeas
and teachers te-entering the service age& a Lengthy absence 6Aom teaching.
This support should be made avaitabte when AequiAed by tnansSek and appoint-
ment decisions and not restricted to the beginning o6 the schoot year.

Some saw induction as the Aesponsibitity o6 the emptoying authotity and oS the
pakticutat zchoot. The cuttent attangements Sot induction were seen to be
adequate by some peopte, with the schoot being the best mitieu OA induction
and schoot staSS being the most appropriate resource persons. Others saw as
desiaabte the invotvement oS staSS Sum .teacher education institutions,
speciatist staSS, subject associations and community members.

It was considered that the peacement o6 beginning .teachers should Aecognise
the need Sot support. The experience oS some respondents suggested that tame
schoots with an administaative team wheu an expuaenced .teacher (oA .teacher
tutoA Oh =stet .teacher) coined be assigned speciSic tesponsibieities Sot in-
duction pavided potentially the best enviAonment. Rutat and isotated schools
were seen by some .to tack the support stauctutes tequited; otheaz consideked
that these coded o66eA a mote caking, hetp6ut and constAuctive enviAonment. A
high concenttation o6 beginning teaches in patticdtat schoots occasioned
concern to some; others Sett that the presence o6 beginning .teachers was an
important stimuius to a schoot. The view was expressed on sevetat occasions
that beginning .teachers showed have a reduced teaching toad to attow time OA
induction activities, inctuding observation o6 other ceases.

Pakticutat mention was made oS the need Sot Sukthek consideration o6 induction
programs apptoptiate to the circumstances and stabbing atungements o6 second-

schoots.

The Board's perspective

Reference to Appendix IV, which summarised the issues which %/ere the focus of
concern in several major recent reports on teachers and teaching, shows (p.2) there is
a widespread endorsement of a growth on developmental model of teacher education.
The Board's commitment to such a model has influenced its views on teacher
education programs. The Board distinguishes two major phases:

A phase of initial teacher education, which is the developmental program which
entrants to the teaching profession must complete if they are to be regarded as
full members of that profession. This phase includes the pre-service course(s) and
any course or courses taken after commencement of employment as a teacher
which are part of a program designed to lead to a full teaching qualification. It
also includes a peCod of induction into the teaching profession. The word "initial"
is used in order to convey the notion that the education of a teacher should be
conceived as ongoing through his or her career; initial teacher education is seen as
laying the foundation for a career-long process of personal and professional
development.

A phase of continuing professional development throughout the teacher's career*,
in which further professional knowledge and understanding interact with ongoing
professional practice as the teacher addresses the complex issues which arise day-
by-day and year-by-year in the school situation.

This issue is addressed in Chapter 7.
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In the pre-service component of this initial teacher education, the program should -

build on the students' entering characteristics;

. develop further their general/liberal education and foster their personal maturity,
interests and tolents;

expand their knowledge base in areas relevant to their teaching, and in ways
appropriate for its utilisation in teaching;

. develop to an appropriote level their pedagogical skills, insights and competencies;

. initiate their professional socialisation, particukily their sense of membership of
the profession and acceptonce of its ethics;

. develop in them a perception of teacher development as o career-long process ond
equip them with the skills and desire to continue their personal and professional
growth.

The Boord sees induction cr... an integral element of the planned professionol program
as the teacher begins to foce the realities of the practical opplication of his or her
initial understonding of theories of education, curriculum and pedagogy. The final
phases of initial teacher preparation comprise the early years of teaching experience,
followed by the completion of further forfnal studies which, by drawing on the experi-
ences gained in the eorly years of teaching, can lead the teacher to a sound theoreti-
cal knowledge of the foundotions of the profession, and to a level of understanding
which cannot be achieved in a pre-service stage. In the early years of practice, the
teocher is dependent on his or her more experienced colleagues for the insights needed
to plan and develop a progrom to meet the needs of the students in the context of
that particular school. Following the progrom of further studies, he or she becomes
capoble both of functioning autonomously and of collaborating with colleagues.

The Boord has been conscious in its considerations of the monner in which the teacher
education institutions keep their progroms un_ler review and seek constantly to im-
prove them, particularly os new challenges emerge. Nevertheless, the Board believes
thot c mrent progroms can and should be improved to meet more adequately their
objectives as well as to prepare teachers for the changing social ond educational con-
texts. The Board invites teacher educators to consider the proposols in this report in
the light of: their knowledge of the constraints which currently impede their achieve-
ment of their gools, the roles the Board has identified as required of teachers and
hence the competencies they need to develop (Chapter 4), and the goal of enhancing
the contribution of teacher education programs to the achievement of a profession of
teaching.

The Board believes it is vital that regular reviews of initiol teucher education pro-
grams be undertaken at both the institutional and state levels. The principles which
are elaborated throughout this Report should serve as guides to such evoluations.

As we indicoted in Chapter 2, the Board respects and upholds the autonomy, of the
teacher education institutions, throughout its regular operation in keeping teacher
education under review oni throughout the period of the preparation of this Report it
has mointained dialogue with teacher educators. Accordinly, the Boord has concen-
trated on the formulation of the principles (with only brief expositions) which it
believes should guide the conception and implementation of initial teacher educotion
programs. In the light of these principles, the Boord then °raves at its view of
desiroble models ond structures of teocher educotion programs.

105 80.



A. PRINCIPLES OF INITIAL TEACHER EDUCATION

The Board recommends

7. that the following principles guide the development and implementation of
initial teacher education programs:

7.1 that initial teacher education be a joint responsibility of teacher
education institutions, employing authorities and the profession.

Prior to the adoption of the 1964 Martin Report (1), and the 1969 advice of the Com-
monwealth Advisory Committee on Advanced Educotion (2), the then teachers' col-
leges were an orm of the employing authorities who had direct control over student
selection, staffing ond the conduct and content of the program. Following the
implementation of the recommendations of these reports, the colleges in 1972 became
colleges of advanced education, independent of the authority of the employers. This
transforrrotion marked the entry of teacher education into the higher education
sector. In 1969, pre-service progroms in Queensland had been lengthened from two to
three years for primary teachers; a similar development for college-prepared
secondary teachers followed in 1970. These two developments together led to a
greater liberal and professional orientotion in teacher education.

The gains were dramatic.

From the perspective of the present, however, it seems that there may also have been
o loss: the effective disengagement of the employing authorities from pre-service
teocher educotion, There is of course not total disengagement. Senior officers of
employing authorities and teachers are represented on the Board of Teacher Edu-
cation, on college councils ond university faculty boards, on course development and
course assessment committees. School stoff, moreover, participate in college odvisory
committees and school experience committees as well as playing a major role in the
school and teaching experience components of the pre-service programs.

What seem necessory, however, are ottitudes on the part of employing outhorities and
teacher educators that fully recognise their complementary roles and responsibilities
in teacher education. Each group has a distinctive as well as a shared perspective on
teaching ond if there were ongoing dialogue on goals, current and emerging needs, and
the processes of teacher education, the whole enterprise would be enriched. The
employers would feel there wos %olid recognition of their needs ond insights, the
teacher educators would feel welcome contributors to the ongoing development ond
improvement of schooling.

It seems to the Board that it is time for o new portrr-ship between employing
authorities and teocher education institutions - not a return io the pre-Mortin past but
the evolution of o constructive, colloborative relotionship oppropriate to the 1980s,
the 19705 and beyond. Such collaborotion could oppropriotely extend ocross the three
phones of initial teacher educotion and the continuing professional development pro-
grams.

7.2 that the planning and evaluation of initial teacher education programs be a
colluborative process whereby staff members of tOpher education
institutions consult with schools, teachers, teacher education students,
employing authorities, teacher organisations, parents of school children, and
members of the general community who are able to represent a range of
community attitudes and interests.

Such collaboration, which would be more extensive than that in currec,t proctice,
would enhance the vitality of teacher educotion ond would help teocher educators to
ensure thot their programs and proctices stoyed ottuned to the needs of schools ond
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communities as well as the needs of the student teachers. These processes would,
moreover, allow teacher educators, whom one would expect to be at the forefront of
thinking about schools and teaching, to share their Insights with others and to enact a
leadership role in the educational and wider community.

7.3 that there be a careful articulation among the various phases of Initial
teacher education, the design of each phase to take explicit account
of the content and roceszes of the receding and followin s.

In Part B of this chapter, in the discussion of models and structures, the Board en-
dorses the model recommended in 1978 by the Bassett Committee wherein student
teachers undertake the pre-service stage of their studies, gain experience in teaching
and then return to their studies to complete their formal teacher education award.

It is critical that staff involved in initial teacher education programs plan for careful
articulation among the various phases of the program. Thus course planning needs to
have regard in its sequencing to the availability of at least four years of formal
studies, (liberal arts, subject disciplines, professional education studies) and to
capitalise upon the experiences which intervene between the completion of the pre-
service stage and the return to the final year's study. Similarly, throughout the pre-
service stage, planning must seek to optimise the student teachers' learning and their
progressive achievement of knowledge, insights, skills and competencies through
the explicit incorporation into each element of the program of the !earnings achieved
in previous and concurrent studies and experiences.

Each teacher education institution will devise its own approach to securing this articu-
lation.

7.4 that initial teache on prepare teachers for specified age
ranges;

that students, however, be made aware of the curricula and teaching
approaches appropriate for pupils in age ranges other than the one for
which they are being specifically prepared, without detracting from
the thoroughness olihis specific_preparation.

Adoption of this principle requires the distinguishing of areas common to the full
range of teaching from those needed specifically to address requirements for teaching
children of particular age ranges and/or needs.

Presently in Queensland separate programs are offered to prepare teachers for early
childhood education and/or primary education, for secondary education and for TAFE
colleges.

In Education 2000 it was suggested that teaches education might be reorganised to
provide three levels of specialisation:

early to middle childhood (age range 2-9 years)

middle childhood to adolescence (age range 7-15 years)

adolescence to adulthood (age range 13+ years).

It was proposed, moreover, that all teachers employed across the preschool to Year 10
(P-10) range could be given a broad understanding of human development and
curriculum requirements across this whole range. In addition they could acquire
specialised knowledge and teaching and communication skills in relation to one of the
two specialisations (2-9 or 7-15 age ranges); all teachers of children in the 2-15 age
range could be prepared to teach in the general areas of English communication and
mathematics; and teachers prepared for the third level could have the immediate
post-secondary years of education as a main focus but be given sufficient preparation
for work with adolescents to promote continuity in thinking about curriculum and to
enhance flexibility in employment.
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Their considerotion of the submissions to Educotion 2000 led the Review Committee
(3) to recommend:

"(9) Thot no mojor chonges to teocher educotion courses be mode until
chonges in curriculum ond school orgonisotion thot might ensue from
the proposols in Educotion 2000 hove been decided.

(11) Thot the proposol to troin teochers for o 2-9 oge spon be considered
.:Ith coution, porticulorly becouse of the possible reduced emphosis on

early childhood studies.

(12) Thot the option of teochers being oble to teoch oll ospects of the
curriculum to Yeor 7 ond to complete speciolised studies in two
curriculor oreos in oddition to English communicotion ond mothe-
motics to Yeor 10 be obondoned os unreolistic ond undesiroble.

(13) Thot the extension of genenlisr teaching into the lower secondory
school should be approached with greot caution os being likely to leod
to lower stondords of student achievement in oil subjects.

(15) Thot teochers in Yeors II and i2 should hove o sufficiently strong
grosp of their subject, the requisite teaching ,kills, ond the sympo-
thetic ottitudes thot will enoble them to teoch ocross a brood ronge
of student abilities, and to adopt 04eir teaching to the needs of
students who ore likely to seek employment on completion of school,
os well os to those who cre plonning to undertoke further study ot
tertioty institutions."

Cleorly teocher educotion institutions will need to remoin olert to the issues roised in
Educotion 2000 which led to the stotement of options; it moy well be thot present
structure: will chonge.

The Boord hos o porticulor interest in the possibility of the preporotion of teachers to
teoch in the upper primory ond lower secondory school (4). This issue wos oddressed
by the CTEC/CSC review of teocher educotion, which olluded to a progrom to
prepore teochers for this ronge which hos operated in South Austrolio since 1982; the
review noted this Issue in its "mot ters for furthe. consideration". The possibility of
developing progroms to prepore teochers for the post-compulsory yeors wos also
roised In the Pro ect 21 submissions ond ot the public meetings; this possibility should
be explored.

The Boord believes also thot there is need for constont review of the different models
preparing teachers for secondory schools: concurrent and joint four-yeor programs,
concurrent three-yeor progroms ond one-yeor end-on progroms. The question of how
the groduotes from these different progroms might most oppropriately be deployed in
the secondory school is one which needs to be addressed.

The Beard, like the Educotion 2000 Review Committee, is concerned with the need
for continuity in the educotion of children ond youth. It supports the principle of
curriculum continuity ond emphosises the need expressed in the second element of
Recommendotion 7.4 for teochers to be well awore of the progroms which precede
ond succeed their own. We hove seen in recent yeors not only the extension of the
links between secondory schools ond TAFE colleges but also the emergence of senior
colleges. These newer orrongements will need to be kept under review. Teochers of
lower secondory school students will need knowledge of the diversity of educotionol
possibilities open to their students, teachers in the senior secondary school, in the
senior colleges ond in the TAFE colleges will need a close oworeness of eoch other's
progroms.
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7.5 that initial teacher education prepare students for a context characterised
not only by continuities with the past but also by rapid social and edu-
cational change;

that it be responsive to developments in schools and society, to government
initiatives and to emerging roles for teachers; and thus

that it enable teachers, with appropriate school system support, to play an
effective role in changing schools.

7.6 that initial teacher education promote in students a sensitivity to the wide
variation in personal characteristics among children and provide a prepara-
tion for the effective teaching of pupils with a variety of educational
needs-

that, to this end, programs provide both theoretical knowledge of, and
teaching and other field experiences with, pupils of varied ages, ability, be-
haviour, social background and culture.

Acceptance of the principles expressed in Recommendations 7.5 and 7.6 provides guid-
ance to teacher educators in their response to the constant calls for the expansion of
the focus of their programs to encompass adequate attention to an ever-widening
diversity of issues, for example:

(a) special groups of students:

. gifted and talented students

. students with special needs or handicaps who are now "mainstreamed"

. rural and isolated students

. ethnic minority students (Aborigines, Torres Strait Islanders, migrants)
cultural minority students (e.g. the disadvantaged, the poor)
students of lower academic ability and/or achievement who are remaining at
school until Year 12

. girls (and gender-related issues)

. students with learning disabilities
abused children;

(b) school curriculum components:

. language arts (all teachers to be teachers of language)

. ESL

. computer literacy

. multicultural orientations

. environmental education

. foreign languages

. Australian studies

. Aboriginal studies

. legal studies in education.

These are legitimate demands. They arise on the one hand from the changing
composition of the society and a changing social conscience, or, on the other hand,
from change and new awareness in the society and thus changes in the tasks of
schools. There are other demands from particular pressure groups, some of which may
be of sufficient import and generality to warrant inclusion but others of which are
not.

Facing the pressure of an extensive curriculum, the response of teacher education
institutions is frequently

to leave the initiative with interested staff members who may introduce new
perspectives into their existing courses, or

. to introduce another option within the elective group of studies, or

. to hold occasional seminars, or
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. th develop a unli within the in-service program, and/or

. to develop a postgraduate diploma course.

While each of these actions is responsive, neither the individual actions nor their
totality are adequate. They do not constitute an appropriate institutional response.

Clearly the institutions need to be critically selective; they must determine which of
the initiatives have a compelling place in the teacher education program, which may
well be offered as electives, which are more appropriately the focus of attention at a
later stage of professional development and which have no real claim for inclusion in
teacher education.

For those concerns that are adjudged essential for all students (a judgment most likely
to be reached in relation to almost all of those listed above) a further decision must
be made: which can be appropriately treated in an introductory fashion (e.g. to
sensitise students) and which need to be the focus of concerted action (to develop
attitudes, knowledge and skills)*?

This determination having been made, the latter group of issues needs further
consideration: should they be presented in separate additional courses or units within
courses or should they be introduced across the curriculum? For example, should
student teachers learn about the new technology only in computer education courses
and perhaps foundation courses, or should these courses be accompanied by an
examination in all professionol studies of the implications and applications of the new
technology? Should mainstreamed handicapped children be "dealt with" in a new unit
or should all courses include consideration of these students and their particular
learning styles and needs? Which approach will represent best the recognition of
these issues as central issues in the education program and these students as legi-
timate subsets within the school's clientele?

Decisions to extend the scope and focus of the teacher education program raise, in
turn, the issue of the presence of staff who are capable of teaching these perspectives
or courses. If a decision has been made to adopt an "across the curriculum" approach,
then there is a need for all teacher education staff to be knowledgeable and
competent in each of these areas, and thus a need for further staff development pro-
grams in order to maintain a balance of expertise among the staff of each institution.

We note that while some work has been undertaken, if these initiatives are to be
introduced effectively, there needs to be serious, deliberate and expert holistic analy-
sis of the characteristics of these individuals and groups and of the new curriculum
domains in order to plan for their encompassment within the program. This is beyond
the resources of any single individual ot, probably, any one institution. Accordingly,
the Board recommends

7.6.1 that teacher education institutions consider the formation of a task force

. to address the challenge of making all elements in the teacher education
program responsive to societal and educational changes and to the needs
of the diversity of students attending school, and

. to produce guidelines to assist teacher educators and those who offer
staff development programs.

The preceding discussion was introduced by reference to a particular set of emerging
issues. Clearly there are others, and in a society where the pace and complexity of
change are likely to intensify, new issues will command the attention of teacher edu-
cators. It is important not only that they be alert to early indicators of developments
but also that improved proc,:dures be established to foster responsive action by reduc-

* Clearly, here as in all other aspects of teaching, experience is needed before teachers can

adequately address the structure and composition of the class group.
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ing the time taken for implementation of those actions. Delays in response mean the
introduction to the teaching work force of a further group of teachers not adequately
equipped to perform the roles required of them by the society of their day.

7.7 that initial teacher education programs be conducted in such a way that
they make use of the individual talents and interests of prospective
teachers and help them to develop their own teaching styles.

The Board comments again on the diversity present within the cohort of entrants to
teacher education programs. Teacher educators, in planning and in implementing their
programs, need to take cognisance of this diversity and to ensure not only that all
student teachers achieve the minimal acceptable goals of the program but also that
the individuality of the students is recognised in both program and processes. During
their teacher preparation, individuals should have the opportunity to extend their
talents, to develop previously untapped potentials and to overcome existing inade-
quacies.

In our discussion of the principles expressed in Recommendations 7.11 and 7.12 below
we have indicated ways in which the non-school-based field experience component of
the program might recognise and foster that individuality. In addition, however, that
recognition and respect must characterise the total program. Unless this occurs, the
prospective teachers are unlikely, in their future classrooms, to value individuality and
to seek to individualise their teaching.

7.8 that the processes adopted in initial teacher education programs encourage
students to take an active role in their own learning both during the profes-
sional preparation program and subsequently throughout their professional
careers.

The Board has noted the frequent references to the need for teachers to be flexible,
responsible and autonomous, particularly as they encounter the changing social,
technological and learning environments of the future.

Genn (5) notes that the educational process, particularly in higher education, is one
that appears to be largely in the hands of the student, who for the most part is left
to use initiative and effort in fully exploiting the facilities and opportunities the
institution provides. How the student uses his or her own self and surroundings, in the
teacher education institution, to foster his or her own learning and self-development
(including professional development) determines the quality of the educational process
and will almost certainly have a bearing on the educational process he or she will
foster for his or her own future students. He emphasises the need for the student to
indicate increasing levels of initiative and autonomy in the pursuit of learning, growth
and development and to assume an increasing and substantial share of accountability
for success or otherwise of the outcomes of his or her higher education.

The teacher education institutions need to keep under continuous review the extent to
which the conduct of their programs and their procedures for assessing student
progress foster in the student teachers the habits and skills of autonomous learning.
They need to use teaching /learning strategies which have as their goal the student
teachers' perceptions of themselves as active agents in their own learning. From this
basis, they can effect in student teachers a surer grasp of strategies which they in
turn can later use to promote autonomous learning orientations and skilis in their
students.

Concern is expressed in a number of reports about the ambience of the teacher
education institution and the need for the initial teacher education program to foster
the development of attitudes and skills which will predispose the students towards
becoming professionals and, in particular, which will create a positive orientation to
and acceptance of the need for continuing professional development.
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Joyce and Cliff (6) emphasise that the purpose of initial preparation is not only to
prepare tem.her candidates to participate in school renewal projects and to approach
the genuine problems of the work place but also to prepare them for the lifelong
study of the world, the self and academic knowledge, and for the lifelong study of
teaching. The aptitude to learn and the desire to exercise this knowledge are, they
maintain, the most important products of teacher education. The Carnegie Report ',7)
also stresses the need for prospective teachers to develop both the habit and the skills
of reflecting on their own practice of teaching and to lay a strong foundation for
continuing professional development; the same need is also recognised in other profes-
sions (8).

7.9 that initial teacher education programs be based on concepts and under-
standings from the best currently available educational theory, research and
practice.

In Chapter 2, we made reference to the growth of the knowledge base of teaching
(page 12); we referred there to concerns that this knowledge base might be inade-
quately represented in professional preparation.

The Board recognises the demanding situation in which teacher educators are placed.
They must constantly seek -

to adapt their programs to the needs and characteristics of cohorts of entrants
whose life experiences differ in significant ways from those of even a few years
ago;

to adapt their programs to the changing needs of schools and of society;

to understand the potentials of the new technology, to master it and to incorporate
it into their own pedagogy;

to maintain an up-to-date mastery of their own special disciplines and to reflect
the contemporary structure of those disciplines in their curriculum; and

to secure a detailed understanding of the expanding knowledge base in education
and ensure that their curriculum reflects these understandings and concepts.

This is a major challenge yet one which must be met if initial teacher education
programs are to prepare competent professionals, who have a secure base from which
they themselves can incorporate into their understandings new knowledge as it
emerges from theory, research and practice. Accordingly, the Board recommends

7.9.1 that there be an extension of intro- and inter-institutional collaboration
among staff in teacher education institutions with a view to the provision
of mutual assistance in meeting the challenge of continuous updating of
knowledge and the incorporation of that knowledge into their programs.

7.10 that the teacher education program present exemplary models of pedagogy.

The teacher education program should prov;de oppurtunities for student teachers to
observe, analyse and reflect upon a wide variety of teaching styles, including their
own, with a view to developing effective personal teaching styles. These models for
analysis are provided through the school and teaching experiences program, through
the use of information technology and, importantiy, through the student teachers'
experiences as learners in the teacher education institutions.

Because of the powerful influence of models, and because of the need for student
teachers to learn well, the latter require excellence in pedagogy on the part of the
teacher education staff. This means that the staff must exemplify in their practices
not only the expert use of time-honoured effective ., trategies but also strategies which
will foster the development of those competencies which are accorded 'sigh priority in
the schools which serve the changing society. They need, too, to use .trategies made
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possible by the developing information technology (particularly in relation to informa-
tion retrieval and usage). Teacher educators need to use a wide array of strategies
(5); but it appears that they do not always do so.

"It seems safe to say that as teacher educators we frequently do not
practise what we preach. That is, one seldom, sees teacher educators
modelling interactive teaching strategies, cooperative learning techniques,
or problem-solving skills. Efforts to strengthen preparation programs must
incorporate a strong modelling component and that modelling should reflect
the body of research findings with respect to mastery learning, individu-
alised instruction, cooperative grouping, competency based education,
microteaching, and other approaches documented as effective in
strengthening prospective teachers' knowledge and skills." (10)

The architecture and furnishings of many "classrooms" in higher education institutions
pose a particular challenge to the implementation of this principle. However, such
modelling should present not only a variety of approaches but also embody such attri-
butes as a genuine interest in and liking for students, an enthusiasm for teaching and
a professional orientation to the teaching task.

7.11 that initial teacher education promote in students an informed awareness of
the interdependence of theory and practice.

7.12 that initial teacher education provide for the development of the know-
ledge, competencies, attitudes and values required for the early years of
teaching;

that, to this end, initial teacher education include each of the following
areas: liberal studies, subject disciplines, professional studies and teaching
competencies;

that the total program provide an integration of these elements; and

that the depth and rigour of these studies be commensurate with the stan-
dards obtaining in undergraduate programs in higher education.

The following discussion embraces the principles embodied in both Recommendations
7.11 and 7.12.

The search continues for ways of helping teachers to achieve a professional situation
wherein practice is informed by theory and theory is illuminated by practice.

In part, the difficulty lies in the complexity of the teaching/learning situation, with
its demand on the teacher for a continuous series of judgments and decisions that are
oriented to both the group and the individuals within it. The student teacher and
beginning teacher, at least, as we saw in Chapter 4 (p.50) are more dominated in their
thinking by immediate events than are their more experienced colleagues. This
situation tends to lead teachers to be data-driven rather than theory-driven (11) and,
moreover, they are influenced by the models of teaching they experienced as school
students and as teacher education students in both the campus and school settings;
their personal biographies (12) are an influential force. A prime need, then, in
teacher education is for the student teachers not only to observe a diversity of good
models in varying contexts, including self-observation and analysis through the medium
of videotapes, but also to develop skills of reflection and analysis that lead to a
firmer incorporation into their cognitive sets and teaching behaviours of the guides to
effective teaching available from their theoretical studies.

A further dimension of the difficulty in achieving integration arises from the
complexity and extent of the teacher education program itself. Planners of the
program conceptualise the contribution of each component to the totality of the goal:
the professional preparation of teachers. But in the execution of the various com-
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ponents there often intrudes an element of separateness, as the various staff, in their
specific areas of expertise, implement their particular programs. The achievement of
most of the goals of teacher education is dependent upon the integration of the total
teacher education curriculum. The teacher education institution must accept major
responsibility for planning this integration. Ultimately, of course, the critical
integration is that which is achieved by the student teacher, but he or she needs the
interconnecting links among the various components to be made explicit by each
contributing staff member.

It is perhaps helpful to map out the range of goals within the program and the range
of studies, activities and experiences through which the program is implemented. This
has been attempted in Figure 5. Further, an attempt has been made in the figure to
show that the achievement of each goal or objective requires a diversity of studies,
experiences and activities sometimes several of the latter might make the same
type of contribution to the goal achievement but in other cases each study, experience
or activity makes its own unique and particular contribution. There is need for the
clarification by teacher educators of the expected outcomes of each.

This view of the teacher education program is one which seems to the Board to be
likely to enhance the integration of the several component parts of the teacher
education program and hence likely to foster in beginning teachers "theory-driven"
practices.

1. Formal studies

The formal studies and associated scholarly pursuits embrace general liberal
education, subject disciplines and professional studies. Figure 5 indicates that
the goals of this component of the program are approached through lectures and
associated activities; however, a diversity of other experiences and activities
helps to clarify and consolidate these learnings.

(a) Liberal studies

There should be a cohesive, planned program of liberal studies. Students
should be provided with a systematic introduction to some of the principal
areas of human knowledge and experience, with a view to fostering the
development of the intellectual quallties that characterise well-educated
people. As the Holmes Group (13) pointed out, teachers must lead a life of
the mind. These studies should foster critical and reflective capacities,
aesthetic sensibilities and an appreciation of the diverse modes of human
experience and expression, creativity and a deep valuing of learning and
ideas.

The focus of these studies should include disciplines which foster cultural
literacy: knowledge and understanding of the cultural heritage in all its
aspects including the contemporary technological component of our culture.
These studies should, in addition, be designed to foster insights into
contemporary Australian culture, focusing on Australian society in its local,
regional, national and international settings and explicating social trends,
economics, politics, ideologies and values. All Australian teachers require
adequate knowledge of Australian literature, history, geography, politics,
law, science and education*. A major goal is an awareness and under-
standing of critical issues in the society and the diversity of views and
values which obtain.

In 1904 a Committee to review Australian studies in tertiary education was established by the

Commonwealth Minister for Education; that Committee has established a Teacher Education Pro-

ject to develop recommendations on pre-service and post-experience teacher education in this

area.
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(b) Subject discipline studies

Teachers require deep knowledge of the subject disciplines they will teach.
Increasingly, there is emphasis on the need for teachers to master the
substantive and syntactic structures of these disciplines: their central
contemporary concepts, their characteristic modes of enquiry and their
canons of proof. This issue has been addressed in depth in the Carnegie
Report (see Appendix IV, pages 3-4). Shulman (14) has also emphasised the
particular need for teacher education students to master these structures so
that they have an adequate base for. curriculum and teaching decisions.
The knowledge explosion demands of teachers, and in turn their students, a
grasp of these structures so that, in each area, there is a focus on

central rather than peripheral concerns, and

concepts and theories that reflect enduring and newly-emerging, rather
than outdated, knowledge.

Such a grasp is required to provide a philosophical and functional base for
the acquisition of further knowledge.

It has been suggested that current subject studies frequently pay inadequate
heed to the underlying discipline structures and that the conceptualisation
and teaching of these studies are in need of reform in undergroduate degree
courses which precede teacher education and in undergraduate teacher
educotion courses.

Specific problems arise and need to be addressed in the various programs
preparing secondary, primary and early childhood teachers. In presenting
the following comments, the Board draws attention to the need for there to
be recognition of the differences in the teaching roles within each of these
broad areas; for example, the goals and the processes of teaching vary sig-
nificantly between the junior and senior primary school and between the
early and later years of the secondary school.

Secondary teachers will, in generol, have studied o limited number of
subject areas in depth. Modern views on education require them, however,
to hove an understanding of what students study in their other courses, if
they are to help these students to integrate their knowledge, using multi-
disciplinary perspectives, so that it will become for them functional know-
ledge, knowledge which can inform their behaviour. Thus these secondary
teachers require some grasp of the central structures and modes of knowing
in subject oreas other thon those they teach; this knowledge can properly
be the focus of attention during the final year of study in the initial
teacher education program.

Primary teachers ore in a somewhat similar situation but in their case the
demands ore intensified since they are required to teach across the entire
curriculum. Furthermore, the present pattern of secondary school studies
of intending primary teachers means it is almost inevitable that they will
have barely encountered some of the major areas of knowledge, areas which
they will be required to teach in the primary classrooms. In future years
this problem could be diminished to some degree if a core curriculum were
to be introduced in Years 1 to 12. Thus the teacher education program
faces the challenge of assisting the student teachers to develop, often from
a negligible base, mastery of the substantive cnd syntactic structures of
language, the social sciences, science and technology, mathematics and the
arts.

.
Teachers of very young children, too, must take ar. holistic approach as
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they guide their pupils to a surer understanding of the world around them
through fostering their direct interaction with thot world.

We alluded in Chapter 3 (p.40) to the possibility of some modification to
the concept of the primary teacher os a generalist teacher. If there
emerged a pattern of employment of generalist and specia,:st teachers
(perhaps along the lines proposed in Britain, where each primary teacher is
a specialist in one area as well as maintaining o generalist function in the
other subject areas) the problem would be changed somewhat, but its
essentials would remain. Even more so than in the case of their colleagues
in the secondary school, primary and early childhood teachers do need in-
sights into all the domains of knowledge as they foster the introduction of
young children to their world. It may be noted (Appendix IV, p.3) that the
Carnegie Report claims that the need for mastery of knowledge is greater
in the case of the prospective primary than the secondary school teacher.
This is a widely held and well-substantioted view. It does not imply that
teachers will adopt o subject orientation to their teoching, but rather that
their teoching must rest on a secure knowledge bose.

These contemporary conceptions of the deep knowledge obout knowledge
required by teochers point to the need for the curriculum of teacher
educotion to be reformed, with a view to ensuring that teochers-to-be have
mostery of the structures of the mojor disciplines. The development of this
component of the curriculum would seem to require o collaborotive effort,
involving scholars in the vorious disciplines and teacher education scholors

Accordingly the Board recommends

7.12.1 that the teacher education institutions consider the formation of
a task force of scholars to determine the specific needs of pros-
pective teachers for an understanding of the disciplines and to
develop a curriculum which would enable these students to
achieve mastery, appropriate to their purposes;

that such a task force address also the ways in which teacher
education students can develop those understandings whic:h will
enable them to transform that knowledge about knowledge into
curricula for students of varying developmental stages.

(c) Professionol studies

Current teocher education curricula address these essential components (see
Figure 5):

. Knowledge of human growth ond development.

. Knowledge of theories of education and of teoching and studies in the
philosophy, sociology, psychology and history of education.

. Knowledge ond understonding of curriculum design ond pedogogicul
proctices relating to curriculum implementotion.

. Teoching competencies.

. Commitment to, and skills in, a reflective criticol orientotion to teoch-
ing.

. Competencies ond ottitudes oppropriute to the teacher's membership of
a school staff.

. Competencies and attitudes oppropriote to productive interactions with
porents ond community.

. Personal ottributes.

lilk7
92.



The Board IF aware of the constant monitoring of the professional studies
progrcm in `,.ocher education institutions, as teaches educators seek to
meet the challenges of standards and balance, of appropriate sequencing of
courses and of the constantly increasing demands for new elements in their
programs.

To assist the teacher educators in their deliberations tne Board wishes to
comment on only some of the issues relating to professional studies, issues
which are not new but which as yet await c successful resolution.

The Board, in its judgment on the roles and competencies required of
teachers, has in effect offered guidelines for the content and processes of
teacher education. It feels no need to repeet those here.

(i) Knowledge of human growth and development

As Figure 5 suggests, this goal is achieved not only through formal
study, but through the entire range of activities and experiences created
for student reachers. Independently of their institutional program the
young adults continue, as well, through their life experiences to increase
their knowledge about people. Often, however, these life experiences occur
within a relatively restricted social context, probably with like-minded
peers. The teacher education program needs to help student teachers to
incorporate the richness of this experience into their understanding of
human development and also to extend their knowledge of growth and
development across the life space and across the diversity of circumstances
and life styles which their future students will inhabit.

The rapidly changing social and technological environment poses a par-
ticular challenge. The textbooks which explicate the principles of develop-
ment inevitably draw their examples from an earlier time* and thus may
misrepresent today's realities. Further, their authors cannot easily identify
and incorporate into their theories those influences on human growth and
development which are only now becoming prevalent. This rro..ns that
contemporary perspectives on growth and development cannot rest entirely
on texts; the other activities and experiences listed in Figure 5 are a
nece,sary source of learning in this area. These variously-derived learnings
must, however, be integrated into the theories, if the theories are to serve
as an effective guide to pedagogical behaviour. The student teachers need,
in this as in other areas, to expect their knowledge to become dated and
thus fo be oriented towards achieving throughout their careers knowledge
which has contemporary validity.

(ii) Foundational, curriculum and pedagogical studies

Figure 5 indicates that, in the Board's view, the entire range of
experiences available to teacher education students contributes to these
studies; integration of the learnings from these diverse sources, some of
which may be regarced as complementary b,It others of which g aerate a
particular kind of knowledge, must be achieved. The Board notes that the
Bassett Committee had, Jo the foundation& areas, recommended in 1978 a
multidisciplinary approaco rather than study of the separate disciplines.
Much progress has been made in this area, but further progress is possible
and essential.

Further development is also required in the integration of foundational
studies and curriculum studies (15). Their curriculum studies are frequently

Even in four years, the time often taken for the preparation and publication of texts, there

are significant changes within the society.
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seen by the student teachers as the studies most relevant to their teaching.
If insights into the society, the learner, the learning process and the
learning context are the focus of foundation studies but are not explicitly
addressed in curriculum studies, the students in seeking the direct
application of the latter to their teaching are unlikely to utilise the insights
they have achieved. To provide a simple example: students from non-
English speaking migrant families have different backgrounds and different
orientations from those of their Anglo-Australian counterparts; these have
direct implications for their learning of specific topics. Learning about
these characteristics does not help the student teacher to know how to
arrange his or her teaching to facilitate their learning. Guides to the
appropriate pedagogy must arise from the curriculum studies.

The Board recognises that the issue of the fusion of theory and
practice is a constant theme in deliberations on teacher education.
Teacher educators might well like to consider the contributions that the use
of case theory in teacher education might make to the achievement of this
goal. It will be noted in Appendix IV (p.4) that the Carnegie Report
specifically recommended its uee. Shulman (16) in his 1986 examination of
knowledge growth in teaching proposed a serious examination of this par-
ticular type of knowledge, which has the power to illuminate both the
practical and the theoretical. He suggested three forms of teacher
knowledge: propositional knowledge, case knowledge and strategic
knowledge. Of case knowledge, he writes:

"Case knowledge is knowledge of specific, well-documented, and
richly described events. Whereas cases themselves are reports
of events or sequences of events, the knowledge they represent
is what makes them cases. The cases may be examples of
specific instances of practice. ... On the other hand, they may
be exemplars of principles, exemplifying in their detail a more
abstract proposition or theoretical claim.
00
I shall propose three types of cases. Prototypes exemplify
theoretical principles. Precedents capture and communicate
principles of practice or maxims. Parables convey norms or
values ...

We are probably most accustomed to thinking of cases as
precedents. ... These remembrances of teachings past are
valuable in guiding the work of a teacher, both as a source for
specific ideas and as a heuristic to stimulate new thinking. But
other kinds of cases exemplify, illustrate, and bring alive the
theoretical propositions that are potentially the most powerful
tools teachers can have. These are the prototypes within case
knowledge.
000

Parallel to the theoretical use of prototype cases and the
practical use of precedents, we also encounter the moral or
normative value of parables. A parable is a case whose value
lies in the communication of values and norms and propositions
that occupy the very heart of teaching as a profession and as
craft.
00.

It is in the very nature of the practical or policy fields that
individual principles are fated to clash on particular occasions.
Knowledge of the relevant propositions and cases is needed to
form the underlying knowledge base. Strategic knowledge must
be generated to extend understanding beyond principle to the
wisdom of practice.

94.
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I envision the use of case method in teacher education, whether
in our classrooms or in special laboratories with simulations,
videodisks and annotated scripts, as a means for developing
strategic understanding, for extending capacities toward pro-
fessional judgment and decision-making. These methods of
instruction would involve the careful confrontation of principles
with cases, of general rules with concrete documented events -
a dialectic of the general with the particular in which the limits
of the former and the boundaries of the latter are explored."

Shulman believes that teacher educators should extensively employ
the growing body of case literature, to represent a more diverse range of
teaching contexts than can be directly experienced and to provide teachers
with a rich body of prototypes, precedents and parables from which to
reason.

This case literature needs furtner development and, moreover, it
should be an Australian case literature. The Board recommends

7.12.2 that teacher education institutions give consideration to the
establishment of a task force consisting of scholars and
reflective practitioners to explore the utility of case theory in
teacher education and to Initiate the development of an
Australian case literature.

2. Teaching competencies

Desirable teaching competencies were analysed in depth in Chapter 4.
Reference to Figure 5 (p.90) indicates that the Board believes that these
competencies, and the knowledge, insights, values and attitudes which constitute
their base, are developed through the medium of the entire range of studies,
experiences and activities that comprise the teacher education program.
Principles introduced in the theoretical studies must be explicated in a variety
of settings, and the principles revisited in the light of these experiences; a
cyclic pattern of study and experience is needed to ensure the development of
well-grounded competencies. The primary goal of commitment to, and skills in,
a reflective critical orientation to teaching must be to the forefront in the
planning and implementation of all elements of the program.

This turns our attention to the components of the program additional to the
formal studies (Figure 5).

(a) Teaching situations on campus or campus-associated facilities

These have for some time encompassed microteaching (providing oppor-
tunity for the mastery of a graded series of specific teaching skills),
tutoring of children, peer tutoring and teaching of visiting groups of school
students (which permit development of skills and understandings In a more
controlled cnci less complex context than the school). All these practices
offer to the developing student teacher a "safe" environment .n which to
learn and one, moreover, in which the immediate feedback critical to the
fostering of developing insights and skills can be provided.

There is, too, some use of video technology, often in association with
microteaching. Much remains to be done, however, in exploiting the new
technology, which now offers the potential of a more effective way of
achieving some of the goals of the professional program. For example,
videotapes can be developed to provide opportunity for student teacher
guided observation and analysis of a variety of teaching styles in a diversity

95.
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of contexts. They could, too, bring in to the campus environment, for
disciplined study, not only portraits of life in the general community which
could extend student teachers' insights into human development and the
contexts within which families and their children live, but also, far
example, presentations of the decision-making processes and procedures
that occur within a school. Student teachers need to understand these, but
direct access is difficult and, moreover, for the vicarious experience to be
educationally developmental, staff guidance and exploitation of the capacity
of the video machine to permit repeated viewing and discussion are
necessary.

Rapid developments in electronic technology present continuing challenges
and opportunities for all educators and hence, in particular, for teacher
educators. As with other areas of research in teaching, teacher educators
may be expected to be at the forefront of developments in the educational
applications of the emerging technology, making effective use of the
technology in their teaching as well as providing their students with the
knowledge, skills and attitudes they will need as teachers of the future.

The use of microcomputers in schools, something of a rarity a decade ago,
is now commonplace. Ausburn et al. (17) report that there is widespread
criticism of the low level of most of the applications of computer
technology currently in use and suggest a shift towards more sophisticated
uses of computers in education for activities such as simulation and
problem-solving. As an example, the authors suggest that there is very
high, and as yet largely unutilised, potential in the combining of videodisc
technology with the microcomputer to produce the "intelligent videodisc".
The full potential of the "intelligent videodisc" to provide significant inter-
active simulation experiences to enhance the study of learning and teaching
is yet to be explored. Tolley (18) also sees simulation, with the availability
of microcomputers and the networking of data bases, as becoming a power-
ful tool.

Given the resource-intensive nature of software development in such areas,
Ausburn et al. endorse Willis' 1983 recommendation for the establishment
of a centre of excellence in educational technology in Australia to
stimulate the (!evelopment of high quality materials for use in Australian
higher education institutions (19). The Board notes with Interest the
Queensland government's commitment to the establishment of a software
industry In this state. We feel this could provide for an opportunity for the
development of such materials for the field of teacher education in this
state. We recommend

7.12.3 that a task force of teacher educators be established to explore
the . ssibilit of the collaborotive development of hi h alit
materials wilt capitalise on the latest available educational
technology for use in teacher education programs.

With the existing technologies, and with the promise of more powerful ones
yet to come, teacher educators need to reconsider the means to the most
successful achievement of many of their gaols, an analysis of each of the
goals is needed to determine which procedures and learning experiences, in
which sequence, will secure maximum progress.

Moreover, unless the prospective teachers have the opportunity themselves
to learn via the medium of the new technologies and to experience the
ways in which these can enhance their !earnings, they are unlikely, in their
turn as teachers, to create modern-day classroom environments. In this, as
in other aspects, the Influence of the model is powerful.
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(b) School experiences

These experiences are intended to serve a broader goal than current
"teaching practice" located In classrooms. They shuuld serve to introduce
the student teacher to an understanding of broad school contexts, their
administration and their characteristic octivities. Experiences could
include, for example: porticipation in school staff discussions and planning,
P. & C. meetings, co-curricular activities and school excursions, and
school-based in-service activities; interaction with and assistance to
specialist staff and class teachers; studies of individual children or small
groups of children.

This program should be planned to provide each student teacher with
experience in a diversity of schools and at a diversity of times throughout
the year. In porticular, it is worth considering the allocation of student
teachers to schools at the beginning and end of the school year, periods
presently in the main avoided. These periods can constitute a valuable
learning experience for the student teachers, exposing them to significant
aspects of the school's functioning (elements which are specific to those
particular parts of the year) and giving them the opportunity to interact
with school students, without the stress of attempting a teaching role. It is
appreciated that these are busy periods in schools, 1- if student teachers
were presented and perceived as people who could assist the school and if,
moreover, there were no supervisory attachments, then schools would be
likely to welcome the student teachers. Such an assignment at the
beginning of the year has been used in at least one program and hos been
reported to be very successful. In most pre-service programs, there are
weeks when schools are in session but when there are no activities (on or
off campus) programmed for the student teachers. At the beginning of the
school year there is at least one such week in all but two of the programs
(and two or three weeks in most); at the end of the school year, except in
four programs, the number of such weeks ranges from two to four.

It may well be that teocher education institutions would see value in
allocating each student teacher to the one school for regular visits
throughout the year, in addition to single visits to other schools. This could
but need not be the same school as that in which the teaching experience
program will be undertaken. Such a procedure would facilitate the student
teacher's gradual growth in understonding of the dynomics of one school
and would facilitate the development of a collegiote relationship between
him/her and some staff members.

(c) Teaching experiences*

These experiences comprise a critical component of the pre-service phase
of teacher education.

Much hos been achieved in this area, as teacher education institutions Lave
redesigned their teoching experience programs and worked towards develop-
ing n "practicum" curriculum and as schools and individual teachers have
sought to help the student teachers to apply their campus learnings to the
classroom teaching situation and to develop their pedagogical skills (20).

Nevertheless, mojor constraints continue to impede the full reolisation of
the goals of this port of the program. This is attested to by the fact that

The Board has used the term "teaching experience" to replace the current terms "teaching

practice" and "practicum". It behaves that these latter terra carry a misleading conno-

tation. This component of the p.ogram is aimed not at practising, but rather at developing,

teaching behaviour and skills.
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every major report on teacher education and most critics (21) identify
fundamentally the same set of unresolved problems (see Appendix IV, p.4).
These same issues were the subject of concern at the Board's 1985 School
Experience Conference (22), in the discussions of our Project 21 Phase II
Working Party and in the public comments we received. Briefly, these
include:

the need for clarity in the goals of the practicum and the development
of a practicum curriculum comprising a carefully sequenced set of
learning experiences designed to link theory and practice;

the need for the effective involvement of school staffs in planning;

the need for the establishment by teacher education institutions of close
links with a small number of schools which would play a greater role in
this component than other collaborating schools;

the need for the establishment of school experience committees and the
development and monitoring of school policy on the practicum;

the need for the careful selection and appropriate preparation of all
staff (teacher education and school) associated with the practicum;

the need for interchange of staff between teacher education institutions
and collaborating schools or for contributions by staff to the programs
in both settings and the need for recognition of both groups as partners
in the total enterprise of pre-service teacher education.

Even outstanding teachers have preparation needs specific to the task of
working as teacher educators: they need to be fully cognisant of the on-
campus studies being undertaken and of the conceptualisations underlying
those studies; they need to understand how student teachers learn; they
need to be skilled in critical but supportive analysis and guidance. These
skills and knowledges are different from those called upon in the task of
teaching children. In addition, they need time to work individually with
student teachers, helping them not only to plan, but also to reflect on the
'earnings they are achieving in the classroom; but they need time also to
meet their priority of teaching their pupils.

