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CHAPTER 1

AIMS OF THE STUDY AND REVIEW OF THE LITERATURE

Throughout our history, isolation has been a constant problem. Despite population
growth and the development of sophisticated networks of transportation and communi-
cations, many of the basic disabilities of living and working in rural and isolated areas
remain. Today, because of these developments, we are probably much more aware of
the discrepancies that exist between coastal/urban and rural/isolated living than ever
before.

Increased personal affluence, mobility, changes in rhe economic and workforce struc-
ture, ard the greatly increased participation of women in paid employment over the
past two decades have sharply revealed issues and problems faced by individuals,
communities, and industries in the more remote regions of the state and Australia.
From the first itinerant teachers to the most recent satellite trials and Distance Edu-
cation Centres, the Queensland Department of Education has been innovative and
flexible in seeking to meet the needs of isolated school children. In many creas of
the provision of education for children in isolated areas this state has been at the
very forefront of development.

Noswithstanding the best endeavours of the past, the problerns and needs of today
must be clearly defined, measured, and communicated to those in positions best place:d
to implement change. As this chapter documents, many recent reports have
commented and recommended on issues related to the quality and delivery of
education in rural and isolated areas of Australia. One such issue is that of appro-
priately preparing teachers for service in isolated areas; another is the problem of
attracting teachers to, and retaining teachers in, these remote places.

1.1 Aims of the study

This study aims to provide an insight into the problems and needs of teachers
throughout Queensland, with special reference to rural and isolated areas. The
findings may prove useful to those involved in the pre-service preparation of primary
and secondary teachers, administrators in schools, and providers of in-service courses,
and may ultimately lead to an enhancement of the quality of education afforded to
children in isolated areas.

Involving as it did a wide spectrum of interested and knowledgeable people, this
study brings together experience and opinion from all levels of the education system
and from numerous communities in which the day-to-duy realities of education assume
personal dimensions. The report seeks to represent the situation as it is and to bring
forward appropriate comments and recommendations which should assict in shaping the
provi:ions and practices of the future.

1.2 Review of the literature

1.2.1 Introduction

The last ten or so years have seen an increased interest in rural educaticn
among educators and social scientists in various fields, both in Australia and overseas.

In Australia, problems in rural education have been noted in such national
reports as those of the 1976 Commission of Inquiry into Poverty, the 1980 National In-
quiry into Teacher Education and the Schools Commission's Report for the Triennium
1982-1984. In addition, a number of studies, inquiries and conferences have occurred
within the individual states. As Tomlinson (1985) points out, the Australian literature

1.
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is limited, most reports being in-house documents of the various State Cepartments of
Education.

While earlier studies focused on educational disadvantages of rurality, studies
undertaken in the 1980s (e.g. those done as part of an OECD-initiated proi-ct on rural
education) have indicated rural schools should be viewed as different frora rather than
inferior to metropolitan schools.

This review presents relevant findings of selected Australian research reports
and inquiries dating mainly from the mid-1970s to the present. The findings relevant
to this study are presented under the following headings:

The context of rural education
- school and pupil characteristics
- teack or characteristics
- school-community relationships

Selection of teachers for rural schools

Pre-service education of teachers for rural schools

Induction and in-service education of rural teachers

Other support services and conditions tor rural teachers.

The subject of distance teaching is not addressed in this review, nor are

findings concerned specifically with particular groups of rural children (e.g. Abo-
riginals, girls, gifted children and the handicapped).

1.2.2 The context of rural education
School and pupil characteristics
Small s4ze

Rural schools generally have small numbers of teachers and pupils.

Smallness can be seen as a disadvantage in that it otten means:

fewer resources and facilities such as library books, sports and laboratory
equipment

lack of contact with specialist teachers such as subject and career coun-
sellors, special education teachers, subject specialists

the need to conduct multiple-age classes, which many teachers find difficult
to organise and teach

difficulty in providing for exceptional children, duve to their very small
numbers

the same pupils and teachers being involved with each other for a number of
years in spite of teacher difficulties or personality clashes

teachers being expected to take classes in subjects for which they lack
academic preparation; secondary teachers being expected to teach in several
content areas

a greater expectation that teachers will take extra-curricular activities
each teacher being required to undertake a greater burder. of non-
instructional duties (e.g. curriculum developmen?, administrative tasks).

(See Commission of Inquiry into Poverty, 1976; Education Commission of New
South Wales, 1984; French, 1981; Harris, Pooth and Smolicz, n.d.; Lake, 1983;
Mevenn, 1983; Turney, Sinclair and Cairns, 1980.)

2.
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On the other hand, smallness can be seen as an advantage because it en-
courages or permits features such as:

an informal, familial environment, providing security and fostering con-
fidence

teachers knowing their pupils comparatively well as individuals, and being
better able to understand their family background

gieater opportunity for each student to make an easily recognisable con-
tribution to the ongoing life of the school, providing a sense of belonging
and of value to the school

greater potential for the curricul 'm to be made relevunt and related to the
pupil's environment and experienc.

smaller ciasses, permitting more individual attention to be given to pupils

integrated leaining, a flexible timetable, individualised and small-group
instruction, peer or crcss-age tutoring, cross-age grouping, and “main-
streaming" of mildly handicapped children

teachers having a sense of control over curriculum content and teaching
methods, with more flexibility to capitalise on their own individual strengths
and the opportunities afforded by their particular situation

a minimal bureaucratic structure, allowing a higher proportion of resources
to be devoted to instruction and less to “"systems rnaintenance", and an
emphasis on the needs of children rather :nan on the organisational demands
created by a large institution

use of the community and local environment as learning resources, which
can result in more varied and more effective learning experiences then are
provided by many large schools

for schools with both primary and secondary departments, the potential to
implement a K-10 or 1-10 school policy in the various curriculum areas and
for a smeother transition of pupils between school levels.

(See Brown and Maisey, 1980; Harris et al., n.d.; Lake, 1983; Maroya, 1985;
Meyenn, 1983; Meyenn and Boylan, 1985; Middleton, 1984; Miland, 1983;
Mossenson, 1579; National Inquiry into Teacher Education, 1980.)

1s0lation

In 1981, approxinately 16,000 teachers (9 per cent of the total teaching force)
in Australia were located in schools that were more than 150 kilometres from a
regional centre (Schools Commission, 1981). The remoteness of many rural
schools, together with the small size of their staffs, can lead rural teachers to
feel prcfessionally isolated (Education Commission of New South Wales, 1984;
Lake, 1983). They lack ready access to various resources and information
which are more easily available in cities, and those wishing to undertake
further formal study must generally do so externally. Those in one-teacher
schools lack the professional support provided by daily contact with their peers.

Because of their small size and geographic location, rural communities often
have a more resiricted range of entertainment facilities, consumer goods,
health and education services and so forth than do larger urban areas. This can
lead to a degree of cultural isolation which is likely to be more keenly felt by
teachers than others in the community.




Pupil characteristics

In the 1970s, the Commission of Inquiry irto Poverty found that because of
various selection processes operating on country children (e.g. those in
wealthier families being sent to private boarding schools in cities), the
populations of many country schools were biased tow-~rds the lower soc.o-
economic groups. This, together with lack of local employment and tertiary
education opportunities, was seen as adversely affecting the educationcl
aspirations of pupils. Low motivation was associated with low levels of
educational achievement. McSwan (1987) reported similar findings in a study of
progression and retention rates of secondary school children in western Queens-
land.

A large study in New South Wales (Turney et al., 1980) found that geographi-
cally isolated students had lower levels of self-esteem, felt less in control of
their school learning and achievement, and had lower levels of reading
achievement than urban children of the same age.

The Commonwealth Schools Commission (1985) comments on the need for
enhanced self-concept and attitudes to learning among country students.

However, by contrast, a study in Western Australia (Brown and Maisey, 1980)
found that students from a small rural primary school achieved well when they
went on to high school.