The reality is that the force of numbers (6,593 in 1986, of whom the vast
majority attend metropolitan teacher education institutions) results in the
frequent absence of a close and continuing relationship between the two
groups of teacher educators (practitioners and lecturers), thus making very
difficult if not impossible the full achievement of the goals of the teaching
experience component of the program which are currently advocated*.

In our discussion of Recommendation 7.1 we indicated our belief that it is
now time for the establishment of a new partnership in teacher education
between the teacher education institutions and the employing authorities.
Such a partnership would result in particular benefits for the teaching ex-
perience component of the program.

Prior to 1972, employers had played a significant role in the "practice
teaching" element of the program; certain schools were in effect recognised
as "practising schools" and tended to be staffed with highly competent and
often innovative teachers. Their involvement in the pre-service programs
was an important aspect of the identity of the schools and of the staff
members. Furthermore, a teacher's involvement in supervision of students
was taken into consideration in the preparation of inspection reports and
was hence a factor in his or her promotion.

In 1986, the Brisbane College of Advanced Education naeded to locate student teachers in 167

primary schools and in 119 secondary schools.
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Under present arrangements, the teacher education institutions have
become totally responsible for "practice teaching" arrangements and the
role of the supervising teachers has become formalised and the subject of
an industrial agreement, with teachers being classified by the
Commonwealth Academic Salaries Tribunal as part-time employees of the
institutions and, accordingly, paid at an hourly rate for their supervisory
tasks.*

These tasks are not recognised by the employing authorities through their
staffing policies; nor do all supervising teachers see this task as an integral
part of their professional role and responsibility. In essence they are
"add-on" responsibilities. This, as reference to Appendix IV (p.4) indicates
Is the subject of recurring concern throughout Australia. The position is
exacerbated in Queensland by:

the very large numbers of teacher education students (6,593 in early
childhood, primary, special and secondary pre-service courses in 1986 * *)
and the consequent need for the utilisation of very large numbers of
schools. Present guidelines state the desirability of school experience of
no fewer than ninety days In three-year courses and no fewer than fifty
days in one-year courses; the total number of school experience days in
1986 was thus at least 208,530; the total number of teachers in Queens-
land schools was 32,577;

the need to involve, as supervising teachers, a substantial proportion of
the staff of a large number of schools not all of whom could be
expected to be outstanding teachers and the consequent difficulty, given
the numbers of teachers and the location of the schools vis-a-vis the
teacher education institutions, of securing a genuine collaborative
involvement of lecturers and supervising teachers;

the lack of adequate provision for, or requirement of, participation In
programs to prepare supervising teachers for their roles;

the need of the teachers to reconcile what sometimes appear as
conflicting demands, that is, the needs of their students and the needs
of the teacher education students.

This set of realities requires a reassessment of what is both desirable and
possible in the teaching experience aspect of the pre-service programs.
The Board stresses the urgent need for both employing authorities and the
profession to reconsider their mutual roles in pre-service programs. If a
genuine collaboration could be established, it is likely that new
arrangements would create the possibility of more effective teaching
experiences for student teachers. Such arrangements might include:

(a) the designation of some schools, in consultation with teacher
educators, as specialist teaching experience schools, with the
recognition of this function Incorporated in staffing formulae and in
the appointment of highly competent and innovative staff (including
master teachers whose roles might well include a special responsibility
in this area);

(b) the recognition of a larger number of schools, additional to the above,
as being involved extensively in the pre-service program, again in con-
sultation with teacher educators, again with a staffing formula which
recognises this additional role;

In 1926, Queensland teacher education institutions spent a total of $2.7 Anion in payments

to supervising teachers.

The number has almost doubled in the period since 1970, when there were 3,330 student

teachers.
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(c) the recognition of excellence in supervision as one promotion cri-
terion;

(d) a more extended system than that which operates now of involvement
of practitioners in the on-campus programs and of teacher educators
In the schools.

There would be direct benefits of such an arrangement to the employers in
the form of the quality of the emerging graduates and of the teaching in
the schools and the opportunity to trial, with the assistance of teacher
educators, curriculum innovations and alternative teaching/learning
arrangements.

There would also be benefits to the teachers taking part in teaching
experience programs in having time, within their regular work load, not
only to contribute to the education of their students but also to make their
full professional input into the pre-service preparation of the next
generation of teachers, having time to interact, in a supportive
environment, with student teachers and with the staff of teacher education
institutions, as well as participating with these colleagues in innovations
and ongoing considerations of the needs of their schools.

There would be costs to employers of exercising the role suggested above,
through variations in staffing formulae. These costs could however be met
in part through moneys presently allocated directly for supervision of
teaching experience. The payment of additional salary for additional duties
could be seen to have been logical in the past, when supervision of student
teachers was an additional task required of some teachers who continued,
as well, to enact the same roles as colleagues not engaged in supervision.
If, however, there is a reconceptualisation and restructuring of the total
professional role of those members of school staff who will assist in the
professional preparation of student teachers, with additional support pro-
vided to enable them to implement these roles, then there may no longer
be need for such payments.

The Board recommends

7.12.4 that there be instituted discussions among teacher education
institutions, teacher organisations and employing authorities, with
a view to determining ways in which the supervision of teaching
experience could be incorporated as an integral part of their
teaching role for those staff involved in this aspect of pre-
service teacher education.

If teacher education institutions could move forward to capitalising upon
the potentials of the new technology (see pp.95-96) and if the above pro-
posals were accepted, there would be available a much greater range of
learning situations than at present for the student teachers. There would
be a number of specialised teaching experience schools (which, since their
central purpose would be the education of students and of student teachers,
would have student teachers on site all year, and in which each student
teacher would have at least one placement) and the categorisation of a
larger number of schools (staffed under a special staffing formula) as
collaborating schools. The availability of a wider range of learning situ-
ations argues the need for a careful analysis of the goals to be sought and
a determination of the settings and activities most likely to lead to the
effective achievement of each goal.
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The Boord recommends

7.12.5 that there be a fundamental reconsideration of the goals of the
teaching experience in the pre-service phase of teacher educa-
tion and the determination of procedures that will enable goal
achievement.

The cools need to encomposs school, clossroom ond porent ond community
roles. This diversity of proposed leorning experience settings should be
seen os being complementory one to the other, eoch with o specific con-
tribution to moke. Coreful onolysis could then leod logicolly to the
development of curriculum components for eoch setting, with these vorying
components integroted. into the motrix of the totol teocher educotion
program.

Under such o plon, student teochers would still work ond leorn in schools.
But o smoller number of schools thon of present would be required ond,
under those circumstonces, the constroints presently impeding o fully
effective progrom could continue to be oddressed, with o greoter
expectotion of their likely resolution. It is criticol thot the philosophy ond
proctices of colloboroting schools ond their stoff creote, through the humon
ond orgonisotionol environment they provide, o welcoming climote for
student teochers ond one which emphosises their contributing role in the
school. In their further development of the curriculum to be implemented
in the colloboroting schools, the plonners (teocher educotion stoff ond

, proctitioners) need to give continuing considerotion to the designing,
triolling ond evoluotion of o diversity of orrongements. One to which the
Boord would like to drow porticulor ottention is the possibility of smoll
groups of teocher educotion students working together in their teoching
experience; this pottern hos been found in Sweden (23) to hove morked
educotionol benefits, porticulorly in fostering colloborotive ottitudes ond
skills omong the students ond in creoting new possibilities for their criticol,
reflective onolysis of their teoching, in the peer support situotion.

3. Contributions of other field experiences with children ond youth ond in adult set-
tings

As the motrix in Figure 5 shows, experiences and octivities locoted in contexts
beyond the teocher educotion institutions ond the schools con moke o mojor con-
tribution to the preporotion of teochers (p.90).

Field experiences with children ond youth con include visits to other educotionol
institutions or settings, work with community groups ond ogencies including youth
centres, ond observotion of ond interoction with children ond youth in non-school
settings, including holidoy comps. They could include, too, for prospective
teochers of longuoges other thon English, exchonge visits to schools in relevont
overseos countries.

Experiences in adult settings could include, for exomple, work experience in
ond/or visits to industry ond commerce, government ond community services;
ottochments to sociol workers, ethnic orgonibotions ond migront centres, visits to
remote oreos; community service; tutoring in odult literocy progroms;
interoctions with individuol porents ond porent groups, porticipotion in culturol,
sporting ond community octivities.

Such field experiences con provide distinctive perspectives on the contemporory
culture, on growth ond development, on oll the ospects of professionol studies.
They con focilitote the development of teoching competencies ond foster com-
petencies ond ottitudes oppropriote to productive interoctions with porents ond
the community. The literoture on beginning teochers, porticulorly the younger
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ones, indicates that many have major concerns about the management of class
groups and about interactions with parents (24). A diversity of field experiences
can offer the student teachers the opportunity to become familial with inter-
acting with children in groups and thus generate feelings of confidence which
could be expected to diminish later control problems. Similarly, experiences in
adult settings could develop interactional skills and confidence and understanding
of the perspectives of others.

One of the goals of the teacher education program is the fostering of the
personal growth and maturity of the student teacher. This should, ideally,
involve both the further development of existing interests, talents and strengths
and, through the broadening of experiences, the development of new interests.
Field experiences play an important role in this development.

Finally, one of the concerns raised frequently in discussions about teachers is
their alleged lack of experience in "the real world", particularly that of industry
and commerce. As we saw in the summary of submissions and public discussions,
there were suggestions that, either before selection or during preparation or
during their teaching careers, teachers should have work experience in areas
other than teaching. Two points should be noted. Firstly, approximately
one-third of the entrants to teacher education do not proceed directly from Year
12 to their professional preparation; presumably many of these have had such
work experience. The figures suggest, however, that two-thirds of the entrants
lack sustained work experience. Secondly, many student teachers do, however,
during their program, engage in part-time work. It is suggested that such
experience might be fostered for an increasing number of student teachers.

Already many institutions encourage and sometimes organise student teacher
participation in a variety of field experiences and relevant activities outside the
framework of the normal academic program. Such participation tends to be on a
voluntary basis. If it is accepted that field experiences, along with formal
studies and school-based activities, have a distinctive and necessary contribution
to make to the development of student teachers, then it would seem desirable to
have explicit recognition of the need for and the place of such field experiences
as part of the total curriculum. There is need also to ensure that learnings
deriving from these experiences are integrated with those achieved through the
other settings, activities and studies. The Board would encourage teacher
education institutions to give consideration to this extension.

In such considerations, heed could be paid to the length of the year. At present
the year for teacher education students is a relatively brief one, extending over
fewer than forty weeks. There seems no reason why a proportion of the time
currently unused could not, with benefit, be drawn upon to enable field
experiences to be built into the program.

Such an extension could not be supported if it meant an extension of the present
work load of teacher educators*. Rather, it would seem appropriate for these
additional duties to be located with a number of counselling staff appointed to
the program for this specific purpose. The need for such additional staff, skilled
in counselling and with appropriate knowledge and interests, is based upon what
the Board would see as an essential element: the individualisation of the
program, to accord with the principle reflected in Recommendation 7.7.

Entrants to the teacher education program constitute an extremely hetero-
geneous group. Not only do they vary in respect to status as entrants (school
leavers, mature age), but also in respect to life experiences, interests and
talents, personality characteristics, needs and maturity. If there were devised a

* This issue is explored in Chapter 8 where the high level of existing demand on these staff is

documented.
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field experience program, the selection of activities for each student should seek
to maximise his or her crowth and development. The concept of such a
program would also permit recognition of the need of some students to engage in
further studies (outside the formal program) either to strengthen or to broaden
their knowledge base. Counselling staff would be necessary to assist appropriate
student choice of activities, to assist (where need be) in the placement of
students in their experiences and to monitor the program. There would seer.,
virtue in assigning a given counsellor responsibility for a cohort of student
teachers throughout their entire teacher education program.

The Board recommends

7.12.6 that teacher education institutions give consideration to the
development of a non-school-based field experience component which
would be regarded as a core part of the teacher education program.

There would need to be a determination of the types of experiences and
activities to be approved for inclusion in this component and an analysis of the
contribution of each of these to the overall program goals. There should be
guided individual selection from within the range of approved experiences.

4. Competencies in interactions with other adults

These competencies were detailed in Chapter 4. They assume a critical
importance as schools place an increasing emphasis on collaboration among staff,
on school-based curriculum and staff development, on ongoing staff evaluation of
the school's program, on the provision and utilisation of support staff, and on the
involvement in their programs of resource people from the parent body, from in-
dustry and from the community.

The teacher education program must consciously seek, through all components, to
assist student teachers to develop this sense of the corporate functioning of the
school and must create opportunities for the student teachers to develop skills of
cooperation and collaboration.

The discussion in Chapters 3 and 4 suggests that, in the future, teachers will
become even more involved than at present in interactions with parents and the
community. There is concern, among the profession, among the public and
within the ranks of the beginning teachers themselves, about the difficulties ex-
perienced in such interactions by new teachers and their lack of confidence in
this role.

Formal studies need to assist student teachers to understand the school's
relationship with its community and the nature of the partnership (actual and
ideal) between teachers and parents. To this knowledge must be added know-
ledge of group dynamics and of effective ways of interacting productively with
others. These knowledges, in turn, must be strengthened and applied through
extended guided experiences in interactions with non-school adults with a view to
the development of the relevant skills and the appropriate attitudes. These
interactions should be located both in the school context and, as we have
suggested, in a variety of field experiences beyond school settings.

5. Personal development

The personal attributes desired in teachers are described in Chapter 4. We have
noted above the contribution that both schools and field experiences can make to
their development.

Of central importance is the climate of the teacher education institution itself.
We have alluded to this on a number of occasions. Howsam et al., the Holmes
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Group and the Bassett Committee have, among them, captured much of what we
would want to say:

In common with other professional programs, the teacher preparation
program is most effective when it is located on the campus of a
significant college or university. Here it can have the advantage of
the scholarly environment which fosters research and creative acti-
vities, access to the rich opportunities for liberal learning, teaching
specialisations In the disciplines, access to the social and behavioural
sciences and the humanities which undergird the profession of
teaching, the privilege of academic freedom as it pursues its quest
for truth and effectiveness, and the rich cultural environment that
prevails." (25)

"The faculty and students at research-intensive universities [and col-
leges] are encouraged and supported for their propensity to question,
to analyse, and to share emerging insights with others. The
institution thus provides its teacher education faculty and students
with the time, support, and high expectations required for excellence
in scholarly inquiry and productivity." (26)

"A teacher education institution should create through its informal
programs, its corporate social relationships, and its diverse informal
ectivities in clubs and societies a rich environment in which individual
students are stimulated, in different ways, to enlarge their under-
standing of the wider community and its culture, to deepen their
concern for it, and to increase their capacity to contribute con-
structively to it." (27)

7.13 that school systems and schools make specific provision for the guided
induction of beginning teachers.

In 1978 the Bassett Committee (28) provided in its report a thorough and detailed
analysis of issues relevant to the induction of beginning teachers. It prepared four
recommendations:

"Systematic schemes of induction need to be planned and implemented in
all schools where there are beginning teachers as an essential phase of tea-
cher development. The induction period should be accepted as the first
critical quality control phase of in-service education.

The induction of beginning teachers should be primarily the responsibility
of the school itself. Assistance from outside the school in authorising
action, providing resources and advice is also necessary, but this should be
supportive and supplementary.

Care should be taken by schools in planning the induction of beginning
teachers to relate it as closely as possible to their course of training, end
to approach it as an integral part of the three phase structure of diploma-
induction-degree. To achieve this a close relationship between the training
institutions and the schools should be established.

School induction programs should provide a variety of forms of assistance
to the beginning teacher which supplement his background knowledge with
information of a specific kind relating to the school and its community,
which capitalise on his previous training, and assist him to deal in a
practical way with class management, curriculum planning, teaching
method, and other facets of his teaching. The school should also protect
him from unreasonable demands, encourage him, strengthen his confidence
and satisfaction in his work, and respect his personal style."
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The Board fully endorses these recommendations and the thinking which led the
Bassett Committee to their formulation. In our view, that Committee made a par-
ticularly valuable contribution to an understanding of the role of induction by disting-
uishing three strands of the induction process:

orientation - a form of introduction to the school;
adaptation - the school's facilitation of the teacher's adjustment to the teaching
role; and

. development - the process of relating ideas and actions, a process which can only
be begun in the induction period.

We note that there has been considerable progress in the implementation of these
recommendations and would urge employing authorities, principals and schools to
strive to achieve them fully.

In view of calls by some commentators for teacher education institutions to become
involved in the induction phase, the Board considered this matter in some detail. It
believes that while teacher educators should be responsive to approaches for help from
beginning teachers, their role should be an informal one, with the primary responsi-
bility for induction lying with the employing authority.

B. MODELS OF INITIAL TEACHER EDUCATION

Views expressed in submissions and at public meetings

In geneut, teapondentz zttong.ty zuppokted the concept oi pte-zeAvice as the
initial ztage o6 teacher development, zucceeded by intetnzhip on inductiDn and
culminating in ongoing pAo6ezzionat development. Some p4e6emed to con-
ceptuatze the .initial ztage as encompazzing both the on-campuz program and
the zubzequent early teaching yecutz (accompanied by ztAuctuned ztudy).

Thence U44 4eCWOLing emphaziz on the need 04 a vaAiety o6 modetz, to take
account o6 the diaeAing backgrounds o6 enteting ztudentz and to zatizO
diWAing caAeet intentionz, to puvide adequately Soh 6texibittty and
zpeciatizatton, and to ()WA the oppo&tunity eon. the traatting, momitoking and
evaluation o6 di66ment modetz and oAganizationat amangementz.

Opinion was divided on the optimal Length o6 the pre-zeAvice comae. Those
who opposed a tengthening o6 the couAze believed that .throe miaz no evidence .to
support a ctatm that 6oun-year preparation produces bettor. .teachers .than a
.three -yeah program, that deptunent o6 entry into teaching OA too tong a
pm-Lod would be disadvantageous and/o4 that three years is appropriate Son the
pAepaAatiDn o6 beginning teacheftz.

Those who supported extending the minimum length to Soup years did so on the
6ot-towing grounds: to enure adequate oppottumittea Son pto6eazionat growth
and maturity, zuWeient coverage o6 att the p4o6eazionat elements considered
to be necessary, a zound attitudinal and knowledge 6oundation Son ongoing p4o-
6eazionat development and the adequate development o6 zpeciatiza,tionz. It K44
also zeen as necessary in oAdeA to enhance the tibeAat education o6 Suture
teachm. Some proponents pointed also to the need eon. the longer period in
oAdeA to zecune an appLopniate balance between academic ztudiez and zchoot
experience. The diaicatiez puzentty experienced in ensuring teacher accezz
to a 6ouAth yea& age4 graduation and the problems o6 maintaining continuity
between the pre service and in-zenvice ztagez weke dizeuzzed.

Each o6 the 6ottowing ztnuetukez received come support:
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(1) Non-education degue + one oa two years o6 pro6essionat study.

(2) Four yew' .ternary study

(a) concurrent study (academic /.liberal ants + p&o6essionat study -

sevekat variants supponted);

(b) with possible exit at the end o6 .three years by primary and early
childhood teachers;

(c) with option o6 honours degaee;

(d) .three -yeah degaee of diploma + one -year honours Oh speciatist
graduate diploma;

(e) two yew' study + one year intanship + one year completion o6 deg-
/Lee;

(6) .three -year diploma + two to 6ive yea/a' teaching experience + one
year o6 study to complete degue;

(g) two years o6 non-education degue studies (univeksity on CAE) + two
years' pto6ezzionat study.

(3) Three yew' .tertiary study

(a) .three -year diptomaidegue;

(b) .three -year diptomaidegue OA teaching in the post-computsorty years
with audit bon appaoptiate atteknative expekiences;

(c) one year paquzionat study + one year school -based + one year in-
tans/lip.

(4) Apprenticeship teache& schemes, eithea (cute-time in 4choot (with some
input nom .teacher. educators) on a majoaity o6 time in 4choota with some
attendance at a teachet education institution.

(5) One year o6 paquzionat training OA manual ants teachers with trade
quati6ications, experience and matukity.

A diversity o6 arrangements within many o6 the above models was recommended.
Some uspondents betieved that the 6irot year (Oh two yew) should be
con6ined to tibeaat studies, white others hetd the view that p&o6essionat
studies should be inctuded in att years o6 the program. A number advocated
speciataation in paquzionat studies in the pukth year.

Some saw virtue in a common program, in part at least, OA intending primary
and secondary .teachers. in support, ke6ekence was made to the changing
sticucturEes o6 school ortganisation, the introduction o6 P-10 or P-12 cumicuta,
the tecognition that att .teachers are .teachers o6 language, and the vague o6
providing .teachers with a common cuttuut and pedagogical expekience. Some
respondents argued OA a coke program in the 6irot two years, with speciatist
pkeparation in the sine two years OA teaching a particular age group.
Others believed that the present practice o6 separate programs Oa intending
primary and secondary teachers should be maintained, in the tight ob their
vety di66e&ent p&o6essionat needs.

Particular cases were argued OA the pupaution o6 some gtoup6 o6 specialist
teachers: .language teachers, ESL .teachers, speciat education teachers and
eatty childhood educaton6.

Three was some support on the o66ming o6 pant time and extermat pre- service
coU46 C6 .
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The Board's perspective

In 1987 in Queensland teachers moy complete the pre-service phase of their teacher
education program in a. number of ways:

Early childhood education three-year Diploma of Teaching (Early Childhood)

Primary education three-year Diploma of Teoching (Primary)
degree + one-year Graduate Diploma in Teaching
(Primary)
four-year Bachelor of Education (concurrent pro-
grom)
degree + one-year Graduate Diploma in Teaching
(Primary) (joint program)

Special education three-year Diploma of Teaching (P. imary/Spe-
cial)*

Secondary education three-year Diploma of Teaching (Secondary)
degree + one-yeor Graduate Diploma in Teaching
(Secondary)
degree + one-year Diploma in Education
four-year Bachelor of Educotion (concurrent pro-
gram)*
degree + one-year Graduate Diploma in Teaching
(Secondary) (joint program)
four-year Bachelor of Agricultural Science (con-
current program)

Primary/secondary education : four-year Bachelor of Human Movement Studies
(Education)
four-year Bachelor of Music (School Music)
three-year diploma or degree + one-year Graduate
Diploma in Teaching (Music)

Technical ond further three-yeor Diploma of Teaching (TAPE)**
education

The Board supports the existing diversity of models for the pre service phase of initial
teocher education for the following reosons:

No reliable evaluative information exists to inclicote that one model is clearly to
be preferred over onother.

There is an Increosing need for flexibility in course structures as the teaching role
becomes more complex ond future contexts of schooling more uncertoin.

There is a need to ensure thot o greoter variety of students (e.g. in oge ond life
experience, ethnic and socio-economic background) obtain access to teacher edu-
cation ond ore effectively catered for once they hove entered the program, it may
not be appropriate for oll teacher educotion students to undertake the some course
of study or even similarly structured courses.

The existence of a diversity of models provides stimulus to innovation, recognises
the individuality of eoch teacher education institution and, moreover, car. provide
potential data for comparisons of the relotive strengths and weoknesses of the
various groups of graduates.

Not only ore there different models, but there are different opproaches taken by the
teacher education institutions within these models, for example through varying struc-
tures of core ond elective studies and through the inclusion of school-based studies.

* Some entrant° receive advanced °tending on the beams of exioting qualifications.

** All entrants receive advanced °tending on the baoio of exioting qualifications/experience.
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The Board sees this as an additional strength. It is likely that further diversity within
and between models will be characteristic of the forthcoming years; consideration will
need to be given, for example, to determining patterns of initial teacher education
that will best prepare teachers of students in the post-compulsory years.

Thus, ch present it is possible for some teachers to complete the formal studies for
their Initial preparation in three years. The Board has deliberated with great care
over the desirable length of initial teacher education (which includes but is not
confined to pre-service teacher education). As it looks into the future, the Board
holds firmly the view that the minimum period of tertiary study included in the initial
professional preparation of teachers should be at least four years. The Board would
hope that, by the twenty-first century, not only would that minimum be in place but
there would be a marked change in the formal qualifications of the teaching force,
with

virtually all teachers possessing an education degree;

a significant cadre of teachers with double degrees (e.g. B.A. and B.Ed., B.Sc. and
B.Ed.) and thus studies in depth in both education and the subject disciplines;

an increasing proportion with an education degree and a postgraduate diploma or a
master's degree in an area of specialisation;

a noticeable proportion with double degrees and postgraduate studies either in
education or in a subject discipline.

The Board believes that the years intervening between the present and the dawn of
the next century should see substantial progress towards this goal. The achievement
of this desired profile of the work force would require an increase in resource
allocations to Queensland, particularly to create the necessary number of places in
teacher education institutions for teachers to complete the final year of their educa-
tion degree studies.

In recommending for the future a minimum of at least four years of initial teacher
preparation, the Board does not advocate that this minimum should be achieved solely
in the pre-service phase. The Board considers that the model proposed by the Bassett
Committee is most likely to lead teachers to the achievement of those competencies
which they need (see Chapter 4). This model requires the teacher to complete his or
her pre-service preparation and then, after experience as a teacher, to undertake
further studies in education, thus completing his or her initial teacher preparation.
The Bassett Committee explained its recommendation:

"The case for requiring the student to gain teaching experience before
undertaking the final year of the course we regard as compelling. While
we recognise that much can be done during a course of teacher education
to encourage students to relate practice and theory, we believe that it is
when they come to grips with the practical problems of teaching as
teacher: that they can gain most from pedagogical theory and the back-
ground disciplines on which it rests. From the examination that we have
made of existing three-year courses, it is clear that these courses attempt
to do too much, and would be even more overloaded if they attempted to
cover the broader range of general and professional knowledge that tea-
chers now need, as well as giving them a reasonably comprehensive grasp
of basic pedagogical skills.

It is for these reasons that we consider that the fourth year leading to
degree level should be a requirement for all as an integral part of a
teacher's preparation. We have recommended accordingly.

We stress, however, that we do not wish to see the diploma course
extended by a year before the teacher is employed, since clearly there are
diminishing returns if a course of teacher education is lengthened without
the benefit of professional experience.
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The degree pattern that we believe should be required is thus partly
pre-service and partly in-service, with a design of three years' initial
training and a final year following an induction period of teaching
experience of at least a year." (29)

The Board hos examined the various arguments put forward by proponents of a
four-year initial preparation with all four years located in the pre-service program.
It has not been convinced by these arguments, and believes the goals sought would be
more effectively achieved through the "Bassett" model*. There follows a brief
summary of these arguments with an indication of the Board's position on each:

Need for additional knowledge and
skills, in a society characterised by
rapid change

Need for every graduate to have
studied an area in depth; need for
odequate time for liberal studies

Need to enoble school leavers
to acquire an appropriate level
of psychological maturity

Need for student teochers to pre-
pare for teaching a diverse
clientele, therefore there are
additional time demands

More time is needed to achieve a
fusion of context and content

There will be additional knowledge and
skills required throughout teachers' ca-
reers; the pre-service phase should assist
the teachers to acquire the skills, flexibi-
lity and a positive orientation to change
that permit them to be responsive to new
needs.

These knowledges and skills can be a-
chieved through better selection processes
and through the adoption of an across-the-
curriculum approach in teacher education.

A time line cannot be meaningfully placed
on this. Much depends on how courses are
conceived and implemented, particularly in
relation to the underlying structures of the
disciplines. Extended mastery of a disci-
pline requires postgraduate study. The
adoption of the "Bassett" model would sup-
port the in-depth study of education and
would also permit further study of other
areas.

. Selection criterio should include personal
charocteristics.

. Growth towards maturity is a function of
the environment and processes of teacher
education rother than time.

. This goal can be achieved through the
reformulotion of all courses to adopt a
generic opproach; in-service education will
still be required following experience in
classrooms.

This is likely to be better achieved through
curriculum reform than through the ad-
dition of time.

. It is a central tenet of the Board that such
fusion requires experience in the field.

The Board endorses existing four-year programs (concurrent or end-on) but believes that

graduates of these programs also need to undertake, following a period of experience in the

schools, further formal studies.
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Some students may not have under-
taken appropriate studies at the
secondary school level

The modern environment and chang-
ing roles of schools require teachers
to develop human relationship
skills, which fall outside the
traditional disciplines

A four-year degree pre-service
program would enhance the
professional status of teachers

Amended selection procedures are intended
to address, in part, this problem. Rather
than lengthening the course for dl, such
students could be required to undertake
additional work before or during the
course.

. The Board sees this as addressed by the
processes of teacher education and not by
an additional subject.

We agree that a four-year degree program
would achieve this goal, but we do not be-
lieve that this requires the degree program
to be a pre-service program.

The essence of the "Bassett" model is that a period of experience in the role of
classroom teacher is on essential element in the initial professional preparation of
teachers: it is the crucible which enables encounters with the realities of the
teaching/learning situation, encounters which, in the first instance, are guided in only
an uncertain fashion by theoretical understandings. This experience permits the
beginning teachers to seek in the theories for guidance and for understanding. It is
not until the teachers approach the theory in ibis way that they can gain insights
from it; it is not until they can illuminate the 'theory with practice that they can gain
mastery over the theory and incorporate it into their cognitive strategies as sure
guides to practice. The teaching experience component of the pre-service phase
cannot possibly be adequate to this purpose. It takes some time (a varying time for
each individual teacher) before teachers are ready, in the light of their experiences,
to return to theory and to question it. This return to theory which occurs in formal
study, for example in the fourth year of the education degree studies, is essential If
teachers are to become critical, reflective teachers who, in Evans' words, are to be
theory-driven rather than data-driven (30).

Thus each of the phases of the initial teacher education program - pre-service,
induction and experience, further study - makes its own distinctive contribution to the
growth of professional competence; these contributions are in. a rdependent.

The Board notes that this concept is not always fully appreciated. For example, in
the recent CTEC/CSC Joint Review of Teacher Education, while the Committee
endorsed a "3+e+1" approach, they then commented:

"The Review recognises ... that there is a case for primary and early
childhood teachers, in terms of both their own professional development
and the need for leadership training for the school system as a whole, to
complete a fourth year of training without undue delay. In particular,
teachers should be encouraged to consider combining experience in the
work force with the upgrading of their qualifications by commencing part-
time study as soon as possible after taking up teaching duties." (31)

This perspective is different from that adopted by the Board, we have emphasised,
throughout our discussion, the nec,ssity for a period of experience in teaching to
precede the final-year studies.

Our emphasis.
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The Board recommends

8. that initial teacher education be formally recognised as consisting of three
phases: a pre-service course, early teaching experience and further %mai
studies in education.

The pattern of required studies and teaching experience should, in the immediate
future, build on the existing programs and follow one of the four alternatives outlined
in the following recommendation.

The Board recommends

-9. (0) that students enrolling in the three-year undergraduate pre-service
teacher education courses

. be enrolled In a Bachelor of Education degree program,

. be granted, after completion of the pre-service phase, an Interim
award of Diploma of Teaching,

engage In a period of teaching before continuing their formal
studies In education,

be awarded, on completion of the final year of the program, the
Bachelor of Education degree, which will supersede the Interim
Diploma award, thus completing their initial teacher education;

that students enrolling In postgroduate_pre-service teacher education
courses of less than two years' duration, or In joint programs
incorporating such courses

. be enrolled in an education degree program,

be granted, after corn letion of the re-service an Interim
award o G . - e Diploma in Teaching or Diploma In Education,

(b)

engage In a period of teaching before continuing their formal
studies In education,

be ewer. on completion of yearfinal 31....be
education ,'-----degreewhich will super the interim Graduate
Diploma or Diploma award, thus completing their initial teacher
education;

(c) t,at students enrolling In a course leading to a degree In a field other
Than education' which Includes a concurrent teacher education
program eguivalent to a pre-service graduate diploma course

be enrolled In a combined degree program,

. be awarded, on completion of the pre-service phase, their first

In a period of teaching c Mu' theireir formal
studies In education,

. be awarded, on completion of their further studies in education on
education degree, thus completing their initial teacher education;

(d) that students enrolling in an integrated four-year pre-service teacher
education course leading to a degree in education

. be enrolled in a Bachelor of Education degree program,

. be awarded, on completion of the are-service phase, a Bachelor of
Education degree,

e.g. 8.Agr.Sc., 8.H.H.S.(Ed.), 8.Mus.(School Music)
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engage in a period of teaching before
education,

be awarded, on completion of their
appropriate postgraduate award, thus
education.

continuing their formal .tudies in

further studies in education, an
completing their, initial teacher

In order that initial teacher education programs will accord with the principles es-
poused in this Report, the Board recommends

10. that all present programs be examined by the teacher education institutions
with a view, where need be, to modifying these so that:
. an Integrated initial teacher education program, with a coherent inter-

relationship among its three phases (pre-service, early experience,
further formal studies) is offered;

. the programs reflect the principles enunciated in Recommendation 7;
. all formal studies throughout the pre-service and in-service phases re-

flect the quality and standards to be expected in a degree program; and

due consideration is given to ways of facilitating the completion of the
program by teachers during the early years of their careers.

The Board believes that such a program would be more befitting the future needs of
the teaching profession than the present concept of a three-year diploma or one-year
postgraduate program.

In the Queensland college of advanced education system, teacher education is one of
the few fields of study in which diploma awards still exist; this is despite the fact
that students are.in effect studying towards a bachelor's degree. There are no other
diploma awards at Brisbane College of Advanced Education, Capricornia Institute of
Advanced Education or James Cook University. There are two diplomas in the visual
and performing arts fields, one at Darling Downs Institute of Advanced Education and
one at the Queensland Conservatorium of Music although at Darling Downs students
may now enrol in major studies in these fields in the B.A. degree course and the great
majority of QCM students are enrolled in the degree courses. There are no diploma
courses at Queensland Agricultural College, although degree students who leave after
completing three years of their course may be awarded a diploma. At Queensland
Institute of Technology, apart from a Diploma of Architecture (where there are also
degree courses) all diploma awards are in the health sciences area, including nursing,
nurse education, nursing management, radiography and podiatry.

The change recommended by the Board would also parallel more closely developments
elsewhere in Australia. In most other states, primary pre-service students at colleges
of advanced education now enrol directly in a degree course. Many have the option
of completing a full B.Ed. degree as a pre-service course. In some cases, these
students are not employable unless they complete the full four-year course. In other
instances, students who complete the first three ;ears of the degree program are re-
garded as having completed a pre-service phase and are eligible for employment as
beginning teachers. In some colleges, a diploma of teaching is awarded to such
students as an interim award. In others, however, a transcript with a statement of
completion of the pre-service phase is all that may be obtained; students are not
regarded as having completed a total course or as being eligible to receive any formal
award until they have completed the fourth year. In all cases, colleges have adequate
funding to enable students to enrol for the fourth year whenever they have completed
any period of teaching experience which may be required.

The Board believes that implementation of Recommendations 8 and 9 will ensure
progress towards its long-term goal, provided an appropriate allocation of places is
secured. The Board is encouraged by the view expressed by the two Commonwealth
Commissions in the Report of the Joint Review on Teacher Education:
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"... it is considered that the resources necessary to provide a fourth year
of training* would be better applied wl-en teachers have gained significant
experience in the classroom. No departure from the '3+e+1' model is
therefore proposed." (32)

This structure, together with changes in selection procedures, improvements in the
teacher education program itself and a climate of expectation that teachers should be
members of a graduate profession, will undoubtedly achieve the substantial enhance-
ment of the profession of teaching which we believe will be essential to meeting the
needs of our schools as we move into the twenty-first century.

The Board recognises that the present economic climate will be perceived by many as
forestalling any recommendations which carry implications of increased expenditure
on teacher education.

Nevertheless, the securing of a teaching service which is adequate both in quantity
and quality for the schools of the twenty-first century is of such vital strategic
importance that the Board cannot and will not resile from its responsibility to
recommend

11. that funding authorities give the highest priority to increased allocation of
places to teacher education in Queensland so that -

(a)

(b)

all commencing teacher education students will have the opportunity
to complete their final-year degree studies within a reasonable time
after commencing their teaching careers, and
all teachers currently teaching will have the pportunity to complete
a post-experience year of formal study.

The Board notes with pleasure that, even though completion of the Bachelor of Edu-
cation is not mandatory, an increasing number of teachers who graduate with a
Diploma of Teaching are achieving four-year status. Progress would have been more
marked had more places been available. The Board is, at the same time, disappointed
by the relatively small numbers of teachers holding a pre-service postgraduate
diploma who have continued with their formal education studies. The model of initial
teacher education calls for all groups, whatever the pre-service studies they have
undertaken, to continue further studies in education after they have gained some
experience in teaching in order to complete their initial professional preparation.

In proposing that in the future all teachers should be expected to undertake in-service
studies in education as part of their initial professional preparation, the Eoard is very
conscious of the difficulties currently faced by teachers who combine periods of study
with their teaching responsibilities as well as with family and other commitments.
The Board's recent evaluation of the Bachelor of Education degree in the Queensland
advanced education system (33) found that the "stress of combining teaching, study
and family commitments" was cited by 79 per cent of students who had withdrawn
from the program as being a very important factor influencing their withdrawal.
"Other personal commitments" was a factor mentioned as very important by 38 per
cent of the same group. Again, 54 per cent of teachers who had graduated from
Bachelor of Education programs and 75 per cent of those currently enrolled reported
that their teaching or other contributions to their school suffered when study
pressures were high.

Suggestions for lessening the conflict between study and other commitments which
emerged from the Board's evaluation included:

. having flexible assessment deadlines, so that peak workloads at school and college
need not coincide;

* The Board reiterates its opposition to the use of the term "training".
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. providing opportunities for study towards the Bachelor of Education in summer
schools;

. offering of whole-year units or allowing students to spread over a full year sub-
jects normally taken in a single semester;

. more counselling of students about the workload involved and approaches to part-
time or external study;

. more encouragement of students to take one unit per semester rather than two,
especially in their early years of teaching.

The evaluation found that school principals, associate administrators and other staff
members were generally supportive of teachers who were undertaking these studies.
There was divided opinion about whether teachers should have a reduced teaching load
while undertaking this study, but very strong support from both teachers and school
administrators for teachers being given periods of extended release from the
classroom to help them complete in-service studies.

The Board recognises the potential cost and administrative difficulty associated with
the latter proposals. It believes, however, that the value of incorporating an in-
service component into the total program of initial professional preparation of
teachers so far outweighs the benefits of additional pre-service study that employing
authorities as well as teacher education institutions should seriously consider all
possible means of facilitating teachers' completion of such programs. These means
might include, for example, a term's release, or, for a specified period, a reduced
teaching load, or appointment to a school in a city in which is located a higher edu-
cation institution.

The Board has elsewhere recommended close collaboration between employers and
teacher education institutions in the professional preparation of teachers*. If such
close collaboration could be applied to the planning of the total initial education
degree in its pre-service, induction and in-service phases much could be achieved in
providing coherence, continuity and support for teachers throughout the whole
program.

The Board has also addressed the issue of the length of current end-on pre-service
programs. These are currently offered at the University of Queensland, Brisbane
College of Advanced Education, Darling Downs Institute of Advanced Education and
McAuley College and range in length from 34 to 40 weeks.

We believe that it is extremely difficult to achieve the goals of professional prepara-
tion in such a limited period. The Board would invite the teacher education
institutions to consider ways in which the time available for formal studies and for
teaching, school and other field experiences might be extended, for example, through
the offering of summer schools, or through the extension of the program from two to
three semesters.

The Board recommends

12. that teacher education institutions consider ways in which the time avail-
able, for formal studies and for teaching, school and other field experi-
ences, in end-on pre-service teacher education courses might be extended.
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CHAPTER 7

QUALITY TEACHERS: CONTINUING PROFESSIONAL DEVELOPMENT

Views expressed in submissions and at public meetings

There was widesptead endorsement o6 the need On teachers .to engage in ongoing
moOssionat growth. Anticipated outcomes included: the development o6 "ex-
tended moOssionats" who assume peAsonat Aesponsibitity On theift own contin-
uing development, seeking out set6-.improvement through patticipation in a
variety olf activities and through miticatty analysing their own pen0Amance;
the achievement o6 bull pto6essionat status and .improved teaching, Leading to
school .improvement and renewal; the undenstanding and imptementation o6
innovations; the stimutation o6 enthusiasm and commitment and a decrease in
stress and careen dissatis6action; maintenance o6 the Love olf Learning and
Ostming this same attAibute in students; the development o6 4peaccasation4;
and netmining in another area o6 education.

It was Ott that such pnoOssionat development can be :;ostened by attending
in-senvice activities, but °then supplementary ways tnetude supenvizion o6
student teachers, active patticipation in meetings, the teaching expeAience

fib, piloting o6 innovations, discussions among colleagues, collaborative
involvement in =n(.cht= planning and school evatuotion, pAqessionat :Leading
and patenting.

The concept o6 peAiodtc atteknative wank experiences On teachers was strongly
endorsed as a means ob moviding a broaden perspective On teaching and o6
imptoving communication between schools and the widen community. It was
suggested that teachers zhoutd be granted leave On attennative worth

expeAience without toss o6 entitlements.

Constraints wene identi6ied which impeded the achievement o6 desined outcomes
6Aom in-service counsel and seminans. Therm were °gen opposing views on ways
in which such consttaints might be overcome.

White many teachers engage in continuing pAqessionat development, some do
not. Some tespondents saw a sotution in active encouragement, white
others believed all teachers shoutd be required to engage in such
activities. Some advocated newands and incentives but some betieved
involvement in wstt-organised courses perceived as netevant by the
teachers constituted su66icient zatis6action, generating a sense o6

competence and con6idence.

Time and timing o6 courses were seen as problematic by many. Solutions

proposed were thnee0td: alt courses to be o66ened during teaching time
on through bull -time netease and sabbaticals With the avaitabitity o6
adequate netie6 sta66), cou_ses to be taken by teachers in their own time
(a6tennoons, evenings, vacations), and attendance at courses to be based
on shared time, raptly the teacher's own time and partly the employee's
time.

Inadequate levels o6 6unding (direct expendituu and provision o6 Aetie6
sta66). Some assented that in-senvice education shoutd be o66ened at no

oast to teacheAz. Others discniminated among the purposes o6 the
education: where it was required to implement system changes,

the cost should be bonne by the emptoyen, but in othet instances it was
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not inapptopAate SOIL teachers to contAibute .to their own 6untheA devetop-
ment.

Inappkoptiate cow ogge/Unga (6oAmat award and non-awand couAzez).
Respondents suggested the need .to e6tabash ptoceduAez .to azceAtain belt
needs and inteteztz, since courses wound be tikety t4 be poputan only i6
they were petceived as tetevant. Some coutzez wete ctitaized as being
too theouticat and not relevant .to teachers, but come reported
zati26action with such counsel. FuttheA, the Bachelor o6 Education coutze
was zometimez ctitieized bon. attowag too much choice o6 "easy etectivez";
not att zhaAed this view. The ad hoc nature o6 otheA non-awaAd counsel
cat/meted come cAiticizm.

Too United a range o6 o66eAingz. In view o6 di66eAence4 among teachers,
theu zhoutd be a more extended range o6 olf6eAingz, inctuding exchange
vizitz and oppottunitiez to observe outstanding pAactdionenz. In
paAtcutat, theAe was ciaticizm o6 a perceived tack o6 cometation between
poticy changes and the pnovizion o6 Adevant in-zetvice and other. support.

Too Vmitsd modes o6 o66eAing. Attendance at come courses, campa6-based
on Located in other. cities on towns, was diffiCat 60h many teachers,
thus reducing their attractiveness. Many respondents pointed to the
potential 60h gteatet access through the use o6 modeAn technology. Some
teachers believed 6oAmat cow e4 zhoutd be more 6texibte, attowing
vaAjabte .time eon. amptet4n oi unit's and mote zympathetic zcheduting oi
azzignmentz and examinationz, since these 6tequentty coincided with peak
peALodz o6 demand in zchootz.

Too limited an ()Wiring oi zehoot-based coutzez, workshops or zeminatz.
Many peAceived zchoot-based in-zeAvice activities, paAticutaxty wheAe
the/Le wad be paAt2cipation by att zta66, t4 be the mort vatuabte and the
moat tikety to result in desired changes. The need OA expert advisory
input at ouch workshops and OA Sallow -up support was emphasized.

Too limited a range o6 6oAmat award oWAingz. TheAe was enitieiam o6 the
Vmited nwnbeA off ptacez avaitabte, paAticutaAty in cattege B. Ed. pro-
grams. Cottege zta66 befit this tinatation on the numbet o6 in-zetvice
places reduced the contAibution they could make, and wished to make. Some
teachetz belt present B.Ed. o6ileAx.nv were not comptehenzive enough and
that key areas o6 need were not covered. Cottege zta66 advocated the
extenzion o6 cattege obfeAingz through mastery degrees, which zhoutd be
course -based and action oriented.

The tack o6 coo' di in the ptanning and o66eAbo o6 in-zeAvice.
Thera was emphaziz on the need OA the present ad hoc arrangements to be
Aeptaced by ptanning at the state, Aegionat, diztAict and zchoot tevetz,
with an intetzystemic invotvement o6 teachers, emptoying authotitiez,
teachet educators, and other. experts. Such coondination o6 e66oAt wound
.lead t4 a more .446tematic approach, a more comprehensive range o6 o66eA-
ingz, maximum utiUzation o6 resources, and more adequate publicising o6
o&Aingz.

There was a 6Aequent cat OA the teAtiany inztitutionz to exptoAe the pozzi-
bitity o6 oxtanging aedit bor non -award activitiez; panticutat mention was
made o6 coutzez such as Excettence in Teaching, Eatty LiteAacy In-Setvice
CouAze (ELM), Eatty Reading in Content Arena, Basic Learning in the Primary
Schoot and the Queensland Project and 60h ptoiersionat activitiez such
as zupeAvizion o6 student teachers. Difficuttiez inheAent in cross-enediting
were also discussed and it was suggested that procedures be estabtizhed SOIL

accrediting non-mound programs and activitiez.