Teacher characteristic.
Age and experience

Teachers in rural schools are frequently young and inexperienced. For example,
in a recent study, it was found that 37 per cent of teachers in western
Queensland were under 25 years old while 14 per cent of teachers in the rest of
the state were under 25 (McSwan, 1985).

(See also French, 1981; Harris et al., n.d.; Miland, 1983; Interim Committee for
the Australian Schools Comrmrission, 1973; Sher, 1981.)

Youth and inexperience may be regarded as a disadvantage in some respects,
both for the teachers themselves (e.g. in having to adjust both fo teaching and
to rural life) and for the pupils whom they teach (e.g. exacerbating the
problems of providing for exceptional children) (Brown and Maisey, 1980). But
young teachers also bring vitality and awareness of the most recent develop-
ments in education (Miland, 1983).

Mob{lity

The literature suggests that teachers generally regard rural postings as un-
desirable and tend not to stay long in rural schools; this has r~eant that the
rate of staff turnover tor country schools has been overall much higher than
that for urban schools (Commission of Inquiry into Poverty, 1976; Common-
wealth Schools Commission, 1985; Interim Committee for the Australian Schools
Commission, 1973; National Inquiry into Teacher Education, 1980). A study by
the Board of Teacher Education (1986) showed that, in July 1985, the median
length of time which teachers in western Queensland had been teaching in their
prasent school was eighteen months, compared with a state-wide median of
two-and-a-half years.

A high teacher mobilily rate can contribute to the instability or discontinuity
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of school programs and activities (Committee of Review: Education 2000 Sub-
missions, 1986; Harris et al., n.d.; Ministerial Advisory Committee, 1984), and
can inhibit teachers from identifying with the particular school and community
concerned and detract from the community's acceptance of the teacher (Stoes-
siger, 1982). Yet, a high turnover of teachers can be beneficial in introducing
new ideas to conservative rural communities (Education Commission of New
South Wales, 1984) and in allowing children in very small schools to experience
a variety of teachers during their primary education (Brown and Maisey, 198C).

In the 1980s, authors in some states reported decreased staff turnover in rural
schools (Education Commission of New South Wales, 1984; Edwards, 1981;
Meyenn and Boylan, 1985). However, the study by the Board of Teacher
Education (1986) indicates that, in western Queensland schools, the turnover
rate is still higher than in metropolitan schocls.

School/community relationships

Active interdependence between the school and its community is one of the key
attributes of rurel education (Maxwell, 1981). The role of rural schools in local
economic, political and social development is the focus of Stoessiger's (1982)
overview of various state projects on rural education. The rural school is a
primary source of community pride, identity and stability, and often of public
entertainment. The resulting degree of parental and community involvement in
the school can be advantageous in acting to support the teacher's efforts.
Indeed, teachers in Lake's (1983) study in Western Australia saw the school-
community relationship as an importa~* advantage of teaching in a country
school (see also Brown and Maisey, 1980; Maroya, 1985).

At the same time, the extended social interaction between local families and
teachers, and the additional social responsibilities placed on teachers (e.g.
arranging social activities to be held in the school building), may lead the rural
teacher to feel a lack of personal freedom and privacy (Education Commission
of New South Wales, 1984; Lake, 1983). Rural teachers generally come from
outside the district and have little knowledge or understanding of the lifestyle
and existing relationships and networks in the community concerned. Thus, the
education programs they provide may be inappropriate to the rural context and
relations between rural teachers and parents may be poor (Commission of
Inquiry into Poverty, 1974; Education Commission of New South Wales, !984;
Turney et al., 1980).

This helps to explain the often ambivalent attitude of rural communities
towards schools: while they value education greatly, they may see the local
school itself as a foreign influence (McLean, 1981).