Coordination o6 e66oAt at the zchoot .level was conzideAed dezivabte, through
explicit recognition o6 the value o6 in-zetvice education, through the attach-
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ment o6 the tezponzibitity tot schoot coordination and ptanning to a zenot
zta66 membeA, and through the eztabtishment o6 ptocedukez that would support
the diskemination throughout the zchoot o6 the expeAtize gained by teachers
who had attended in-zeAvice couxzez at otheA centAez. Pkincipatz and zeniot
zta66 weAe seen as key pensonnet in schoot tenewat and adjustment .to change
and in the encoutagement o6 zta66 .to become activety invotved £n ongoing pto-
6essionat development.

The Board o6 TeacheA Education tvaz asked to gay a zuppoxtve tote with
respect to in-seAvice education by:

encoutaging the divensigcation o6 existing pto6easionat development
attangements so that .they might be accezzate .to att, and encoutaging the
initiation o6 6uAtheA counsel;
conzating with teacheA education institutions concekning .the cxediting o6
non -award activ.itiez 6olona2 atuctitd counsel;

acting as a cteaking house tot the dissemination o6 in0Amation regarding
the avaitabitity o6 n-zeAvice education;

making representations tot .increased banding o6 in-zuvice courses and
activities .

The Board's perspective

A recurring theme in this Report, as in most of the reports reviewed in Appendix IV,
has been that the profession of teaching requires of its members continuing pro-
fessional and personal development.

Teaching is not alone in this requirement. All professionals and all citizens need to
be alert and responsive to contemporary vocational and societal demands and oppor-
tunities. The need in the case of teachers is, however, especially great. Firstly, they
play a key role in interpreting and transmitting the culture of the day, which
embraces but is not limited to the traditional cultural heritage. Thus they must be
people of their tine, with an analytic perspective on the past and a positive
orientation towards the future. Secondly, they are engaged in one of the more
complex of the professions and excellence in its practice is not quickly won. Rather,
it is achieved only through a progressive extension of insights both into the purposes
and benefits of education and into ways in which each pupil can be assisted to achieve
those purposes and benefits.

As classroom practitioners mature in this profession, a majority maintain their
classroom roles but in addition need to assume new roles and responsibilities, ,vithln
the school and within the community. These new roles offer new rewards and make
new demands which require specialised knowledge and skills (for example, in
curriculum development, use of school resources, professional stimulation to and
guidance of colleagues, community relations). Many will elect to spend forty years as
classroom teachers; these years should constitute the path of a dynamic, ever-
challenging career. There are paths in personal development, too. Teaching requires
of its members a personal vitality, an engagement with life, an intellectual curiosity,
an orientation to developing new talents and interests and a sense of deep satisfaction
in evolving self-actualisation as person and C3 teacher. It is teachers sucn as these
who can inspire and stimulate the young to extend their own horizons.

Some classroom teachers move from the classroom to establish careers in adminis-
tration (school and system), in advisory and specioiist services, in research or in tea-
cher education. These career changes require specialised competencies for the
effective transformation of the classroom teacher to the new role and position. There
is an evolving path to excellence in these roles also. Participation in an array of
formal and non-formal programs is essential, but oni/ a beginning. The contexts with-
in which the role is exercised and the characteristics of the other inhabitants of the
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setting change*, often requiring some reconceptualisatlon of the role and therefore
new knowledge and skills. Those who assist teachers to assist students need a special
enthusiasm, a grasp of a cornucopia of knowledge (In the disciplines, in education and
pedagogy, in the areas of the speciality), and interpersonal skills and insights which
will allow them to offer their assistance in a way which will foster teachers' insights
and professional development.

The foregoing statements represent the Board's perspective on the continuing pro-
fessional development of teachers. Our model Is not a deficit-oriented one, although
we recognise that at any given time experienced teachers will need to acquire new
knowledge and competencies to perform their roles successfully. This is notably the
situation during periods of rapid social and educational change. In Chapter 6 we
examined the implications of such change for the content and conduct of programs of
initial teacher education. If objectives are to be achieved, there is the need to create
opportunities for teachers already in the system to achieve those competencies and
knowledges which were the subject of little or no emphasis during their pre-service
preparation or subsequent study and reflection. Perhaps the clearest example for
teachers in the late 1980s is the need to master the new information technologies.
But, beyond this, the very nature of teaching itself requires teachers to undergo a
developmental process, as we have emphasised throughout this Report.

The progressive path towards increasing competence needs to be achieved by each
individual teacher and each teacher, according to his or her existing understandings,
skills and competencies, will profit in his or her own way from reflection upon self-
initiated development activities and from participation in programs, courses and
activities initiated by employers or others. Engagement in these activities must ulti-
mately be validated through the enhancement of the teacher's ability to enact his or
her professional role in the classroom and in the school.

The theme of the continuing professional development of teachers now has an exten-
sive literature, including the reports analysed in Appendix IV (p.2, pp.5-6). The Board
has addressed this literature, has listened carefully to public and professional comment
and has drawn upon the experience of its own members to present, in this chapter, a
number of central principles which it believes should guide policy and practice in this
area.

The Board recommends

13. that the following principles be adopted in the future development of poli-
cies for the continuing professional development of teachers:

13.1 that professional development be recognised as on ongoing process
essential to every teacher throughout his or her career.

This process involves sequential growth towards a diversity of professioral goals,
which include:

. the consolidation and extension of professional skills and knowledge;
. the ability to respond professionally to changes in the social and educational

contexts of teaching and learning and to implement innovations effectively;

the extension of insight into educational theory and the growing ability to inform
practice with theory;

. the broadening of understanding of the social significance of education;

. a deepening understanding of the contemporary society;

. the achieving of a deeper understanding of the disciplines and a mastery of the
new insights generated by scholars;

A sood example is the change occasioned by the mainstreaming of students with disabilities;

their presence in regular classrooms has implications for all specialists and advisers.
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the ability to assume a more responsible role in relation to the operations of the
school, both those within the school and those which involve interactions with the
community;

. further growth as an educated person, extending areas of learning and experience
and interest;

increasing self-knowledge, as teacher and as person;

the, development of a personal philosophy of education, of a deepening sense of
professional dedication and of high morule and enthusiasm, and an acceptance of
responsibility for the growth of the profession and the nurturing of new recruits to
the profession;

the mastery of skills and knowledge needed in new positions and in undertaking
new tasks.

13.2 that stimulus to the continuing professional development of teachers
be provided through a diversity of activities, including the whole range
of self-structured and system-organised, self-initiated and system-
initiated, informal and formal, non-award and award activities which
can be undertaken by educators to advance their professional develop-
ment during their working lives.

Such diversity is required to meet the wide range of goals listed in the principle ex-
pressed in Recommendation 13.1, to accommodate the heterogeneity of the teaching
force and to meet individual and system needs.

It should be stressed that there is no dichotomy between system and individual needs.
System needs can be met only through the understandings and behaviours of individual
teachers and groups of school staff; ,ndividual needs must embrace, although they are
not confined to, specific system neecs which are accorded current priority. Further,
the professional growth of individuals or staff groups can generate new ideas and the
introduction of personal initiatives which, in turn, can be recognised as valuable by
the system, thus leading to an expansion of system needs.

There exists an abundance of classificutions of professional development activities.
For example, the NITE Committee (I) distinguished among formal award in-servic,
courses, non-award courses (medium term, short term, short "once only" activities) and
informal in-service education (such as professional reading, work experience, work
with community organisations, home-school liaison).

Evans (2) points out ,hat none of the activities listed actunlli involves teaching a
class or participating in a school development program. He suggests an alternative
approach which looks at both the elements in the school setting which are the focus
of in-service education and the elements of the in-service education itself, par-
ticularly the providers and their functions, before examining the actual and possible
linkages between them. The importance of school-based development activities is well
documented in the literature (3).

The Board's vie v is that school-based and school-focused teacher development acti-
vities are a significant and essential element in a total approach to staff development.
The Board uses the term "school-based" to indicate activities Initiated by the school;
by "school-focused" we mean activities initiated by agencies external to the school but
implemented either with a total school staff or willi groups of school staff. We
recognise the need for area and regional programs, particularly for staff in remote
areas and for staff of small schools. The Board notes that there are particular chal-
lenges to be overcome if these approaches are to be successful. For example, there is
need for a recognition of the importance of the school climate (4); such programs
need to be focused rather than adopting a scatter gun strategy (5); and teachers need
themselves to be convinced that the school is the most appropriate target for change
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in education (6). In addition, the high staff mobility in Queensland schools* poses
problems. Not only does a school principal face difficulties of continuity in the
development of school policies and programs, but the principal himself or herself may
not be in the school for a long enough time to follow through developments that he or
she has initiated. Finally, a particular challenge is created in Queensland by the
number of small schools and their dispersion throughout the state; not only do these
schools have a higher than average staff mobility rate but they are also distant from
the two major systems' regional offices and from the teacher education institutions
which are both important sources of ideas and stimulation. An extension of the
number of mutual aid groups and the exploitation of communications technology** can
assist in overcoming this problem.

Stimuli to professional development need to be provided from multiple sources. In
addition to the teachers' own reflective endeavours, these include colleagues and
school improvement programs, participation as collaborating teachers in pre-service
programs, systems advisers and system-organised courses (local, district, regional and
state), professional associations, education centres, and higher education institutions
(both education and non-education departments).

Recognition of the need for a diversity of approaches implies also a recognition of the
complementary and interlocking, rather than additive, contributions of these various
approaches. As in pre-service programs, there are very few cases where a develop-
ment goal can be achieved best or only through a single approach or activity. As
Ski lbeck, Evans and Harvey (7) comment:

"A focus cn school situations and tasks can be a means of bringing to bear
upon concrete, practices problems a very wide range of understandings and
skills. However, in a total INSET Program, this focus should be com-
plemented by the provision of learning situations for teachers which take
them completely away from the school environment, to residential centres,
schools other than their own, tertiary institutions, factories, offices, and so
on ..."

Evans (8) highlights the problem of connecting "teacher education experiences with
teacher work experiences in a way which encourages reflection, hypothesis-making,
explanation, attempts at change, evaluation and personal insight". He sees one
solution as lying in cooperative planning and development at the school itself. From
his point of view, the teacher education institutions should play a very important role
in providing the "generative" knowledge and confidence teachers need to enable them
to participate more effectively in the constructive, problem-solving processes of
school decision-making. He suggests that school-based decision-making may benefit
greatly from the technical support that may be derived from teachers' participation
in formal courses in such areas as curriculum planning and development, school and
curriculum evaluation, research skills and studies of group dynamics and group
processes. The CTEC/CSC review of teacher education reaches a similar conclusion
(9).

There is one further aspect of this interdependence. As the 1978 Bassett Committee
noted:

"In-depth courses should provide an orderly conceptual basis for practical
programs. Functional activities, in concentrating on problems and tasks of
immediate concern to teachers, should increase awareness of the relevance
of the theory, as well as having intrinsic and immediate practical value."
(10)

* See Chapter 3, p.42.

** The piloting of the offering of the ELIC program through Q-Net stations is one such example.

The issue of full utilleatIon of communications technology has been addressed by the 1986 Re-

port of the Queensland Ministerial AdvAtiory Committee on Dietaries Education.
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It should be noted, however, as Griffin (11) observes, that although the problem-
solving orientation to staff development in schools is most commonly situation-
specific (a "putting out fires" approach), this need not be so; school level development
activities can be future- as well as present-oriented, if there is systematic attention
to providing structures for a problem-solving approach.

One might reasonably predict that if a teaching force had access to a diversity of
in-service activities which were perceived by the teachers as relevant and useful, and
which were well-validated and research- and theory-based, these teachers would be
most likely not only to involve themselves in such activities but also to pursue self-
structured and self-initiated routes to enhanced competence. Among the latter would
be included active membership of professional associations, professional reading,
reflective consideration of their professional activities and, perhaps, action-research
in their own classrooms, schools and communities.

In this review of the diversity of activities which foster the continuing professional
development of teachers, we would draw attention to the s+rong community support
evidenced in the submissions we received for periodic alternative work experiences for
teachers. If the present economic climate continues, this will require cooperation
between school employing authorities and employers in the wider community; it cannot
be left to chance.

13.3 that, as members of a profession, teachers collectively and individ-
ually recxnIse that they bear the ultimate responsibility for their
going pro essional deve opment;

that systems and employ authorities recognise their complementary
responsibility of ensuring that teachers are able to participate In
appropriate in-service opportunities, especially when system initiatives
are proposed and, later, Introduced.

The pace of change in society, in schooling and in governmental priorities for school-
ing has been marked, as we saw in Chapter 3. Griffin (12) in his writing referred to
the "innovation-laden" decade of the seventies in the United States; this has been at
least equally the case in Queensland. In some ways, particularly as a result of the
press to try to achieve new priorities, this has led to what might be seen as a relative
overemphasis on the provision of in-service programs and a relative underemphasis on
the concept of the continuing professional development of teachers to meet the
variety of goals outlined in the discussion of Recommendation 13.1. The focus has
tended to be on specific curriculum elements ziid on specific target groups.

Views about in-service teacher education will depend to a large extent on views about
the nature of the teaching work force. If teachers are seen as minimally qualified
there will be adoption of an "in-service training" model in which it is the responsi-
bility of school authorities to ensure that further courses and activities are provided
to enable teachers to cope with whatever charges are made In what is required of
them. If, however, teachers are seen as professionals who take responsibility for the
services they are delivering to their clients, there will emerge a "professional develop-
ment" model in which teachers as professionals seek access to a wide range of
avenws by which to pursue their own professional growth and through which to meet
the emerging requirements of their individual roles or career aspirations.

Many recent reports (see Appendix IV, pp.5-7) seem to be based on an instrumental
view of teachers and teaching. Such a view of the teaching task leads their writers
to see in-service education as further "training" needed to keep teachers up to date
with changes in the content or methodologies required by school authorities as they
strive to improve educational outcomes. The UK report on Teaching Quality (13) for
example says:

"... the employers ... must bear the primary responsibility for providing in-
service training - including school-based training - to meet the changing
needs of the school system."

123.

.,.148



In similar vein, the Quality of Education Review Committee in Australia sees in-
service education as serving a number of purposes:

"Among [these] are: the introduction of new syllabuses or curriculum
guides; the induction of new teachers; improvements in areas of skill and
knowledge seen to be deficient; increasing knowledge in particular subject
areas; developing new teaching approaches to the needs of particular
groups of students; and upgrading qualifications." (14)

The recent CTEC/CSC review (15) shares this perspective. It states its belief that
the need for professional development is greater now than it was ten years ago.
However, the reasons advanced for this belief are limited to: changes in career
patterns due to changes in the demand for teachers; changes in curricula; the
emergence of new priority areas; rapid social, economic and technological change; the
greater diversity of the student population; changes in family structures; increased
knowledge about how children learn; and broader responsibilities in curriculum
development and pupil assessment.

System needs must be met and employing authorities do have responsibility for
providing appropriate assistance for teacher development when system needs change.
However, acceptance of this responsibility without an acceptance of the accompanying
responsibility of the teachers themselves does little to advance the concept of
teaching as a profession. Rather, it is likely to lead to an undue emphasis on issues
such as the relative contribution by teachers and by employers of in-service time*.
Acceptance of the responsibilities of both parties, within an overall conception of the
nature and goals of teacher development, would perhaps lead to a non-confrontationist
solution to this problem.

The context for considering questions about in-service teacher education as we move
towards the closing decade of the twentieth century must therefore be one which
recognises the staff of a school as a team of professionals working together to provide
educational services to their clients within the community served by their school.
Professionals may be expected to take responsibility for their own continuing pro-
fessional development, both individually and as members of a school team, under the
leadership of the principal and senior staff, as they seek to address emerging needs
and challenges in their professional roles.

13A that in-service providers at all levels establish mechanisms for col-
laboration such that -

cooperation among providers is fostered,

an appropriate balance of activities is available

award and non-award programs reinforce each other, and

appropriate non award activities are designed in such a way that
they may be used In gaining credit towards an academic award**.

Given the diversity of approaches to in-service teacher education which does and
should exist, there arises the problem of coordination and coherence. Providers of the
various forms of in-service education need to see the place of their courses and other
activities within the wider framework of the totality available. They need, also, to
make explicit to teachers the particular contribution that might be expected of their
program and the links between their offerings and those of other providers. If this
could be achieved then there might be a higher likelihood than probably exists at
present of each teacher pursuing a sequential and progressive path towards increasing
competence.

e.g. see Australian reports sumNdrised in Appendix IV.

This issue is addressed in the discussion of Recommendation 13.12.
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The need for coordination among providers has been emphasised In the state and
national reports on teacher education, by Coulter and Ingvarson and, most recently, by
the CTEC/CSC review (see Appendix IV, p.7). Coulter and Ingvarson point to par-
ticular need:

"... effective coordination of roles and responsibilities for in-servic:
education is dependent upon a clearer delineation and acceptance of
responsibilities by the major parties Involved." (1L,

The Quality of Education in Australia Review and the Commonwealth Schools Com-
mission's Review of the Specific Purpose Programs (17) also comment on the need for
better coordination in Commonwealth programs which involve Funding for professional
development. The eTEC/CSC Review notes these comments and concludes that:

"the most effective means of improving in-service education ... Is to use
the resources available at any one time on a planned national basis which
takes account of the priorities of all the major participating groups ..,"
(18)

Similarly, in its discussion of "post-experience" teacher education (which Is defined as
a category separate from "in- service ") the CTEC/CSC Review comments on the fact
that there has been no mechanism for formal coordination at the Commonwealth level
In relation to teacher education matters. It also refers to doubts about the adequacy
of arrangements for coordination between the Commonwealth and the states and
territories and among the various parties involved in the teacher education process at
the state and territory level, including higher education institutions and education
departments. Coulter and Ingvarson had recommended the establishment of a joint
committee on teacher education, representative of the two Commonwealth Education
Commissions, state and territory employing authorities, and national teacher and
parent organisations (19).

Within the state, the need for coordination exists among all providers of in-service
education. The demise of the Queensland In-Service Education Committee (QINSEC),
following the Federal budget of 1986, means that new channels of cooperation In In-
service activities will need to be established between the major employing authorities.
As we saw in the summary of views expressed in Project 21 submissions and at the
public meetings, there were frequent criticisms of the lack of coordination in the
planning and offering of in-service programs.

The foregoing paragraphs relate to one aspect of coordination, that is, coordination
among planners and providers of in-service programs. There is a further aspect. For
the individual teacher, if professional development is indeed to be a continuous
process, the various activities in which he or she is involved need to have some
degree of coherence; to provide some degree of sequential growth in knowledge and
skills; and to give him or her the ability to control increasingly complex situations
and to achieve deeper understandings of educational issues. The teacher's ongoing in-
service education could then be said to be coordinated, the successive elements com-
bining harmoniously into a holistic process of continuing professional Growth.

Coordination, as it relates to resources, would suggest the need for collaboration,
cooperation and consultation between schools and providers, and amongst providers, to
make the best use of the expertise and facilities that can be brought to bear. There
may not be a single best solution that 411 apply equally well to all schools or in all
areas. Rather than attempting to fit al! in-service education Into defined categories,
programs, or institutions and rationalising, amalgamating and avoiding duplication,
there should rather be encouragement of variety, flexibility, individuality and
innovation.
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13.5 that teachers, employing authorities and the community at large
recorrni lase t contextual and organisational features of schools, as
well as the professional development of teachers, will determine the
effectiveness of schools.

There is a strong emphasis in the literature on the particular dependence of the
success of innovations on a well-committed and competent staff. Again, there is
frequent comment on the failure of systems to ensure, firstly, that the introduction of
innovations is preceded and accompanied by appropriate staff development programs
and, secondly, that appropriate support is provided to staff during the implementation
phase (20).

However, the relationship between school changes and staff development is a
reciprocal one. The preceding comment emphasises the dependence of effective
innovation and of quality of education on staff development. The reverse dependence,
not as widely emphasised, is expressed by Evans (21):

"Attempts at teacher development in a context that does not also change
are likely to be, at best, unrewarding and, at worst, frustrating and
disruptive."

Thus, teacher development has also to be viewed in the context of structural and
curriculum development. That is, teacher professional development alone cannot
ensure improvements in education: it must be accompanied by program or curriculum
and structural or organisational reform.

There is a need, too, if they are to face the challenge of continuing new demands by
acquiring new skills and competencies, for teachers to feel some sense of achieve-
ment and some sense of having an influence on development.

"During the last two decades, school systems generally, and urban districts
in particular, have had the benefit and the burden of a large number of
new programs. At times it has seemed that everyone inside or outside the
field of education is an expert in education, or thinks himself or herselF so,
or at least has one great idea. School staff members are weary of the
proliferation of programs and leery of any new innovation or training
effort. They have tried new materials, new methods of presentation, new
grouping procedures, new promotion guidelines, and new assessment
devices. They have received training of every kind imaginable. They will
keep trying, but they need some victories or at least greater control of
their professional lives." (22)

13.6 (a) that there be recognition that following participation In in-
service activities teachers need access to adequate support ser-
vices to help them Incorporate new behaviours Into their ongoing
teaching activities.

The provision of such support provides evidence of the
commitment of the employing authorities to the accom-
plishment of the objectives for staff development.

(b) that the further professional develment needs of the support
staff be recognised.

Howey and Vaughan (23) have included this as one of the six principles which they
see, on the basis of the available evidence, as the most crucial factors to be
considered in staff development, particularly to counteract the individual isolation and
programmatic fragmentation that often exist in schools. Griffin (24) also emphasises
this need:
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"Even the simplest of human organisations usually find the need for
internal mechanisms, resources, and technologies to carry their work for-
ward. Schools are not different. Human and material resources are neces-
sary to advance effective teaching and learning. ... It is the purposeful
distribution of resources towards some desired end that is the hallmark of
a support system.

The attention given to support systems by persons engaged in staff
development is essential. This attention is characterised by an acknow-
ledgement of both availability and accessibility as well as by a receptivity
to the mtion of redistribution of resources."

The CTEC/CSC Review (25) describes necessary support structures and personnel as
including: release from classroom responsibilities and replacement to attend in-
service programs; pupil-free days for school-wide in-service, follow-up and extension
activities; advisory and consultancy services to provide reinforcement and feedback in
the classroom; and strong indications to individual teachers of the commitment of
schools and education authorities to the objective of an overall staff development
strategy and plan.

The Board notes that one of the strengths of programs such as the Early Literacy
In-Service Program lies in the positions of tutor teachers who not only present the
series of workshops to teachers but also visit them in their classrooms weekly
throughout the program.

Consultants and advisory staff play a key role in assisting teachers to develop further
their professional competence. These staff also need to continue systematically their
own professional development; moreover, the principles we have enunciated as under-
lying the effective continuing development of teachers apply with equal force to
these advisers.

They, too, need to be students of the society and of the education system and its
broad directions; they need, particularly where their specialities are in areas of rapid
development (for example, the theories of second language teaching, technology and
its uses in education) to continue to advance. their specialised knowledge; they need to
understand the cli,,:itele of contemporary schools and to be knowledgeable about how,
within their area of advice, they can help teachers to help all pupils to learn and to
develop; the/ need to have knowledge of the pedagogical !earnings of teachers in pre-
service and in in-service programs.

13.7 (a) that principals continue to provide leadership in school and staff
development, through active involvement in in-service activities,
and through creating an environment which encourages staff
participation in in-service activities, reinforces new !earnings
and understandings and supports implementation of change in the
school;

that appropriate professional development programs be available
to all principals and associate administrators.

In spite of the problems created by staff mobility to which we alluded earlier*, it
must be regarded as a particularly important responsibility of each principal at the
beginning of each school year to review the professional development .oeds of his or
her staff, collectively in terms of the needs of the school as well as Individually, and
to help them to formulate appropriate plans for their professional development for
the year.

(b)

The environment created by the principal, in larger schools with the support of the
administration team, determines in large measure the morale of the staff and the

* p.122.
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priorities they attach both to school improvement and their own continued professional
development. This leadership role may be facilitated by the appointment to staff of
professional tutors (26) or supportive counsellors (27) or master teachers, but such
appointments can serve their purpose well only if they have the informed and en-
thusiastic support of the principal.

It has been suggested by some commentators that, for this role to be enacted,
principals must have allocated to their schools discretionary funds for in-service
education (28).

If principals are to exercise this leadership role, it is clear that they themselves need
to engage in appropriate professional development. It is reasonably common for
systems to offer development programs to principals, either before or after their
appointment. In a study of Australian principals, Chapman (29)* found that specific
study in administration had been underteken by 25 per cent prior to appointment and
by 31 per cent following their appointments. Such study could be regarded as
essential for principals. More, however, is also required. The Chapman study showed
that 80 per per cent of principals indicated that they had continued their formal
study. Just over half of these 80 per cent had completed, as their highest post-initial
tertiary qualification, bachelors degrees or graduate or advanced diplomas; over a
third had completed diplomas or other awards and only one in ten had an honours
bachelors degree, a masters degree or a doctorate. These figures suggest that there
needs to be some reassessment by the principals of the requirements of the leadership
role and perhaps greater encouragement by the employing authorities to principals to
engage in advanced study.

13.8 that participants in staff development programs be involved, where
appropriate, in the determination of goals and objectives, programs
and procedures, and evaluation of outcomes.

We believe that forces likely to constrain perceptions of the relevance of in-service
education activities need to be recognised. Participation by teachers in the planning
and evaluation of programs will greatly enhance their commitment to and their per-
ception of the relevance of these programs.

Two comments from the literature serve to highlight the critical importance of this
principle. Rankin, from the Office of Research Planning and Evaluation in the Detroit
Public System, in his contribution to the 1983 NSSE Yearbook, Staff Development,
wrote:

"School people are tired of new programs; they have seen too many failures
and false starts. They sometimes resist participation in training because
they have been let down before. Most of them are hardworking, dedicated,
unthanked and increasingly maligned professionals. My hunch is that, if the
goal is better teaching and learning, school improvement efforts that
feature participant-designed or participant-requested staff development
programs are more promising than continued dependence on top-down,
system-wide, objective-based in-service education." (30)

Coulter and Ingvarson (31), in proposing their recommendations about the future
operations of the Commonwealth Professional Development Program, included as one
of the principles which guided their recommendations:

"the view that there is room for greater teacher participation at all levels
in policy-making and decisions about their own professional development, if
the degree of commitment from teachers and teachers' organisations
necessary for its effectiveness Is to be generated. In-service education is
not something that is done to teachers. It is a vehicle for enhancing the
autonomy and professional self-esteem of teachers, as v.ell as a means of
improving the level of teaching skill and competence."

* Her study was conducted with a sample of 20 per cent of all achools in Australia; the res-

ponse rate was 62 per cent.
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13.9 that in-service education rep &der teacher organisations, teachers,
school authorities and the community seek to maximise teacher par-
ticipation in in-service activities.

As we saw in the preceding discussion, involvement in planning is seen as a major
stimulus to participation. It is clear also from our earlier discussions in this chapter
and in Chapter 2 that the level of participation will be a function of the pro-
fessionalism of the teaching force and of the degree to which and the manner in
which that professionalism is recognised by the employing authorities and by the
community. One aspect of such recognition might well be the adoption, as one
criterion for promotion, of participation in and profit from formal and informal in-
service activities.

It is not possible to secure comprehensive data on levels of teacher participation in
non-award activities.

The reduction of Commonwealth funding and its effects are the subject of comment
in the Report of the Commonwealth Schools Commission's W3rking Party on Special
Education on Commonwealth Policy and Directions in Special Education (1985) (32).

The CTEC/CSC Review (33) reached similar conclusions:

"Despite increased expenditure by some states and territories in recent
years, in aggregate there has been a decline in the overall provision of
in-service education in Australia ...

The reduction in Commonwealth funds and the decision by the Government
in 1984 that funds for professional development were to be used to support
objectives in education determined at the Commonwealth level posed
problems for most education authorities."

The state Department of Education Annual Report for 1986 indicated that by the end
of that year over 2,000 preschool and junior primary classroom teachers would have
undertaken the ELIC program and it projected that by the end of 1937 up to 6,000
teachers and administrators concerned with children's earl: literacy would have
participated. Programs such as ELIC may well offer the basis on which there could
be acceptance by higher education institutions of the principle of credit towards an
award of some non-award courses.

There ore some data on participation in formal in-service award courses in
Queensland. The Board's annual reports provide information on enrolments in various
in-service education award courses in Queersland. While these enrolments may
include students other than teachers, the vast majority could be expected to be
teachers. However, no data are available on enrolments of teachers in non-education
award courses, nor on Queensland teacher enrolments in award courses offered in the
other states and territories.

The 1978 Bassett Report indicated that, in that year, of a total teaching force of
24,299, enrolments in in-service education award courses totalled 4,646; this
represented 19 per cent. The percentages of those registered teachers in the work
force who were enrolled in such courses fell from 1980 to 1985, with a slight increase
in 1986, as indicated in Table 10.

During the 1980-1985 period, new enrolmeni s in such courses also fell, from 2,472 (or
9 per cent of the teaching force) in 1980 to 1,382 (or 4 per cent) in 1985. There was,
however, a slight increase in 1986 to 1,614 teachers (5 per cent).

Table 11 presents data on the patterns of new enrolments for the period 1980 to 1986.

When courses were introduced in the 1970s to permil teachers to upgrade their quali-
fications to a Diploma of Teaching, response was quite high, a response which was
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Table 10: Enrolments in Queensland in-service education award
courses as percentages of practising teachers, 1980-
1986

WINNERS

ENROLLED

TOTAL

TEACHING PERCENTAGE

1980 5,756 27,244 21

1981 5,628 27,947 20

1982 5,151 29,110 18

1983 4,500 30,839 15

1984 4,270 32,007 13

1985 4,314 33,418 13

1986 4,692 34,601 14

maintained in 1980, 1981 and 1982. With the withdrawal of the upgrading course, one-
and two-year "trained" teachers were able to enrol in an extended Bachelor of Edu-
cation course.

Enrolments in the Bachelor of Education degree courses at the colleges of advanced
education are governed by the number of places available, a matter of grave concern
to the Board. As we indicate in Chapter 8 (p.144) there were Bachelor of Education
places at Brisbane College of Advanced Education in 1987 for only just over a quarter
of the applicants; the position is even worse than that suggested by these figures, as
many teachers, knowing the difficulty of securing a place, do not make application.
Scrutiny of Appendix IV (p.7) will show that the resource issue (for the full range of
in-service activities) has been addressed by all the major recent Australian reports on
teacher education. In the Board's recent evaluation of the Bachelor of Education pro-
gram (34), it was ascertained that there was a great range of teaching experience
among teachers who enrolled in the Bachelor of Education for the first time in 1985:
63 per cent had taught for six or more years, and only 12 per cent had fewer than
three years' icachhig experience.

Enrolments in the graduate diploma courses* Indicate a relatively stable pattern since
1983, with almost 500 initial enrolments in 1986. The areas of greatest popularity are
special education, religious education, educational administration and teacher
librarianship. The graduate diploma in computer education was introduced in 1984 and
can be expected to be highly attractive to teachers.

Finally, the small but significant enrolments in masters and doctoral degrees should be
noted; over the seven-year period, over 700 persons have commenced studies in
masters programs, the most popular being the Master of Educational Studies at the
University of Queensland.

The Board's evaluation of the Bachelor of Education included an attempt to discover
why some teachers did not seek to enrol in these courses. The major reasons reported
were situational factors such as lack of time to undertake further studies and commit-
ments to family, colleagues and pupils. A major problem facing teachers who engage
in part-time studies is the pressure created by trying to balance teaching and study
(35).

Significant numbers of teachers pursue their further studiet, by studying in the ex-
ternal mode, some by choice, others of necessity. It is to be hoped that the full
utilisation by higher education institutions of the new information technologies will

* There is further discussion of graJuate diplomas in the presentation of Recommendation 13.12.
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Table 11: New enrolments in In- service teacher education courses 1980-1986 as at 30
April each year

COMMENCING STUDENTS

TOTAL

COMMENCING

STUDENTS

COURSE/INSTITUTION 1980 1981 1982 1983 1984 1985 1986 1980-86

A. Diploma of Teaching

BCAE (ECE)* 23 13 23 59

BCAE (Prim./Sec.) 236 227 165 1 629

BCAE (TAFE) 113 30 15 10 4 5 2 179

CIAE (Primary) 9 21 30

DDIAE (Primary) 91 42 32 40 55 260

McAuley (Primary) 148 44 82 30 17 321

TCAE (Primary) 79 39 1 119

Total: Diploma of Teaching 699 416 317 82 76 5 2 1,597

B. Bachelor Degree Courses

68 63 69 55 ) )BCAE - B.Ed.(Prim.) 1

- B.Ed.(Prim./ ) 605 ) 552 ) 3,593
576 405 419 411 370

Sec./TAFE) ) ) )

CIAE - B.Ed.(Prim.) 55 52 24 39 25 24 56 275

DDIAE - B.Ed.(Prim.) 179 130 87 63 73 94 133 759

McAuley - B.Ed.(Primary) 36 29 65

JCUNQ - 8.Ed.(Primary) 156 118 114 136 103 121 106 854

- B.Ed.** 4 2 4 3 1 14

Ull - B.Ed.St./

B.Ed.St.(Hons) 343 242 211 206 196 177 97 1,472

Total: Bachelor Degree

Courses 1,342 1,183 508 935 363 823 973 7,032

C. Graduate Diploma Courses

20 14 13 16 10 12 99BCAE - Music Ed. 14

- Ed.Admin.(Sthools) 32 26 24 16 16 114

- Multicultural Ed. 14 14

- Reading 19 23 14 7 24 17 36 140

- Religious Ed. 37 24 17 9 14 18 119

- Teacher Librarian 46 33 34 40 38 35 37 263

- Resource Tchng 11 15 13 12 51

- Special Ed. 68 69 85 69 58 55 55 459

- Ed.Admin.(TAFE) 57 16 9 11 1 94

- Second Lang. Tchng 23 13 15 22 73

- Computer Ed. 42 82 85 209

- Communic. Tchng 10 10 20

DDIAE - Except. Children 5 23 28 23 29 37 145

- Education (Tart.) 8 4 26 22 34 37 29 160

- Ed.Admin. 13 17 17 18 22 27 28 142

JCUNQ - Aborig. Is. Ed.** 9 18 9 12 17 5 6 76

McAuley - Religious Ed. 36 27 133 93 58 78 422

U0 - School Counselling 35 25 27 27 16 22 30 182

JCUNQ - Special Ed. 10 15 11 11 11 13 71

Total: Graduate Diplomas 332 339 340 428 481 442 491 2,853
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Table 11 (contd)

COMMENCING STUDENTS

TOTAL

COMMENCING

STUDENTS

COURSE/INSTITUTION 1980 1981 1982 1983 1984 198 1986 1980-86

D. Masters Degree Courses

BCAE - M.Ed.(Maths Ed.) 2 10 3 4 1 8 7 35
3CUNQ - Masters Qual. 2 2 1 5

- M.Ed. 18 5 22 9 15 15 56 140
- M.Ed.(Hons) 2 2 2 3 3 12
- M.Ed.(Spec.Ed.) 11 2 5 2 2 5 5 32
- M.Ed.(Hons)(Spec.

Ed.) 2 1 1 4

UQ - M.Ed. 2 12 8 1 2 2 27
- M.Ed.Admin. 6 29 17 14 14 19 17 116
- M.Ed.St. 47 88 43 53 46 52 39 368

Total: Nesters Degrees 90 148 102 83 84 101 131 739

E. Doctoral Degrees

JCUNQ - Ph.D. in Ed. 1 1 7 2 1 6 18
UQ - Ph.D. in Ed. 8 11 21 3 7 11 11 72

Total: Doctoral Degrees 9 12 28 5 8 11 17 90

TOTAL IN- SERVICE 2,472 2,103 1,695 1,533 1,512 1,382 1,614 12,311

* Includes Brisbane Kindergarten Teachers College 1980

** Includes Townsville College of Advanced Education 1980, 1981

facilitate such study and enhcnce its effectiveness, leading to a reduction in with-
drawal rates. Already significant work is being done in this area by higher education
institutions, by TAFE and by the Education Department. The latter, for example,
transmits ELIC through Q-Net and also "The Club" which offers professional develop-
ment programs to teachers in remote areas, especially those in the early years of
their service. TAFE, in 1987, is offering four hours of transmission time per wr .k;
teachers as well as general community members can take advantage of these ct.
Queensland universities and colleges of advanced education are planning a coordit, ,:d
approach to the use of Q-Net in 1987, with Brisbane College of Advanced Education
being at the forefront of innovative progoram design and development; 90 per cent of
the programs emanating from BCAE are live and interactive.

The Board has noted the recommendations of the Effectiveness and Efficiency in
Higher Education Review (36) that the smaller provincial institutions should become
principal providers of external studies courses. The Board's view is that each
institution has its own expertise and unique character and many students identify with
particular institutions when making the decision to undertake external studies. Within
sensible limits, freedom of choice for intending external students is an important prin-
ciple which should not be lightly swept aside. Furthermore, the Board's commitment
to a minimum four-year program of initial teacher education, with experience inter-
vening between the pre-service phase and the final year's study, argues the need for
each teacher education institution to plan a coherent program of studies across the
four years*. Since many of the teachers will need to complete their course externally
it is vital that each institution be able to offer the final year of studies in this mode.
* See Chapter 6, Recommendation 7.3.
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13.10 that teachers have access to a wide range of in-service and continuing
education activities, these to include activities based at school, dis-
trict, regional and state levels as well as formal award courses.

One of the major determinants of participation is access. We have raised above the
question of access to formal award courses. The facilitation of access needs also to
be addressed in non-formal award courses and in the entire range of informal
activities. The implementation of Recommendations 13.3 to 13.8 above would enhance
both access and participation.

The Board wishes to draw n:rention to one particular aspect of access. Staff develop-
ment must be viewed as an incremental process requiring continuing follow-up and
feedback; one-time activities may not be effective in changing teacher behaviours.
The secure achievement of new insights and knowledge and the development of
enhanced competencies at the in-service stage require the same spiral approach. to the
curriculum as initial teacher preparation.

The Board, noting the unique opportunity afforded by the availability of the 5ntellite,
urges all in-service providers to continue to exploit fully the potentials of communi-
cation technology and to remain alert to the new possibilities that are likely to
emerge.

13.11 that in-service providers ensure that due recognition is paid to the in-
dividuality of teacher, to their perceived needs, to their preferred
learning styles.

This principle seeks the application to in-service courses for teachers of a major peda-
gogical maxim which has relevance to all areas and levels of education. The
principle, as it applies to teachers, has perhaps been most clearly explicated by
Griffin (37):

"Educators are not all alike. They do not perceive their responsibilities in
carbon-copy-like fashion. The people are not stamped from the same tem-
plate. They do not move through life experiencing the same sets of
sensations, thoughts and stimuli. And, important to this discussion, they do
not enter the teaching profession with the same or necessarily similar
expectations for acting out their roles even when the labels given to those
roles are identical.

Human interactions regarding staff development occur across and within
constituencies, institutions, and roles. These interactions, naturally, have
different purposes, different central activities, and different outcomes.
The character of the interactions ... is influenced by who is interacting
with whom ... and the contexts within which the interactions take place.
The nature of the interactions, for our purposes, is defined by an
intentional activity designed to promote professional growth of school
people.

The participants in the interactions, it must be remembered, will often
have different perceptions regarding that purposefulness. Some people will
initiate an interaction, some will be unwilling participants, and some will
be enthusiastic seekers of staff development opportunities. This suggests
that it is not only the nature of the interaction (for example, participation
in a workshop) that is the predictor of outcomes but the nature of the par-
ticipants (and their attendant values, beliefs, and predilections) in the
interaction as well."
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13.12 that there be reconsideration by funding agencies, by councils, faculty
boards and boards of studies of teacher education institutions, by
teacher educators and by employing authorities of the contributions
teacher educators mi t make to the continu rofessional devel..
ment o teachers.

Teacher educators, already make major contributions, through their degree and post-
graduate degree courses, through staff Involvement with schools and teachers, and
staff membership of professional associations and, to a lesser extent, through their
continuing education programs. We have already noted the critical role played by
teacher educators through their provision of formal courses which make available to
teachers the generative knowledge which provides the underpinning to their practices.

If the relationship:, between teacher education institutions and employing authorities
were to develop along the lines proposed in Chapter 6 and if the staff policies in the
former took due accord of the significant involvement in the pre-service program by
school staff, the way would be open for teacher educators to increase further their
contribution to teacher development, through their collaborative roles with schools.

Recent reports (see Appendix IV, p.6) have called for a greater involvement by
teacher educators in non-award in-service activities and for teacher education
institutions to credit, towards their awards, some of the non-award in-service
activities undertaken by teachers. The CTEC/CSC Review (38) has addressed this
issue at length:

The Review has noted that much of the work of implementing major in-
service initiatives such as ELIC is being undertaken by education systems
and authorities, with only limited involvement from tertiary institulions
concerned with teacher education*. This is a significant example of the
limited cooperation and coordination between education authorities and
teacher training institutions in the provision of in-service education. ...
The Review believes there are pressing reasons relating to both effective
allocation of scarce resources and maximising the use of educational ex-
pertise, for there to be more active participation by tertiary instItutions in
in-service developments. This should include planning and re-bearch into
appropriate teaching approaches and their pructicoi applicution, the pro-
vision of in-service courses, and establishing a basis which would permit
credit towards a formal award to be granted for successful completion of
such courses. The Review advocates that sustained efforts to develop
more productive coordination between the school and tertiary sectors be
made in the planning, development and implementation of future programs
of this kind.

... the Review proposes that the two Commissions explore with employing
authorities and higher education institutions how new forms of in-service
education, including those directly related to Commonwealth areas might
be developed on a contractual basis with higher education institutions as
providers.***

The success of employer-sponsored in-service programs such as Excellence in Teaching
and the Early Literacy In-Service Course (ELIC) (39) has led to calls from teachers
and others for the higher education institutions to give credit for such activities
towards degree or graduate diploma awards. The National Inquiry had suggested that:

"tertiary institutions should approve and offer credit for the completion of
short or medium term professional courses which include an acceptable
assessment, and enable teachers to gain cumulative credit - including cross
credit - towards an appropriate academic qualification." (40)

* The Board notes that in Queensland there are examples of such involvement, e.g. in the Educa-

tional Leadership Program.

** Authors' emphasis.
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Clearly, in order to satisfy both the institutions' academic standards and the teachers'
needs, there would have to be pre-planning for such arrangements, rather than retro-
spective granting of credit. It might be possible, for example, to create a program
made up of an intensive vacation school or series of workshop sessons which would be
of interest to a number of teachers, some of whom were also interested in working
towards an academic award. If there were prior consultation between the group
planning to organise the workshop and the tertiary institution(s) in the region, it
might be possible to add some further reading, if necessary, and an assessment assign-
ment to the workshop for those seeking academic credit.

Similarly, If there could be negotiated some greater flexibility in the rules relating to
the funding of higher education institutions and the calculation of student load, it
might be possible for many teachers to take part in some aspects of their courses
without formally enrolling for an award.

There have been calls also for some modification by teacher education institutions to
their procedures which have a particular impact on those studying in the part-time
mode, the form of enrolment almost universal among teachers. The National Inquiry,
for example, had suggested that the standard term or semester times in these insti-
tutions should be modified to avoid placing study demands on teachers which conflict
with the demands of their teaching responsibilities, in particular through the wider
use of school vacations for programs of varying length. Teachers and others, as
indicated in our summary of Project 21 public discussions and submissions, also asked
for procedures which would be more responsive to their situation as ,part-time evening
and external students; this, too, was the request of teachers interviewed in the
Board's Bachelor of Education evaluation study (41).

In the light of the above discussion and the Board's proposals for initial teacher edu-
cation (Chapter 6), the teacher education institutions might give further consideration
to the final (in-service) year of their education degree programs and 4.o their in-
service graduate diploma programs.

Given the particular role of the final (in-service) year of the Bachelor of Education or
Bachelor of Educational Studies program in providing a more substantial and
sophisticated theoretical basis for the practice of teaching than is possible in a
pre-service course, the quesrion arises as to the degree of specialisation which may
be contemplated. The programs offered by the various teacher education institutions
encompass a range of course structures, varying in the proportions of core and
elective studies.

The 1978 Bassett Committee (42) argued for a focus on curriculum studies appropriate
to the teacher's work, evaluation studies, options in educational psychology, further
studies in the history, sociology and philosophy of education and comparative studies,
presented in a form relevant to the needs of teachers. That Committee cautioned
against confusion between the purpose of the final year of degree studies and that of
the in-service graduate diploma which is devoted to a specific area of education and
which, it felt, should follow the completion of the degree course.

In more recent years, the final year of degree studies has come to be seen as also
providing opportunity for teachers to extend their studies at an advanced level in
general studies areas and in areas of individual professional interest, providing a
variety of possible courses appropriate to teachers with different pre-service pre-
parations, teaching experiences, interests and professional aspirations.

In times of financial stringency, institutions have been encouraged to consider pro-
viding specialised strands within final-year bachelor degree programs rather than
developing additional graduate diplomas. It has also become accepted that some units
developed as introductory components of graduate diplomas might appropriately be
taken by interested students as professional electives in their final-year degree pro-
grams.
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There are now three different points at which a teacher may begin to develop a
specialisation In a particular curriculum area or area of professional practice such as
special education, multicultural education or early childhood education. Some students
undertake specialist studies at the pre-service stage; others choose to take a specialist
strand within the final year of the Bcr:helor of Education or Bachelor of Educational
Studies degree program; still others commence a specialisation. by undertaking a
graduate diploma.

Given the prime importance of articulation between the pre-service and in-service
stages of the total bachelor degree program, and given also the opportunities for
initial specialisation that can be provided within the degree the Board recommends

13.12.1 that teacher education institutions now implement the 1978 Bassett
Committee's recommendation that in-service graduate diploma courses
normally ba offered only to teachers who have already completed a

.

The Board feels, in addition, that further review and reappraisal by teacher education
institutions of their offerings In postgraduate studies In education, at both post-
graduate diploma and masters levels, would be timely. At present masters programs
are offered by the University of Queensland and James Cook University of North
Queensland and, in the fields of reading and mathematics education, by the Brisbane
College of Advanced Education. The four Queensland colleges of advanced education
have initiated discussions with a view to introducing, through collaborative action, a
masters degree In education. These moves, together with the developments reviewed
above In the content of graduate diplomas, argue the need for such a review.

13.13 (a) that there be careful documentation of the planning, implemen-
tation and outcomes of all staff In- service activities;

(b) that there be systematic monitoring and evaluation of staff
development activities by wacher principals and by ro-
viders.

At this stage, there Is inadequate information about the effectiveness of continuing
professional development activities. Documentation such as that suggested In the
above Recommendation would aid the assessment of effectiveness and would provide
guidelines for future activities and priorities.

The CTEC/CSC Review identified the need for the promotion of more effective prac-
tices In in-service education. In its May 1986 Report (43), the Commonwealth Schools
Commission indicated its intention of mounting In 1987 a detailed study of policies
and provisions In in-service education. The Commission stated as the objectives of
this policy development project:

to describe and analyse existing practices In in-service education in
Australia and other countries;

. to relate the findings of this analysis to the needs of and demands on
classroom teact ars, including those working with special groups of
students;

. to suggest ways In which in-service education can be better provided
for and delivered;

. to indicate how current funding and organisational arrangements would
link into these proposals, and their relationship to developments such as
the application of new technologies, with particular reference to their
relevance for In-service provisions In remote areas;

In particular to consider and provide advice on future program arrange-
ments for Commonwealth support for in-service education including hie
relationship between the Commonwealth's general recurrent and pro-
fessional development programs."
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The Board would urge that its conceptualisation of in-service teacher education and
the principles which it has recommended be drawn to the attention 0 the Common-
wealth education commissions.
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CHAPTER 8

QUALITY TEACHERS: TEACHER EDUCATORS AND
TEACHER EDUCATION INSTITUTIONS

Government and community aspirations for increased national economic productivity,
for a more just and equitable society and for increased participation In education
depend for their realisation to a very large extent on the nature and quality of
schooling offered to the young. These, in turn, are highly dependent on the pro-
fessional competencies and personal values of teachers which; in their turn, reflect
what they have been able to gain from teacher education programs (both pre-service
and in-service).

It is this perspective that informs the Board's judgments about needs in teacher
education institutions.

Teacher educators comprise several diverse groups, each group making its particular
contribution to teachers: higher education institution staff who teach undergraduate
courses in arts, science and commerce to intending teachers and continuing education
and postgraduate courses to teachers; higher education institution staff in faculties
and schools of education; cooperating teachers in schools; staffs of education centres;
professional associations, consultants and advisers. We have referred in the preceding
chapter to the school staff who play a significant role (and one the Board would like
to see enho Iced). Following NITE's approach, in this chapter, we direct our attention
to those staff of higher education institutions whose students are all leacher education
students or teachers,

should be noted that, since the deliberations of the 1978 Bassett Committee, amal-
gamations of four colleges of advanced education in the metropolitan area and of the
former Townsville College of Advanced Education and James Cook University of North
Queensland have taken place.

Recruitment and qualifications of teacher educators

There is a widespread view in the literature (e.g. see Appendix IV, p.8) that teacher
educators need to hive had recent experience in schools ar.: that they need to
maintain close contact with schools. The Board shares NITE's view that it is
reasonable to expect a proportion (In our judgment, a high proportion) of te,-her edu-
cation staff to have had such recent experience*. However, we would attach perhaps
greater importance to the maintenance of ongoing close contact with schools, as,
indeed, we indicated in Chapter 6. This need assumes high significance In times of
societal and educational change. If teacher education courses are to be relevant to
the present and oriented towards the future, teacher educators need intimate know-
ledge of the present clientele of schools, of current and emerging emphases within the
diverse goals of schooling and within cur .:ula, of changing patterns of staff
utilisation and school organisation and of school interactions with the community.
Even for teacher educators who have be..n only recently teachers in schools, changes
are occurring and further change is imminent. Furthermore, it is likely that relatively
few teacher educators will have recent experience in rural and remote schools, schools
mainstreaming children with disabilities or senior colleges. The NITE Committee's
view was that staff in the areas of curriculum studies and those responsible for
"teaching practice" should have successful teaching experience and up-to-date know-
ledge of the work of schools and of teachers. We would extend this view, at least

In Chapter 9, tr- Board presents a recommendation that there be compulsory registration for

those teacher c...m.tors involved in the teaching experience component of the pre-service pro-

gram.
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with respect to up-to-date knowledge, to include all whose courses seek to help
prospective and practising teachers to understand the contexts of learning. Ways of
achieving this might include periods of secondment to schools and to curriculum
development units, increased use of professional development leave for work in schools
and active engagement with schools and groups of teachers in school development
projects.

A study of the formal academic qualifications of teacher educators in a sample of
universities and colleges of advanced education was commissioned by NITE. This
showed that in 1979 over half had a postgraduate academic qualification: 18 per cent
had doctorates and 38 per cent had masters degrees (1). Our survey of college and
university 1986 handbooks shows that, in Queensland, 68 per cent of the staff of
schools of teacher education possessed a doctorate or a masters degree, 24 per cent
having doctorates and the other 44 per cent having masters degrees. The proportions
with higher degrees varied considerably from institution to institution, ranging from 57
to 70 per cent in the colleges of advanced education and from 79 to 89 per cent at
the two universities. We were not able to secure information on current enrolments
of teacher educators in higher degree studies. We would expect the percentages with
higher degrees to continue to increase, particularly as considerable numbers of older
staff in the college sector reach retirement age and college recruitment policies
require new appointees to have completed higher qualifications.

Since in two of the colleges of advanced education, the full range of liberal studies*
and subject disciplines as well as professional education courses is taught by staff of
the schools of education, it is of interest to note that 36 per cent of these staff have
completed higher degrees in fields other than education (doctorates: 8 per cent,
masters degrees: 28 per cent).

The Board notes the recommendation of the Commonwealth Tertiary Education
Commission's Committee of Enquiry Report on the Review of Efficiency and
Effectiveness in Higher Education (2) that common salary scales for lecturers and
senior lecturers be established in universities and colleges of advanced education, with
incremental scales in the latter to be equivalent to those used in universities
(Recommendation 19.3a). Such a change would recognise the comparability of the
staff in the two sectors, in teacher education at least, and have a favourable effect
on morale. The Board notes also the Review Committee's discussion of limited-term
appointments and their view that decisions on the proportion of such appointments are
the responsibility of individual institutions. Given our projections of required student
enrolments and given the need for teacher education staff to commit themselves to a
wide range of research and development activities, the Board would hope that teacher
education institutions would be able to operate at the lower level of the Committee's
recommended 10 to 20 per cent of limited term appointments (Recommendation
I9.3d). At the same time, the Board recognises that an allocation of limited-term
appointments enables teacher education institutions to enrich their programs through
appointments or secondment of competent and innovative experienced teachers; it is
possible for such teachers to combine such appointments with higher degree studies.

Professional development

Teacher educators, like their counterparts in the schools, need to engage in continuing
professional development.

In Chapter 6, we identified a number of areas where infra- and inter-institutional task
forces might well be formed to address current issues in teacher education:

. adaptation of programs to needs and characteristics of entering student teachers;

* At a campus of one of these colleges, lecturers in the arts from spew list department:, con-

trioute to the teacher education program.
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understanding of the potentials of the new technology, mastery of it and incorpora-
tion of it into their own pedagogy;

exploration of the possibility of development of high quality educational software;

maintenance by staff of an up-to-date mastery of the subject disciplines;

securing of a detailed understanding of the expanding knowledge base in education
and reflection of this understanding in curricula;

determination of the specific needs of prospective teachers for an understanding of
the subject disciplines and development of appropriate curricula;

exploration of the utility of case theory in teacher education and the possible
development of an Australian case literature;

analysis of the characteristics and needs of individuals and groups not traditionally
addressed comprehensively in teacher education courses and analysis of the
pedagogical requirements of new curriculum domains.

Were such task forces to address these issues, staff development programs would be
needed to ensure staff knowledge and competencies in these areas. In addition, all
star: need to be knowledgeable about emerging trends in society and schools; such
knowledge is a centrepiece of their teaching. There is a particular need for teacher
educators to establish and maintain contact with business, industry and the wider
community. It may be noted tlat one of the recommendations of the committee
reviewing the Educatinn 2000 submissions was that consideration be given to ways in
which this could be achieved (3).

Furthermore, we emphasised in Chapter 6 the need for the integration of all elements
within the teacher education program. This requires staff to have knowledge of and
sensitivity to the relationship of their own speciality to all other speciality areas (4);
otherwise the task of integration of learnings falls solely on the student teachers. It
is likely that some staff, especially new staff, will need to address this in programs of
staff development. Again, it cannot be assumed that new staff, particularly, will be
skilled in tertiary teaching. When the focus of the program is teacher education, with
the goals to be achieved (as we discussed in Chapter 6) through a wide diversity of
approwthes in a variety of settings, specific teaching styles and strategies are required
and staff may need assistance to develop these.

The teaching skills of teacher educators assume a particular Importance in the light of
their modelling Influence on future teachers. As Howsam et al. state with admirable
brevity: "Teacher education should exemplify what it explicates." (5)

The Board notes the NITE Committee's recommendation that continuing attention oe
given to developing the teaching abilities of teacher educators and that units cc
centres concerned with the improvement of teaching be established in all teacher
education institutions; the Board suggests that the institutions might give further con-
sideration to this. It endorses the CTEC Efficiency and Effectiveness Review
recommendation that all higher education institutions should give a clear priority to
the determination of Staff development policies (Recommendation 19.3j). Reference
to Appendix IV (p.8) shows that support for staff development is emphasised in a
number of the recent reports.

The Board recommends

14. that each higher education institution consider the further development of
policies and practices which will meet the diverse range of professional
needs of their teacher education staff and, where necessary, assist them to
develop new areas of expertise.
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Research

The Board views with concern the recommendation of the CTEC Review Committee
on Effectiveness and Efficiency in Higher Education that CTEC not include provision
for research funding in the general recurrent grants for colleges of advanced educe-
Hon and that resources for research continue to be concentrated in universities
(Recommendation 20). Allied with this recommendation is a further one which gives
explicit recognition to research in colleges of advanced education, but only in areas
relating to the "emerging national needs, especially in the natural and social sciences
and other areas important to the process of national development" (6). In relation to
support for applied research, there is cgain a concentration on special assistance to
technological institutions so that they might match, in approved projects, industry
contributions. The Review does recommend that colleges of advanced education
continue to allow their staff to participate in research activities where this is con-
sistent with the institution's role and academic responsibilities. The Board would
point out that, for this to occur, not only must research funding be available but also
staffing formulae which recognise the research role must be adopted.

The general tenor of these recommendations seems to the Board to undervalue
research in the teacher education sector of colleges of advanced education. In
Queensland, the advanced education sector contributed 81 per cent of the 1986 gradu-
ating teachers; in 1986 this sector accounted for 82 per cent of all new enrolments in
in-service award courses in education; 79 per cent of all staff in schools or depart-
ments of education are located in colleges of advanced education.

The central role of research in teacher education conducted by teacher educators
should not need defence, but to emphasise the need for such research to be supported
in both sectors of higher education, the Board offers a brief summary:

Teacher educators need to contribute as scholars to advances in their own specific
disciplines and in the discipline of education and teaching. It is vital that they
contribute to the knowledge and skills base of the teaching profession and to the
research validation of teaching processes*.

Teacher educators are uniquely placed to undertake, in collaboration with
practising teachers, research and development work which will lead to the devising
and monitoring of innovations in schooling and to determining the conditions
required for the effective implementation of innovations.

Research and development work, as indicated in our proposals above for the
formation of various task forces, is urgently required.

. Research on selection of entrants to the profession is in but its infancy and as
Schalock (7) indicates, teacher preparation programs are the most effective
contexts for this research, providing, as they do, "naturally occurring contexts ".

Student teachers need, in the light of the competencies and orientations thr.y will
require later as teachers, to experience a research and enquiry environment as
they prepare for teaching (8). As the NI-1.1 Committee concluded:

"Because of our stress on the educational needs of the teacher as a
professional person, we feel that teacher education should be underta:en in
institutions where scholarship and scientific inquiry are held in high regard
_2. (9)

The Holmes Group, in setting specific goals to achieve its agenda of reform, presents
a view of the teacher education institution which encourages and supports students

for their propensity to question, to analyse and to shcre emerging insights
with others. The institution thus provides its teacher education faculty
with the time, support and high expectations required for excellence in

* The Third Handbook of Research on Teaching, edited by Wittrock (10), provides documentation

of the diversity of research issues in teaching which need urgent elucidation.
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scholarly enquiry and productivity. Systematic study of phenomena relating
to formal education is commonplace." (11)

The recognition of the need for research in higher education institutions is funda-
mental to their operation. The Board recommends

15. that the urgent need for research support in teacher education in both
colleges of advanced education and universities be drawn to the attention
of funding authorities.

Resources for teacher education

In Chapter 2 the Board expressed its concern about the public image of teaching,
noting that this represents a critical determinant of resource allocation to teaching
and to teacher education (p.10).

Some of the comments of the 1985 report of the U.S. National Commission for
Excellence in Teacher Education apply to the Australian scene:

"Teacher education has been treated as a low-cost program in colleges and
universities ... frequently it has not received the essential funds for
providing even minimal equipment and clinical supervision. In addition,
teacher education has received only limited amounts of support for
research and for the development and dissemination of research
information and products ... State and federal governments, as well as
colleq.ls [and] universities ... must accept the responsibility for the proper
fundbig of teacher education if the essential advances are to be made.
Programs to prepare teachers are typically funded on the same basis as
liberal arts courses. At least three factors cause teacher education
programs to require special funding beyond that for traditional lecture
courses: (i) At each step of laboratory and field experience, a teacher
candidate must have individual supervision and guidance. (ii) Specialised
equipment is needed, such as video machines for analysis and critique of a
candidate's performance in campus clinical settings and in schools, micro-
computers for instructing students how to use technology in both simple
and complex learning tasks, and laboratories for producing and using slides,
transparencies, and other teaching aids.* (iii) The faculty required in
quality teacher education programs, faculty who have skills and experience
in teaching, research, and supervision, are in high demand in other
positions. Incentives are needed to attract and keep such faculty in
teacher education. For these reasons, supporting teacher education on the
same basis as liberal arts lecture courses is simply inadequate." (12)

In Australia, student:staff ratios in higher education have increased from 1975 to
1985. Ramsay, in presenting the following figures (Table 12), drew attention to the
significant transfer of resources away from teacher education in both university and
college of advanced education sectors, in response to the Commonwealth
Government's call to increase support for business, science and technology (areas
assumed to be related to the nation's productivity) and to reduce the effort in teacher
education because of reduced demand.

That reduced demand has not been characteristic of Queensland, where the number of
teachers employed in schools rose from 24,933 in 1979 to 31,731 in 1985. Moreover,
as we discussed in Chapter 7, there is a large and increasing cohort of teachers who
are unable to complete their Bachelor of Education degrees, a program of study seen
by the Board as an essential element of their initial preparation. The response of the
colleges to requests to increase the number of places for pre-service students to meet
the needs of the state for new teachers has resulted in a further decrease in the

The introduction of interactive videodiscs aid the development of the related software are

further examples of the move into the technological age to which the Board would call atten-

tion.
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Table 12: Student:staff ratios in colleges of advanced edu-
cation

1975 1985

Major institutions

(non-teacher education) 11.4 13.0

Major institutions

(teacher education) 12.1 14.1

Regional institutions 11.1 14.7

Agricultural colleges 8.2 13.2

Health science colleges 8.9 10.7

Average Australia 11.5 13.5

Source: Ramsey (13)

number of places available for Bachelor of Education enrolments. For example, in
January 1987 the Brisbane College of Advanced Education was able to offer places to
only 305 of the 1,104 teachers who had applied for enrolment in the Bachelor of Edu-
cation degree course; other colleges experienced similar difficulties.

It is impossible to obtain precise information on the exact expenditure per student in
various courses. However, on the evidence available it can be concluded that teacher
education programs are less favourably funded than some other professional programs.

It should be noted that, under present arrangements, the payment of supervisory
teachers constitutes a significant budget element; the teacher education institutions
are required to meet increases in the payments approved by the Academic Salaries
Tribunal without, however, receiving any increase in their allocation of funds.

The Board recommends

16. that there be a reappraisal of the basis for the allocation of recurrent
grants to teacher education and a revision of student: staff ratios.

If quality teacher education is to be secured, there is need for explicit recognition, in
the funding formula and in the staffing ratios, of the time required for the effective
fostering of the teaching competencies of the student teachers; this requires a con-
siderable allocation to one-to-one interactions, at both the campus and school
locations.

We would reiterate the point we made at the beginning of this chapter: achievement
of the nation's goals* requires excellence in teacher preparation.

Recognition of role in supervision of teaching experience

The work of staff in supervising the school and teaching experiences of student
teachers is crucial to the sw:cess of the teacher education program. Excellence in
this area of responsibility needs to be included in the criteria for progression and
promotion, along with excellence in teaching and research and professional con-
tribution to the institution and the comm., .ity. At present it would appear that this
is not common practice (14).

As enunciated, for example in Quality of Education in Australia end Review of Efficiency and

Effectiveness (15).
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Inter-institutional collaboration

This is one of the initiatives strongly supported by CTEC. The Board notes an
increase in such collaboration among colleges of advanced education in Queensland;
indeed, it has strongly supported such moves. Its suggestions in this report about the
formation of a number of task forces represent its view that such collaboration is
essential for an effective teacher education enterprise.

The Board would hope, in the future, to see further inter-sectoral collaboration
between the universities and the colleges; membership of the proposed task forces will
need to include both university and college scholars from education and other
disciplines.

Evaluation

The Board strongly supports the calls that have been made for, and indeed the
present practices in, the ongoing monitoring and evaluation of teacher education
courses (see Appendix IV). We note the review processes that have been developed in
the institutions, in association with the reaccreditation procedures. It is important
that the results of such reviews and evaluations continue to exert a direct influence
on the quality of programs.
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CHAPTER 9

QUALITY TEACHERS: THE REGISTRATION OF TEACHERS

Whereas the quality of teaching is clearly advanced by improvements in teacher
education and by innovative policies adopted by the various employing authorities, it is
through the instrument of teacher registration that legally enforceable minimum
standards may be prescribed as a means of promoting improvements in the quality of
teaching throughout the school system.

An overriding concern to foster quality teaching both underpins and links the Board of
Teacher Education's major statutory responsibilities of keeping teacher education. in
Queensland under continuous review and administering teacher registration in this
state. Because of this close linkage, it would have been feasible not to have devoted
a separate chapter to teacher registration and instead to have discussed it within the
context of the various chapters dealing with aspects of teacher education, course
accreditation and professionalism. Indeed a major dimension of the Board's teacher
registration function concerns the accreditation of teacher education courses for
registration purposes. Notwithstanding the possible advantages of dealing with teacner
education and teacher registration in an integrated fashion, we feel that, on balance,
a separate chapter on teacher registration is warranted on the grounds that it is
necessary to question in some depth the assumptions, philosophy and objectives which
underlie the concept of registration.

Accordingly, the present chapter focuses on the following:

. the development of teacher registration in Queensland;

. the assumptions, philosophy and objectives of teacher registration;

. current provisions and proposed changes.

THE DEVELOPMENT OF TEACHER REGISTRATION IN QUEENSLAND

Whereas most occupations are ,overed by industrial legislation certain callings, com-
prising mainly the professions, are air,o subject to regulation in the form of he
registration of those deemed to be eligible in the public interest to practise.

The registration of teachers in Queensland has had quite recent origins. The
background to this development may be traced to the 1960s. In the latter half of that
decade teacher organisations in Queensland began to advocate strongly he
establishment of a register of teachers. Teacher registration was seen by these
organisations as a significant step towards the dual objectives of achieving the best
possible education for Queensland children and gaining professional recognition for
teachers.

The Queensland government, in 1970, implemented the recommendation of its Com-
mittee to review teacher education (1) that there be established a Board of Teacher
Education in Queensland. One of the functions of that Board was to be responsible to
the Minister for Education for the registration of teachers. The Board's inaugural
meeting was held on 16 June 1971.

The introduction of a system of voluntary registration commenced on 1 February 1573.
The response to this voluntary scheme was eAtremely positive and after two years,
21,835 applications had been submitted. Compulsory teacher registration was
introduced from 1 January 1975 to cover the employment of teachers in government
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and non-government primary and secondary schools as well as government special
schools. On 1 January 1978 compulsory registration was extended to non-government
special schools and from 1 January 1981 the ambit was further extended to cover the
employment of persons offering an educational program to children in the year before
Year 1 of the primary school.

Over the years the system of teacher registration has been progressively refined. In
1973 the Education Act was amended to provide for the granting of provisional
registration and to remove the original requirement to maintain a register in parts.
Provision was also made for the Board to appoint committees to inquire into charges
of alleged misconduct laid against registered teachers*. In addition to these
amendments to the Act, changes were also made to the By-law governing registration.
Included among these were the provisions made on 13 March 1975 for the Board to
grant authorisations to employing authorities to employ unregistered teachers in
exceptional circumstances and for the Board to conduct an annual Census of Teachers.

During the first two years of compulsory registration the Board was anxious to ensure
that persons without teaching qualifications, who were engaged in teaching at the
time voluntary registration commenced, did not have their employment placed in
jeopardy because they did not satisfy the normal requirements for registration. Some
of these teachers were granted exceptional entry to the register by virtue of their
lengthy and meritorious teaching service while others with less teaching experi-
ence were granted provisional registration and required to upgrade their qualifications
in order to achieve full registration.

In t:.e period prior to 31 December 1776, the Board adopted a liberal and flexible
policy In granting exceptional entry. In addition, the Board accredited for registration
purposes all Australian pre-service teacher education courses which were of the same
standard and duration as those offered in Queensland at the same time (including one-
and two-year courses). Teachers possessing such qualifications were granted regis-
tration without any requirement to upgrade although those who had not taught
previously in Queensland were required to teach in this state for one year to the
satisfaction of the Board In order to qualify for full registration. Teachers who were
granted registration on the basis of possessing accredited teacher education quali-
fications gained that status irrespective of their absence from teaching. By the end
of 1976 there were 29,273 registered teachers.

During 1976 the Board made major changes to its registration policy in terms of
admission requirements. These new policies, which became effective on 1 January
1977, recognised that teacher registration was by then well established and took into
account recent developments in teacher education. From the end of 1973, the
minimum period of accredited pre-ser /ice teacher education in Queensland had been
set across all programs at three years. Further, seven Queensland teacher education
institutions had recently introduced part-time and external courses for those with
fewer than three-year qualifications to upgrade those qualificotions to a Diploma of
Teaching.

The new policies enabled applicants with fewer than three yeors of approved teacher
education i o qualify for provisional registration only if they possessed substantial
recent teaching experience. This policy reflected the Board's view that teachers who
had been away from teaching for a significant period tended not to possess the
competence and confidence of teachers who had continued in their teaching role. At
the Board's suggestion, o number of colleges introduced in 19821983 reorientation
courses (usually taken over either o ::..nester or a yeor) to assist former teachers
seeking to return to the classroom after a lengthy absence from teaching. This
development was embodied into registration policy and new applicants for registrotion
who had not had adequate recent teaching experience were required to complete an
approved reorientation program as well os to give an undertaking to enrol in further

* Section 621 of the Act had already empowered the Board to conduct such enquiries.

148.

1173



upgrading studies as a condition of qualifying for provisional registration. Since 1977,
there have been up to 425 provisionally registered teachers at any one time
undertaking upgrading studies as a condition of their qualifying for full registration.

In introducing these changes the Board noted that there were over 6,000 registered
teachers not teaching and that many of them had been absent from teaching for
lengthy periods. Such persons are able to maintain their registration by payment of
an annual registration fee.

Whereas exceptional entry to the register in the past had facilitated the transition to
compulsory registration, that status was conferred much more sparingly after 1976 and
only where, in the opinion of the Board, the applicant had made an exceptional
contribution to education over a lengthy period.

Since 1977 the Board's policy on the qualifications necessary for admission to the
register has been further developed. The current requirements will be examined later
in this chapter but at this stage it will be sufficient to note that they are essentially
incremental developments of the major reforms introduced in 1977.

By the end of 1986 the Bocu-ci had completed 69,326 assessments for registration and
the register contained data on 50,848 registered teachers, including 4,536 provisionally
registered teachers.

ASSUMPTIONS, PHILOSOPHY AND OBJECTIVES OF TEACHER REGISTRATION

Registration ensures that standards of entry into the profession are established and
protected so that, In the public interest in general, and in the interests of students in
particular, only qualified teachers are able to practise in Queensland schools. The
introduction of compulsory teacher registration in 1975 reflected the community's ex-
pectations that the teaching profession should provide the best possible standards of
education to enable Queensland's children to live effectively in an increasingly
complex and pluralist society.

During 1985, following the publication of the Report of the Committee of Review of
Business Regulations (2), the Queensland government decided that all government
regulations, including those administered by its instrumentalities, should be reviewed.
The object of this review was to assess whether existing regulations were relevant to
current circumstances and to ensure that, where regulation was justified, a "minimum
intervention policy" was followed.

Some critics of teacher registration assert that employers shot.ld have the right to
select teachers according to their own criteria and that other factors such as religious
beliefs and special subject content skills should be given greater weight than qualifi-
cations alone.

Some opinion leaders have also exhorted educationists to make adaptive reforms to
improve the delivery of educational services rather than simply to undertake more
rigorous application of old ano inflexible policies. It could be argued, therefore, that
it might not be inappropriate to allow for the possibility of less regulation of the
school system with greater involvement of appropriately qualified persons who are
not registered teachers. This would necessitate reconsideration of the assumptions,
philosophy and objectives on which teacher registration is based and a determination
as to whether the underlying objective of fostering more effective learning in children
is likely to be best promoted through that system.

Such a thorough-going consideration would be consistent with the state government's
policy that government instrumentalities should adopt a "Regulatory Reform Strategy"
in assessing whether regulations developed at an earlier time are still appropriate in
the light of current circumstances.
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It is against this background that the Board has reviewed the policies and procedures
governing registration.

The Board has been aided in this review tosk by the many comments made at public
meetings throughout the state and in the public submissions it received.

On the ptincipte o6 teacher:. rtegLstrtatton therm was atmoat unanimou4 4oppokt
on some Ortm o6 tegiatution, which wa4 seen to be putection on the pto-

044ion, and to tepte4ent a guarantee .to portents and the community that only
quati6ied pert4on4 werte permitted to teach. Lt wa4 considerted to be an exec&
tent way o6 en4ming minimum quat4icatZon4 6ot entity .to the prto6e44ion; a 6ew
te4pondent4, howevet, befit thiz to be the tote o6 the emptoyet.

This support for the system of effective regulation governing teacher registration
oppears to acknowledge that there are important areas where the public interest out-
weighs the individual interest and that, in these circumstances, the state has a
mandate to intervene. In so doing the freedom of individuals to do as they wish has
been limited in the public interest and the state is accountable through the demo-
cratic process for Its interpretation of the public interest.

Because of the special developmental needs of children and because of the signifi-
cance of education to the material and social fabric of the community, the most
widely-held view seems to be that education is too important to be left to morket
forces and that, as a consequence, educational services should normally be provided
only by persons possessing appropriate qualifications and experience. In the same way
as the state requires schools to meet certain minimum standards, so too the state,
through a system of compulsory teadier registration, should continue to prescribe a
minimum standard that must be met by all persons who wish to practise as teachers.
Beyond that minimum standard, diversity rather than uniformity is commonly valued
and regulation should not be intrusive.

The statement on the assumptions, philosophy and objectives of teacher registration
which follows recognises that the system should always remain amenable to flexible
adaptation to meet changing requirements in school objectives and community
expectations. Since school attendance is compulsory, there should remain, however,
an irreducible core which asserts that all children attending school have a right to be
taught only by registered teachers except in limited or exceptional circumstances
which are determined by a statutory body which is independent of the major
employing authorities.

The assumptions underpinning teacher registration

1. The educationol development of children and adolescents attending school is of
vital importance for the welfare of the individual and of the community.

2. The social and intellectual development of children and adolescents will be en-
riched to a greater extent if the teachers entrusted with fostering that develop-
ment have had to satisfy the conditions prescribed for professional registration
and are required to comply with the continuing obligations imposed by that
registration.

3. The regulation of entry to and continued membership of the teaching profession
is most effective if it is controlled by an independent, statutory, registering
authority including expert and representative members of the profession who are
accountable to the responsible Minister of State for the efficient discharge of
their statutory responsibilities.

4. Pedagogy constitutes an identifiable and unique body of knowledge. This
knowledge can best be comprehended through a defined period of studies and
experience leading to a formal qualification that has been subjected to the
rigorous processes of accreditation by the registering authority.

150.

175



5. Consumer sovereignty (the ability of consumers to make informed judgments and
choices in assessing the quality of services provided) tends not to apply fully
where the services being rendered are of a professional or a specialist nature.
Because consumers of educational services, especially children of the age of
compulsory attendance, may experience knowledge and institutional barriers in
their choice of educational services, they require legal protection from unpro-
fessional standards.

The philosophy on which teacher registration is based

1. The system of statutory teacher registration in Quee,irland is guided by the
philosophy that the quality of educational services delivered in the classroom is
largely determined by the degree of professionalism exhibited by teachers.

2. Fitness to teach in the public Interest should be reflected in high standards of
professional behaviour. Such standards should be legally enforceable by the
registering authority against those members of the profession whose behaviour is
inconsistent with the norms of acceptable professional conduct.

3. Teacher registration policies should therefore be designed to promote
professionalism by encouraging members to develop professional norms such as
client-centred service and by ensuring that registration policies are at all times
attuned to the educational needs of students.

The objectives of teacher registration in Queensland

Having regard to the assumptions and philosophy of teacher registration, but subject
to Section 28 of the Education Act 1964-1984, unless parents have obtained an
exemption from the Minister for Education, students who are engaged in studies that
form part of the school curriculum should be taught only by registered teachers,
except in limited or exceptional circumstances authorised by the registering authority.
The interpretation given to what constitutes exceptional circumstances should be
sufficiently flexible to ensure that the registering authority is able to adapt to the
changing educational needs of students without, at the same time, attenuating the
major objective which fundamentally reflects the assumptions and philosophy of
teacher registration.

CURRENT PROVISIONS AND PROPOSED CHANGES

1. Ambit of compulsory registration

Mention has already been made of the fact that compulsory teacher registration
presently covers the employment of persons engaged in teaching duties in government
and non-government preschools, primary, special and secondary schools. Teaching
duties have been taken to include:

(1) In secondary schools - being responsible for the regular teaching of Board of
Secondary School Studies Subjects, Board Registered School Subjects or Sci.tool
Subjects to one or more students;

(II) in primary and special schools being responsible for the regular teaching of a
subject or subjects of the programmed school curriculum to one or more
students;

(Hi) in preschools and kindergartens being responsible for the regular provision of an
educational program for children in the year before Year 1 of the primary
school;

(iv) acting as a supply teacher or other temporary replacement for a teacher
employed in a school providing regular instruction in a range of subjects.

Registration is therefore compulsory not cnly for teaching in the years of compulsory
attendance but for teaching certain groups in the pre- and post-compulsory aye levels
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as well. However registration is not currently compulsory for teachers in TAFE or
higher education although the Board has a policy of encouraging teacher educators,
especially those involved in the school and teaching experience component of the
program, and TAFE teachers to be registered*.

Notwithstanding this comprehensive coverage, there are some activities at the school
level where registration Is not required. These include the provision of religious
instruction by representatives of the various religious denominations, the offering of
tuition in extra-curricular activities and the provision of assistance by resource
persons under the supervision of a registered teacher.

Moreover, where a school authority in exceptional circumstances is unable to employ a
suitably qualified registered teacher, the Board may grant an authorisation for that
authority to employ an unregistered teacher for a limited period. In the case of
established subject areas, authorisations are normally granted for a maximum of one
year but where the vacancy is in an innovative subject area, the authorisation can be
for a period of up to five years. In either case the Boord needs to be sotisfied thot
all reasonoble steps have been taken to fill the position with a registered teacher and
that plans are In hond for the subject area to be taught wholly by a registered teocher
at the end of the authorisation period.

There kla6 widezptead zuppont at pubtic meetingz and in .the zubmizzionz made .to
the Board eon a continuation o6 .the nequixement that att .teachers in
ptezchootz, pnimany and zpeciat 4chootz, and zecondany 4choot4 be negiztened;
opinion wa4 divided as .to whether .th.L 4houtd be extended .to teachenz in
°then inztitution4. Not oil nezpondent4 addnezzed themzetvez 4peciiiicatty .to
the izzue oe negatitation oe teacheu in the port-computzony yeanz, whether
the zetting be zecondany 4chootz, 4enion cottegez, TAFE cottegez on °then
inztitutionz; among . those who did addnezz .th.L izzue view were divided.

In exomining these issues, the Board considered thot there were compelling educa-
tional grounds for compulsory registration to continue to opply to the teaching of
students of the age of compulsory attendance. Becouse parents are legolly obliged to
send their children to school if they are between the oges of 6 and 15, they have o
right to expect thot their children's education will be in the hands of registered
teachers.

At the same time the Board felt thot there were cogent educational reasons for
arguing that registration should continue to be compulsory for persons tuoci.:r.g outside
the ages of compulsory attendance at the preschool level and at the Year 11 and 12
levels in secondary schools.

The emergence in 1985 of senior colleges hos raised the question of whether
registration should continue to apply to the employment of persons teaching students
above the age of compulsory attendance. The Boord commends the Department of
Education for encouroging all teachers of students beyond the age of compulsory
attendance to become registered. This helps to overcome whot would have been an
onomolous situation: whereas teachers in secondary schools teaching Board subjects to
students above the age of compulsory attendance are required to be registered,
teachers in TAFE colleges are not so required even where they are teaching in subject
areas traditionolly regarded os part of secondary education.

We have already noted, in Chapter 3, the rising participation rates in education in
Queensland. Figure 6 below illustrates dramatically the use in state secondary school
retention rates.

In on endeovour to meet the needs of the wide diversity of students continuing at
school, the education systems have introduc.ed for the students in the senior secondary

* Many teachers in the TAFE sector hove voluntarily sought registration and some believe that

there is virtue in extending the ambit of compulsory registration to the TAFE sector.
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Figure 6: Retention rates from Years 8 to 12 In Queensland state schools 1971-1986
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school a variety of options. For example, some students continue traditional second-
ary studies through to Year 12. Some include in their programs one or more subjects
offered at the local TAFE colleges. Some enrol at the senior colleges, where the
distinction between "school" and "TAFE" subjects becomes blurred. This diversity is
likely to become even more pronounced in future years. In the light of these
circumstances, the Board recommends

17. that, while all teachers should be encouraged to become registered, the
ambit of compulsory registration not be extended at this time to include
teachers employed in TAFE colleges and senior colleges, but that the ques-
tion of registration for all teachers of students above the age of
compulsory attendance be kept under continuing review.

The Board's existing policy that teacher educators be encourage,' to be registered has
been the subject of considerable debate. It should be noted that a high proportion
of teacher educators have responded to the Board's encouragement and that most have
been registered on the basis that they possess accredited teacher education quali-
fications. However, teacher educators involved in the teaching experience component
of pre-service courses are required to enter schools and, in colloboration with the
principal and supervising teachers, make evaluations of the student teachers' class-
room performance. The Board believes that the collaborative nature of the super-
vision process would be more adequately reflected if the teacher educators involved
were, like their colleagues in the schools, registered teachers.

The Board further believes it appropriate to recognise teacher educators' teaching ex-
perience in the higher education sector as meeting the teaching expo. nce require-
ment fin registration. It also considers that the existing position in _elation to the
Graduate Diploma in Education (Tertiary) offered by the Darling Downs Institute of
Advanced Education, an award not currently accredited for the purposes of regis-
tration, should be re-examined.

The Board recommends

18. (a) that there be compulsory r tration for those teacher educators in-
volved in the teaching experience component of the pre-service phase;

that satisfactory teaching experience in the tertiary education sector
be accepted as meeting the teaching experience requirement for full
registration;

(c) that consideration be given to the accreditation for registration pur-
poses of the Graduate Diploma in Education (Tertiary) offered by the
Darling Downs Institute of Advanced Education.

(b)

2. Registration of teachers for specialist areas

The existence os pubtema o6 suppty in paAticutaA ateas o6 expeAtise was
tecognised in the zubmizzion.o: 4choot..6 need to have access to peAsons with a
mastety oi6 newty-emeAging aitiz and knowtedge, without having to await the
outcome o6 the .lengthy process o6 the cteation os a who os teacheAs
quati6ied in auch areas. Some suggested that this could be achieved by the
intkoeuction oti te4tAicted AegiAtnation. Others Sett, howevet, that people
with 4peci6ic we expeAtise could be enabled to contribute without Aegis-
tAation, either:. dirtectey on uncle& the supeAvision oi6 a tegisteted teacher;
thi6 was emphasised patticutatty in tespe.a to the area os post-computsoty
education.

In its C. -ussions the Board has considered whether registration should continue to be
based on 'le concept of a single Register of Teachers or whether there should be
differentiation Into the various categories of teaching. It has been argued that the
register could, with advantage, be divided into parts according to areas of specialise-
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Hon such as student age ranges or subject disciplines. This view suggests that the
concept of a register in parts would enable persons with specialised training to teach
in a restricted area, even though they might not be qualified to teach in other fields.

The view has been put that the introduction of innovative subjects might be facili-
tated if It was possible to register persons with specialised skills to teach those
subjects and no others. However, the Board has concluded that it is preferable for
teaching to continue to be seen as a unified profession incorporating o unique body of
integrated knowledge, and hence that a single register of teachers should be retained,
to avoid fragmenting the profession by having various grades or categories of
registration.

In the Board's view the issue of facilitating the introduction of innovative subjects in
schools when there is a disjunction in the supply and demand of suitably qualified
registered teachers is most appropriately achieved through a sensitive and responsive
authorisation policy.

The Board recommends

that the Register of Teachers remain a unified register rather than a

register In parts; and

that a catepery of restricted registration not be introduced but that

sympathetic and sensitive use be made of the granting of authoeisa-

Hans to permit the employment of unregistered persons under appro-

priate supervision as teachers in specialised or innovative subject

areas.

3. Requirements for initial registration

The kequikementz don Lai:teat negiztAation generated conzidenabte (7omwent
among paktecipantz at public meetings and in the zubmizzionz made to the
Board. The need von 6texibitity w.ithin the kegLztkation system waz waged by
some, with maintenance by the Board 06 its category 06 exceptionat entny, to
attow outztanding .teachers with no 6onma2 teachea sducation quati6icatianz to

be kegizteaed. There weke d266ening opentonz as to whether negiztaafion
zhoutd continue to be avaitabte to pazonz with tezz than accnedited quati6i-
cationz who had only .Ciro.; ted teaching expertience; come beeieved such teachers
zhoutd upgrade .thew quati6icationz be6one negiztution, and others advocated
pnovaionat negiztAation bon such teaches while they were undentaking .they.
6wk.thet ztudiez; in the case 06 expekienced teachers, some considened that
6uttlw.n studies zhoutd not be kequLked. The Beard's attention was atzo drawn

to the zpeciat situations 06 those with extenzive expekience in industny,
tkadez on commence, and 06 paoliezzionatty quatiiiied applicants 6nom overseas
with ti.mited Engtizh ,language 006iciency.

In Its review of the initial requirements for registration, the Board distinguished
between beginning teachers and experienced teachers seeking registration in Queens-
land.

New entrants to teaching

New entrants to teaching are able to qualify for registration only if they have
completed a course of teacher education accredited by the Board of Teacher Edu-
cation*. Unless otherwise determined by the Board in a particular close, the following
courses of teacher education are currently accredited by the Board:

* Full details of current registration and policy relating to the registration of teachers in

Queensland are given as Appendix VI.
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(i) Pre-service teacher education courses registered with the Australian Council on
Tertiary Awards as meeting the requirements for Diploma, D'gree or Graduate
Diploma level awards;

(ii) Pre-service teacher education courses offered in recognised Australian univer-
sities; and

(iii) Overseas teacher education courses judged to be equivalent to those mentioned
in paragraphs (i) and (ii) above on the advice of the Commonwealth Council on
Overseas Professional Qualifications.

In addition the Board may accredit individual courses of teacher education which, in
its opinion, are comparable to those outlined above.

In essence this policy means that persons holding a three-year undergraduate or a
one-year postgraduate pre-service teacher education award from an Australian college
of advanced education or university or who possess qualifications assessed by the
Bo of Teacher Education as being the equivalent, are currently eligible for teacher
registration in Queensland. This policy has remained unchanged since January 1974.

Some of the issues raised in the consideration of the requirements for registration
have already been canvassed in the chapter on initial teacher education and need nc
be repeated here. The important point that emerges from that discussion in the
present context is that the requirements for accreditation represent the minim
standard to be achieved by new entrants to the profession before the state will lice
the holder of the qualification to practise.

The Carnegie Report (3) in the United States has drawn a distinction between
licensinr: and certification. The authors suggest that whereas the State is responsible
for issu:7ng a licence as an indication that the licensee has met the prescribed
minimum standard established by the State to practise, it is the profession which
should certify that the certificate holder is fully competent to perform at a profes-
sional standard. The Report notes that this distinction is based on the concept that
licensing implies merely that the licensee possesses a minimal qualification, whereas
certification provides some further assurance of professional competence. This
distinction is by no means uniformly applied, however, and in many states licensing
and certification are combined.

In Queensland, the Board of Teacher Education is constituted as a statutory body with
membership drawn from constituencies within the teaching profession as well as the
wider educational community. The Board's Admissions Committee, which comprises a
chairman who is a mernoer of the Board plus eiht registered practising teachers each
nominated by five other registered teachers, provides an important element of peer
review in tnakine recommendations to the Board on entry to the profession. Notwith-
standing this unique constitutional arrangement, however, teacher registration in
Queensland has operated in the past more as a system of licensing as defined in the
Carnegie Report. Relatively little attain= has been given to the wider quality
considerations implied by the notion air. certification.

The current structure of registration is divided into two stages: provisional and full.
Beginning teachers possessing good character are currently eligible for provisional
registration on the basis of holding an accredited teacher education qualification.
After teaching in Queensland for one year to the satisfaction of the Board, their pro-
visional registration is converted to full registration.

Once full registration has been attained, there is no requirement to undertake further
study and it is possible for persons to discontinue teaching for an indefinite period
without affecting their registration. It is essential to ensure that, so far as is
practicable, fully registered status is granted only to peL.ons who the Board is
confident are competent professionals who can in the future be expected to take a
high degree of personal responsibility for their further professional development.

/
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The Board has recommended (Chapter 6, Recommendation 8) that, in future, initial
teacher education be formally recognised as consisting of three phases: a pre-service
course, early teaching experience and further formal studies. Our recommendation is
that these three phases be conceived as an integrated total program generally leading
to the award of a degree in education.

These recommendations have a number of implications for registration policies. _'n
particular, since all three phases of the program are seen as necessary components of
initial teacher education, it follows that the completion of the whole program should
be seen as the basic requirement for full professional registration.

This is essentially the conclusion reached by the Bassett Committee almost a decade
ago. That Committee, however, did not feel it was in a position to deal with the
issues of the means by which its recommendations might be put into effect or the
date of their implementation, although it suggested that the change could be brought
about most effectively by a variation in registration policy.

The Board believes that the potential benefits to be gained from the changes recom-
mended in Chapter 6 are so great that they should be implemented without further
delay, that is, at the commencement of the 1991-1993 triennium.

The Board therefore recommends

20. (a) that persons who commence an accredited initial teacher education
program on or after 1 January 1991, provided they are of good
character, be granted provisional registration upon the completion of
the pre-service phase; and

that, in order to qualify for full registration, such persons be then re-
quired to complete one year of satisfactory teaching experience and
further formal studies leading to a degree in education or equivalent
professional qualification accredited for registration purposes.

It is not intended that this recommendation should apply to teachers who are already
registered or to students who enrolled in a pre-service teacher education program
prior to 1 January 1991. Nevertheless the Board would hope that, in the years ahead,
the great majority of such teachers would also have the opportunity, to complete an
education degree.

The progression in registration status that would opply to teachers entering the ser-
vice through completion of (a) a three-year undergraduote pre-service teacher educa-
tion course or (b) o post graduate teacher education course of less than two yeors or a
joint program incorporating such courses is indicated in Figures 7 (a) and (b) below*.

The present concept of provisional registration is that of an interim phase which does
not distinguish between those required to teoch for one year to the satisfaction of the
Board and those required, in addition, to complete additional studies in order to
qualify for full registration. Under the current proposals, following the granting of
provisional registration, beginning teachers would be subject to a report from their
principal on the manner in which they had discharged their teaching duties. Once
they had established initial competence in the classroom, they would undertoke their
further studies to complete their degree in education (or other accredited award) In
order to qualify for full registration. In the present context of the discussion of
beginning teachers, the provisional registration phase is based on the premise that the
teacher is still completing his or her initial teacher preparation under the guidance of
more experienced colleagues, particularly the principal, as well as under the tutelage
of relevant stoff of the teacher education institution towords whose formal degree

(b)

Recommendation 9 (Chapter 6, pp.111-112) rovides details on four recommended patterns of
initial teacher education based on the models currently offered in Queensland.
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Figure 7: Initial teacher education and registration

(a) Undergraduate Bachelor of Education program
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In Recommendation 12, it has been suggested that the length of end-on programs be further
considered.
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award the provisionally registered teacher is working. The achievement of full
registration should signify that the beginning teacher has completed initial professional
preparation as well as established initial competence in the classroom and is,
therefore, a fully fledged professional.

This change in policies would mean that, although the minimum level of qualification
which is accredited for provisional registration purposes would remain three years of
pre-service teacher education, the minimum academic requirement for full registration
to be achieved by all new entrants to pre-service teacher education courses on or
after 1 January 1991, would be completion of a four-year degree in education or its
equivalent. From that date, all beginning teachers would be required to teach for one
year to the satisfaction of the Board and to complete a further year of study
(generally leading to a Bachelor of Education or Bachelor of Educational Studies
degree), in order to qualify for full registration.

Under present policy, the maximum initial period of provisional registration is nor-
mally five years. This period may be extended in appropriate circumstances at the
discretion of the Board. Because the final year of study is an integral part of the
initial professional preparation, it is clearly desirable that it be completed within a
reasonable period*. If present restrictions on teacher education places continue, how-
ever, it may not be possible for all provisionally registered teachers to complete their
initial teacher education program within the normal five-year period. In those cir-
cumstances the teacher's provisional registration could be extended on a year by year
basis on the understanding that, when a place became available, the final year, and
hence full registration requirements, would be completed within five years of
enrolment. While this period should provide ample time to complete the necessary
studies, should a teacher experience genuine difficulties, the Board could extend his or
her provisional registration for a further period.

Experienced teachers

The views expaessed at public meetings and in submissions conceaning the
digibitity o6 expeAienced teacheas with .less than accaedited quati61cation6
but with some .teaching expeAience were divease.

Almost half of the persons who apply for registration each year are experienced,
rather than beginning, teachers. Most come from interstate or overseas, although
some are former Queensland teachers who have not been teaching since the introduc-
tion of the registration system. Their qualifications are as diverse as their experi-
ence. Some have less than adequate professional qualifications but lengthy experience
in responsible prornoticn positions. Some have recognised professional qualifications
but little teaching experience. Some with marginal qualifications have undertaken
continuing professional development while others have not.

The Board's existing registration requirements acknowledge that many experienced
teachers have not completed an accredited course of teacher education. In excep-
tional cases, applicants may qualify for full registration if they were engaged in
teaching prior to 1 February 1973 and if, in the opinion of the Board, their education,
training, fitness to teach and experience are sufficient to warrant registration.

Because each candidate is considered on his or her individual merits, it is not prac-
ticable to specify in advance what is required for the granting of exceptional entry
except to indicate that such factors as length and quality of service, academic quali-
fications, positions of responsibility held and evidence of substantial professional
development are all taken into account.

Persons granted full registration under the exceptional entry provisions are an ex-
clusive group, only nineteen having been granted that status during the last seven

See discussion of Recommendation 11 in Chapter 6.
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years. Although relatively few applicants are deemed to be eligible for exceptional
entry, the Board believes that there is a continuing need for some flexibility in its
admisstans policy to accommodate persons who have made an exceptional contribution
to the practice of teaching but who do not satisfy the normal requirements for .egis-
tration. Indeed the Board considers that the present By-law is unnecessarily restric-
tive in that some exceptional candidates have been unable to gain registration solely
because they commenced teaching after 1 February 1973.

Similarly, the By-law 'enables provisional registration to be granted to persons without
an accredited award if they were engaged in teaching prior to the commencement of
the operation of the relevant clause (17 July 1973), subject to the Board being
satisfied that they will be able to attain, within a reasonable time, a standard of
teacher education or experience acceptable to the Board.

The current policy provides that a person who commenced teaching before 17 July
1973, who has completed a course of teacher education comparable to that which ob-
tained in Queensland at the time and who has recent teaching experience, may be
granted provisional registration in accordance with guidelines promulgated by the
Board. In most cases, the teacher would then be required to undertake upgrading
studies as well as to teach for one year in Queensland to the satisfaction of the Board
in order to qualify for full registration. Where the teacher lacks recent experience,
he or she may qualify for provisional registration by completing a professional re-
orientation program.

This policy has been based on the premise that recognition should be given to ex-
perienced teachers who possess recognised (albeit non-accredited) teacher education
qualifications and that recent teaching experience should also be taken into account in
assessing eligibility for registration. The date was inserted in the By-law in 1973 as a
transitional arrangement and no longer serves any useful purpose. Indeed it now
places an impediment in the way of experienced teachers with some professional
qualifications seeking provisional registration.

The only minor change that the Board proposes is the elimination of the current res-
triction whereby a person who has not completed an accredited teacher education
qualification can qualify for provisional registration only if he or she was engaged in
teaching prior to 17 July 1973.

The Board recommends

2:. that the By-law, Registration of Teachers, be amended so that irrespective
of the date upon which he or she was first engaged in teaching an applicant
who does not possess qualificationsons andor experience normally required
for registration may be granted:

(a) full registration where his or her education, experience and contri-
bution to the practice of education are, in the opinion of the regis-
tering authority,of sufficient merit to warrant full registration; or

(b) rovisional r istration where his or her education teacher education
fitness to teach and experience are sufficient, in the opinion of the
registering authority, to warrant provisional registration and the regis-
tering authority is satisfied that he or she will be able within a
reasonable time to attain a standard of teacher education or experi-
ence acceptable to the registering authority.

Related to the issue of the relevance of recent experience for new applicants for
registration is the period of time granted to provisionally registered teachers to
complete their one year of teaching satisfactory to the Board...Under present policy,
operative since 16 April 1981, this period is limited to five years.

* See Appendix VI.
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The first five-year period of provisional registration under this policy expired in April
1986 and the Board decided that provisionally registered teachers who had not com-
plied with this condition should be subject to the policy applying to new applicants For
registration. Thus, in the case of persons holding accredited teacher, education quali-
fications or their equivalent, provisional registration was extended for a further period
of five years. In the case of teachers not holding such awards, the Board gave in-
dividual consideration, and some teachers were requested to advance reasons why
their existing provisional registration should not be cancelled and restoration made
subject to new conditions.

Whereas under existing policy, experienced teachers granted provisional registrat,on
with the requirement of upgrading their qualifications are able to complete usually
one year full-time (or equivalent part-time) studies in order to satisfy the academic
requiremer.ts for full registration, under the proposed revised policy they_would m5r-
mally be equired to complete the Bachelor of Education or Bachelor of Educational
Studies degree.

Assessment of English language proficiency

Consistent with its objective of achieving the best possible education for Queensland
children by fostering quality teaching, the Board of Teacher Education decided late in
the 1970s to introduce a requirement that applicants for teacher registration whose
teaching qualifications were obtained in countries where English is not the first
language al instruction should satisfy the Board as to their proficiency in English
before being granted provisional registration.

In considering its approach to English language assessment for registration purposes,
the Board recognised that teachers' classroom communication skills were of paramount
importance. It was therefore decided that the testing procedures to be adopted should
focus on the applicant's ability to communicate effectively with students, as well as
his or her ability to communicate on a professional level with other teachers and
parents. Direct testing procedures, which enable proficiency statements to be made
in terms of the learner's actual language behaviour; were favoured. The Board
subsequently chose as the most appropriate to its needs the Australian Second Lan-
guage Proficiency Rating Scale (ASLPR), a direct scale which describes language
behaviour at nine proficiency levels along a developmental progression from "zero" to
"native-like" (4). Ratings are made on four dimensions of language usage: speaking,
listening, reading and writing. The ASLPR's local orientation, and the fact that the
Board could draw on the expertise of the developers of the scale, were seen as
significant advantages.

Since 1980, the Board of Teacher Education has :.ranged 115 assessments using the
Scale; 57 candidates have successfully demonstrated their English proficiency.
Interviews are usually conducted by a panel which comprises an English as a Second
Language expert, a member of the Board's Admissions Committee (a registered
teacher) and a member of the Beard's graduate staff. After interviewing the appli-
cant and assessing the written exercise, the panel prepares a report for the Board, and
advice for the candidate indicating any areas that it has identified as needing par-
ticular attention and suggesting ways ii, which these areas may be addressed.

On a small number of occasions the Board has been prepared to ar ept for provisional
registration purposes ratings which were slightly less than those n .mally required. In
these particular cases the interviewing panel has felt confislent that the candidates
had et, er qualities which compensated and which would enable them to operate
effectively in the classroom and also that their English proficiency was likely to
improve much more rapidly If they were appointed to a teaching position.

As the number of assessment, conducted annually has increased from four in 1980 to
thirty-three in 1986, the Board has regularly given attention to streamlining the
testing procedures. Graduate Board staff experienced in using the ASLPR scale are
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now playing an increasingly important role in conducting interviews. In view of the
fact that some candidates still travel to Australia in order to take the test in
Brisbane, the Board is also examining possible alternative procedures for use overseas.
Given the Board's strong commitment to direct testing approaches, the Board would
wish any alternative procedure to be as close as possible to that adopted for use in
Brisbane.

Thus, whilst favouring multiculturalism in the teaching force, the Board has also
continued to promote quality teaching for Queensland's children by ensuring that
teachers from overseas can communicate orally and in writing at a professional level
in the English language.

4. Renewal of registration

Policies which raise standards for new entrants to teaching can be expected to
have significant effects on the quality of teaching, Out in the case of beginning
teachers especially, it is necessary to consider whether registration policy should play
a part in promoting quality teaching for the remaining thirty or forty years of a
teacher's career.

One approach used by some overseas registering authorities, especially in the United
States, to promote this goal is the use of the concept of term registration where
renewal of registration is conditional on the registered teacher undertaking various
forms of professional development. Such professional development may include, for
example, formal study leading towards additional qualifications, participation in
non-award courses, in-service education and seminars and professional reading.

The assumption which underlies this process is that continuing professional
development will enhance the competence of teachers and that this improvement in
the quality of teaching will be reflected in more effective learning by students. The
ethical underpinnings are derived from what is perhaps the essence of professionalism,
client accountability - that dedicated concern of professionals to provide the best
possible service for those placed in their care. As the New South Wales Department
of Education's Report on teacher efficiency comments:

"Just as each teacher is accountable in terms of teaching efficiency so is
the system as a whole accountable for the quality of the education it
provides." (5)

Having regard to these considerations, it has been argued that the 46,000 fully
registered teacl,rs in Queensland might be expected to do more to maintain their
registration than merely to pay an annual registration fee to the Board.

In its Discussion Paper, the Board sought views on whether there would be advantages
in a system of term registration, with renewal being contingent upon evidence of
ongoing professional development and/or satisfactory teaching experience.

Viewpoint6 in zubmisziona wete divided. Teem tegatitation waa zuppotted on
the Ottowing grounds:

Teachem needed to continue that pto6e44ionat development ensure that
they maintained their competence and demonattAted that they had remained
up-to-date .through comptetion o6 4tudy on. actimitiea.

Good teachem Sore the conzequence6 o6 the tack olf competence o6 °them
who did not undatahe continuing ptolfezzionat development.

The ptanning o6 pre-4eAvice .teaches education would be Ifacititated.

Improvement o6 the quality o6 teaching waa zecn .to be the pt.imaiLy goat. Some
ptoponent6 argued the need on recognition olf the vatidity olS a wide 4pec.'wm

pto6e64ionat work on ti6e experiences. Rami6ication4 which would need .to
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be consideAed cane6utty %Actuded .the adequacy and acce64ibitity o6 p&ovision4;
accAeditation o6 non-amAd in-4etvice coume6 and recognition o6 ptivate
pAo6e44ionat Aeading and devetopmentat intmaction with cotteague6; Aeteue
time OA teacheta and ataigng imptications; the appupAiate tength o6 a
"AegistAation to m ".

A wide diveuity o6 objections was raided in many out and mitten 4ub-
tni64ion6:

The competence o6 teacheu .14 a matter. 6oA determination by .the employing
authokitied and /on the pAo6e64ion itset6 and /on the community.

The undettying auamptionos that teachela .lose competence age& a peAiod on

that the onus shoutd be upon .teaches to /move retention o6 competence aAe

unacceptable.

Theo. Zs no evidence that teaching i6 cumentey inadequate and the
p&opo4at mahe6 no diAtinction between e66ective and ine66ective teacheta;

in addition, .throe is no evidence that 6uAthe& 4tudie6 enhance teaching

e66ectivene64.

The Board has engaged in a long and searching debate on this topic. In Chapter 2 it
was suggested that teaching might at present be regarded as not yet a "full" but
rather a developing profession, with a proportion of its practitioners displaying
restricted rather than extended professionality. It was noted, however, that teachers
themselves, and their organisations, aspire to full professional status. If this view has
validity, then it becomes especially important that the system of registration does
everything that is feasible to advance this process of professionalisation and that, in
the present context, the requirements for renewal of registration do not place
impediments in the path of attaining that goal.

The Board has long supported the concept of continuing professional development. As
the Holmes Group (6) has suggested, the improvement and professionalisation of
teaching depend ultimately upon providing teachers with opportunities to contribute to
the development of knowledge in their profession, to form collegial relationships
beyond their immediate working environment and to grow intellectually as they
mature professionally. This process is contingent at least in part on the further
development of their systematic knowledge and reflective practice.

It is for reasons such as these that the Board strongly believes that in order to lead a
prod9ctive and satisfying professional life, teachers should undertake professional
development thr.;ughout their careers. It is important, however, that teachers be
motivated by intrinsic desires derived from the twin concerns of client service and
personal growth rather than the fear of coercion by some external authority. Whereas
intrinsic motivation might be expected to contribute to a committed voluntary partici-
pation in professional development and hence lead to improved teaching, the threat of
non-renewal of registration in the event )f insufficient quantified participation in
professional development would almost certainly result, on balance, in reduced pro-
fessionalism. Professional development should not be reduced to a piece-rate system
of credits towards meeting some bureaucratic index of professionalism. If professional
development is not done voluntarily, it will probably not be done well at all.

It is the challenge facing all of the teaching profession to foster the presence of an
all-pervasive climate which will spark the internal desire of teachers to see their
continuing professional development as one of the obligations that flows from enjoying
the privileges of professional status rather than as a chore to be endured if not
avoided altogether.

In Chapter 2 it was suggested that one of the criteria of a profession is the
assumption by its member; of responsibility for their own continuing professional
development. The Board considers that to make that development mandatory as a

163.

188..



condition of registration renewal would almost certainly frustrate the long-term goal
of fostering a climate in which members eventually take responsibility for their own
professional growth. In this connection, the Board has also noted that the other
professions in Australia do not currently require registered practitioners to undertake
continuing professional development as a condition for renewal of registration. Some
registering authorities are, however, empowered ' inquire into cases of alleged
incompetence involving their members.

The Board considers, therefore, that it is more appropriate to approach the question
of teacher competence on a by-exception basis, and assume that, in the absence of
evidence to the contrary, fully registered teachers perform their duties in a com-
petent manner. The adoption of that strategy means that the Board would call into
question the registration of only those teachers who have been dismissed by their
employer, after due process, on the grounds of habitual incompetence rather than
require all teachers to provide evidence of their continuing professional development
as a condition for renewal of their registration. This issue is explored further in
Section 6(b) below.

The Soard recommends

22. that a system of term registration, with renewal being contingent upon evi-
dence of ongoing professional development and/or satisfactory teaching ex-
perience not be Introduced.

5. Authorisations to employ unregistered teachers

During the course of its review, the Board gave careful consideration to the
effectiveness of its policies in relation to the granting of authorisations to employing
authorities to employ unregistered teachers in exceptional circumstances where no
suitably qualified registered teacher was available.

Because of its commitment to quality teaching and its belief in the benefits
associated with employing registered teachers, the Board applies the most rigorous
procedures in assessing whether applications to employ unregistered teachers should be
approved.

The prime tests used by the Board in determining whether "exceptional circumstances"
apply are whether the school has advertised the position, and whether any suitably
qualified registered teacher has applied for the position. If a school did not advertise
the vacancy or if a suitably qualified registered teacher applied but was not
appointed, then an authorisation would normally not be granted.

Other factors taken into account by the Board in determining whether "exceptional
circumstances" exist are:

(i) the location of the school and its possible effect on recruitment;
(ii) the history of the school in seeking authorisations;

(iii) whether the need for an authorisation could have been avoided by better planning
and revised timetabling or whether it arose due to unforeseen circumstances;

(iv) whether the position is full-time or part-time;
(v) the period for which the authorisation is sought;

(vi) whether the subject field is in an area of known shortage;
(vii) whether the vacancy is in a specialised or innovative subject area.

Most authorisations are for a maximum period of one year but, in the case of those
granted to enable schools to offer specialised or innovative subjects, the authorisation
can extend for up to five years.
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The number of authorisations granted over the 1975-1985 period was as follows:

Table 13: Authorisations 1975-1985

1975 1976 1977 1978 1979 1980 1981 1982 1983 1984 198.5

NJ. where registered

teachers not available

No exchange teachers

87

n.a.

44

n.a.

20

n.a.

18

n.a.

14

n.a.

11

n.a.

15

23

23

38

26

37

41

38

34

33

Total 87 44 20 18 14 11 38 61 63 79 67

The policy of permitting exchange teachers to be employed under authorisation was
introduced in 1981 as part of the Board's desire to ensure that teacher registration
placed no unnecessary impediment in the way of fostering cultural pluralism in
Queensland schools. Although the Board expects that overseas teachers on exchange
in Queensland schools for up to one year will normally possess registerable
qualifications, the removal of any requirement that they formally apply for
registration and pay registration fees has facilitated their employment.

An analysis of authorisations granted over t ie 1983-1985 period where registered
teachers were not available has revealed the folowing pattern of vacancies:

Table 14: Authorisations by level cnd subject area 1983-1985

1..`°1 1904 1985

GOVT

NON-

GOVT TOTN.

NON -

GOVT TOTAL GMT

NON-

GOVT TOTAL

Secondary school

Mathematics/Science 4 4 1 4 5 3 5 8

Commercial subjects 7 7 3 8 9 2 2

Manual Arts/Graphics 4 4 9 9 7 7

Language/History/Geography 1 7 8 5 5

Home Economics 2 2

Remedial teaching 2 2

Miscellaneous 5 5 4 4 1 6 7

Primary school 1 2 3 1 1 1 2

Preschool 1 1 2 1 1 1

Special education 1 1 2 2

Total 3 23 26 4 37 41 7 27 34

It can be seen that, over the three years, authorisations were concentrated in the non-
government secondary field in the following subject areas of known teacher shortage:
manual arts/graphics, commercial subjects and mathematics/science. These authori-
sations accounted for half of the total number granted.

During 1985 the Board held discussions about its authorisation policy with the major
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teacher organisations. The Board has acted on the suggestion made during those dis-
cussions that it should communicate with schools in February each year in order to
identify any cases where unregistered teachers are employed rather than wait, as has
been the practice, until the outcome of the annual census of teachers in July. The
practicability of decentralising the register to the various regional offices of the two
major school systems was also explored as a possible means of facilitating the
employment of registered teachers. There was unanimous agreement, however, that in
view of the fact that in 1985 only 0.11 per cent of the teachers employed in
Queensland schools were employed under authorisation, decentralisation of the register
was not justified on cost-benefit grounds.

Although few in number, authorisations appear likely to continue into the foreseeable
future because there are still some continuing arer4s of reacher shortage. The Board
has been vigilant in identifying such areas and In supporting efforts to improve the
supply of teachers in those fields. The recent introduction of a part-time Graduate
Diploma in Teaching at Brisbane College of Advanced Education for the preparation of
Mathematics/Science teachers, which arose from a recommendation made by the
Working Party established by the Board, is one example (7).

The Board is keen to ensure that its registration policy facilitates rather than
frustrates the Introduction of innovative curriculum reforms in schools. Where there
are insufficient registered teachers available in an innovative subject area the Boord
has, since 1984, authorised schools to employ unregistered teachers for up to five
years subject to a range of conditions including an assurance by the employing
authority that plans are in hand for the subject to be taught wholly by a registered
teacher at the end of that period. This condition is usually satisfied by the principal's
certification that the unregistered teacher will complete, on a part-time or external
basis, a course of teacher education accredited by the Board. For this purpose the
Board has accredited the Bachelor of Educational Studies degree offered by the
University of Queensland where it includes 100 credit points of specified subjects
(Including supervised school experience) approved by the Board. In addition to this,
the Board has recently reaffirmed the need to continue efforts to encourage the
development of teacher education courses in Innovative subject areas.

One area of special interest to the Board has been the Department of Education's
employment under authorisation of unregistered indigenous teachers in Aborigine! and
Torres Strait Island schools. At present, 116 such unregistered teachers are employed
by the Deportment as "Communi:y Teachers" or "Assistant Teachers". The Board
recognises that these indigenous >chool personnel have a significant and particular
contribution to make to the education of the children. The Board has advised the De-
partment that authorisations have been issued annually in the past on the under-
standing that progress was gradually being made towards the goal of employing as
teachers with full professional responsibility only registered teachers. The
employment of Aboriginal and Torres Strait Islander teacher aides and resource
persons who do not possess registerable qualifications to supplement the role of the
registered teacher is seen as being consistent with this goal. The Board has been
gratified by the Department of Education's policy of appointing registered teachers to
these schools vhere such teachers ore available and where resources permit. The
Board acknowledges that this process will take time and it is hoped that as many as
possible of the existing unregistered teachers will take opportunities that are available
for them to upgrade their qualifications and eventually qualify for registration. The
Board will continue, in consultation with the Department of Education, to monitor this
process.

Having completed a major review of its authorisation policies and procedures, the
Board recommends

23. that existing policies and procedures for the granting of authorisations to
employ unregistered persons as teachers in exceptional circumstances be
maintained.
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6. Compliance with compulsory registration

Although the provisions of compulsory registration have been administered, in the
Board's view, in an efficient manner, there have occasionally been technical diffi-
culties in ensuring compliance with the relative legislative provisions.

In recent years, some organisations which claim to offer educational programs to
school-age students during normal school hours have employed some unregistered
teachers in teaching duties. However, because they have not sought government fund-
/rig, they have neither requested nor obtained approved school status.

Under the current Education Act, parents of children cf school age are required to en-
sure that their children attend "a state or non-state school" unless they have been
granted an exemption by the Minister for Education or unless some reasonable excuse
exists. It is also a requirement of the Act that only persons who are registered with
the Board of Teacher Education be employed as teachers "n schools.

If a non-state school Is to receive state or Commonwealth funding, it must be ap-
proved under Section 63 of the Education Act 1964-1984 as providing, in the opinion

f the Minister, satisfactory facilities and efficient and regular instruction in a range
of school subjects acceptable to the Minister. This section also allows the Minister to
have any approved school inspected by persons authorised by him to do so.

The Board's concerns with the present arrangements are outlined below:

(I) If a person operates a school for which he or she does not seek approval, he or
she would be required to employ registered teachers, if the Governor in Council
notified in the Gazette that the institution is a school for the purposes of
Section 62G of the Education Act. However, such a school would not necessarily
have to provide satisfactory facilities or efficient and regular instruction in a
range of subjects acceptable to the Minister.

(ii) Under Section 62G of the Education Act teacher registration is compulsory only
in respect of those institutions formally acknowledged to be schools by the
Governor in Council. Although such recognition is not problematical in the case
of approved schools the Board of Teacher Education does not have the capacity
to advise the Minister for Education on the basis of first-hand knowledge that
certain establishments are in fact offering educational programs to school-age
students during normal school hours without employing sufficient registered
teachers in teaching duties. Hence by operating without approved status, some
"schools" are effectively able to circumvent the provisions of compulsory teacher
registration.

In addition to the difficulties outlined above there are other aspects of the legislation
which need to be reconsidered. For example under the Education Act, the onus for
teachers to be registered rests on the employer. Where an employer fails to comply
with the Act the Board may institute legal proceedings, but is unable to do this in the
case of the largest employer - the Department of Education - because both the
Department and the Board are Crown bodies. The absence of any specific provision
which puts an obligation on the teacher to be registered poses difficulties for teacher
employers and places a limitation on the Board's power to enforce registration.

Although the Board believes that prosecution for a breach of the provisions governing
compulsory registration should be a last resort, it remains important for that option to
operate as an effective deterrent. The present penalty of fifty dollars provided for a
breach of the provisions of compulsory registration makes no provision for a repeated
or continuing offence, and its magnitude is not such as to provide an effective de-
terrent. A more realistic ptovis.on would be $1,000 for a first offence and $50 for
every school day during which the offence continues.
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The Board recommends

24. that further consideration be given to:
(a) an exploration of possible ways of preventing the provisions of com-

pulsory registration being circumvented by non-approved schools;
(b) the introduction of a legal obligation upon practising teachers to be

registered;
(c) a review of the magnitude of the penalties for breaches of the re-

quirements of the Education Act relating to the employment of regis-
tered teachers in schools.

7. Diseolinary enquiries

(a) Professional misconduct

Section 621 of the Education Act 1964-1984 provides for the Board to take disci-
plinary action where:

(i) a registered teacher has been convicted in Queensland of a crime or misdemean-
our, or elsewhere of an offence which, if committed in Queensland, would have
been a crime or misdemeanour; or

(ii) the Board after enquiry is satisfied that a registered teacher:

(a) has been guilty of habitual drunkenness or of addiction to any deleterious
drug; or

(b) has been guilty of misconduct which renders him unfit in the public interest
to engage in teaching.

In such circumstances, the Board may reprimand or caution the registered teacher or
suspend his or her registration for such a period as it thinks fit, or may remove his or
her name from the register.

Since the introduction of the registration system, the Board has taken disciplinary
action in relation to forty-two registered teachers for alleged misconduct. Eighteen
of the cases involved sexual offences while seventeen were drug-related offences and
seven related to stealing, false pretences or assault. The: Board's action has generally
followed a court conviction which has been drawn to the Board's attention by an
employing authority or a complaint from a member of the public.

While we believe that most such cases would come before the Board in these ways, we
note that, under the Public Services Act, public servants are required to inform the
Public Service Board forthwith of any conviction for an indictable offence.

The Board recommends

25. that the Education Act be amended to require a registered teacher to
inform the Board if he or sne is convicted of an indictable offence.

During 1986, the Board noted the Report by the Queensland Director of Prosecutions,
Mr D.G. Sturgess, QC, A. Inquiry into Sexual Offences Involving Children and Related
Matters (8). In his Report, Mr Sturgess commented on a number of cases of alleged
child sexual abuse by teachers, some of which had not come before the courts because
they relied essentially on the uncorroborated evidence of a child or because parents
were reluctant to have their child give evidence in a court of law. Mr Sturgess sug-
gested that, whether or not a criminal offence had been committed, some teachers
apparently placed themselves in situations which left them open to allegations of pro-
fessional misconduct. He accordingly recommended that the Board of Teacher Educa-
tion should be requested to convene a conference of reprezentatives of the teaching
profession which would be asked to elect a comm.ttee to draw up a code of conduct
dealing, in particular, with relationships between tewhers and pupils.
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The Board believes that such a code of conduct could be extremely helpful to regis-
tered teachers and to prospective teachers in indicating to them the need for some
:ircumspection in their relationships with students and hence in reducing their vul-
nerability to allegations of misconduct.

We therefore recommend

26. that a conference be convened by the Board during 1987 to examine the
feasibility of the framing of a code of conduct for teachers.

(b) Teacher incompetence

Diming .the public meetings and in .the submissions teceived, .the issue (16
tcachet incompetence toa4 not 6tequentey raised. The comments .that were made
suggested that, where a teachet was considered by an emptoyen to be in-
competent, the empeoyet could noAmatty be expected .to address .the pubtem
.through the provision o6 apptoptiate support and coumetting and apptoptiate
subsequent action.

Under the present legislation, the Board of Teacher Education has no power to enquire
into cases of alleged teacher incompetence. It is noted, however, that the South Aus-
tralian Education Act, 1972 makes provision for the South Australian Teachers Regis-
tration Board to cancel the registration of a teacher if, after enquiry, the Board is
satisfied that the teacher is guilty of "gross incompetence".

The Board believes thnt the public may reasonably expect that the Register of
Teachers will not include the names of habitually incompetent teachers. It is
accepted that the primary responsibility for taking action in relation to alleged
teacher incompetence should rest with the employing authorities. The Board recog-
nises that a teacher who has been dismissed for alleged incompetence by one employer
might not necessarily be incompetent in another context. We do not believe, however,
that a teacher who has been dismissed after due process on the grounds of habitual in-
competence should be able to accept a position as a teacher in another school or
system without an independent body such cs the registering authority enquiring into
his or her continued fitness to teach.

The Board therefore recommends

27. that the Education Act be amended to provide the registering authority
with the power to enquire into cases of alleged teacher incompetence.

The Board would envisage that any enquiries into cases of alleged incompetence would
follow the same general procedures as those applying to cases of alleged misconduct.
A teacher charged with incompetence would have the right to appear and to be legally
represented, and the provision for appeal to a Judge of the District Court would also
apply.

8. Reciprocity of registration

In the spirit of regulatory reform and in the interests of fostering improved
teacher mobility across Australia, the Board believes that further consideration should
be given to increasing the level of reciprocity in the recognition of teacher
registration among the states and territories.

During 1976, the matter was raised at the Australian Education Council by the
Queensland Minister at the request of the Board of Teacher Education. A meeting of
state and Commonwealth representativ.3s was held to discuss reciprocity of regis-
tration, but it was found that the differences between the policies of the various
registering authorities were too great to permit automatic acceptance of reciprocity.
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The main difficulties encountered in that move towards reciprocity were the follow-
ing:

In states where there is a single authority for teachers in both government and
non-government, schools, some teachers whose qualifications fall short of the usual
government school requirements were accepted in the early stages of registration.
Registering bodies in other states were unwilling to grant registration to such
teachers.

. Where a single standard requirement for registration applies regardless of the level
of teaching, type of school or subjects taught, it would be very difficult to achieve
reciprocity with a system which has different requirements for various categories
or which provides for restricted registration for teaching in a limited area.

. The greatest single difficulty in achieving reciprocity for teachers who possess
awards registered with the then Australian Council on Awards in Advanced
Education was the Victorian Secondary Teachers Registration Board's requirement
for four years of teacher education.

The Board of Teacher Education's position then was that it could not agree to the
automatic granting of full registration to teachers from other states with less than
the equivalent of three years of recognised tertiary teacher education. The Board
indicated, however, that it might consider the automatic granting of provisional
registration to any teacher registered in another Australian state. In many such
cases, provisional registration would be conditional upon the teacher's agreeing to
undertake approved upgrading studies.

In May 1985, the South Australian Teachers Registration Board convened an informal
conference to exchange information on registration and, in particular, to discuss
reciprocity of registration between states. Those attending the conference agreed
that they would raise with their respective boards or authorities the possibility of
reaching agreement on a number of propositions including the following:

That, if a fully registered teacher who has been teaching continuously for
at least the previous five years moves to another state, he or she be
granted provisional registration in that state subject to his or her
undertaking to meet any upgrading requirements applying in that state.

The Board of Teacher Education has agreed to support in principle the above
proposition in respect of those registration or employing authorities which partici-
pated in the conference. These comprised the South Australian Teachers Registration
Board (which registers teachers in both government and non-government schools in
South Australia), the Victorian Teachers Registration Council and its constituent
Boards (covering teachers in government schools in Victoria) and the New South Wales
Department of Education as well as the Queensland Board of Teacher Education. In
respect of the New South Wales Department of Education, the Board of Teacher
Education has interpreted the proposition to apply to classified teachers in continuous
employment for the previous five years.

The Board hay taken the view that, should any other employing or registering
authorities seek . be included in the reciprocity agreement, the matter would need
to be considered ..ther with full information concerning registration or employment
requirements app, in those states.

The South Australia., . -s Registration Board is currently preparing a report on
the outcome of the conference I it is hoped that, if agreement has been reached by
all of the participants on the :Hon outlined above, the foundation will have
been laid for extending, through z:onsultation, the ambit of reciprocal regis-
tration.

While the Board of Teacher Education reserves the right not to accept a particular
course for registration purpose., it currently accepts for registration in Queensland
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any pre-service teacher education award accredited at the Diploma, Degree or
Graduate Diploma level as well as any pre-service teacher education award from a
recognised Australian university. The Board does not apply any additional requirement
concerning such matters as course content, entry requirements or amount of "practice
teaching" beyond the possession of an accredited award.

The Board believes that the mutual recognition by states of pre-service teacher edu-
cation awards that have been duly accredited by the relevant state authorities and
registered with the Australian Council on Tertiary Awards on criteria established by
ACTA after consultation with state registering and employing authorities would
simplify procedures and be a further step in the long road towards reciprocity of
registration.

CONCLUSION

Darling-Hammond has suggested that the most critical issue facing American
education today is the professionalisation of teaching. In arguing the case for valuing
teachers, she makes the point that:

"... if we devalue the act of teaching, we devalue the act of learning as
well." (7)

A necessary pre-condition for the effective learning that will be increasingly
important in the information-based society of the late 20th and early 21st centuries is
quality teaching. It is the Board's position that quality teaching is largely dependent
on the degree of professionalism exhibited by teachers and that everything feasible
should be done to encourage the growth of professionalism in teaching.

While great strides have been made in the professionalisation of teaching in
Queensland over the past decade and a half, much still remains to be done to foster
the type of climate that will encourage teachers themselves to have an extended
rather than a restricted view of professionality.

For these reasons, the further development of a comprehensive system of teacher
registration that goes beyond the minimum concept of licensing and which encourages
professionalisation rather than bureaucratisation is likely to remain a continuing
challenge for the foreseeable future.
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CHAPTER 10

REVIEW PROCESSES IN TEACHER EDUCATION

Teacher education and the advanced education system in Queensland

The identification of advanced education as a distinctive sector of tertiary education
and the establishment of colleges of advanced education flowed from the
recommendations of the 1964 Report of the Committee on the Future of Tertiary
Education in Australia, commonly known as the Martin Report (1). the Report en-
visaged that existing technical colleges, agricultural colleges and )ther specialist
technological institutions which offered courses at a tertiary level would receive
Commonwealth support to enable them to raise their academic status and, together
with such new institutions as might be recommended, provide an alternative to the
universities as a means of meeting the need for broader access by the community to
opportunities for tertiary education.

With respect to teacher education, the Martin Report proposed the establishment in
each state of a Board of Teacher Education, the purpose of which would be "the
improvement of the preparation of all teachers within the state". These Boards would
advise governments as to desirable developments in the field of teacher education,
keep under review the courses and staffing of the institutions concerned and
recommend the granting of autonomy to those teachers colleges which reached an
appropriate standard.

The Martin Committee saw dangers in the then existing close relationship between
state departments of education and teachers colleges preparing teachers for
government schools. It felt that significant improvement in the quality of teacher
education and the status of the teaching profession could be achieved only if the
teachers colleges were unquestionably accepted as institutions of higher education,
able to recruit and attract quality staff through open advertisement.

The Committee saw each Board as including members from the teachers colleges, the
state Department of Education, the non-government schools, the universities and citi-
zens with knowledge of, and interest in, education. Given the major responsibility of
the state Department of Education for staffing all state schools, the Committee be-
lieved that it would be appropriate, at least in the formative years, for the permanent
head, or his deputy, to be Chairman of the state Board of Teacher Education.

The Martin Report's recommendations concerning teacher education were strongly
endorsed in 1965 by the Australian College of Education, by the Australian Teachers'
Federation and by the Queensland Teachers' Union as developments which would
enhance the professional standing of teachers in the community and consolidate trends
towards improved professional qualifications. Although the Commonwealth
Government did not at the time take up the Martin Report's recommendations for
Commonwealth funding to support teacher education in approved teachers colleges on
the same basis as degree studies in the universities, it began, in 1967, to provide
capital assistance for teachers colleges and, in 1969, to support teacher education as a
field of study within colleges of advanced education. Finally, in 1972, the
Commonwealth Government accepted the recommendations of the Senate Standing
Committee on Education, Science and the Arts in a report on The Commonwealth's
Role in Teacher Education (2) and agreed to grant financial assistance for the
recurrent and capital expenditure for teachers colleges on the same basis as for
colleges of advanced education as from July 1973. The allocation of funding was in
accordance with the recommendations of a committee of the Australian Commission
on Advanced Education (3), which, under the chairmanship of Dr S.W. Cohen, had re-
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viewed the progress towards autonomy of teachers colleges in the various states and
had proposed a program of development and financial support for such colleges for the
1973-75 triennium.

In presenting its recommendations, the Cohen Committee noted that teachers colleges
throughout Australia, and in Queensland in particular, were characterised by defi-
ciencies in many areas, including buildings, equipment, non-academic staffing, library
holdings and library staffing.

In 1967 the Queensland Government had, meanwhile, appointed a Director of Teacher
Education and had set up a committee under the chairmanship of the then Director-
General of Education, Mr G.K.D. Murphy, to undertake a comprehensive review of
teacher education in relation to the needs and resources of the state and to make
recommendations on the future development of teacher education (4). The Com-
mittee's final report (the Murphy Report) was published in 1971, but during the
intervening period, the Committee had presented an interim report (1968)
recommending the adoption of a minimum of three years' teacher education for
primary teachers and had been consulted on a number of occasions by the government
of the day on other matters, including the question of autonomy for teachers colleges.

The Queensland Education Act was amended in 1970 to enable autonomy to be granted
to tertiary institutions other than universities through the constitution of councils for
colleges of advanced education. The amendments provided for the establishment of a
Board of Advanced Education to advise on developments in advanced education to
meet the needs of the state and to exercise a coordinating role with respect .to the
colleges, and a Board of Teacher Education to keep teacher education under review,
to accredit teacher education awards and to be responsible for the registration of
teachers. The two Boards were required to confer and collaborate on matters to do
with teacher education.

The Board of Advanced Education was established on 12 November 1970 and the Board
of Teacher Education on 3 June 1971, the latter under the chairmanship of the then
Director-General of Education, Mr A.E. Guymer. (The present membership and
functions of the Board of Teacher Education are set out in Appendix I.) The Councils
of the first five colleges of advanced education (the former institutes of technology at
Brisbane, Toowoomba and Rockhampton, the agricultural college at Lawes and the
conservatorium of music) were constituted on 25 June 1971. The four former state
teachers colleges at Kelvin Grove, Mount Gravatt, Kedron Park and Townsville were
added on 31 July 1972 and the Brisbane Kindergarten Teachers College on 31 October
1974. Pre-service primary teacher education courses were introduced at the Capricor-
ma Institute of Advanced Education in Rockhampton and the Darling Downs Institute
of Advanced Education in Toowoomba in 1972.

The accreditation of teacher education courses and awards

The Education Act was further amended in 1973 to make explicit the roles of the two
Boards in accreditation; the Board of Advanced Education was to be the accrediting
authority for all awards conferred by colleges of aavanced education while the Board
of Teacher Education was to be responsible for the accreditation of teacher education
courses (wherever offered) for the purposes of teacher registration.

An Australian Council on Awards in Advanced Education had been established late in
1971, by joint agreement between the Commonwealth and State Ministers for
Education, and in 1972 it issued its Statement No. 1 - Nomenclature and Guidelines
for Awards in Advanced Education, dealing with levels and nomenclature of awards in
advanced education and the conditions under which the Council would accept awards
for inclusion in the National Register. The Council had determined that, before
registering an award, it would need to be assured by the accrediting authority
concerned that appropriate consideration had been given to the following:



the general academic practices and standards of the educational institution;

. the objectives of the particular course and the methods adopted to achieve these
objectives;

. the standards for admission to the course;

the duration of the course, having regard to the standards of entry and course
objectives;

. the breadth, depth and balance in the subjects involved and the amount of
intellectual effort required by the course;

the methods of assessment of student progress;

. the relative emphasis on the teaching of skills in relation to the study of the
discipline;

. any arrangements for practical training and experience as part of the course;

the teaching staff conducting the course, including numbers, professional
qualifications and experience, and educational expertise;

. the accommodation and facilities including equipment, library, laboratories, work-
shops and other Instructional resources, as necessary for a particular course.

To assist colleges in the preparation of submissions for accreditation of courses for
awards, and to ensure that the necessary information was provided, the Board of
Advanced Education issued, in its turn, a series of guidelines for the accreditation of
courses in Queensland colleges. After their initial accreditation, courses were
required to be reaccredited after every five years.

During 1972, the Board of Advanced Education also established course assessment
committees In fields of study other than teacher education with membership drawn
from the government, semi-government, industrial, commercial and academic fields, to
consider both new submissions and requests for the accreditation of existing courses.
In the field of teacher education, the Board of Advanced Education referred
submissions for accreditation or reaccreditation to the Board of Teacher Education.

Initially the Board of Teacher Education established two standing committees,
reflecting its dual role In the assessment and accreditation of courses. One commit-
tee advised the Board 3f Teacher Education on the accreditation of pre-service
teacher education courses for the purposes of teacher registration whether they were
offered by universities, colleges of advanced education or non-government teachers
colleges in Queensland, interstate or overseas. The other assessed and reviewed both
pre-service and in-service teacher education courses in Queensland colleges of ad-
vanced education, thereby assisting the Board of Teacher Education to provide advice
to the Board of Advanced Education on the accreditation of the awards as advanced
education awards in accordance with the relevant guidelines.

Subsequently the two roles were combined in the work of a single Course Assessment
Committee which was a small expert committee including members drawn from
Queensland and interstate universities and colleges of advanced education. Assess-
ment procedures included a detailed examination of the rationale, objectives, structure
and content of proposed courses, consideration of teaching strategies and student
assessment practices, and involved visits to the institutions, detailed discussions with
staff on all aspects of the courses and inspection of facilities.

In 1973, the Board of Teacher Education, in collaboration with the Board of Advanced
Education, laid down brief guidelines suggesting a pattern of courses and awards for
teacher education in Queensland. The guidelines envisaged that, following the phasing
out of all undergraduate pre-service courses of less than three years' duration, the
basic period of pre-service preparation in colleges of advanced education should
remain at three years but that the colleges should offer in-service award courses equi-
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volent to on additional year of teacher education in a range of teaching areas to be
token after a period of classroom experience.

In 1981, following detailed consideration of the 1978 Review: Teacher Education in
Queensland (5), the Board of Advanced Education and the Board of Teacher Education
developed a new set of Guidelines for the Development of Teacher Education Courses
and Awards In Queensland Colleges which substantially incorporated the recom-
mendations of the Review. In contrast with those of 1973, the revised guidelines
commented at some length on the content of pre-service teacher education courses,
indicating a range of considerations which needed to be addressed in any pre-service
course and stressing the central position of school experience and the need for inte-
gration of all elements into a coherent whole. While not specifying the manner in
which the various issues seen as essential should be treated, the guidelines emphasised
that each pre-service course must provide students with a thorough professional pre-
paration for their future teaching rules.

In reviewing a course, the Course Assessment Committee expected that, whatever the
structure of the course, the course designers should be able to satisfy the Committee
that the various matters mentioned in the guidelines were adequately covered,
whether in generic courses or in specific subjects. The Board hos consistently token
the view that undue prescription of course content would be inimical to the
development of high quality, well-conceived and creative courses. It hos argued that
there is more likely to be improvement in the quality of courses through professional
collaboration and cooperation between the Board and the colleges in their mutual
quest for excellence than through the imposition of "minimum standards" expressed in
quantitative terms.

In the first decode of the Board's existence, its Course Assessment Committee advised
on the initial accreditation of the newly-introduced three-year courses leading to the
Diploma of Teaching, the fourth year of post-experience studies leading to the
Bachelor of Education degree and a range of in-service courses including "upgrading"
Diploma of Teaching courses, graduate diplomas in a variety of areas and a masters
ck jree in mathematics education. The Committee played a major ro.e in the first,
and in many cases the second, five-yearly reviews and reaccreditotions of these
courses.

The Committee also reviewed pre-service teacher education courses offered by the
University of Queensland and James Cook University of North Queensland and recom-
mended their accreditation as approved courses for the purpose of registration.

By 1983, the Board of Advanced Education was able to comment that the
accreditation procedures that hod been deN eloped had served the system well: college
awards were readily accepted by employers and others, they enjoyed notional regis-
tration and thereby hod direct currency in other states and countries; and they
comprised a coordinated pattern geared to ...meting the needs of the state. The Board
of Advanced Education consequently considered that the experience of eleven years
and the developing maturity of the colleges mode it opportune to implement a major
revision of course accreditation procedures which provided for increased involvement
of college councils in the assessment of the courses offered within their institutions.

Under the revised procedures introduced in 1983 college councils appoint course
assessment committees for each of their courses or proposed courses. The
membership of each committee is subject to the concurrence of the Board of
Advanced Education and, in the case of teacher education courses, the Board of
Teacher Education and includes:

. a senior academic member of staff concerned with the field of study in question,
for example, Dean, Head of School or Head of Division, who is chairman;

. a member of the academic staff having a major involvement in the course;

.201 176.



at least one person with appropriate academic experience in the area in question,
drawn from another tertiary institution;

no fewer than three persons external to the Council and Staff of the College who
would broadly reflect the interests of potential public and private employers of the
graduates from the courser the professional or other relevant associations, practit-
ioners in the particular area and, where appropriate, the broader community;

. for courses to be offered by external study, an appropriate person experienced in
this made, drawn from another institution.

Course assessment committees review course proposals, consult with the groups of
academic staff responsible for the relevant submissions and prepare assessment reports
in terms of the criteria specified by the Australian Council on Tertiary Awards
(formerly the Australian Council on Awards in Advanced Education). The submissions
and course assessment committee reports are transmitted to the college councils
which in turn make recommendations to the Board of Advanced Education. In addition
course assessment committees may consult periodically with the relevant groups of
academic staff during the period of accreditation of the courses concerned, following
up outstanding matters and endorsing evolutionary changes which experience may
suggest are desirable.

College council recommendations, made after considering the reports of their course
assessment committees, are referred for advice to the Education Committee of the
Board of Advanced Education. In the case of teacher education courses, the
Education Committee, in formulating its recommendations to the Board of Advanced
Education, takes into account the advice of the Board of Teacher Education.

Following the adoption of the revised accreditation procedures, the Board of Teacher
Education estaEtshed a new Teacher Education Review Committee to replace its
Course Assessment Committee. The Teacher Education Review Committee was given
three main functions:

(I) to keep under review the overall program of teacher education courses in
Queensland and to make reports thereon to the Board of Teacher Education;

(ii) to recommend on the accreditation of teacher education courses for registration
purposes;

(Iii) to recommend on the accreditation of advanced education awards in the field of
teacher education.

In addition to these three main functions, the Committee makes reports to the Board
of Teacher Education on any matters referred to it for advice.

In relation to the accreditation of advanced education awards, the Committee's role is
concerned with ensuring that there are no inconsistencies between the detailed report
provided by the college and its final recommendation or between the proposed course
and the relevant guidelines, and that the accreditation procedures as outlined by the
Board of Advanced Education have been followed. The Review Committee also has a
general role in advising the Board of Tench :: Education on matters relating to the
accreditation of advanced education awards including the membership of course
assessment committees proposed by college councils in the field of teacher education.

In order to assess the suitability of a course for the registration of its graduates as
teachers in Queensland, the Committee seeks a description of the course including
course objectives and details of individual units and their interrelationships. Insti-
tutions are generally able to present this information in a convenient form through
existing documents. For advanced education courses, the course assessme.nt
committee report provides an appropriate description for this purpose, although, when
a course is being conside.ed for registration purposes, the Review Committee may
seek additional information such as would be contained in the internal college
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submission to its course assessment committee. Appropriate descriptions for
university courses may be conveniently available in faculty handbooks or student
guides. In considering a course for registration purposes, the Review Committee may
also visit the institution concerned to discuss aspects of the program before making
Its recommendation to the Board of Teacher Education.

Continuing review of teacher education

The ongoing assessment of teacher education for accreditation and reaccreditation has
provided the Board with a most effective means of keeping under review the overall
program of teacher education courses in the state, alerting the Board to particular
problems and indicating areas of desirable development.

In carrying out its statutory responsibility of keeping teacher education under
continuous review, the Board of Teacher Education has also made use of a variety of
other committees.

Shortly after Its establishment, the Board appointed a special committee to survey
the existing.provisions for in-service teacher education and to advise on the need for
additional facilities. Subsequent special committees inquired into and reported on
such matters as

. courses to enable provisionally registered teachers to qualify for full registration;

. teacher education for technical teachers;

. teacher education for Aboriginal and Torres Strait Islander teachers;

. the preparation of teachers for teaching exceptional children in regular classrooms;

. the effect on teaching competence of a lengthy absence from teaching;
. the future demand for in-service teacher education courses;
. the preparation of teachers for the teaching of reading and associated language

skills.

To assist it in carrying out the research required for the last of the above enquiries,
the Board appointed its first research officer. The committee appointed to undertake
the review was given broader functions and became a standing committee of the
Board, the Research Committee. After the completion of the research and the
preparation of a report, the Research Committee, on behalf of the Board, arranged a
full-day conference to provide teacher educators, teachers, school authority personnel
and interested members of the community with the opportunity to comment on the
findings and to discuss future developments.

The success of its :irst major research project as a means of promoting consideration
of issues of Importance and stimulating improvements in teacher education resulted in
the development of an ongoing research program by the Board. Subsequent research
projects undertaken by the Board have included:

. the Induction of beginning primary teachers;

. secondary schooling and the world of work;

. future requirements for secondary teachers;

. the education of young adolescents;

. school experience in Queensland pre-service teacher education programs;

. the Bachelor of Education degree in the Queensland advanced education system;
. preparation of teachers to teach In rural and Isolated areas;
. the preparation of primary teachers to teach the arts.
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In addition to carrying out research of Its own initiative, the Board has, in recent
years, sought through the provision of research grants to support and stimulate
research by teacher educators and teachers into areas of potential benefit to teacher
education in the state*. Although the amounts of grants have been small, they have
provided a means of encouraging the completion of a substantial number of worthwhile
projects and an avenue for the publication of their findings for the information of tea-
cher educators and teachers.

In 1,85, the Board commissioned a team of external researchers to undertake a review
of Its school experience project. While critical of some aspects of this project, the
team made a number of suggestions which, It felt, would enhance the effectiveness of
future Board research activities. The Board welcomed these suggestions and was
pleased to note that the reviewers reported that

"Participants In the RISE" study felt It was extremely desirable that the
Board maintain a research arm to maintain standards for teaching through-
out the state." (6)

Throughout its research program, the Board has endeavoured to work in collaboration
with staff of teacher education Lnstitutions, teachers and school authorities both in
the planning and implementation of receorch pi-ejects and in the discussion of findings
and the formulation of proposals for action arising ft,om the research.

With the development of its ongoing research activities, the Board has made less use
of ad hoc committees, although, in 1983, it set up a special working party to consider
the problems associated with the preparation of teachers for mathematics and science.

When the Teacher Education Review Committee was established, in addition to its
functions in relation to course assessment, it was given the function of advising the
Board on the overall program of teacher education courses in Queensland and making
reports thereon to the Board. To enable it to exercise this function, the Committee
Is expected to visit each teacher education institution at least once during each
triennium in order to keep itself informed about existing courses and to discuss
proposed developments. The Committee meets with staff, supervising teachers and
students in the courses concerned, and may also seek feedback from employing
authorities, the general body of teachers and the wider community.

In addition to formal visits by the full Committee, individual members of the Review
Committee may join in the annual visits made by members of the Board of Teacher
Education to institutions, when less formal discussions are held with graduating
students about teacher registration i...d with members of staff on topics of mutual
interest.

Other sources of information to the Review Committee include projects undertaken by
the Board's Research Committee and state or national reports on matters relating to
education.

From these various sources, the Committee eodeavours to identify and assess emerg-
ent needs in teacher education and, after consultation with those involved, prepares
advice for the Board on ways In which these needs might best be met.

In the context of the preparation of triennial submissions, the Committee prepares
reports on needs and desirable developments In teacher education for each forth-
coming triennium for presentation to the Board of Teacher Education. It also
considers and reports on any specific matters referred to it by the Board In relation

See Chapter 1, Reference 16, p.8.

I,* RISE: Review of the Influence on School Experience.
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to the development of the triennial submission. These reports assist the Board in the
preparation of its advice to the Bbard of Advanced Education.

The Board believes that, through its various research and review activities and through
the inclusion in its own membership and that of its committees of persons drawn from
the teacher education institutions, the teaching profession, the employing authorities
and the general community, it has been able to promote a cooperative, consultative
approach to the planning and developmenr of teacher education in Queensland to the
very great benefit of the State. Such an approach has recognised and respected the
autonomy, of the teacher education institutions and has fostered the development of
Variety and individuality as well as a willingness to collaborate in finding solutions to
emerging needs.

It has also enabled the Board to provide a vnluakle focus for the profession of
teaching, to foster its development, to uphold professional standards and to enhance
its recognition by the community.

In reviewing the implementation of the changes to the accreditation procedures that
were introduced In 1983, the Board believes that the colleges have demonstrated
clearly that the enhanced recognition of their autonomy has had favourable outcomes.
As the Board looks into the future, it believes that the accreditation procedures to be
set in place should facilitate the response by teacher education institutions to their
own analyses of the changing scene and should enable them the to Initiate, within
broad guidelines, program modifications and innovations.

As is evident from other sections of this Report, the Board believes that teacher edu-
cation is of such vital importance to the quality of education that the continuous
review of and provision of advice on teacher education should remain a function of a
collegial body having representation from and close collaborative links with teacher
education institutions, employing authorities, the teaching profession, teacher
organisations and the general community.

The Board recommends

28. that, in order to assure the continuing promotion of the quality of teacher
education in Queensland, there be an appropriate mechanism for providing
advice to the Minister on the following group of interrelated and Inter-
dependent activities:

(i) the continuous review of desirable developments in teacher education;

(ii) the accreditation of teacher education courses and awards;
(III) the promotion of cooperation and collaboration among higher edu-

cation institutions, employing authorities and the teaching profession
in the development and improvement of teacher education;

(iv) the fostering of research Into teacher education and the dissemination
of information relevant to teacher education;

() the monitoring of teacher supply and demand;

and, as we have discussed in Chapter 9,
(vi) the maintenance of a comprehensive system of teacher registration.
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APPENDIX I

A. FUNCTIONS AND POWERS OF THE BOARD

(a) To keep teacher education In Queensland under continuous review and to make
reports and recommendations to the Minister thereon;

(b) To be responsible to the Minister for the registration of persons entitled to be
registered as teachers under this Act;

(c) To be responsible for the accreditation of teacher education courses for the
purposes of registration;

(d) To confer and collaborate with the Board of Advanced Education on aspects of
teacher education;

(e) To appoint such committees as It thinks fit ',-(3 assist and advise It In the
performance of its functions under this Act;

(f) To appoint staff as necessary to fulfil the Board's functions;

(g) To perform such other functions as are prescribed by the Governor In Council;

(h) To furnish to the Minister as soon as practicable, but not more than three
months after the thirty-first day of December In each year, a report of its work
and activities during the year.

Education Act 1964-1984, Section 51D
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B. MEMBERSHIP OF THE BOARD DURING PROJECT 21

Chairman

Emeritus Professor B.H. Watts, O.B.E., B.A., B.Ed., Ph.D.(Qld), F.A.C.E.,
Consultant In Education

Members

Mr N.D. Alford, B.A., M.Ed.(Qld), F.A.C.E.,
Assistant Director-General, Post School, Department of Education, Queensland

Dr E. Bowker, M.A., Dip.Ed.(Liv.), Ph.D.(S'Ion), M.A.C.E.,
Senior Lectures, Department of Education, University of Queensland

(from March 1986)

Rev. C.L. Bullock, B.Sc.(Syd.), Dip.Ed.(N.E.), M.Sc.(Macq.), M.A.C.E.,
Principal, All Souls' and St Gabriel's School, Charters Towers

Mr A.E. Druery, B.A., B.Ed.St., M.Ed.Admin.(Q1d), M.A.C.E.,
Director, Queensland Catholic Education Office

Mr L.M. Dunne,
Executive Officer, Federation of Parents and Friends Associations of Queensland

Professor G.T. Evans, B.Sc., B.Ed., Ph.D.(Qld), M.A.Ps.S., F.A.....E.,
Professor of Teacher Education, University of Queensland (until January 1986)

Mr N.H. Fry, B.A. B.Sc., B.Ed.(Melb.), M.Ed.Admin.(Q1d), M.A.C.E.,
Executive Officer, Board of Teacher Education

Miss M.J. Gibson, B.A.(Hull), Dip.Teach.(Mercer House),
Subject Mistress Brisbane Girls Grammar School (on secondment to Board of
Secondary School Studies) (from August 1985)

Mrs A.M. Goninon,
Senior Mistress, Keebra Park State High School, Southport

Mr K.E. !mason, B.A.(Hons), M.Ed.(Hons)(Syd.), A.L.A.M.,
Dean, School of Education, Darling Downs Institute of Advanced Education

Mr A.R. Johnson,
Principal, Rangeville State School, Toowoomba

Dr G.A.G. Jones, B.Sc., B.Ed.(Hons)(Qld), M.A.(San Diego), Ph.D.(Irliana), F.A.C.E.,
then Principal, Corse 'dine Campus, Brisbane College of Advanced Education

(until April 1986)

Mr G.J. Jones, B.Sc., B.Ed.(Hons)(Q!d), M.A.(San Diego),
Principal, Kelvin Grove Campus, Brisbane College of Advanced Education

(from May 1986)

Rev. Sister Patricia M. Nolan, B.A.(Qld), M.Ed.Admin.(N.E.),
Principal, McAuley College

Mr R.L.B. Parry, B.Ed., M.Ed.St.(Qld), Grad.Dip.Spec.Ed.(MGCAE),
Principal, Newstead Special School

Mr T.B. Sullivan, B.Ed.(KGCAE),
Teacher, St Joseph's College, Nudgee (until July 1985)

Mr J.A. Tainton, B.A., B.Ed.St.(Qld), M.Ed.Admin.(N.E.),
Director of Planning and Special Programs, Department of Education, Queensland
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C. STANDING COMMITTEES OF THE BOARD OF TEACHER EDUCATION
CONCERNED WITH TEACHER EDUCATION AND REGISTRATION, 1986

Teacher Education Review Committee

Chairman

Emeritus Professor B.H. Watts, O.B.E., B.A., B.Ed., Ph.D.(Qld), F.A.C.E.,
Consultant in Education

Members

Mr J.D. Armstrong, B.A., B.Ed., M.Ed.AdmIn.(Q1d), F.A.C.E., M.A.C.E.A.,
Chairman, School of Education, Capricornia Institute of Advanced Education

Dr E. Bowker, M.A., Dip.Ed.(Liv.), Ph.D.(Siton), M.A.C.E.,
Senior Lecturer, Department of Education, University of Queensland

Mr N.C. Dempster, B.Ed., M.Ed.St.(Qld), M.A.C.E.,
Regional Curriculum Officer, Department of Education, Queensland

Mr J.A. Ettershank, B.Ed.(Qld), M.A.C.E.,
Regional Director, Brisbane-North Regional Education Office, Department of
Education, Queensland

Mr N.H. Fry, B.A., B.Sc., B.Ed.(Melb.), M.Ed.Admin.(Q1d), M.A.C.E.,
Executive Officer, Board of Teacher Education

Mrs J.A. Hempel, B.A.(Melb.), B.Ed.St.(Qld), M.A.C.E.,
Deputy Principal, All Hallows School, Brisbane

Mr K.E. Imison, B.A.(Hons), M.Ed.(Hons)(Syd.), A.L.A.M.,
Dean, School of Education, Darling Downs Institute of Advanced Education

Dr G.A.G. Jones, B.Sc., B.Ed.(Hons)(Qld), M.A.(San Diego), Ph.D.(Indiana), F.A.C.E.,
Director, Gold Coast College of Advanced Education

Dr P.H. Meade, B.Sc., B.Ed.(Qld), M.A.(Hons)(La Trobe), Ph.D.(N.S.W.), M.A.C.E.,
Principal, Mount Gravatt Campus, Brisbane College of Advanced Education

Dr R.P. Moon, B.A., M.Ed.(Syd.), Ph.D.(Minnesota),
Director, Institute of Advanced Education, James Cook University of North
Queensland

Rev. Sister Patricia M. Nolan, B.A.(Qld), M.Ed.Admin.(N.E.),
Principal, McAuley College

Associate Professor M.E. Poole, B.A., B.Ed.(Qld), M.A.(N.E.), Ph.D. (La Trobe),
M.A.Ps.S.,
Associate Professor in Education, Macquarie University

Mr J.A. Taintcn, B.A., B.Ed.St.(Q1d), M.Ed.Admin.(N.E.),
Director of Planning and Special Programs, Department of Education, Queensland

Miss A. Tanner, B.A., Dip.Ed.(Qld), A.Mus.A.,
Assistant Secretary, Board of Advanced Education

Dr R.D. Trail', B.A., Dip.Ed.(Tas.), M.A., Ed.D.(Calif.),
Acting Head, School of Education, Canberra College of Advanced Education
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Research Committee

Chairman

Dr G.A.G. Jones, B.Sc., B.Ed.(Hons)(Qld), M.A.(San Diego), Ph.D.(Indiana), F.A.C.E.,
Director, Gold Coast College of Advanced Education (to April 1986)

Mr J.A. Tainton, B.A., B.Ed.St.(Qld), M.Ed.Admin.(N.E.),
Director of Planning and Special Programs, Department of Education, Queensland

(from April 1986)

Members

Mr M.T.A. Byrne, B.A.(Carleton, Canada), B.Ed.(Queen's, Canada), Dip.Sch.Couns.(Q1d),
Senior Education Officer, Research Services Branch, Department of Education,
Queensland (on leave)

Professor J. Elkins, B.Sc., B.Ed., Ph.D.(Qld), M.A.C.E.,
Professor of Special Education and Head, Schonell Educational Research Centre,
University of Queensland

Mr N.h. Fry, B.A., B.Sc., B.Ed.(Melb.), M.Ed.Admin.(Q1d), M.A.C.E.,
Executive Officer, Board of Teacher Education

Dr E. Hobbs, B.Sc., B.Ed.(Qld), M.Ed.(Alberta), Ph.D.(Alberta),
Senior Education Officer, Research Services Branch, Department of Education,
Queensland (replacement for Mr M.T.A. Byrne)

Mr A.R. Johnson,
Principal, Rangeville State School, Toowoomba

Rev. Sister Patricia M. Nolan, B.A.(Qld), M.Ed.Admin.(N.E.),
Principal, McAuley College

Dr D.A. Price, B.A., B.Ed.(Hons), M.Ed.(Qld), Ph.D.(Missouri), M.A.C.E.,
Senior Lecturer in Education and Campus Coordinator of Practice Teaching,
Mount Gravatt Campus, Brisbane College of Advanced Education

Mrs M. Rosser, B.Ed.(NBCAE),
Part-time Lecturer, School of Teacher Education, Carseldine Campus, Brisbane
College of Advanced Education
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Registration Policy Committee

Chairman

Mr A.R. Johnson,
Principal, Rangeville State School, Toowoomba

Members

Mr G.J. Everett, B.A., M.Ed.(James Cook),
Secretary, Queensland Catholic Education Office

Mr N.H. Fry, B.A., B.Sc., B.Ed.(Melb.), M.Ed.Admin.(Q1d), M.A.C.E.,
Executive Officer, Board of Teacher Education

Mrs A.M. Goninon,
Senior Mistress, Keebra Park State High School, Southport

Mr W.N. Hird, Cert.Teach.(Borough Rd, London), Ad.Dip.Ed.(Cambridge), M.Ed.(Hull),
Regional Inspector (TAFE), Brisbane-North Regional Office, Department of Edu-
cation, Queensland

Mr P.A. McGuire, B.E., B.Ed.St.(Q1d),
Teacher, Mount Maria College, Mitchelton

Mr C.K. Meyers, B.App.Sc.(QIT),
Subject Master in Mathematics, State High School, Corinda

Mr R.L.B. Parry, B.Ed., M.Ed.St.(Q1d), Grad.DIp.Spec.Ed.(MGCAE),
Principal, Newstead Special School

Ms R.A. Perry, Dip.Teach.(KTC), A.Mus.A., B.Ed.St., M.Ed.(Q1d),
Regional Preschool Officer, Brisbane-North Regional Office, Department of Edu-
cation, Queensland (from April 1986)

Mr J.A. Tainton, B.A., B.Ed.St.(Q1d), M.Ed.Admin.(N.E.),
Director of Planning and Special Programs, Department of Education, Queensland

(to April 1986)
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Admissions to the Register Committee

Chairman

Mrs A.M. Goninon,
Senior Mistress, Kaebra Park State Fligh School, Southport

Members

Mr J.K. Browning, M.A.(Oxon.), Dip.Ed.(Leeds),
Deputy Principal, Our Lady of Mercy College, Mackay

Ms J.M. Cooper, B.Ed.St.(Qld), Dip.Sp.Ed.(James Cook),
Remedial Teacher, Vincent State School, Townsville

Mr D.E. Fuelling, B.Ed.(BCAE),
Teacher Ina la State ,School

Mrs A.R. Greenhill, B.Ed.(KGCAE),
Teacher, Bundamba State School

Mr D.J. Han ly, A.T.C.L.(Speech), B.A., B.Ed.(Qld),
Principal, Kelvin Grove State High School

Mr A.L. Hefferan, B.Sc.(Qld), Grad.Dip.Mgmt(CIAE), A.R.A.C.I.,
Senior Technical Teacher, Rockhampton College of TAFE

Rev. B.E. Maughan, B.A., Dip.Ed.(Qld), Th.Dip.(A.C.T.), M.A.C.E.,
Assistant Master, The Southport School, Southport

Mrs D.R. Reardon, Dip.Teach.(McAuley), B.Ed.(MGCAE),
Project Officer, School-Level Evaluation, Queensland Catholic Education Office

Appeals Committee

Chairman

Mr R.L.B. Parry, B.Ed., M.Ed.St.(Qld), Grad.Dip.Spec.Ed.(MGCAE),
Principal, Newstead Special School (from February 1986)

Members

Rev. C.L. Bullock, B:Sc.(Syd.), Dip.Ed.(N.E.), M.Sc.(Macq.), M.A.C.E.,
Principal, All Souls' and St Gabriel's School, Charters Towers (from April 1986)

Mr N.H. Fry, B.A., B.Sc., B.Ed.(Melb.), M.Ed.Admin.(Qld), M.A.C.E.,
Executive Officer, Board of Teacher Education

Miss M.J. Gibson, B.A.(Hull), Dip.Teach.(Mercer House),
Subject Mistress, Brisbane Girls Grammar School (on secondment to Board of
Secondary Studies) (from February 1986)

Mr G.J. Jones, B.Sc., B.Ed.(Hons)(Qld), M.A. (San Diego),
Principal, Kelvin Grove Campus, Brisbane College of Advanced Education

(from October 1986)

Mr B.N. Kleinschmidt, B.Sc., M.Ed.(Qld), F.A.C.E.,
Director of Studies, Anglican Church Grammar School, East Brisbane

Mr R.B. Murphy, B.Ed.St.(Qld), M.Ed.(Washington), M.A.C.E.,
Remedial Teacher, Oakey State School
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English LmeolgAssesstnent Committee

Chairman

Mrs A.M. Goninon,
Senior Mistress, Keebra Park State High School, Southport (from May 1986)

Members

Ms E.V. Arrow,
Coordinator of Adult Education, Migrant Education, Department of Education,
Queensland (from May 1986)

Mr G.J.W. Birch, B.A., Dip.Ed.(Q1d), M.A.(Essex),
Senior Lecturer, Department of Languages and Literature, Mount Gravatt Cam-
pus, Brisbane College of Advanced Education

Dr E. Bowkar, M.A., Dip.Ed.(Liv.), Ph.D.(S'ton), M.A.C.E.,
Senior Lecturer, Department of Education, University of Queensland

(from May 1986)

Ms L.G. Bowyer, Dip.TEFL(Kent), M.Ed.(Manc.), L.T.C.L.,
Senior Technical Teacher, Migrant Studies, South Brisbane College of TAFE

Mr N.H. Fry, B.A., B.Sc., B.Ed.(Melb.), M.Ed.Admin.(Q1c1), M.A.C.E.,
Executive Officer, Board of Teacher Education

Mr D.J. Hanly, A.T.C.L.(Speech), B.A., B.Ed.(Qld),
Principal, Kelvin Grove State High School
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APPENDIX IV

RECURRING CONCERNS IN MAJOR REPORTS ON TEACHER EDUCATION

This appendix presents in tabular form on analysis of o selection of major recent
reports either on teacher education itself or on a topic which impinges directly on
teacher education.

A number of recurring concerns hove been identified in the following areas:

. improvement of outcomes of schooling,

. recruitment and selection,

. concept of professional development of teachers,

. pre-service teacher education,

. continuing professional development,

. teacher educators,

. research and development in teacher education institutions,

. reviews of teacher education programs,

. heightened valuing of teacher education.

The reports selected for analysis ore:

Australia

Australian state and notional enquiries into teacher education 1979-80 (areas of
agreement as identified by Coulter and Ingvarson, 1985 (see below)).

Schools Commission. (1979) Issues in Teacher Education: a Discussion Paper.
Canberra.

Commonwealth Schools Commission. (1985) Quality and Equality: Commonwealth
Specific Purpose Programs for Australian Schools. A Report by the Commonwealth
Schools Commission on its Review of the Specific Purpose Programs. Canberra.

Quality of Education Review Committee. (1985) Quality of Education in Aus-
tralia: Report of the Review Committee. AGPS, Canberra.

Coulter, F. and Ingvorson, L. (1985) Professional Development and the Improve-
ment of Schooling: Roles and ResponsigilReport to the CommanwealtF
Schools Commission.

Commonwealth Tertiary Education Commission and Commonwealth Schools Com-
mission. (1986) Improving Teacher Education. Report of the Joint Review of
Teacher Education.

Commonwealth Tertiary Education Commission. (1986) Review of Efficiency and
Effectiveness in Higher Education. Report of the Committee of Enquiry. AGPS,
Canberra.

United Kingdom

. Deportment of Education and Science. (1983) Teaching Quality (Whoite Paper).
Cmnd. 8836, HMSO, London.

United States

Carnegie Forum on Education and the Economy, Task Force on Teaching as a Pro-
fession. (1985) Teachers for Our Children: The Carnegie Plan. Washington, D.C.

Notional Commission for Excellence in Teacher Education. (1985) A Coll for
Change in Teacher Education.

Holmes Group. (1986) Tomorrow's Teachers: A Report of the Holmes Group.
East Lansing, Michigan.
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APPENDIX IV

RECURRING CONCERNS IN MAJOR REPORTS ON TEACHER EDUCATION

Fogey I
AUSTRALIAN STATE ANO NXIIONAL

ENQUIRIES INTO TEACHER EDUCATION,
1179-110

(WM al agreement es kloaltigit by
Coulter and Unperson, INS)

COMMONWEALTH SCHOOLS COON
ISSUES 14 TEACHER EDUCMION, 1979

PUS
QUALIT'tMD EQUALITY, IfiLLS

QUALITY OF EDUCATION
14 AUSTRALIA, INS

COULTER AND INGVARSOK INS:
REVIEW OF TIE COMMONWEALTH

FRORMSIONAL DEVELOPMENT PROGRAM
CTEC/CSC, INS:

WROTH° TEACHER EDUCATION

CTEC REVEW OF EFFICIENCY
AND EFFECTIVENESS IN HIGHER

EDUCATION, INS

UX:
TEACHING QUALIT'f,ION

lik
CARNEDE R EDUCATION

ANO TIE ECONON'T, INS:
TEACHERS FOR OUR CHILDREN

Ilk
NATOLI/. CONISSION FOR

ECCEILENCE tt TEACHER ETILICARON,
Ifle& A CALL FOR CHANGE 14

TEACHER EDUCATION

HOWES GROUP, 106R
TOMORROW'S TEACHERS

I. IMPROVEMENT
OF OUTCOMES
OF SCHOOLING

2. RECRUITMENT
SELECTION

Recruitment

: of quality of education onDope
of teacher develop-

merit.

Need for greater awareness of effects of
social and technological change on ex-
pected roles of teachers and schools,

Need to confront the challenges of the
technological future.

Need for education to equip people to
cope with change.

Need, In a multicultural society, to en-
hence the teaching of English as a second
longooge, of community languages and of
Intercultural perspectives.

Since the issue of teacher supply had been
largely resolved, qualitative Issues In
teacher education were more important
than questions of supply and demand.

Need for Improved publicity about
teaching as a career,

Need to attract entrants from o brooder
cross-section of the community and need
to remove barriers to participotion by
the physically disabled.

Close Ilnic between quality education and
professional development.

Rising community expectotioru rapidly
changing technological knowledge and
charges In the domestic economy demon-
strafe an urgent need fors
. an overall Improvement In student

educational performance,
. an Increase In the level of partici-

potion In schooling;
. mare equitable outcomes from school-

ing (for girls, for the disadvantaged,
for minorities, for those with
disabilities, for the isolated.

possible need to provide incentives to
attract suitable people to the teaching
profession.

Need to ensure recruits come from a
broad range of socio-econornic and
ethnic groups.

Need to encourage recruitment of
matuse-age people

Dependence of improved outcomes from
schooling on well-educated, adoptive
and Innovative teachers.

Need for the education system, In
changing Jamornic contest, to enhance
the development of appropriate otti-
tudes, of skills and Ingenuity.

Need for schools to raise students'
general competencies:
. acquiring Information;
. conveying Information;
. perfoeming logical processes;
. undertaking tasks as on Indield.uoh
. undertaking tasks os a member of o

group.

Need for teachers to idnnt'fy, and feel
confident and competent in their teach-
ing of, students suffering educational
disadvantage.

Need to raise status and reputation of
teaching as a career; the combination
of a poor public Image, cautrained
opportunities for advancement and
alternative avenues of employment likely
to restrict the profession's capacity to
attract and retain high calibre teachers.

Possible advontoges In offering more
places to mature-ego people.

The quality of education reflects the
quality and capacity of the teaching force
to meet the changing needs of students.

A major component of quality education is the
adequate =sly of professionally competent
teachers, therefore this is critical to improved
educational outcomes for oil students.

Need for attention to emerging priority areas
disadvantaged students; girls and moths and
science; Aboriginal children In traditional areas.

Need for teacher education institutions to pursue
actively a policy of admission to both primary
and secondary pre-service programs for people
with relevant backgrounds In TAFE, with con-
adoration of advanced credit standing.

209.

The teacher force is the ma*
single determinant of the quality
of education.

Because of demand projections,
teaching may need to acquire a
significantly higher shag of the
rntional output of new graduates.

Need for further action to pro-
mote the recruitment of ocodemi-
catty well-qualified people.

Teachers' professionalism should
be encouraged by knproved
policies foe career development
within schools and local
authorities.

The salary structure should be
designed to offer relatively
greater rewards to the best class-
room teachers as well as to en-
courage good teachers to seek
wider responsibilities In senior
posts.

diverse
with brood and

As/fencing technology and the
changing terms of international
trade mean that America must now
provide to oil students a quality of
education reserved until now for o
fortunate few. Improvements ore
essential to prevent erosion In the
American standard of living.

Major action required because of
predicted steep Increase In demand
for teachers, on even steeper
decline In the supply of talented
college graduates willing to consido
teaching as a career, and because
of the need for more highly
qualified teachers,

Need to attract large numbers of
people to teachi ng who have the
Intellect and drive necessary to
be successful In the professions.

Therefore, need for policies that
treat teachers ike professionals.
Need for higher poy, Increased
autonomy and differentiation of
the profession (lead teachers,
teaciters, adjunct teachers, assist-
ant teachers) accompanied by
certification of high level of
competence.

Needidodefsorfromrecrmulint .nritty of dab

low-
ton-

bockprounds.

Need for a campaign to attract
more able candidates Into the
teaching profession - America
moving from a surplus to a shortage
of teachers.

Need for fundamental charges In
working conditions - salaries,
advancement opportunities, work
environments, status and autonomy,
to that tiers me compatible with
prof nsionol status.

...,..,to

Attracting high quality teachers Is
a key component of educational
reform.

Need for charges In structure of
schools to make them compatible
with the requirements of a new pro-
fessiora attracted only If the rewards
of teaching and opportunities for pee-
fessionol advancement are carmen-
smote with the heightened education.
al requirements; hence the need for c
differentiated structure (career pro-
fessional teacher, professions)
teacher, Instructor).

Nerd to increase significauly the
number of minorities In teacher
education programs and for
teacher education students to
reflect the notices obligation
to a multicultural society.

income
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Page 2

AUSTRALIAN STATE AND NATIONAL
ENQUIRES PITO TEACHER EDUCATION,

19T9-80
(men agreement la Identified by

Coulter and tormson litS)

COkSIONINFJ.LTH SCHOOLS COMUSSION
tSSUES IN TEACHER EDUCATION, 1979

PLUS
QUAUTY AND EQUALITY,1985

QUA= OF EDUCATION
AIJSTFLUJA, 1985

COULTER AND INGVARSON, 19115:
REVEW OF THE COMMONWEALTH

FROFESSIONAL DEVELOPMENT PROGRAM

CTEC/CSC.1988:
IMPROVING TEACHER EDUCATION

CTEQ REVIEW OF EFFICIENCY
AND EFFECTIVENESS IN NIGHER

EDUCATION, 1988

TEACHING QUAUTY,1983
CARNEGIE FORUM ON EDUCATION

AND THE ECONOMY, 1938:
TEACHERS FOR OUR CHILDREN

NATIONAL comuszaora FOR
EXCELLENCE IN TEACHER EDUCATION,

1955: A CALL FOR CHANGE Pi
TEACHER EDUCATION

US:
HOLMES GROUP, 1945:

TOMORROWS TEACHERS

SE
2. RECRUITMENT,

LECTION

Recruitment
(contd)

Selection criteria

3. CONCEPT OF
PROFESSIONK-
DEVELOPMENT
OF TEACHERS

4. PRE-SERV10E
TEACHER
EDUCATION

Length and
structure of
programs

. Literacy and numerocv

. High ocademic standards, with the
application of minimum entry stan-
datds; however, need for flexible
policies to permit representotiveness
of the teaching work force.

DesirabCity of permitting deferred entry
for school leavers so that they might
obtain work experience.

Teocher development Is o continuing
process, beginning with pre-service
teacher education, continuing Into in-
duction during the first years of teaching,
and then into o period of ongoing pro-
fessienal development.

Preservice training Is Incomplete and is
necessarily only o beginning of o career
of self-motivoted professional develop-
ment.

Recognition of impassibility for pre-
service teocher educotion to cover oil
the required knowledge and skills.

A majority of the reports, four years of
preservice troining is desirable for ell
levels of teaching. Two enquiries still
regarded three yews as acceptable
WA).

Queensland urged o different mcdI:
either three years preservice, then ex-
perience, then equivalent of a further
yeor's study (3,x,1), or, in the cote of
end-on diplomas, 4.x.1.

Endorsement of o diversity of models, but
recognition of the constroints of o one-
year end-on program.

Thorough mastery of basic literary,
numeracy and oral skills.

. Need to foster self-selection rather
than opplicotion of more rigorous
screening tests.

Desirability of experience in schools
prior to admission to teacher educotion.

Continuous development of skills and
knowledge is widely accepted as fun
darnentol to the teaching profession.

A case for same length of trebling for
primary and secondory teachers.

All teacher education students should
hove a continuous period (e.g. six
months) before or during the program os
teacher oldes.

Incentives may be necessary for re-
cruitment of teachers in subject area
shortages.

Need for provision of differential re-
mards and incentives to raise general
teacher quality.

. Problems are noted (WA and Vie.)
in relatively low level of performance
in tertiary admission scores of
entrants to teacher education.

State and national reviews: impossi-
bility of pre-service training spanning
oil the knowledge and skills which
would be required by teachers in
their professional careers.

Teacher quality may be enhanced by
carefully structured programs of teacher
education, both pre-service and in-
service.

The length of pre-service precludes
specialised study of many of the Common-
wealth priority areas which ore generally
optional of present.

The minimum requirement is four years
(oil of which need not be token pee.
service). The end-on diploma year is un-
realistic.

For primacy teachers, desirable for of least one
unit of mathematics and o science subject to
Year 12 level (or bridging courses prior to or
concurrent with teacher education).

More mature people, with o range of qualifications
and skills wider than those which may be acquired
at school should be admitted to teacher ed.:-
cotton programs.

Teachers need a considerable period of experience
in teaching before they can fully assimilate
brooder issues and respond to changing edu-
cotional priorities.

Once established in the workforce, teachers are
able to use speciollsed in-service and post-
experience programs to supplement the basic
knowledge and understanding their pre-service
preparation has given them.

Support for the existing patterns. Opposed to
lengthening course for primary and early child-
hood teachers since It is by no means clear that
the educational arguments In favour of the intro-
duction of four.yeor training for all teachers
ore sufficient to justify the substantial additional
cost.

Support for the 3,m1 model; teachers should com-
plete the fourth year without undue delay. There
should be .on examination of various options for
enabling the equivolent of o fourth year of study
to be undertaken by those who wish to pursue It.

Institutions are encouraged to propose other struc-
tures for training secondary teachers which would
give extensive prattler)l teaching experience within
the framework of the equivolent of a four.yeor
award.

There should be on examination of the possibility of
four.yeor bachelor degree programs to produce
teachers for upper primary/lower secondary
classes.

Need for institutions and state authorities to
examine critically use of calendar year - (the
training year should be not less than 38 weeks).

210.

Selection should improve and oil
institutions should review their
procedures for assessing the
intellectual and personal quali-
ties of candidates and their
professional potential; all
candidates should be interviewed.

Requisite: minimum 0 level
Grade C or CSE Grade 1 in
Enclish and mathematics or
equivalent standards of
literacy and numerocy.

Desirability of breaking the school
cycle, with some experience in
InJustry or commerce prior to
teacher education.

High desirability of entrants
acquiring teaching experience
prior to teacher education.

There is no major profession to
which a new entrant, however
thorough his initial training, can
be expected immediately to make
a full contribution.

Teachers in their first teaching
posts should be released part-
time and should participate In a
systematic program of Induction.

All teachers need from time to
time to avail themselves of
in-service training.

Government hod adopted the target
of an oil- graduate teaching pro-
fession.

Need to strengthen subject exper-
tise In secondary teaching; in
general this points to the PGCE
route. Need to retain B.Ed.
courses for training in subjects
where the opportunities ore
limited for o first degree route to
PGCE and for areas of shortage
(mathematics).

Need to lengthen PGCE courses to
o minimum of 36 weeks.

. Completion of a sound under-
graduate education before
admission to teacher educatlun.

Two brood purposes for continuing
staff development programs:
parochial and universal; the uni-
versal function is keeping up in
one's field and with research and
new practice In teaching and
learning generally.

Two brood purposes for continuing
staff development programs:
parochial and universal; the uni-
%ersal function is keeping up in
one: field and with research and
new practice In teaching and
learning generolly.

Differentiated training for differ-
entiated workforce structure.

Four years ore insufficient to
meder the subjects to be taught
and to acquire the skills to teach
them.

Abolish undergraduate teacher edu-
cation, with professional education
conducted solely in groduote
colleges.

Four-year liberal arts degree plus
two years' teacher education
(Master of Arts in Teaching). The
structure of the two years:
a summer session (professional
courses). followed by o nine-month
internship In several schools, a
summer session (professional
courses), followed by a nine-month
residency in a school with sub-
stantial responsibility, supervised
by a master teacher and perhaps
undertaking odditional graduate
courses.

For lead teachers: o Doctorate
of Arts In Teaching.

. Admission should be based on
rigorous academic and per-
formance criteria - demon-
strotion of above- average
collegiate -level scholarship,
good critical thinking skills and
competence In communication
skills.

Teocher education is not o single,
time-bound activity, but a con-
tinuing process of comer develop-
ment.

Teacher education is not o single
time-bound activity, but o con-
tinuing process of coreer develop-
ment.

Extended length of training, the
educational needs of teachers should
determine the length of programs.

-2:35

Candidates to be required to
demonstrate proficiency in oral
and written forms of communi-
cation.

. Completion of undergraduate
education before admission to
teacher education.

. Cand'clotes to possess superior
Intellectual talent and to appear
capable of exerting educational
leadership; students in the
lowest quartile of the college
population nationally to be
denied admission into teacher
education programs for comer
professionals.

The improvement and professienal-
sahon of teaching depe..ds Lan-

motel), upon providing teachers with
opportunities to contribute to the
development of knowledge in their
profession, to form collegial relation-
ships beyond their immediate working
environment, and to grow Intellec-
tually as they mature professionally.
The Improvement of teacher edu-
cation depends on the continuing
development of systematic knowledge
and reflective practice.

Phase out undergraduate teacher
education.



AUSTRALIAN SIRE'S AND IUMONAL
ENQUIRIES INTO TEACHES% EDUCATION,

1911-110
gime Of

pctIderdeld by
COON end Ingt.

COMMONWEALTH SCHOOLS COMMON
ISSUES IN TEACLLER EDUCATION,19Th

PLUS
GAMY AHD EOUALITY,

OUALLTY OF EDUCOMON
AUSTRALLA, 1985

COULTER AND INGVARSON, 198.k
REVIEW OF THE COMMONWFALLH

PROFESSIONAL DEVELOPMENT PROGRAM

CTEOCSC,19SC:
IMPROVPIG TEACHER EDUCATION

CIE* REVIEW OF EFFeENCY
AND EFFECTIVENESS Pt HIGHER

EDUCATION,1088

Need for pre-service courses to be more
responsive to changes In school systems
and to social and tectwologicel
which Impinge on school curricula, schsool.
ceganisation and the role of the teacher.

Need for recognition of Implication of
Australia, a multicultural watt?.

NITE recemmended a core of studies and
learning experiences for all pre-service
ProDrornst

. subject disciplines and other dimensions
of knowledge, understanding and ex-
perience;

. the orgordsation of learning: curd-
CUNT design and teaching methodology;

. hum*, growth and development;

. theory of educetioro interdisciplinary,
Integrated and related to the practice
of teaching and leaning;

. studies, in contemporary culture: Aus-
tram society In Its notional and Inter-
national settings, social trends,
economics, politics, Ideologies and
values;

methods of InquIry and research;
. practical experiences In clasucoms and

other community and work environ-
ments.

Need for all teacher education students
to have academic training (as distinct
from their pedagogical studies) In of
least one of the disciplines.

Need for all teacher education students to
ottain acceptable levels of literacy and
numerocy.

Problems In specialised training re en-
acting generalised' teacher role In lower
secondary schools.

Need to encourage training Institutions to
mulch flexible training courses to take
account of experiences end ago of
recruits.

Three objectives:

(o) extend the general education of the
students - not only the acquisition of
o wide rage of theoretical and
practical imowledge In many disci-
plines but °ha the opportunity to
explore and acquire values and atti-
tudes which will serve both the
Individual and the society;

(b) opportunity to gain skills In dealing
with people and the teaching tech-
niques necessary for professional
practise;

(c) develop within the individual a clear
set of professional goals and the
motivation to seek their attainment.
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If teachers were trained to teach at
both primary and secondary levels,
this would provide o higher degree of
flexibility to cape with changes In the
distribution of enrolments.

Pre -service teacher education can un-
doubtedly be improved.

Pre-service teacher education can un-
doubtedly be Improved and CTEC should
give active leadership forthwith towards
that end.

Recent expansion In demands, with pee-
fessional teacher education now expected
to be provided In a range of new meas.

Little detailed analysts In Stote and
rational reports of Implications for
teaches development of areas which have
now emerged as priority areas of the
Commonwealth and mast State/TerrItory
systems.

Need to address new issues as themes
within existing courses rather then through
a proliferotion of new courses.

Supports NITE stotement of goals and core content,
and recommends a review of pre-service teacher
education along the lines of the CTEC major
discipline assessments In tertiary education to
assess the extent to 'which Institutions have
responded to the emergence of changing
priorities In primary and secondary education.
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UK:

TEACHING QUJUITY,1033

US:
CARNEGIE FORUM ON EDUCATION

AND THE ECONOMY, le&
TEACHERS FOR OUR OILMEN

US:
NATIONAL CONSISSZON FOR

EXCELLENCE IN TEACHER EDUCATION,
1995: A CALL FOR CHANGE Vi

TEACHER EoucKnoti

Pope 3

US:
HOLMES GROUP, 199k

TOMORROWS TEACHERS

Depth and rigour of Initial tralninp
must be wholly commensurate with
the standards which obtain gener-
ally In British higher education.

Throughout primary education, the
collective expertise of the teachers
In a particular school must reflect
all the major aspects of the curri-
culum to be taught. All primary
teachers should be equipped to take
o particular responsibility for one
aspect of the curriculum, to act as
consultants to their colleagues on
that aspect and, where appropriote,
to teach It to classes other than
their own.

For ell teachers, at least two full
years' course time devoted to
subject studies of a level oppro-

iota to higher education
a wide area of the

curricu um might constitute the
student's specialisation and the
content should Include the %pit-
cotion of the subjects Involved to
the learning of young children;
seco_ . one or two subjects of
the secondary curriculum).

The need for a first-rote profes-
sional education; If expertise Is
the hallmark of professionalism,
there must be on opportunity to
acquire the necessary expertise.

Equal In Importance to tht subjects
studied Is the kind of knowledge
students have about thew subelcts.
Prosper' -,1 teachers must not
only know what is held to be true
In a given domain of knowleldge,
but why It Is worth knowing, how
It fits together with other pro-
positions to form o whole struc-
ture of knowledge In a field, -.not
how control prepositions can be
applied to particular problems.
That Is, they need a sound concep-
tual grasp of the field, as under-
standing of ctorecteristic modes
of enquiry and skills both In fram-
Ing problems and In opplying the
knowledge gained to the solution
of problems.

Need for this sort of mastery holds
even more for prospective elemen-
tory than for secondary teachers.

Need also for effective teething
techniques, that Is, those °apse-
pilot° to teaching pasticular
concepts In irbdividual fields.
Important for prospective teothers,
because they will model their own
teething L havion on that of their
college professors.

Eoch teacher education program
should be as exacting, Intellectually
challenging Integration of liberal
studies, subject specialisation from
which school curriculo are drown,
and content and skills of profes-
sional education.

The academic specialisation for
secondary school teachers should be
In the field(s) to be fought.

Every elementory teacher should
have on extended liberal arts pro-
gram In the content areas of the
elementary school, as well es
specialisation In child development
with particular emphases on
language and thinking.

Major in on academic subject -
would blesses* understanding and
oppreclotion for subject matter
depth and mastery.

For elementary teachers, study In
multiple arm of concentrotion
(each equivalent to o minor) In
the subject fields for which
teochers assume generol teaching
authority and responsibility.

For secondary teachers, significant
graduate study In their teaching
field and area concentrotlons In

all other subjects they would
tooth.
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AUSTRAUAN STATE AND NATIONAL
ENOUIRIES two TEACHER EDUCATION,

197040
(areas of agreement as Metaled by

Coulter and Ingrarson, 1985)

COMMONWEALTH SCHOOLS COMMON
ISSUES IN TEACHER EDUCATION, 1979

PLUS
QUAUTY MD EQUALITY, 1085

QUALITY OF EDUCATION
PI AUSTRALIA, 1985

COULTER AND INGVARSON, 1085:
REVIEW OF THE COMMONWEALTH

PROFESS/01a DEVELOPMENT PROGRAM

CTEVCSC, 1988:
IMPROVWG TEACHER EDUCATION

CTM REVIEW OF EFFICIENCY
AND EFFECTIVENESS RI HIGHER

EDUCATION, 1986
TEACHING QUALITY,1983

CARNEGIE FORUM ON EDUCATION
AND THE ECONOMY, 1986:

TEACHERS FOR OUR CHILDREN

NATIONAL COMMISSION FOR
EXCELLENCE PI TEACHER EDUCATION,

16485: A CALL FOR CHANGE IN
TEACHER EDUCATION

Page 4

HOWES GROUP, 1988:
TOMORROW'S TEACHERS

4. PRESERVICE
TEACHER
EDUCATION

Generoi.iiberol
education

Professional
studies

Proctleurn/
elinicol studies

a I 4

'b

See above.

Severel reports queried the piece of
theoreticol studies in preserviee, pre-
ferring to see them es port of in-service
development.

Need for content of courses to be rele-
vont to the echol tosk of teoching.

Need for greeter emphasis on specific
aspects of professional edveotion.

Need for ossistonee to teacher educotion
students to work effectively with
parents and the wider community.

Concern that the practievm wos not
ochleving Its full polemic)]. Need for
more emphasis on qvolity of proctieurn
tether than just Its length. Problematic
aspects where improvements were needed:

. elority re goofs of proctieurn and their
relotionship to the totol course;

. Involvement in planning and Implement°.
tion by schools and supervising teochers;

supervision by corefully selected and
welltroined proctitloners;

the number of schools involved;

opportunities for exchange between
stoff in the schools and the 'reining
institutions;

minimum oceeptoble length;

breodth of field experience;

. payment of supervisors (olternative
forms of payment recommended); some
sow supervision es port of the pro-
fessional role of teochers for which
no speciel poyment should be mode.
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See above.

Objective (b)
Opportunity to gain skills in deoline
people and the teething teLnruques
necessary for professional proctice.

Need to design programs so that primary
and lower secondory level teochers per-
tieulorly ore better equipped to carry
out general teaching tosks with the full
range of children and ore able and pre-
pored to accept responsibility for en-
suring the basic competence of oil their
charges in fundomentol skill oreos.

Need for regulor contact between system
odministrotors, proctising teochers and
stoff of troining institutions ond exchange
of stoff.

Most pre service courses hove yet to solve
the p lrob em of broadening g the life ex-
periences of the young recruit.

Poyment of supervisors should be reviewed
the teoching profession ho

f
s o responsi.

!My es o proessional group for the
velopment of its own members.

For many teochers, initiol troining does
not include detoiled ottention to the
woys in which students Morn to reed,
write, converse and colculote; many
do not have the ronge of skills necessory
to ossist students experiencing difficulty
In reading.

Pre-service progroms should be directed to im-
proving the preporotion of teochers in such a way
es to enhance their competence during their first
years in the workforce and especially in those
oreos which prepare them to meet the needs of
students with diverse backgrounds and differing
levels of ochievement.

Need for on examination of the roles and res
ponsibliities of troining Institutions, the teoching
profession, employers ond schools In relotion to
the procticol teoching components of preserviee
teocher educotion courses, with o view to seeking
improved orrongements.

Considerotion should be given to payment to
schools tether than Individual kaisers. Steps
should be token to ensure the funds ore spent in
the most beneficial way.
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For ell teacher education students,
odequote attention to teoching
method in thechosen main sub-
jects, differentioted by oge of
Intended pupils.

For ell primary teacher education
students, a sufficient and sub-
stantial element concerned with
language and mathematics develop-
ment (100 hours on each).

For oil teachers, attention to pro-
moting the learning of the diversity
of pupils and to notwelossroom
aspects of the teocher's role.

For ell teacher education students,
studies closely linked with practical
experience In school, and involving
the active participation of ex-
perienced proctising school
teachers.

The length of this practice teach-
ing should be 15 weeks In PGCE
three-year B.Ed. and 20 weeks In
the four -year B.Ed.

and

A rigorous curriculum In under-
graduate liberal arts that embraced
a common core of history, govern-
ment, science, literature and the
arts. That core should provide the
substantive content within which
students develop the essential
skills of comprehension, compute-
tie% writing, speaking and clear
thinking. It should connect college
students to our history and culture
and develop in them the knowledge
ond values for o democracy. It
should enable them to know enough
about both the theory and appli-
cations of science and technology
so that they tan educate others to
feel of home in o world In which
technological advance Is amongst
the strongest forces driving social
and economic change. it should
develop °esthetic sensibilities and
creative Impulses not only because
they ore essential to the human
spirit but because these college
graduates will be called upon to
impart these qualities to their own
students, to whom they will be
important as members of o work-
force that will be celled on In.
areosingly for its creativity and
Its inventiveness.

Need for real mastery of what
severel decodes of research on
education hove revealed about
effective teaching.

Primary purpose of groduote pro.
gram: to prepare the candidate to
take maximum advantage in the
classroom of the research on
teoching and the accumulated
croft knowledge of exceptional
teachers, to develop their own
skills of instruction ond classroom
management, to develop both the
habit and Hie skills for reflecting
on their own practice of teaching
and to lay o strong base for con-
tinuing professional development.

Grounds for considering two par-
ticular approaches:

o clinical Instruction mode
(characterised by close Inter-
action between formal instruc-
tion In teaching, actual teaching
experience and o form of epoch.
leg that encourages reflection
on teaching practice);

the case method (using teaching
' coses' which Illustrate classic
problems the teocher will foci'

All teacher education students
should continue to meet at least as
extensive general or liberoleduce.
otrionimrveletrteymestnutlenotss.other college

Liberal education should be o co-
hesive, planned program, not merely
an accumulation of courses scottere
across numberbar of departments. To

emclogkiyi°171' anthropology.
trt:loorliy' psychappreciation

-

of
ti-

of different cultures and herl.
tort)
literature, history, language and
the arts (to understand the con-
text of their' world, and to
valve profoundly learning, ideas
and ortistie expression).

Need for o strong background in pro.
fessional educotion - systematic
study and opplicotion of pedogogy.

Need for systematic Instruction In
Hut organised research and
experiencebosed Information about
leeching and how to use the know-
ledge generoted through research.

Need to understand the conceptual
relotionships of the ideos and facts
they kern In advanced ocademlc
courses In college to those thot ore
oppropriote to teach in elementary,
middle and high schools.

Neer' for extensive experience
teocIlng t. reel and simuloted eft-
etrmstences and to have this leech.
Ing ant lysed and criticised In
accordance with educotlonol science
and peckgogleol informotion that Is
tought In their college or university
Glosses.

Need for coherent integrotion of
formel instruction and field work.

.2390 #

Need to recognise the central
Importance of o strong liberal arts
edueotion. Of ell professions,
teaching should be grounded on o
strong core of knowledge because
teaching is about the development
and transmission of knowledge.

Three major components In
generol.liberol audy ore recom-
mended:

. studies of btsic cultural know-
ledge (culture] literacy);

. knowledge regarding knowledge
Itself;

. knowledge about people.

Need for changes in present
Mere! arts programs.

Need for o thorough reossessment
of the pedegogleol curriculum and
the development of a strong, co-
herent program of professional
educotion.

Need for on ethos of enquiry to
permeote teocher educotion pro.
proms.

Need for the creation of signifi-
cant opportunities for teocher
educotlon students to develop
collegial and professional norms.

Clinleol experience presents some
of the most serious problems with
existing teocher educotion. The
elinicol component of teacher edu-
cotion must be integroted more
systemoticolly with reseorch on
professional proctice, with the
reconstruction of the pedogogicol
curriculum, ond with the develop-
ment of the professie t.

There should be clinical experience
In o number of settings, focused
on the systematic development of
practice.

teed for Professional Development
Schools If prospective and practising
professionals ore to experience
excellence in teething ond schooling
Integral ports of the university's
'learning community' in teocher
educotion.
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4. PRE-SERVICE
TEACHER
EDUCATION

Induction

5. IN- SERVICE
CONTINUING
PROFESSIONAL.
DEVELOPMENT

(Link with 3. above:
Concept of the
Professional
Development of

'Teachers)

Responsibility

Variety of forms
and goals

Adequate induction mandatory for con-
tined professional growth.

Need for a carefully planned
and for special support from an

ed induction

experienced colleague,

This phase seen os caticolly under-
volued In contemporory proctice In
making new appointments.

Need for recognition of importance of
the In- service phase.

Responsibility for providing In-service
opportunities: employing authorities (in
cooperation with the profession); res-
ponsibility for participation: the
teachers.

Need for clotificotion of expectations
and definition of responsibilities and
areas of need.

Recognition of the existence of and need
for o variety of forms: formal oword,
noroword in-service, and schoolbosed
in-service.

The 1985 recommendations of the Com
mission place on emphasis on the pro-
fessional development of teochers os o
major contribution to o quality educotion
for all children. It recommended that all
specific purpose programs should Include
,ofessIonol development os o major

. cavity in support of the objectives set
out for each program.

Need fat In-service that will Involve the
porticiponts in planning of in-service

Need to ensure balance between services
provided to o.slst indlviduol teochers and
the In-service education needs of school
systems and schools.

In-service should be o high priority for
Commonwealth programs; such o
priority is In contrast to the severe
reduction in the stole of the Common.
wealth's contribution to professional
development since 1976. In-service
should be directed to o variety of
goals.

Need for balance between needs of
Individuol teachers and those of the
whale school.

Need for in-service to promote re-
vire/Motion of o stotic teoching force
with limited promotional oppor-
tunity.

Rothe' than being seen os Integral to
planning for educotlon change, teocher
development has sometimes been seen os
on adjunct to It.

Need, In planning of programs In Common-
wealth priority areas for o detailed
analysis of the skills which teachers will
requite to Implement the programs, to-
gether with guidelines for effective In-
service education and for an identification
of the teacher develop ant strategies
which might be used.

Need for teacher development in each
priority area; many mainstream teachers
have scarcely been touched significantly
by many of the priority areas.

In-service should be a high priority In oil specific
purpose programs.

Need for the Professional Development Program
(CSC) is greater now than it was ten years ago.

Need for the promotion of more effective Prue-
tices in In-service education; much In-service
activity related to particular curriculum changes
is superficial and Inadequate.

Endorses the approach to Intensive In-service
developed In the ELIC project, particularly when
teacher training institutions ate involved.

Need for employer support (encouragement of
teachers to porticipote and willingness to make
suitable replacement arrangements.

213.

Beginning teachers need, and should
be released port-thne, to profit

o systematic program of pro.
fessIonol initiotIon and guidance,
and further study where necessory.
They should have reduced teaching
loads ond receive other appro.
priote support.

Need for In-service twining to be
given priority.

Need for Increase In proportion of
reacher time devoted to in-
service.

Need for In-service problems to be
managed within the resources
available for education and in o
manner which preserves and fosters
professionalism and commitment
among teachers, protects the
cutticulor opportunities of pupils
and maintains o sound base for
future development.

Need for a doter and clearer"
relationship between training
(including in./service training),
experience and qualifications on
the one hand and deployment -
including promotion - on the other.
importance of in-service training
for senior staff in schools.

LEAs, as employers of most
teachers, must bear the primary
responsibility for providing Irk
service training, Including school-
bused training. Steps ore being
token In 1983.84 to Introduce o
scheme of central government
grants intended both to Increase
the total amount of In-service
training and also to concenitote
port of that training on certain key
areas. These grants will provide
for the release of over 3,000
teachers on courses of varying
lengths.

Funds have also been earmarked
within the Department's regional
course program for the provision
of relevant courses and the
Government will fund from 1983434
o notional project to support
appropriate training courses and
°cavities.

Note, os above internship and
residency requirements.

Need for In- service to serve two
brood purposes: porochloi (octivi
ties that relate to purely food
purposes).nd universal (keeping up
In one's field and with research and
new practices In teaching and
learning generolly).

New teochers should complete on
induction period or internship of of
leost one year's duration.

Need for teachers to be provided
professional devP -wnent activities
ofd Incentives s/. hot they con
consistently Improve their per-
fon-nonce.

Need for staff development pro-
grams to be based on research
findings on effective development
proctices.

Povision of in service opportuni-
ties Is the shored responsibility of
awe entire educational community -
school district., higher education,
Professional orgonisations and the
singes.

Need for state boards of education
to set as their top priority the

sprovemert of the professional
development of teachers.

ww

During the induction year, new
teochers should complete success-
fully o half-time teaching intern -
ship and concomitantly continue
their academic study.

Supervised by clinical faculty,
Interns teach children half of 'belt
time, and potacipate In teaching
clinics, engage In oction research
and study curriculum. The Intent
Is to prepare teochers who con
learn from teoching, not merely
survive It.

Proposed Professional Development
Schools (see Section 4. above)
would provide on appropriate
environment.

0 A 1
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1965: A CALL FOR CHANGE IN
TEACHER EDUCATION

HEWES GROW; 196k
TOMORROW'S TEACHERS

5. IN-SERVICE
CONTINUING
PROFESSIONAL
DEVELOPMENT

Teacher education
Institutions

Schoolosed

Noraword

Participation

Famed award: an Insufficient range of
specialist courses available. Need foe
tertiary institutions to give more
attention to Identifying areas of pro-
fessional need In Scheel!.

Need for tertiary Institutions to offer
mots on-award short courses (with
attention to funding implications).

School.basedr strongly supported. Pro-
essior=Wo velopment should be closely

related to the development, implement-
otion one evaluation of school curricclurn;
consequently on essential step towards
effective in -service education Is the
fotnwlation of school staff development
policy.

Non-award: o general lock of coherence;
7.wri737toln rooter coherence.

No firm data on participation rotes, but
o generol feeling that the numbers
undertaking in-service 'shot courses
were fewer than desired.

Concern about the high replacement
costs for teachers In in.service during
school hours and recommendations aimed
of diminishing these costs.

242

Continuing need to provide oppoetunitles
for litochers to unto& their skills and
for some to gain additional qualifications
In specialist fields.

Need to increase access.

Need for CAEs to give greater emphasis
to the provision of shorter courses
designed specifically to meet the pcoc-
fleat day-to-day in-service needs of
teachers.

Need to develop courses based on prac-
tical research by teachers In their own
classrooms.

Need for more resources to be directed
towards leadership development
activities for principals.

Need for convr.vnity Involvement in
in- service programs.

Need to pion programs whereby leachers
can keep abreast of changing tech-
nologies and vocational requirements.

Need to ensure access.

Need to provide resources for each
leocher to have five cloys per year to
attend In-service. Some teachers may
olso need additional Intensive in-service
education.

Need to ensure participation by groups
not adequately represented at courses
and activities.

Need to encourage greater participation
In courses and activities held outside
school hours.

Need foe closer collaboration between
schools and tertiary Institutions in
the provision of In-service.

Desirability of higher education Insti-
tutions offering nooword courses,
either on their own initiative Of under
contract to school authorities.

Need for In-service activities on
whole school basis.

Need for extended consultancy
services to schools.

The contribution of education centres
Is noted.

Greater use of non.school time for
inservice (activities Is reascnable;
teachers might be expected to engage
In in-service activities out of tern
porticularly during the long summer
vocation.

Need for provision within the tertiary
sector to provide cottgoeical funding foe
the establishment of teacher development
programs relevant to Commonwealth
Malty areas.

Need for increasing capacity for tertiary
Institutions to Integrate their resources
with the overall planning and provision of
Iservice (short and medium term courses,
ongoing tchoolsosed consultancy) plus
flexibility to enable credit towards awards.

Need for on enhanced copocity within
schools for staff to make lomg.term plans
oTrirrrfessional development relevant to

curriculum needs they have Identified and
to the successful implementation of
Commonwealth and employing authority
pelotity programs.

Opportunity to participate In in- service
courses should be available to all teachers
and teachers should participate In oil stages
In planning In such courses.

Teachers differ In preferred learning styles
and therefore there needs to be a wide
range of avenues foe professional develop-
ment both within and external to the school

Need for on examination of the need to ration-
alise the development, provision and opportunities
foe post-experlsnce study by practising teachers.

There Is a case for greater collaboration between
CAEs and universities in postgrodvate studies.

Need for high priority to addressing need for pco-
fessional development In all Commonwealth specific
Purpose programs.

Need far more active participation in Iservice
development by tertiary institutions.

Need far more sustained efforts to develop more
productive coordination between the school and
tor:nary sectors in the planning, development
and Implementation of programs.

Proposes that the two Commissions 'solace with
employing outhotilles and the higher education
institutions how new forms of Iservice education
might be developed on a contractual basis, with
the higher education Institutions os providers.

Proposes that o proportion (up to 209) of resources
used by higher education Institutions to provide
snood courses to proctising teachers be availablei specialised in-service activities in conjunction
with employers and schools, such courses to be
eligible for credit towards o bachelor's degree or
postgraduate diploma.

Endorses Coulter and !nava:son. Expects accept-
ance of the principle of schoolevel In-service,
although this does not mean other opptooches
should be excluded.

The conwrsor,,ealthsponsored education centres
could ploy on important role In strengthening
licks between schools and their community, edu-
cation authorities and higher education Insti-
tutions.

214.

Recommended that Institutions examine the
potential for offering additional courses out-
side normal academic periods.

Recommended that masters level programs In
advanced education continue to be limited to
oleos not adequately catered for by universities.

Recommended that doctoral programs may be
approved foe Commonwealth funding in CAEs
(under stipulated conditions).

Recommended that over the next two triennia
all universities move to reduce the range end
number of disciplines In which they offer
higher degree courses, particularly at the
Ph.D. level.

Recommended o rationalisation of external
studies activities In higher education.

Presently o major shore of
teachers' salaries is determined on
the bosh of education credits
gained after they join the teaching
force. It Is o pernicious system.
Teachers shop wound for the least
demanding conies, offered or the
most convenient time and place.
There is little reason to believe
that many of the courses selected
contribute much to professional
competence. This system should be
discontinued.

The doctoral program would
Include o more ample exposure to
the week of these who hove thought
most deeply about educational
philosophy, to the key Issues In the

hsitocy of education and to educe.
Honed policy Issues than Is possible
In the context of the Master of
Arts In Teaching program.

Re parochial purposes (os above)
the Instrument of choice would
oppeor to be the school and
district staff development centre
or teachers' centre. The most
effective staff development pro-
gram we those In which the put.
poses we those defined by teachers
who have the ma voice In
deciding how those purposes ore
to be met.

Need for staff development pro-
proms that go beyond expanding
awareness to achieving competence
to be promoted ono local or,
where schools ore smolt, a regional
basis.
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3. IN-SERVICE
CONTINUING
PROFESSIONAL
DEVELOPMENT

Coordination

Resources

Need for Involvement of employers,
Stott In-Service Committees, professional
bodies, tertiary Institutions, parents and
the comnunity to be more effective and
coogolinated.

Recommended that the POP continue os
o specific purpose program In 1,57 and
118a.

Recommended that a major obtlelve of
the program in 1567 and INA be the
development of on Intigooted professional
development program within each system.
coordinating the use of funds provided by
the systems and Commonwealth (ginstool
recurrent and specific purpose).

Recommended that the Commonwealth
encourage systems to allocate a sub..
stontlal proportion of the additional
Commonweolth general recurrent funds
provided from 1555 to professional
deelopment and Include those funds in
rwiTotloted resource agreements.

Recommended that, os 0 generol
principle, Commonwealth specific
purpose programs be funded at a level to
support rilotei professional develop-
ment.

Recommended that the Education Centres
Progrom continue beyond 1,64 os o
sop:mote national priority program;
that the program be reviewed in leaf
to ass:is the ettent to which oLjectives
have been mat and to determine future
directions and objectives.

To the extant that Investment in
people Imp/oyes economic Potfeemence.
there is a strong case for ht96st and
sustoined Investment in teacher
development.

Need foe better oppottunItlys for employ-
kg authorities to coordinate the provision
of teacher education and consultancy
services relevant to the needs of Cornnson.
wealth and employing authority priority
programs, and school communities.

Need for greater coordination between
the two Commonwealth Commissions so
that tertiary institution resources and
courses might better complement the
trachet tdocotion requirements of
Commonwealth priority meas.

Need for better consultotion procedures
between the Commonwealth and State/
Territory systems In the process of
establishing educotionol priority areas
and a larger lead time to enable the
employing authorities to plan for
relevant professional development
strotegles.

Need for matching statements about the
quality of educotion and teacher morale
with a stable financial commitment to
comprehensive policies for professional
development jointly agreed to by Stole/
Territory employing outhocitles, the
Commonweolth and teacher orgonhotions.

Need for enhanced capacity within schools
for stoff to make tang -term plans for pm-
fissional development relevant to
curriculum needs.

Commonwealth should make a substantial
commitment to peofessional development to
support national objectives: however,
Stotes should provide the mayor proportion
of funding because, on employers, they hove
the ptimary responsibility for sustoinIng
and Improving the quality of education in
their schools.

Little coaperotion and coordination between eau.
cation 00thOtititi and teacher tooining Institutions
In the rewision of in- service.

Recommends that the Joint Committee on Teodwr
Educotion continue to provide a coordination
mechanism between the two Commonwealth
Educotion Commissions and that the Committee
continue to ossist and support the two Commis.
Mans In providing a coordinated response to
identified needs in the areas of teacher pre
parotion and poofessionol development, advising
on priorities foe the preporotion and professional
development of teachers, particularly in caws
relevant to Commonwealth and national .du.
cotton objectives, and advising on whether
Commonwealth funds provided by way of goo-
marked grants for teacher education ore ollocoted
in the most effective ways to meet particular
priorities end needs.

Recommends that, to ossist the two Common.
wealth Educotion Cortntissions in rebating to
their tesprttive tespornibilltits for the pre -
motion and professional development of
teachers, and with a view to fostering closet
coopitotion and greater coordination of the
notional effort in this area, the AEC be asked
to consider ways of or:Wowing Imptovul con-
sultotive arrangements for each Stott and Tett!.
toty, involving training institutions, school
systems, relevant teacher orgonlsotions and other
potties concerned with teacher education.

Need for negotiations to be yodel-token with
employing authorities on the use of Commonwealth
funds for professional development and to pro-
vide o framework for the development of
funding priorities and strotegies on o COH0b0f0fIVII
bads.

Need for detailed planning and consultation about
notional polarities and objectives in professional
development to be undertaken prior to any
transfer of the POP to within the Cenerol
Recurrent Grants Program.

215.

Recommended that poloolty in the use of
resources in advanced educotion continue to
be given to undergooduote courses and post.
gooduate diplomas,

The Review recognises the present budgetory
and economic constraints faced by governments
in adequately providing for In.sirvices it con.
'triers the most effective means of improving
in.sioice education under these circumstances
Is to use the resources available of any
one time on a planned notional bash, which
takes account of the priorities and resources
of oll the major participating groups, namely
the Commonwealth, State end Territory
governments, the government and nompavernonent
eclucotion outholities, the higher educotion
Inslitutlem, teachers and patents.

Nerd for federoi and stole
governments to provide funds for
evotuating staff distioPmeot Pre-
grams.

#VIL . boa,
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AND EFFECTIVENESS IN HIGHER

EDUCATION, 1988

maim OUALBY,1453
CARNEGE FORUM ON EDUCATION

AND TIE ECONOMY, 198&
TEACHERS FOR OUR CHILDREN

NATONALcceessm FOR
EXCELLENCE IN TEACHER EDUCATION,

1945 A CALL FOR CHANGE Pi
TEACHER EDUCATIO0

HOUSES GROUP, lielec
TOMORROWS TEACteRS

I, TEACHER
EDUCATORS

See Section 4. above:
Pre-Service Teacher Education -
PP:oilcan.
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Dependence of quality of initial training
and experience; personality characteris-
tics and skills of staff of teocher
education institutions.

Need for teacher education staff to
teach in schools.

Need to provide staff with regular
opportunities to upgrade their teaching
skills and in some uses to obtain basic
experience in this area; staff should
have regular opportunities to work in
schools as colleagues of experienced
practising teachers.

Strong case foe Involving more proc-
thing teochors as tutors and lecturers
In training courses.

Need for close relations/14es between
training Institutions and employing
authorities; from these relationships
should emerge a constant interchange of
staff, work experience opportunities and
intelligence about the nature of recruits
to leeching and the needs of the
schools.

Need to retrain in priority areas, if
these are to be taught across the teacher
education curriculum.

Re Commonwealth priorities, the effectiveness
of teacher education programs is dependent upon
the availability of teecha education staff to
become involved in activities which enable them
to keep abreast of developments in the field
(computer education).

Supports the principle of the interchange of
personnel between tertiary Institutions and
schools.
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Recommended a review be undertaken of the
terms and conditions of employment of
academic staff.

Recommended common salary scales for
lecturers and senior lecturers in universities
and C.AEs.

Recommended limited term appointments (10
to 20X of full-time equivolont staff positions
at level of lecturer and above).

Recommended that a system of salary loadings
be developed to give flexibility to institutions
In determining the tmuneration of ocademic
staff.

Recommended encouragement be given for
individual academic staff to engage in consult-
ing and other relevant activities which anew
ocodemic expertise to be more widely available
to the community.

Recommended Institutions introduce o system
of regular assessments of performance for
Individual academics.

Recommended all higher education institutions
to give a clear priority to the determination
of staff development policies and to the
Implementation of programs.

Re intellectual demands for
students to be commensurate with
the requirements of excellent
teaching, only professors, super-
visors and cooperating teachers who
adhere to such standards for them-
selves should be permitted to work
In the program.

Need for a sufficient proportion of
each training institution's staff to
have enjoyed success as teachers
In schools; this experience should
be recent, substantial and relevant.

Need for staff concerned with
pedagogy to have continuing
regular contact with classroom
teaching.

Need for imtilutions, in consulta-
tion with LEAs, to ensure sufficlen
recent teaching among relevant
staff through, e.g., secondments,
use of joint teatheritutor appoint-
ments and schemes of leeched
tutor exchange.

Need, of teacher education Is to
make major structural chonges and
program improvements, foe re-
sources to be allocated for the
professional development of the
faculty responsible for making
these changes.

A National Academy for Teacher
Education should be established to
which promising teacher educators
could be nominated for post-
probate troineeships, to help them
become better prepared to assist
in improving teacher education.
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Need for the Institution to provide
Its teacher education faculty and
students with the time, support
and high expectations required
for excellence in scholarly
enquiry and productivity.

Need for staff to engage in
systematic study of phenomena
relating to formal education and
to contribute regularly to better
knowledge and understanding of
teaching and schooling.

Need for recognition of those
faculty who demonstrate com-
petence as strong teecher-scholars.

Need, among staff, for valuing of
collaboration among faculty with
different disciplinary expertise to -
encourage coherent programs of
psofessionol preporation.

Need for faculty to be competent
and committed teachers.

Faculty responsible for *eodler
education include both university-
based and school-based faculty.
The latter should have special
university appointments and
be reimbursed for their psofessicetal
contribution to the training
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QUALM OF EDUCATION
IN AUSTRALIA, 1985

COULTER AND INGVARSON, ltd.&
REVEW OF THE COMMONWEALTH

FROFESSICHAL CEI1ELOPMENT FROGRAAL

CTEC/CSC, lie&
IMFROVNG TEACHER EDUCATION

CIEQ REVEW OF EFFICIENCY
AND EFFECTIVENESS IN HIGHER

EDUCATION, 1988

UK:
TEACHING OUAUTY,I183

..m
CARNEGIE FORUM ON EDUCATION

ANC THE ECCROMY.11185:
TEACKERS FOR OUR CHiLDREN

mil
NATIONAL COMMISSION FOR

EXCELLENCE DI TEACHER EDUCATION,
INS: A CALL FOR CHANGE IN

TEACHER EDUCATION

HOUES GROUP, 1985:
TOMORROW'S TEACHERS

7. RESEARCH
AND DEVELOP-

- VENT IN TEAC .
EDUCATION
INSTITUTIONS

.
8. REVIEWS OF
TEACHER
EDUCATION
PROGRAMS

9. LIGHTENED
_VALUING OF
TEACHER
EDUCATION

Continuing resecech and development is
centred to the enhancement of teacher
education programs.

Need for centres of research, develop-
ment and dissemination on information
on teacher educatien.

Need for more research to be under-
token In universities.

Need for CAEs to Involve themselves
more In research (of on applied kind
where Possible)-

Need for ongoing evaluation of all
programs; evaluation the key to Improve-
meat of quality in teacher education.

Need far teacher education Institutions
to examine and evaluate their pre-
service course content and collaborate
with professional bodies (u lens) and
employers.

Need for more research into VC:tiClIS
aspects of in-service programs (process
variables).

Need for monitoring and reporting on
In-service programs.

Resources for eckaational research In urn-
versifies and colleges can be used in more
effective ways for professional development
If In-service education and educational
research are regarded as Inter-dependent.

The collalsorative Involvement of teachers
with teacher educators attacking real
educational problems that they foe* is a
powerful Instrument for professional
develcpment.

Recommended that, in accordance with its
priorities and the availability of resources, CTEC
(=range for a review of the provision of pee-
service teacher education in higher education
Institutions to be undertaken as part of Its
darned program of major discipline assessments.
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Recommended that CTEC not Include pro-
vision for research funding In general recurrent
greeds for CAEs;

that CAEs continue to allow their staff to
participate In research activities where this Is
consistent with the Institution's role and
°endemic responsibilities;

that academic staff In CAEs continue to be
eligible for grants from research funding bodies
and be encouroged, where oppropeiate, to seek
outside funds for these activities.

Recommended that the AVCC and ACDP
develop, in consultation with CTEC, principles
and procedures for the implementation of
regular internal evaluations of academic
departments.

Council for Accoeditotion of
Teacher Education was established
in 1984 to review all initial
froksing programs using criteria
established by DES.

Presidents and provosts of American
higher education Institutions hove a
spacial responsibility not only to
spearhead the establishment of
strong graduate programs of pro-
tensional teacher education, but
also to shape the undergraduate
curriculum so as to strengthen the
foundations upon which those pro-
grams are built.

Need for states to encourage and
assist the development and evalu-
ation of experimental teacher
education programs.

Need for governments to provide
support and encourogement for the'
further development, dissemination
and use of research information In
education and teacher education.

Stotes should maintain and strictly
enforce rigorous standards for
program review.

ghee education Ira-Need far hi n
tutions to strengthen their commit-
ments to the preparation of
excellent teachers.

A Notional Academy for Teacher
Education (see Section 4. above)
would symbolically give recog-
ninon that the nation values the
preparation rat Its teachers.

Need for adequate resources.
Teacher education has been treated
as a low-cost program, with pro-
grams funded on the some basis as
liberal arts lecture courses. At
least three factors cause teacher
education program to require
special additional funding: need
for Individual supervision and
guidance of each student of each
step of laboratory end field ex-
perience; need for speciollsed
equipment such as video machines,
microcomputers and laboratories;
faculty required In quality teacher
education programs ore In high
demand in other positions and there
Is the need for incentives to attract
and keep such faculty.

See entry under Section 4. above:
Teacher Educators.

Inter-Need for intro- and inter-
Institutionol working groups to
collaborate In program and arrtl-
culum materials development,
examination and assessment pro-
reduces, nquiries relating to
teochin:7 and teacher education,
and procedures for pothering
epproprlate demographic data.

Need for regular trifled review
of teacher education faculty end
of the characteristics and
qualities of the training postern
itself by academic and clinical
faculty from peer institutions.

Need for the university to honour
Its commitment to the nation's
elementary and secondary schools
through multiple investments in
teachers and teaching.

..
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APPENDIX V

TEACHER ROLES AND TEACHER QUALITIES

DIMENSION: Component A: Orientations towards change
CHANGE

Criterion 1: The teacher possesses personal qualities that orient him
or her towards change. This is evidenced by:
. flexibility;

creativity;
enthusiasm;
seeking solutions to problems;
being a good communicator;
relating well to others;
being process- as well as content-oriented;
having a confident personal philosophy which includes an
understanding of and a belief in the elements of change and the
individual's cupacity to adapt;

. knowing self and having a positive self-concept.

Criterion 2: The teacher possesses intellectual qualities that orient
him or her towards change. This Is evidenced by:

acquiring a range of appropriate knowledge and integrating this
knowledge within a personal framework;
having an adequate understanding of at least one discipline, its
structures and methods of enquiry;
being committed to the intrinsic value of knowledge and realising
the continuous nature of learning;
maintaining an enthusiasm for learning and exhibiting intellectual
curiosity;
having a developed capacity for critical analysis and reflection.

Component B: Preparation for change

Criterion 1: The teacher Is prepared pedagogically for change. This
is evidenced by:

understanding the theories of education;
ability to formulate one's own theory of education, learning and
teaching;
understanding the philosophical, sociological, and psychological
contexts of learning;
thorough knowledge and understanding of human development on a
life-cycle basis;
knowledge of the theories of teaching and their application;
skills in communication;
development of an Integrated personal philosophy of education;
understanding of adult learning, as adults enrol in schools;
conflict resolution skills.

Criterion 2: The teacher has acquired knowledge of the wider social
context. This is evidenced by:

knowledge and understanding of Australian society and its cultural
composition, of changes in demographic patterns, and of changes in
inter-group relationships;
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. ability to interpret social change;

. extensive understanding of international, national, state and local
scenes;
knowledge of Australian value systems within the international
context;

. understanding of a diversity of value systems and a developed
personal response to diverse values;

. awareness of the standards and attitudes held by industry and other
sectors of society.

DIMENSION: Component A: Knowledge
KNOWLEDGE
AND VALUES Criterion 1: The teacher is proficient in curriculum development and

interpretation. This is evidenced by:

. mastery of the knowledge base and an understanding of the
underlying structure of the discipline(s);

. ability to interpret curriculum and to plan consistent and
coordinated approaches to the curriculum;

. ability to ensure that curriculum content is challenging.

Criterion 2: The teacher facilitates and encourages learning. This is
evidenced by:

ability to develop the students' enquiring and reasoning capacities
and to foster their creativity;
skills in realising in students the ability to acquire and convey
information, to apply logical processes, and to perform practical
tasks as individuals and as members of groups;

. ability to initiate and guide learning, recognising the important
contribution pupils have in controlling aspects of their own
learning;

. ability to extend fully each student and to raise students' general
competencies;

. ability to foster in pupils the skills of self-assessment;

. understanding of and ability to foster learning of a wide diversity
of children (age, ability, socio-cultural g;oup);
skills in providing experiences for students which teach them how
to cope with and respond to change.

Criterion 3: The teacher's classroom practices are designed for opti-
mal learning. This is evidenced by:

regard for artistic and aesthetic experiences cs well as other
modes of enquiry;

. ability to design and implement learning sequences that are
matched to the entering behaviours of students;

. ability to use a range of pedagogical skills;

. ability to adopt coping skills, especially for dealing with changes
resulting from technology;
ability to use information technology effectively;
mastery or a diversity of approaches to assessment - both formal
and informal.

Criterion 4: The teacher is skilled in the approaches required for
classroom management. This is evidenced by:

. ability to set standards as part of normal classroom iperations;

. ability to control a range of classroom variables simultaneously.
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Component B: Values

Criterion 1: The teacher values learning and excellence. This is evi-
denced by:

. commitment to own continuing development, as educated persons
and as educators;

. communication to students of their valuing of excellence across a
wide domain of human endeavour.

Criterion 2: The teacher values all students. This is evidenced by:
. behaving in a way which indicates acceptance of all students;
. managing the classroom environment and teaching strategies in

such a way that all students achieve to their potential.

Criterion 3: The teacher is aware of the diversity of values in the
society. This is evidenced by:

. understanding of the complexity of society and the value conflicts
resulting from this complexity;
awareness of value changes in society and of the effects of such
changes on individual students;
assisting pupils in the critical understanding of values prevalent in
society and development of their own values;

. contributing to the development of personal resources of students
for coping with changing values.

DIMENSION: Component A: Interpersonal relationships
COMMUNI
CATION Criterion 1: The teacher promotes and develops participation skills,

high morale and cohesion among students. This is evidenced by:

. believing in, trusting, liking, supporting and valuing students;
. incorporating indirect guidance and success-building into learning

experiences;
. developing students' enquiring and reasoning capacities;
. planning for learning with students and providing feedback;
. developing students' personal responsibility for their own learning;
. understanding the differences in learning styles (e.g. gender and

cultural differences) and their ramifications for the classroom;
acquiring special skills for communicating with students who have
specific learning difficulties, who are handicapped, gifted, very
young, or isolated students and students for whom E 1-. is a
second language.

Criterion 2: The teacher nurtures and promotes successful and pro-
ficient interpersonal relationships in the classroom. This is evidenced
by:

. understanding and appreciation of diverse values and individuality;

. understanding of classroom and group dynamics;

. helping students understand their own feelings and personal worth;

. understanding of classroom interactions.

Criterion 3: The teacher develops productive interpersonal relation-
ships as a member of the school team. This is evidenced by:
. understanding needs of student , e.g. self-assessment, social

competence, decision-making;
. adopting a social welfare role where and when appropriate;
. possession of appropriate personal qualities, e.g. ability to motivate

and lead, enthusiasm, love of learning;
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. understanding of the roles of specialist staff members, resource
personnel, administrators, para-professionals, and knowing how to
utilise services/expertise;

. contributing to personal counselling of students and staff;

. appropriately utilising resource personnel, e.g. teacher-librarian,
specialist advisers;

. collaborating with others in the debate, development, implementa-
tion and assessment of school policies and programs;

. functioning fully as members of a teaching team and of a
professional school staff;

. sharing student progress information with colleagues;

. valuing non-teaching personnel (e.g. community members, teacher
aides) who are working in the school;

. willingness to share professional knowledge (e.g. to contribute to
staff development).

Criterion 4: The teacher develops productive interpersonal relation-
ships with members of the local community. This is evidenced by:
. understanding attitudes and expectations held by industry and other

sectors of society;
. organising appropriate school-community activities;
. recognising the role of the parent as initial educator and partner in

the education of students;
. understanding that the education of students is a cooperative

effort among parent, teacher and student;
. participating in Involvement with community, interacting with

members, and utilising resources;
. knowing about strategies for dealing with social problems, e.g.

child abuse;
. Involving parents in student assessment;
. providing information about students' progress to parents and

employers;
. collaboratively developing school goals with parents;
. communicating effectively with parents and communicating about

school goals;
. providing a resource centre (e.g. facilities for adult learning);
. being a member of local community organisations;
. contributing to and responding to changing demands of community.

Criterion 5: The teacher develops professional interpersonal
relationships with members of the school system. This is evidenced
by:

. appropriately utilising resource personnel
- professional, e.g. advisers
- para-professionals, e.g. assistants;

. being a contributor to educational change in the school system,
e.g. willingness to serve on working parties and committees, to
participate in curriculum development and curriculum trialling;

. being a participant in professional organisations, e.g. teachers'
associations.

Criterion 6: The teacher develops and maintains professional inter-
personal relationships with other members of the teaching profession.
This is evidenced by:

. being responsible for Induction of beginning teachers and
supervision of teacher education students' school experiences;

. willingness to be involved in educational research;

. working with colleagues, interpreting, advocating, contributing to
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educational theory and trends through participation in activities of
a professional association;
working with colleagues to debate, develop, implement and adapt
curriculum including curriculum at a system or state-wide level;
effectively consuiAng with "specialist" teachers.

Criterion 7: The teacher develops, encourages and maintains
effective interpersonal relationships with members of the wider
society. This is evidenced by:

recognition of the responsibility of the school for preparing
students for life roles;
accommodating increasing involvement of external agencies in edu-
cation;
willingness and ability to share his or her expert knowledge and
interpretation with the wider society;
awareness of influence of needs of industry and commerce;
interpreting and translating these needs into appropriate
educational experiences;
promoting and enhancing a positive image of education.

Component B: Information technology

Criterion 1: The teacher is technologically literate and uses tech-
nology, particularly information technology, to facilitate learning in
the classroom. This is evidenced by:

acting as a facilitator of knowledge by using a process-oriented
rather than product-oriented approach;
promoting students' learning through the use of information tech-
nology;
ability to use computers effectively;
ability to employ modern telecommunications systems;
ability to exploit information technology, e.g. information retrieval
systems;
ability to integrate technology with teaching practices to promote
the development a higher-order thinking, problem-solving, concep-
tualisation and social learning.

Criterion 2: The teacher encourages the teaching of media studies to
facilitate the development of media literate (including visually
literate), free-thinking and critically aware students. This is
evidenced by:

teaching students about the media, using an integrated across-the-
curriculum approach;
capitalising upon the impact of technology on children from
sources outside the school (e.g. in the home, in recreational
activities);
teaching students about the issue of representation, and the
media's construction rather than reflection of reality;
moving students to a greater critical autonomy, with the critical
interpretation of the media text as the central focus;
awareness and understanding of media tastes of students and of the
pleasure/entertainment aspects of the media;
adopting the blend and balance of media theory and practice, e.g.
deconstruction/construction, decoding/encoding, as the most
meaningful way to impart understanding, skills and competencies to
students.
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Criterion 3: The teacher is able to have input into the use of tech-
nology for school administration purposes. This is evidenced by:

. keeping and compiling records using new and changing information
technology;

. communicating with head office, regional office using new or
changing information technology;

. using an integrated automated library system to manage
circulation, acquisition, bibliographic data, periodical control.

Criterion 4: The teacher uses technology for professional devel-
opment. This is evidenced by:

teleconferencing;
using technology to confer and shore with colleagues, especially
isolated teachers;

. willingness to exploit new forms of technology to increase the
effectiveness of professional development.

Criterion 5: The teacher uses information technology to promote the
image of education in the wider society. This is evidenced by:

. awareness of and contribution to public information and debate
regarding schooling;

. providing representatives of the media with reports on school acti-
vities;

. providing press releases.

Component C: Language skills

Criterion 1: The teacher has an understanding of the role of language
in all curriculum areas and is able to develop in others facility in the
use of language. This is evidenced by:

. appreciation of the connection between language and thought;

. developing the skills of being an active listener;

. ability to select resources appropriate to the use of language
across the curriculum;

. using language appropriate to the discipline area;

. ability to encourage communication by all students.

Criterion 2: The teacher has an understanding of the role of alter-
native non-verbal symbol systems in communication and is able to
foster student understanding of the significance of these systems of
language. This is evidenced by:

. effective use of non-verbal language;

. ability to interpret non-verbal language;

. appropriate use of visual material;

. effective use of role play and simulation games;

. understanding of technological literacy.

Criterion 3: The teacher possesses facility in the use of appropriate
language. This is evidenced by:

. ability to adapt language to the developmental level and
socio-linguistic requirements of the group;

. fluent and accurate use of language;

. ability to adapt oral and aural practices according to the audience;

. understanding and using the appropriate language register;

. making conscious use of non-sexist forms of language;
awareness of and empathy for the constantly evolving nature of
language.
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Criterion 4: The teacher has an understanding of language diversity
and an ability to foster the learning of all students. This Is evidenced
by:

. understanding of psychalinguistics and sociolinguistics;

. developing teacher discourse which takes cos .isance of the cultural
background of all students;

. accommodating to the language of subgroups without creating
divisions within the classroom.

DIMENSION: Component A: Decision-maki in the classroom
DECISION-
MAKING Criterion 1: The teacher Is able to make responsible and confident

decisions relevant to the students' well-being. This Is evidenced by:

. making appropriate curriculum choices;

. using positive discipline;

. providing pastoral care;

. knowledge, through consultation, of family and social background;

. knowledge of students' future prospects;

. fostering social interaction within the class;

. ability to implement democratic decision-making with students and
parents;

. accepting accountability for decisions;

. being properly prepared with approved knowledge base;

. making decisions that he or she can stand by;
. awareness of legal position of school;
. possession of appropriate personal qualities;
. ability to help students develop life skills such as those related to

human relationships, planning, decision-making.

Criterion 2: The teacher exercising an area of responsibility (e.g.
pastoral care, subject master, head of department) Is able to make
decisions that recognise consequential effects of these decisions upon
students. This Is evidenced by:

. awareness of needs of students;

. awareness of available resources;

. consideration of all relevant factors;

. awareness of consequences of these decisions;

. awareness of the effect of decisions on his or her colleagues;

. ability to consider opinions of appropriate colleagues;

. awareness of relevant recent research findings;

. ability to diagnose educational disadvantage;

. knowledge and use of methods that attempt to redress educational
disadvantage.

Criterion 3: The teacher makes an Input Into the decision-making
process of his or her subset within staff and/or school community, e.g.
a subject department, extra-curricular program. This Is evidenced by:
. possession of appropriate general and special knowledge and

expertise;
. commitment to and enthusiasm for learning In depth and In a broad

range of disciplines and activities.

Component B: Decision-making in the school

Criterion 1: The teacher participates In and contributes effectively to
the decision-making process as a member of the staff and of the
school, e.g. staff meetings. This Is evidenced by:
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. awareness of the variety of leadership styles (e.g. autocratic,
democratic);

. awareness of the range of models that are applicable;
. the ability to have a degree of flexibility in these differing

environments;
. responding effectively to a diversity of situations;
. willingness to contribute in determining school policy;
. awareness of the need to define acceptable conditions under which

competence can be expected and incompetence not accepted.

Component C: Decision-making In ille system

Criterion 1: The teacher makes effective use of the decision-making
mechanisms of the overall organisation of which the school is a part.
This is evidenced by:

. commitment to education as a living force and application of the
need for continuous evaluation and improvement;

. a broad multidisciplinary perspective on the context of schooling;

. willingness to contribute to and participate in regional or state
developmental and decision-making processes.

Component D: Decision-making In the community

Criterion 1: The teacher contributes to and participates in decision-
making :n the wider community. This is evidenced by:

knowledge and understanding of community values;
. knowledge and understanding of society and groups within the

society;
. commitment to and advocacy of education and the goals of an

educated society;
. confidence in operating outside the school milieu in the areas of

educational policy and implementation of decisions;
. participation in community affairs and in the work of community

organisations;
. recognition of responsibility as a professional to contribute to the

well-being and further development of the community which the
school serves and also the wider community and society.

Criterion 2: The teacher assists students in making decisions relevant
to their role in the wider community. This Is evidenced by:
. accepting the responsibility of preparing citizens who can take

their role in the future society and economy;
. interpreting and mediating the society to students;
. willingness and ability to be involved in industry and other fields

and to relate this experience to their classroom teaching;
. ability to foster in their classroom socially critical decision-making

to assist students in their c) le in the wider society;
. fostering in students the skills of democratic decision-making

through appropriate school procedures;
. developing in students an awareness of the overall context of

social consciousness;
. knowledge of support services to which students and/or families

can be referred for assistance;
. ability to relate teaching to students' out of school experiences.
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APPENDIX VI

TEACHER REGISTRATION LEGISLATION AND POLICY

Legislation Governing Teacher Registration

Extract from the Education Act 1964-1984 Division IV - Registration of Teachers

62G. Registration of Teachers
(1) The Board of Teacher Education shall keep a Register of Teachers and the par-

ticulars referred to in paragraphs (a), (b), (c) and (d) of subsection (2) of this
section in respect of a person entitled to be registered shall be entered therein.

(2) A person shall be registered as a teacher by the entering in the Register of -
(0) his full nnme and address;
(b) the date on which he is registered;
(c) particulars of the qualifications and experience, if any, in respect of which

he is registered; and
(d) such other particulars, if any, as may be prescribed.
The Board may provide for -(3)

(a) the registration of a person as a provisional registration where that person
satisfies the Board that he is of good character but does not satisfy the
Board in all other respects pursuant to Section 62H of this Act;

(b) the cancellation of such provisional registration in such circumstances as
the Board may determine, either generally or in a particular case;

(c) registration in accordance with this Division in lieu of provisional regi-
stration where the requirements of the Board are satisfied in all respects
pursuant to Section 62H of this Act.

(4) The Register shall be open for inspection by any person at the office of the
Board of Teacher Education at all reasonable times upon payment of the pre-
scribed fee.

(5) (a) The Governor in Council may by notification published in the Gazette
appoint a day after which a person who is not a registered teacher (in-
cluding a provisionally registered teacher) under this Division shall not,
except as authorised by the Board in circumstances considered by it to be
exceptional circumstances, be employed in any school providing regular
instruction in a range of subjects.

(b) A person shall not, at any time after the day appointed by the Governor in
Council pursuant to paragraph (a) of this subsection, employ as a teacher in
any school providing regular instruction in a range of subjects any person
who is not a registered teacher (including a provisionally registered teacher)
under this Division unless authorised by the Board in accordance with the
said paragraph (a).
Penalty: Fifty dollars.

(c) In this subsection the term "school" means a primary school, a secondary
school or a special school, or any other school, college, institution or place
notified by the Governor in Council, either generally or in respect of a
particular school, college, institution or place or class or type thereof, by
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(6)

notification published In the Gazette (he being hereunto authorised so to do)
as a school for the purpose of this subsection.

In this section and In the other sections of this Division, the term "teacher"
means any person who in the opinion of the Board Is of good character and
whose qualifications and experience are such (lc in the opinion of the Board to
entitle him to be registered pursuant to this Division.

6211. Qualifications for Registration

A person Is, upon application therefor and payment of the prescribed fee, If any,
entitled to be registered If he satisfies that Board that -
(a) he Is of good character; and
(b) he possesses the qualifications and experience, If any, prescribed for pi'rsons

applying to be registered.

621. Removal of Name from Register

(1) The Board shall cause to be removed from the Register the name of any regis-
tered teacher If -
(a) he does not apply for the retention of his name in the Register at such

Intervals, within such ilmes and In such manner as may be prescribed;

(b) he has died;

(c) he has ceased to possess or does not possess the qualifications and experi-
ence, If any, In respect of which he was registered as a teacher;

(d) he Is a patient within the meaning of The Mental Health Acts 1962 to 1964
or is otherwise Incapable In law of managing his own affairs.

(2) Where -

(a) a registered teacher has been convicted In Queensland of a crime or mis-
demeanour, or elsewhere of an offence which, If committed In Queensland,
would have been a crime or misdemeanour; tx

(b) the Board after inquiry Is satisfied that a registered teacher -

(3)

(I) has been guilty of habitual drunkenness or of addiction to any dele-
terious drug; or

(II) has been guilty of misconduct which renders him unfit In the public
interest to engage In teaching,

the Board may reprimand or caution the registered teacher or may remove
his name from the Register or suspend his registration for such period as
the Board thinks fit.

Where a registered teacher has been convicted as mentioned In paragraph (a) of
subsection (2) of this section, the Board may direct that his name shall not be
removed from the Register or his registration suspended by reason of the con-
viction If the offence of which he has been convicted does not, either from its
trivial nature or from the clrc .nstances In which It was committed, render the
registered teacher unfit In the public interest to engage In teaching.

(4) At any inquiry for the purposes of paragraph (b) of subsection (2) of this section,
the person charged shall be afforded an opportunity of defence either In person
or by legal representation.

(4A) The Board may itself make an inquiry referred to In paragraph (b) of subsection
(2) of this section or may cause the Inquiry to be made by a committee of in-
quiry appointed by it fur the purpose.

(4B) Thr composition of such a committee shall be, until the Governor In Council
ol,let.vise prescribes, a chairman who shall be appointed from among the
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members of the Beard and four other persons who are registered practising
teachers.

(4C) The Board or committee, as the case may be, shall make inquiry into the matter
in question and in respect thereof shall have all the powers, authorities, rights,
privileges, protection and jurisdiction of a Commission of Inquiry under The
Commissions of Inquiry Act 1950 to 1954 save such as are confined to a chair-
man of a Commission when that chairman is a Judge of the Supreme Court and,
subject as aforesaid, the provisions of those Acts shall be applicable accordingly.

(4D) Where an inquiry is made by a committee, the committee shall, on completion of
the inquiry, report its findings and recommendations to the Board, and the Board,
in making any decision or determination in relation to the inquiry, shall take
those findings and recommendations into consideration.

(4E) Without limiting the provisions of Section 62L of this Act, by-laws may be made
by the Board under that section with respect to the number constituting a
quorum of a committee, majority and minority findings and recommendations of
a committee, and the practice and procedure of a committee generally.

(5) Where the registration of a registered teacher is suspended under the provisions
of this section there shall be entered in the Register a memorandum of that fact
and of the date and cause of the suspension.

(6) A person whose name has been removed from the Register or whose registration
as c teacher has been suspended under the provisions of this section shall be
deemed not to be a registered teacher until his name is restored to the Register
or the period of his suspension has expired, as the case may be.

62J. Right of Appeal

(1) Any person who feels aggrieved by any refusal of the Board to register him as a
teacher or by any decision of the Board under Section 621 of this Act, made on
any of the grounds referred to in paragraph (c) of subsection (1), or in subsection
(2), of that section, may appeal against the refusal or decision to a Judge of the
District Court who shall have jurisdiction to hear and dztermine any appeal
under this section.

(2) Every such appeal shall be by way of rehearing and the decision of a Judge of
the District Court upon such an appeal shall be final and binding on the Board
and all persons concerned.

(3) A Judge of the District Court in exercising jurisdiction pursuant to this section,
may exercise any of the powers of the Board under Section 621 of this Act and
make such order as he thinks fit, including any crder as to costs.

(4) A person who desires to appeal against a refusal or decision of the Board, shall,
within twenty-eight days after being notified of such refusal, or as the case may
be, decision, file in the Registry of the District Court a notice of appeal setting
out the grounds of appeal, and serve on the secretary to the Board a copy of
such notice.

(5) Upon being served with a copy of the notice of appeal pursuant to subsection (4)
of this section, the secretary shall forthwith forward to the District Court
Registry a copy of any resolution or direction or other writing of or in the
possession of the Board relevant to the matter of appeal.

(6) All such rules of court as may be deemed nece.,sary or desirable or convenient
for regulating the procedure and practice of the District Court for the purpose
of giving full effect to this section may be made and the provisions of the.
District Court Act 1967-1969 shall apply and extend in respect of such rules of
court.

Until such rules of court are made, or in so far as such rules of court do not ex-
tend, the Judge hearing any appeal under this section may, in the particular
case, give such directions as he may deem fit, and the directions shall, according
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to their tenor, have the force end effect of rules of court made for the purposes
thereof.

62K. Restoration of Name to the Registar

(I) Where the name of any person is removed from the Register in accordance with
Section 621 or 62J of this Act, that person shall not again be registered as a
teacher, except by direction of the Board or by order of a Judge of the District
Court.

(2) The Board may, if It thinks fit In any particular case, direct that the name of
any person removed from the Register be restored thereto and the name shall be
restored accordingly.

62L. By-laws

(1) The Board may fr_ a time to time make by-laws not inconsistent with this Act
or the regulations for or with respect to -

(1) the registration of persons as teachers;
(ii) the fees to be paid by a person applying to the Board to be registered

as a teacher, for the retention of his norm° in the Register or for the
restoration of his name to the Register;

(iii) such matters as by this Act are required or permitted to be prescribed
or as are necessary or convenient for the carrying Into effect of the
several provisions, objects and purposes of this Act.

(2) The Board may by by-law repeal, rescind, revoke, alter, vary, amend or
otherwise modify any by-law or part of a by-law.

A by-law may authorise the Board to make rules for the carrying into effect of
all or any of the provisions and objects of the by-laws.

(4) All rules made pursuant to any by-law by the Board shall be of full force and
effect on and from the day on which they are promulgated in accordance with
the by-law under which they are made or on and from such later date as may be
specified in the rule, and the production of a copy of such rule verified by the
Board is sufficient evidence of the making and authenticity of the same in all
courts and before all persons acting judicially.

(5) Every by-law made by the Board shall be sobmitted to the Minister and by him
to the Governor in Council.

The Governor In Council may in his discreHon opprove any by-law.

A by-law has no effect unless and until approved by the Governor in Council.
(6) (a) Every by-law shall -

(I) be published in the Gazette;
(i1) upon its publication in the Gazette, be judicially noticed;

(III) take effect on and from the date of its publication in the Gazette un-
less a later date Is specified In relation to its commencement when, in
such case, it shall take effect on and from that later date;

(iv) be laid before the Legislative Assembly within fourteen sitting days
after such publication if the Legislative Assembly is in session, but if
not, then within fourteen sitting days after the commencement of the
next session.

(b) If the Legislative Assembly passes a resolution of which notice has been
given at any time within fourteen sitting days after such by-law has been
laid before It disallowing the by-law or part thereof, the by-law or part
thereof shall thereupon cease to have effect, but without prejudice o the

(3)
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validity of anything done in the meantime or to the making of a further
by-law.

By-law No. 1 - Registration of Teachers

Made In pursuance of the provisions of the Education Act 1964-1984 and approved by
the Governor in Council.

1. Particulars of Registration

The Register of Teachers shall contain the following particulars in respect of each
person entitled to be registered -

(i) Full name
(ii) Maiden name (if applicable)

(iii) Address
(Iv) Date of birth
(v) Name of employer
(vi) Category of employment

(vii) Qualifications
(viii) Teaching experience
(ix) Registration number
(x) Category of registration

(xi) Date of registration

2. Application for Registration and Changes in Registration

(1) An application for registration shall be made in Form No. BTE-Rl.
(2) Any change from time to time in any of the particulars entered in the Register

of Teachers with respect to a person shall be notified by that person to the
Board.

3. Entitlement to Registration

A person shall be entitled to be registered If-
(a) he has successfully completed a course of teacher education accredited by

the Board and not less than one (1) year of teaching service to the
satisfaction of the Board; or

(b) in the case of a person engaged in teaching prior to the commencement* of
the operation of these by-laws who is not entitled to be registered under
the foregoing paragraph, such person's education, training, fitness to teach
and experience are sufficient, in the opinion of the Board, to warrant
registration; or

(c) he has complied in all respects with the requirements of the Board during a
period of provisional registration.

3A. Provisional Registration

(1) The registration of a person may be provisional if -
(a) while entitled to be registered in all other respects, he has not completed a

period of one (1) year of teaching service to the satisfaction of the Board;
or

(b) while not entitled to be registered under Clause 3 -
(I) he is engaged in teaching and was so engaged prior to the com-

mencement** of the operation of this clause; and

* 1 February 1973
** 17 July 1973
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(2)

(3)

(Ii) he .7atisfied the Board that he will be able within a reasonable time to
attain a standard of teacher education or experience acceptable to the
Board.

The initial period of provisional registration shall not exceed one (1) year.
The Board shall inform every person admitted to provisional registration of -

(a) the additional qualification or experience required of him for admission to
registration; and

(b) the period of time within which such additional qualification or experience
shall be obtained or completed.

(4) When a person is provisionally registered as a teacher the Board may require
such person to submit to the Board as and when requested a report from the
principal or other person duly authorised in that behalf upon the manner in which
he has performed his duties as a teacher, together with a recommendation as to
his suitability for registration.

(5) The Board may cancel the registration of a provisionally registered teacher if -

(a) he has died;

(b) he has ceased to possess or does not possess the qualifications and ex-
perience, if any, in respect of which he was provisionally registered as a
teacher;

(c) he is a patient within the meaning of The Mental Health Acts, 1962 to
1964, or is otherwise incapable in law of managing his own affairs;

(d) he has been convicted in Queensland of a crime or misdemeanour, or
elsewhere of an offence which, if committed in Queensland, would have
been a crime or misdemeanour; or

(e) the Board is satisfied that he -
(0 has been guilty of habitual dru'ikenness or of an addiction to any

deleterious drug;

(ii) has been guilty of misconduct, which renders him unfit in the public
interest to engage in teaching; or

(iii) he is not complying with the requirements of the Board in his parti-
cular case under subclause (3) of this Clause.

4, Fees Payable for Registration*

(1) The fees payable by a person applying to the Board to be registered as a teacher
shall be -

(a) for the assessment of qualifications other than an accredited teacher
education award obtained in Qt,eensland within six months immediately
prior to the date of application, thirty dollars ($30); and

(b) for admission to the Register as a registered or provisionally registered
teacher, twenty dollars ($20).

(2) The fee payable for retention of a name in the Register of Teachers shall be
eleven dollars ($11).

(3) Application for retention of a name in the Register of Teachers for any year
shall be made on or before the thirty-first day of March in that year.

(4) The fee payable for restoration of a name to the Register of Teachers shall be
twenty-five dollars ($25).

(5) The fee payable for inspection of the Register of Teachers shall be one dollar
($1).

* Effective from 1 January 1986
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4A. (1) An application to the Board for its authorisation under subsection (5) of
Section 62G of this Act of the employment in a school as a teacher of a
person who Is not a registered teacher or a provisionally registered teacher
shall be made in Form No. BTE-R14.

(2) Such application shall be signed by the Principal of the school or other
authorised person on behalf of the employer.

An aui`orisation by the Board shall be held by the Principal of the school
concerned during the period of employment therein specified.

4B. The Principal of a school shall not later than fourteen days after the first day of
July In each year furnish to the Board a return in Form No. BTE-R 15 in respect
to the persons employed as at that date.

(3)

5. Conduct of an Inquiry

(1) Where the Board, acting on its own volition or upon credible information from
any person, Is of the opinion that the evidence has sufficiently established a
prima fade case In respect of any misconduct or other matter mentioned in
paragraph (b) of subsection (2) of Section 621 of this Act, it shall proceed to
charge the registered teacher concerned.

(2) Where the Board determines to charge a registered teacher, the Board shall give
to the registered teacher concerned, either personally or by registered post,
notice in writing of the charge against him and of the time, not earlier than one
month after the date of that notice, when the Board or a committee of inquiry
appointed by it for the purpose will make inquiry into the matter at a place
stated in the notice, and the Board also shall state in that notice -
(a) where the inquiry is to be made by a committee of inquiry, the full names

of all members of the committee;

(b) that the registered teacher may, in writing given to the Board within
fourteen days after the date of that notice, plead guilty to the charge
against him and elect to have the matter determined by the Board.

(3) Where a registered teacher pleads guilty to a charge against him, the Board in
dealing with him under subsection (2) of Section 621 of this Act shall take into
consideration any representations in writing made to it by him and shall hear him
or his legal representative if he appeals before it pursuant to a notice in writing
given to the registered teacher concerned, either personally or by registered
post, stating the time, not earlier hien fourteen days after the date of that
notice when the Board will determine the matter at a place stated in the notice.

(4) Where an inquiry is made by a committee -

(5)

(a) such inquiry shall not be commenced nor continued unless a: least four
members of the committee (including the chairman) are present thereat;

(b) no member of the committee shall take part in making any majority or
minority finding or recommendation of the committee unless he was present
for the whole inquiry;

(c) a finding or recommendation shall be a majority finding or recommendation
of the committee if a majority of members who are competent pursuant to
paragraph (b) of this subclause concur therein, or, otherwise, if two
members of the committee (including the chairman) concur therein;

(d) the findings and recommev,dations of the committee shall be given in
writing under the hand of the member or members tcking part therein and
a copy of every finding and recommendation shall be delivered to the
registered teacher concerned.

If at the time and place appointed by a notice given pursuant to subclause (2) of
this clause the registered teacher charged does not appear when called, and
proof is made upon oath of due service of the notice in accordance with the pro-
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visions of subclause (2) of this clause, the Board or the committee, as the case
may be, may proceed ex parte to make the inquiry as fully and effectually to all
intents and purposes as If the registered teacher charged had personally appeared
before It pursuant to the notice.

(6) Every notice for the purpose of this By-law shall be given under the hand of the
secretary to the Board or some other person thereunto authorised by the Board.

6. Rules

The Board may make rules for the carrying Into effect of all or any of the provisions
and objects of this By-law and any such rule shall be promulgated by publishing it In
the Board of Teacher Education Bulletin.

Policy Decisions on Registration*

1. Application for Registration

(a) Any person who is a resident of Queensland may apply for and receive con-
sideration for registration as a teacher.

(b) The Board may accept an applicat'on for registration as a teacher from a
person v'ho is not a resident of Queensland if such person Is employed as a
teacher whether In Queensland or elsewhere by an employing authority
which conducts schools In Queensland or if the Board is satisfied that such
person is seeking or has a bona fide intention of seeking employment as a
teacher by such an authority.

2. Accredited Courses

(a) Unless otherwise determined by the Board in a particular case, the follow-
ing courses of teacher education are accredited by the Board for the pur-
poses of clause 3(a) of By-law No. 1:

(I) Pre-service teacher education courses registered with the Australian
Council on Tertiary Awards as meeting the requirements for Diploma,
Degree or Graduate Diploma level awards;

(if) Pre-service teacher education courses offered In recognised Australian
universities; and

(iii) Overseas teacher education courses taken to be equivalent to those
mentioned In paragraphs (I) and (II) above on the advice of the
Commonwealth Council on Overseas Professional Qualifications.

(b) Courses of teacher education other than those included in paragraph (a)
may be accredited for the purposes of clause 3(a) of By-law No. 1 by the
Board.

3. Eligibility for Provisional Registration

(a) Without limiting the Board's discretion In making a determination pursuant
to clause 3A(1)(b) of By-law No. 1, a person who has not completed an acc-
red!tee course of teacher education may be granted provisional registration
In accordance with the following provisions:

(I) A person who has completed three or more years of tertiary studies
acceptable to the Board including both a pre-service course of teacher
education of not less than one year's duration and further studies
which are, In the opinion of the Board, sufficient io bring that
person's qualifications to a level equivalent to that of an accredited
course of teacher education may be eligible for provisional regis-

* As at 20 March 1987.
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tration upon application and for full registration after completing one
year of teaching service in Queensland to the satisfaction of the
Board.

(II) A person who has completed teaching qualifications specified in Sche-
dule A and who has taught for at least three years in the eight years
Immediately prior to application may be eligible for provisional regis-
tration upon application and for full registration after upgrading
his/her qualifications to the level of an award accredited for registra-
tion purposes and after completing one year of teaching service in
Queensland. to the satisfaction of the Board.

(III) A person who has completed teaching qualifications specified in Sche-
dule A and who has taught for fewer than three years in the eight
years immediately prior to application may be eligible for provisional
registration after completing a professional reorientation program app-
roved by the Board and for full registration after upgrading his/her
qualifications to the level of an award accredited for registration pur-
poses and after completing one year of teaching service in Queensland
to the satisfaction of the Board.

Schedule A

three or more years of tertiary studies including a pre-service course of teacher
education of not less than one year's .action undertaken in Australia, or over-
seas qualifications assessed as being equivalent to such studies;

two years of tertiary studies including a pre-service course of teacher education
of not less than one year's duration undertaken in Australia, or overseas qualifi-
cations assessed as being equivalent to such studies, in either case completed
before 31 December 1973;

a pre-service course of teacher education of not less than one year's duration
completed in Australia before 31 December 1960.

(b) Where a person is required under paragraph (a) above to upgrade his/her
qualifications to the level of an award accredited for registration purposes,
the Board may in its discretion permit that person to undertake other
tertiary studies of an equivalent duration provided that, except in special
circumstances, at least 50 per cent of such studies are in the field of
education.

(c) Notwithstanding the provisions contained in paragraph (a) above, the Board
may reduce or waive the requirement for a person to upgrade his/her
qualifications where that person's professional development and teaching
experience are, in the opinion of the Board, sufficient to warrant special
consideration.

(d) For the purposes of paragraph (a) above,

(0 the number of "years of tertiary studies acceptable to the Board" in-
cludes the full-time equivalent duration of teacher education and
other appropriate tertiary studies satisfactorily completed in
recognised institutions;

(II) the number of "years of teaching experience" includes the full-time
equivalent of any periods of part-time or temporary teaching ex-
perience.

(e) A person whose qualifications have been obtained in a country where
English is not the first language of instruction may be required, as a
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condition of eligibility for provisional registration, to satisfy the Board that
he/she can communicate orally and in writing at a professional level in the
English language.

4. Nature of Teaching Service to Satisfy Registration Requirements

(a) For the purposes of assessing eligibility for full registration, "teaching
service" Is taken to mean classroom teaching experience in Queensland -

(i) in a school to which the provisions requiring the employment of
registered teachers apply;

(II) in a TAFE college;
(iii) in a senior college;
(iv) in a kindergarten or child care centre conducted under the auspices of

the Department of Children's Services or the Creche and Kindergarten
Association.

(b) Notwithstanding paragraph (a) above, where a provisionally registered
teacher has not less than five years of previous classroom teaching
experience in schools of a standard acceptable to the Board and is able to
provide satisfactory references concerning such teaching experience, the
Board may accept a reference and recommendation from an appropriate
senior educator nominated by the teacher and acceptable to the Board in
respect of professional experience in Queensland other than classroom
teaching for the purposes of assessing eligibility for full registration.

5. Maximum Period of Provisibnal Registration

(a) Where a person has failed to complete the requirements of the Board for
full registration within a period of five years or such lesser period as the
Board may prescribe in a particular case after being granted provisional
registration the Board may require that person to show cause as to why
his/her provisional registration should not be cancelled.

(b) Where the Board is satisfied that a person has failed to complete the
requirements of the Board for full registration within a period of pro-
visional registration because of an inability to obtain employment as a
teacher, the Board may grant that person a further period of provisional
registration.

6. Employment of an Unregistered Person as a Teacher

(a) For the purposes of subsection (5) of Section 62G of the Act, employment
as a teacher in a school providing regular instruction In a range of subjects
is taken to include:

(i) In secondary schools - being responsible for the regular teaching of
Board of Secondary School Studies Subjects, Board Registered School
Subjects or School Subjects to one or more students;

(II) in primary and special schools - being responsible for the regular
teaching of a subject or subjects of the programmed school curriculum
to one or more students;

(III) in preschools and kindergartens - being responsible for the regular pro-
vision of an educational program for children in the year before Year
1 of the primary school;

(iv) acting as a supply teacher or other temporary replacement for a
teacher employed in a school providing regular instruction in a range
of subjects.



(b) Notwithstanding paragraph (a) above, employment as a teacher for the pur-
poses of subsection (5) of Section 62G of the Act is not taken to include:

(i) the provision of religious instruction by a minister of religion or other
representative of a religious society or denomination authorised by the
school authority for the purpose to children who are members of the
religious society or denomination of which he/she is a minister or rep-
resentative or whose parents have consented to their attendance at
such religious instruction;

(II) the provision of tuition in extra-curricular cultural, sporting or rec-
reational activ Wes by a tutor authorised by the school authority for
the purpose to children whose parents have consented to their
participation in such activities; or

(III) assistance given under the supervision of a registered teacher by a
teacher's aide, parent or resource person employed or authorised by
the school authority for the purpose.

(c) Where a person who is not a registered teacher is employed or authorised
to assist in an activity which forms part of the educational program of a
school under part (III) of paragraph (b) above:

(i) Responsibility for the planning, implementation and evaluation of the
activity and for the welfare and discipline of the students taking part
should rest with a registered teacher;

(II) A registered teacher should have the time-tabled responsibility to
supervise the activity and the work of the person assisting;

(iii) The staffing schedule and daily time-table should reflect that the
school is fully staffed with registered teachers (or duly authorised
unregistered teachers) and that any other persons assisting in the
educational program are in addition to, and not substituted for,
members of the regular teaching staff of the school.

(d) For the purposes of subsection (5) of Section 62G of the Act, the
exceptional circumstances in which the Board may authorise the
employment as a teacher of a person who is not a registered teacher
include:

(i) Employment of a person who possesses the qualifications prescribed
for registration (including provisional registration) as an exchange
teacher for a period not exceeding twelve months;

(II) Employment of an unregistered person to fill a vacant position where
the Board is satisfied that all reasonable steps have been taken to
engage a suitably qualified registered teacher without success.

Note A In the case of a vacancy in an established subject area, the authorisation
may be granted for a person to teach in the specified subject area only and
shall be subject to acceptance by the Board of the arrangements made by
the employing authority for monitoring the work of the unregistered
teacher so employed and provided that the Board is satisfied that plans are
in hand whereby the subject area may be taught wholly by a registered
teacher within a period of not more than one year from the date of
authorisation.

Note B In the case of a vacancy in a specialised or innovative subject crea, the
authorisation may be granted for a person to teach in the specified subject
area only and shall be subject to acceptance by the Board of the
arrangements made by the employing authority for monitoring the work of
the unregistered teacher so employed and provided that the Board is
satisfied that plans are in hand whereby the subject area may be taught
wholly by a registered teacher within period of not more than five years
from the date of the authorisation.

V
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7. Applications for Restoration
Applications for restoration from teachers whose registration lapses due to non-
payment of the fee are considered on their individual merits. In making a
determination in a particular case, the Board takes into account current registration
policies together with such matters as the teacher's qualifications, experience and
previous registration status.
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APPENDIX VII

LIST OF SUBMISSIONS

1. Mr R.E. Impey, Principal, Malanda State High School

2. Mr W.W. Troyahn, Mathematics Subject Master, Springwood State High School

3. Mr R.T. Ramsbotham, Principal, Dysart State School

4. Mr J. Gregg, Principal, Oakey State High School

5. Dr J.A. Rowell, Chairman, Department of Education, University of Adelaide
6. Dr G. Triesch, German Language Adviser, Division of Personnel Services (In-

Service - Secondary), Department of Education, Queensland and Ms J. Heldke,
Tutor In German Curriculum Studies, Department of Education, University of
Queensland

7. Dr R.D. Trail', College Fellow In Education, School of Education, Canberra Col-
lege of Advanced Education

8. Mr J. Stewart, Rotary International - Mackay Zone

9. Mr G.M. Cook, Principal, Our Lady Help of Christians Primary School, Redcliffe

10. Dr B. Molloy, Head, Department of Communication, School of Business Studies,
Queensland Institute of Technology

11. Dr M.T. Hewitson, Senior Lecturer, Kelvin Grove Campus, Brisbane College of
Advanced Education

12. Mr T. Evans, ex-teacher, Bligera Waters

13. Mrs U.M. Farrelly, parent, Highgate Hill

14. Dr D.E. Ingram, President, Australian Federation of Modern Language Teachers
Associations

15. Dr A.A. Wake, School of Education, Capricornia Institute of Advanced Education,
Rockhampton

16. Dr C.D. Blake, Principal, Riverina-Murray Institute of Higher Education, Waggo
Wagga

17. Mr S. Bredhauer, Peninsula Area Council, Queensland Teachers Union

18. Mr W.J. Peacock, Chairman, School Biology Project Committee of the Australian
Academy of Science, Canberra

19. Ms J.M. Brooks, Camp Hill

20. Mrs P. Mitchell, President, Isolated Chilc:_en's parents' Association, Queensland
Council

21. Mr C. Shea, President, Science Teachers Association of Queensland

22. Ms C. Cox, Ferny Hills

23. Mr D.J. Protheroe, St Peters Lutheran College, Crows Nest, Queensland

24. Mrs H. Christensen, Bundaberg

25. Dr N.J. Holland, Caboolture

26. Mr P. Davis, Secretary, Queensland State Special School Principals' Association

27. Dr L. Lomas, Dean, School of Education, Deakin University
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28. Associate Professor D. Vandenberg, Division of External Studies, University of
Queensland

29. Ms J. Carden, Secretary, Early Education Reform Group

30. Teachers of Ashgrove State School (19 signatories)

31. Mr I.J. Weir, Queensland State Primary School Principals' Association

32. Ms L. Scott, President, Early Childhood Teachers Association Inc. Queensland

33. Mr R.J. MI Rican, Queensland Association TAFE Principals .

34. Mr F.G. Thomas, Honorary Secretary, Townsville Branch, Queensland Council of
Parents' and Citizens' Associations

35. Br. D.M. Stewart, Campus Director, Catholic College of Education, Sydney
36. Queensland Teachers Union

37. Queensland Association for Gifted and Talented Children

38. Mr P.J.V. O'Brien, General Secretary, Queensland Association of Teachers in In-
dependent Schools

39. Mr T.D. Tinworth, Individual Development Coordinator, Pine Rivers Jaycees

40. Mr L. Murray, Toowoomba

41. Mr R. Plummer, Chairman, Queensland Family Advisory Committee

42. Dr D.C. Young, on behalf of the School of Teacher Education, Kelvin Grove
Campus, Brisbane College of Advanced Education

43. Teachers of Heat ley State High School (39 signatories)

44. Mr G. Bull, School of Education, Darling Downs Institute of Advanced Education

45. Mr R.P. Sadler, Deputy Chief Education Officer, A.C.T. Schools Authority
46. Dr R. Lundin, Coordinator, Continuing Education, Kelvin Grove Campus, Brisbane

College of Advanced Education

47. Miss P. Roberts Honorary Secretary, Australian Early Childhood Association,
Queensland Branch

48. Associate Professor K.J. Eltis, Director, Teacher Education Program, Macquarie
University

49. Dr R.F. Broadbent, Executive. Director, Australian College of Education

50. Mr L.J. Dwyer, for Brisbane-North Regional Education Council

51. Dr P. Currie, Total Health and Education Foundation, Warwick

52. (a) Members of staff, School of Teacher Education, Carseldine Campus,
Brisbane College of Advanced Education

52. (b) 240 second -year Diploma of Teaching (Primary) students, Carseldine Cam-
pus, Brisbane College of Advanced Education (Coordinated by Dr T.A.
Simpson, Senior Lecturer)

53. Mr G. Muntz, Minister for Welfare Services, Youth and Ethnic Affairs

54. Mr J.D. Armstrong, Chairman, School of Education, Capricornia Institute of Ad-
vanced Education

.55. Mr A.E. Druery, Queensland Catholic Education Office

56. Mrs M. Cooper, Secretary, SPELD Queensland Inc.

57. Honourable V. Bird, Chairman, Advisory Council for Special Education

58. Mr L.M. Dunne, Executive Officer, Federation of Parents and Friends Asso-
ciations of Queensland .
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59. Mr G. Gallagher, Director, Institute of Public Affairs (Queensland)

60. Professor G.T. Evans, Acting Head, Department of Education, University of
Queensland

61. Mr A.R. Webb, President, Bundaberg Branch, Epilepsy Association of Queensland
Inc.

62. Staff members, School of Education, Darling Downs Institute of Advanced Educa-
tion

63. Ms E. Rose, Auchenflower

64. Mr G.F. Berkeley, Director-General of Education, Department of Education,
Queensland

65. Staff of Hendra State High School, Clayfield (26 signatories)

66. Present Realities and Future Prospects: A Conference Repoli, D. Mahoney (Ed.)
1985, Brisbane College of Advanced Education

67. Dr G. Post le, School of Education, Darling Downs In3titute of Advanced Educa-
tion

68. ale Committee of Management of the Montessori Children's House, Toowong

69. Dr H. Stowasser, Lecturer, Academic Studies/Musicianship, Queensland Conserve-
torium of Music

70. Mr D. Simmons, Guidance Officer, Guidance and Special Education Branch,
Department of Education, Stafford District

71. Mr C.H. Stowasser, Herston

72. Associate Professor H. Crowther, Assistant Head, School of Education, James
Cook University of North Queensland

73. Mr D.J. Treacy, Principal, Vincent State School, Townsville

74. Mr B. Alexander, Atherton

75. Mrs J. Dove, Ripley

76. Ms J.M. Brooks, Camp Hill

77. Mr G. Crew (English Subject Master) and 43 signatories (staff and members of
Parent's and Citizen's Association), Albany Creek State High School

78. Mr G.O. Colgan, Blackheath and Thornburgh College, Charters Towers

79. Mrs A.E. Allen, Kedron

80. Anonymous

81. Mr F.J. Crosbie, Teacher, Tingalpa State School

82. Ms A. Lanham, Teacher/Linguist, Docker River School, via Alice Springs, KT.

83. Ms G. Jacko, Rockhampton

84. Mr J.A. Corbett, Teacher, Boonah State High School

85. Mrs L. Gardsen, Hendra

86. Mr R.S. Pearson, Kippa-Ring

87. Holland Park High School (36 signatories)

88. Mr J.E. Hawkins, Principal, and 16 signatories (staff members), Wellington Point
School

89. Mrs C. Raboczi, Gifted Program Coordinator, Secondary Correspondence School,
Department of Education, Queensland

90. Teachers at Stanthorpe State High School (11 signatories)
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91. Mr D.L. Nelson, Cairns

92. Mr .1. Bracken, Secretory, Brisbane Central Branch, Queensland Teachers Union
93. Mr D.A. McAdam, Deputy Principal, Atherton State School
94. Ms L. Reid, Teacher, Ashgrove

95. Ms S. Oliver, Sheldon

96. Ms A. Hoe,y, Townsville

97. Teachers of Asp ley State School (25 signatories)

98. Mr P.D. Trevor, South Bundaberg

99. Mr C.F. Hutchinson, Gympie State High School

100. Mr J. Verna, Browns Plains

101. Ms M. Wetzig, Foreign Languages Subject Mistress, Woodridge State High School
102. Ms J.A. Kirby, Bundaberg

103. Ms S. Wacker, Bordon

104. Mrs L. Lindsay, Rockhampton

105. Teachers at Stanthorpe State High School (9 signatories)

106. Mr B.J. Conquest, M.P., Federal Member for Hinkler, Bundaberg
107. Mrs M. Lockwood, Wynnum

108. Mt Cotton State School (7 signatories)

109. Staff of Pine Rivers State High School (29 signatories)

110. Mr D.I.M. Sutherland, Registrar, The General Teaching Council for Scotland
111. Ms C. Enchelmaier, Toowong

112. Ms .1. Cuk, New Farm

113. Ms M. McCracken, Mansfield

114. Members of Staff, Norris Road State School, Bracken Ridge (23 signatories)
115. Mr M.F. Garrett, Fig Tree Pocket

116. Dutton Park Special School (11 signotories)

117. Mr P.A. Young, Cooran

118. Mr D.J. Morris, Wondai

119. Ms D. Sturdy, Brisbane South Regional Consultant for Gifted and Talented Child-
ren, Department of Education, Queensland

120. Springwood Central State School (27 signatories)

121. Ms G. Fatseas, Holland Park

122. Mrs H.A. England, Tarragindi

123. Mr G. Burns, Geography Subject Master, Maroochydore State High School
124. Principal and Teachers, Coppabella State School, via Mackay (4 signatories)
125. Mr M. Prouatt, Bellbird Park

126. Staff members, Browns Plains State School (31 signatories)

127. Mr F. Hughes, Catholic Education Office, Brisbane

128. Mrs M.P. Monro, Sherwood

129. Mrs W.C. Topper, Maryborough

242.

273



130. Teaching staff of Tuowong State School (10 signatories)

131. Teachers, Woodridge North State School (30 signatories)

132. Queensland Teachers Union, Maryborough Branch

133. Mr L.J. Stephensen, Teacher, Monto

134. Ms M. Vinson, Tinana State School, Maryborough

135. Mr E. Malone, Woodridge

136. Mrs J. Mims, Honorary Secretary, Queensland Council, Isolated Children's
Parents' Association

137. Queensland Council of Parents' and Citizens' Associations Incorporated
138. Red land Bay State School (15 signatories)

139. Mr A.C. Topper, West State School, Maryborough
14

Southport Special School (2 submissions)

142. Mrs K. Rossmann, Ormeau

143. Mr H. Johnson, Pre - Vocational Teacher, Asp ley Special School

144. Mr I. Fyfe, Roma

145. Walkervale State School, Bundaberg (40 signatories)

146. Teachers, Dutton Park State School (10 signatories)

I47. Staff of Sir Leslie Wilson Youth Centre, Department of Children's Services (5
signatories)

148. Staff of Wooloowin State School (10 signatories)

149. Teachers, Capalaba State High School (67 signatories)
150-
151. Teachers, Aratula State School (2 submissions)

152. Ms D. Fitzgibbons, St Joseph's School, Nundah

b3. Staff, Marshall Road State School (12 signatories)

154. Staff, Mount Gravatt East State School (20 signatories)
155-
175 Teachers, Kirwan State School (21 submissions)

176. Mr B.W. Vollbon, Southport Specic,I School

177. The Staff, Elliott Heads State School, Bundaberg (4 signatories)

178. Mrs M.F. Dascombe, Goomeri

179. Mrs E.J. Johnson, Teacher, Petrie Terrace State School

180. Wynnum West State Preschool (2 signatories)

181. Lowood State School (16 signatories)

182. Staff of Brassall State School

183. Ms J. Morris, Indooroopilly

184 Jandowae State School (4 signatories)

18.. Mrs D. Scotte, Seventeen Mile Rocks

186. Teachers, Rosewood State School (16 signatories)

187-
188. Crestmead State Preschool (2 submissions)
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189. The Staff, Charters Towers State High School (28 signatories)

190. Teachers, Burnett Heads State School (6 signatories)

191. Teachers, Mount Gravatt South State School (16 signatories)

192. Ms S. Duncalfe, Booval

193. Staff Members, Mount Gravatt State Special School (8 signatories)

194. Staff Members, Ipswich East State School (20 signatories)

195. Teachers, Gold Coast Education Centre (8 signatories)

196. Alexandra Hills State School (25 signatories)

197. Queensland Association of Mathematics Teachers

198. Mr D.R. Hay, Teacher, Capalaba

199. Staff Members, Thorn lands State School (20 signatories)

200. The Staff, Wellers Hill State School (17 signatories)

201. Mr B.G. Flynn, The Gap State School

202. Teachers, Maryborough West State School (T0 signatories)

203. Eton State School (5 signatories)

204. Mount Archer State School, North Rockhampton (19 signatories)

7.05. Staff, Bracken Ridge State School (34 signatories)

206. Mrs F.E. Jones, Corinda

207. Staff, Marsden State School (36 signatories)

208. Teaching Staff, Kingston State High School (36 signatories)

209. Staff, Rollingstone State School (2 signatories)

210. Morayfield State School (24 signatories)

211. Reading Development Centre, Kelvin Grove Primary School (2 signatories)

212. Staff, Asp ley East State School (25 signatories)

213. Newmarket State High School (15 signatories)

214. Nanango State High School (26 signatories)

215. Queensland Teachers Union members of staff, Asp ley State High School

216. Staff, Fortitude Valley State School (3 signatories)

217. Executive Committee, Australian Teachers of Media (Qld Chapter)

218. Teachers, Sunbur. State School, Maryborough (17 signatories)

219. Staff teachers, Oxley State Primary School (11 signatories)

220. Ms E. Callister, Personal Development Program, Brisbane West Region, Depart-
ment of Education

221. Members of staff, Nashville State High School, Brighton (36 signatories)

223. Teachers, Kedron State High School (70 signatories)

224. Queensland Teachers Union, North Brisbane Secondary Branch

225. Special Education Curriculum Resource Centre, Statewide Consultancy Services,
Special Education

226. Ironside State School (32 signatories)

227. Members of staff, Fig Tree Pocket State School (15 signatories)

228. Teachers, Lowood State High School (36 signatories)



228. Staff, Vienna Woods State School, Alexandra Hills

229-
Teachers, Mabel Park State High School, Slacks Creek (47 submissions)275.

276- Moranbah State School (32 submissions)306.

307. Mr J. O'Brien, Blackwater State High School

308-
Blackwater North State School (23 submissions)

331. Mr D. Tappenden, Valkyrie State School

332. Staff, Caboolture East State School (27 signatories)

333. Ms K. Thomas, Gympie Southside

334. Ms J. Corfield, Parramatta State School, Cairns

335. Mr S.T. Hawken, Teacher, Cannonvale

336. Staff, Fitzgerald State School, Mackay

337. Staff members, Victoria Park State School, Mackay (22 signatories)

338. Staff members, Mackay Central State School

339. Teaching staff, Townsville West State School (5 signatories)

340. Queensland Teachers Union, Mount Gravatt Branch

341. Ms V. Whittred, Sherwood

342. Members of Staff, Hermit Park State School (15 signatories)

243. Ms K. Redman, Teacher In Charge, School of the Air, Mount Isa

34. Mr L.W. Hardwick, Kelso

345. Staff, Tinana and Park State Schools, Maryborough (17 signatories)

346. Staff, Burpengary State School (29 signatories)

347. Teachers, Musgrave Hill State School, Southport (33 signatories)

348. Teachers, Gin Gin State School (12 signatories)

349- Staff, Burnside State High School, Nambour (37 signatories)

351. Queensland Teachers Union, Central Queensland Area Council

352. Teachers, Mooloolaba State School (27 signatories)

353. Proserpine State High School (32 signatories)

354. Teachers, Taabinga State Schaol, Kingaroy (18 signatories)

355. Staff, Kilkivan State School (11 signatories)

356. Mr J.R. Ottaway, Principal, Clermont State School

357. Manly West State School (20 signatories)

358. East Brisbane State School (12 signatories)

359. Members of Staff, Wynnum West State School (21 signatories)

360. Teachers, Warwick Central State School (13 signatories)

361. Biggera Waters State Preschool (17 signatories)

362. Mr B.J. Bartsch, Principal, Hercules Road State School, Kippa Ring

363. Mrs V.E. Card-Minniss, Parramatta State School, Parramatta Park
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364. Staff, Airy' Ile State School (3 signatories)

365. Teaching Staff, Strathpine State School (12 signatories)

366. Murray River Upper State School (6 signatories)

367. Queensland Teachers Union members of staff, Ravenshoe State School, Primary
and Secondary Departments

368. Ms A. Hawes, Mackay

369. Teachers, Northview State School, Mackay (9 signatories)

370. Staff, Happy Valley State School, Mount Isa

371. Mr D. Martin, Mount Morgan Central State School

372. Staff, Cawarral State School (4 signatories)

373. Teachers, Boondall State School (18 signatories)

374. Staff, Kal langur State School

375. Cooroy State School (19 signatories)

376. Members of staff, Beenleigh State School (26 signatories)

377. Mrs L.J. McNeill, Park Ridge State Pre-School Centre

378. Mrs R. Case, Teacher In Charge, Cairns West Pre-School Centre

379. Teachers, Noosa District State High School (33 signatories)

380. Teaching staff, Toowoomba East State School (30 signatories)

381. Ms M. Hie, Glennie Heights State School, Warwick

382. Staff, Bucasia State School (10 signatories)

383. Staff, Serviceton South State School

384. Ms V. Kann, Corinda

385. Staff, The Hall State School, Rockhampton (10 signatories)

386. Mr G.L. Crosswell, Primary Principal, Rockhampton

387. H. Orme, Blackwater North State School

388. Ms P. Parker, Teacher, Coopers Plains

389. Kepnock State High School, Bundaberg (54 signatories)

390. Teach,tr, Belgian Gardens Primary School, Townsville (14 signatories)

391. Teachers, Zil 'mere North State School (12 signatories)

392. Nambour State High School, Sub-branch of the Queensland Teachers Union (52
signatories)

393. Mr G. Roberts, Red land Bay

394. Mr G.D. Murray, Principal, Broadwater State School, Stanthorpe

395. Teachers, Farleigh State School (5 signatories)

396. Staff, Tamborine Mountain State School (6 signatories)

397. Mr D. Pisani, Emerald State School

398. Ms I. Larsen, Teacher, Hill End

399. Teaching staff, Buddina State School (30 signatories)

400. Teaching staff, Coopers Plains State School (11 signatories)

401. Teachers, Secondary Correspondence School, West End (22 signatories)

402. Eimeo Road State School, Mackay (10 signatories)
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403. Mr C. and Ms K.M. Van Eldik, Sunnybank Hills

404. Mr G.J. Murphy, Bucasia

405.
Glennie Heights State School, Warwick (4 submissions)408

409. Early Childhood Teachers Association, Spring Hill

410. Mr R.H. Put land, Eimeo Road State School, Mackay

411. Teachers, Camp Hill State High School (31 signatories)

412. Staff, Mount Gravatt State High School (33 signatories)
413. Ms K. Lehane, Tarragindi

414. Mr Yeates, Queensland Teachers Union representative, Toowoomba Special
School

415. Teachers, Dalby State High School (52 signatories)

416. Mr K.G. Thompson, Principal, Dalby State High School

417. Jamboree Heights State School (N signatories)

418. Teachers, Home Hill State High School (29 signatories)

419. Staff, Rasmussen State School (22 signatories)

420. Teachers, Bundaberg State High School (57 signatories)
421-

Glennie Heights State School, Warwick (2 submissions)422

423. Mc ,rooka State Preschool Centre (2 signatories)

424. Mr M.J. Kelly, Palm Beach

425. Mrs L.M. Trenfield, Parrcmatta State School, Cairns

426. Mr A.R. Trudeau, Asp ley Special School

427. Miss O.F. Cutmore, Glennie Heights State School, Warwick

428. Queenslcnd Teachers Union, Darling Downs Central Branch

429. Mitchelton State High School (39 signatories)

430. Staff members, Everton Park State School (22 signatories)

431. Ms B. Dean, North Rockhampton

432. Staff, Glenmore State School, North Rockhampton (37 signatories)

433. Mrs D.D. Price, Edge Hill, Cairns

434. Mr J.V. Burgess, Mitchelton State High School

435. Queensland Teachers Union members, Kenmore State High School

436. Queensland History Teachers Association, Spring Hill

437. Staff, Veresdale Scrub State School, via Beaudesert (2 signatories)

438. Teachers, Rangeville State School, Toowoomba (32 signatories)

439. Staff, Bremer State High School

440. Mrs S.R. Dalziel, Goodna

441. Staff, Moranbah State High School

442. Staff, Queens Beach State School, Bowen

443. Ms Y. Lee, Prospect Creek State School, Enloe la

444. Maryborough West State School (2 signatories)
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4'5. Mrs S.L. Jarman, Parramatta State School, Cairns

446. Teachers, Berserker Infants State School (8 signatories)

447. Mr P. Armit, Remedial Teacher, Mackay District Guidance Office

448. Staff members, Mudgeeraba State School (33 signatories)

449. Teaching staff, Bribie Island State School (24 signatories)

450. Bqrgara State School, Bundaberg (9 signatories)

451. Queensland Teachers Union members, Ferny Grove State School

452. Mr S.R. Rasmussen, Principal, The Gap State High School

453. Mount Garnet State School (8 signatories)

454. Teachers, Southport State School (11 signatories)

455. Ms J.J. Carlson, Mackay District Guidance Office

456. Members of teaching staff, Kawana Waters State High School (15 signatories)

457. Ms L. Frances and Mr R. Marshall-Radcliff, Education Officers, Department of
Education

458. Meanjln Reading Council of the Australian Reading Association

459. Queensland Association for Drama in Education

460. Teacher, Bundaberg West State School (19 signatories)

461. Staff, Dysart State School

462. Staff, Maroochydore State School (35 signatories)

463. Mr P. McK. Smith, Teacher-Librarian, Ingham State High School

464. Woongoolba State School (6 signatories)

465. Staff, Coolum State School (22 signatories)

466. Mrs Y.S. Kogler and Ms S.M. Wright, Ashmore

467. Teaching staff, Caloundra State School (28 signatories)

468. Ms H. Gow, Mackay District Guidance Office

469. Toowoomba Chamber of Commerce

470. Staff, State Special School, Royal Children's Hospital, Brisbane

471. Warrigal Road State School (21 signatories)

472. Staff, Tolga State School (9 signatories)

473. Staff, Similar Park State School (35 signatories)

47-i. Teaching staff, Wooroolin State School (4 signatories)

475. Speld Qld. Inc., Milton

476. Innisfail and District Branch, Queensland Teachers Union

477. Mr J.T. Goggin, Principal, Burnside State High School

478. Staff, Lawnton State School

479. Teachers, Goondi State School, Innisfail (9 signatories)

480. Camp Hill Branch, Queensland Teachers Union

481. Cairns South Branch, Queensland Teachers Union

482. Australian Association of Special Education (Brisbane Branch)

483. Mr F. Toben, Goroke, Victoria
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