Selection of teachers for rural schools

Several suggestions and recommendations concerning the selection of teachers

for rural schools are made in the literature. Those following deal with ways of
helping to overcome the perceived problems indicated in the previous section:

teacher education institutions, in selecting teaching candidates, should ensure that
rural dwellers are well-represented. In this way, schools could be allocated staff
who have personal knowledge of rural life (Education Department of Western
Australia, 1980; Sher, 1981)

teacher employing authorities should actively identify and recruit individuals
aspiring to be rural teachers (Maxwell, 1981)

some suitability criteria should be used in the selection of teachers for appoint-
ment to rural schools. This would ensure that staff are more sensitive to rural

5.




values cnd circumstances, and possibly reduce the mobility of teach:rs (Education
Commrission of New South Wales, 1984; Education Department of Western Aus-
tralis, 1980). For example, preference could be given to those whose professional
preparction was perticularly oriented to rural schools, who have talents and
interests relevant to such an appointment, who because of having lived in country
areas have an understanding of rural life, who exhibit a capacity for professional
self-reliance, or who have access to personal support systems in the local area
(Brown and Maisey, 1980; Education Commission of N.w South Wales, 1984;
Maroya, 1985; Stoessiger, 1982; Turney et al., 1980)

in general, beginning or inexperienced teachers should not be placed in isolated
schools (Committee of .leview: Education 2000 Submissions, 1986; Costigan, 1986;
Education Commission of New South Wales, 1984; National Ir...ry into Teacher
Education, 1980; Standing Committee ori Education and the Arts, 1976; Turney et
al., 1980).

1.2.4 Pre-service education of teachers
Genenal

Teacher preparation programs are seen by some writers (e.g. Darnell, 1981;
Newman, 1985) as providing little in the way of preparation aimed specifically
at teaching in cural schools.

Some teacher education practices are even perceived as being inimical to
effective rural teaching. For example, the existence of separate courses and
approaches for primary and secondary teachers inhibits teachers from exploiting
the advantages of the K-10 (kindergarten to Year 10) orgarisation of some
rural schools (Brown and Maisey, 1980). However, a survey of Queensland
final-year teacher education students (Board of Teacher Eduzation, 1983) found
that a majority (61 per cent) felt they had been adequately prepared to teach
in small country schools.

General reports have recommended that pre-service teaching programs include
components which would help to prepare teachers for teaching and living in
rural and remote areas (Australian Rural Adjustment Unit, 1984; Commiscion of
Inquiry into Poverty, 1976; Committee of Review: Education 2000 Submissions,
1986; Costigan, 1986; Ministerial Advisory Committee, 1986; Turney et al.,
1980). This is suggested either for all prospective teachers, since it is argued
that most are likely to teach in rural areas at some stage in their careers
(Darnell, 198 :, or for those particularly wishing to teach in rural areas
(Education C.:mniission of New South Wales, 1984; Meyenn, 1983).

Topics seen .:- nurticarly relevant to rural postings include: teaching multi-
age group;  div’-uelising instruction, community education, environmental
studies, esr =ri: tiul learning, adapting to rural communities, and motivating
pupils (Johwis:cn, 1981; Sher, 1981). Above all, perhaps, teacher candidates need
to be rnade aware of the potential advantages of rural teaching and of how to
capitalise on these (National Inquiry into Teacher Education, 1980). It has been
suggested that a body of case study material on a variety of rural areas should
be built up by the colleges with the assistance of employing authorities
(Johnston, 1981).

Field experience
Frequently cited as a crucial or at least useful aspect of pre-service pre-
paration for rural teaching is practice teaching in rural and isolated areas (Edu-

cation Commission of New South Wales, 1984; Johnston, 1981; Maxwell, 1981;
National Inquiry into Teacher Education, 1980). Such experience is seen as

é.
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1.2.5

necessary if courses on curriculum design for rural schools or on relating to the
rural community are to have much impact (Turney et al., 1980).

Indeed, a Queensland Board of Teacher Educaticn survey of final-year teacher
educatior. students in 1983 found that the option most preferred by students for
better preparing them to teach in rural and isolated areas was teaching prac-
tice in country schools.

To be of maximum value, rural teaching practices must (i) be of sufficient
duration - one to two weeks may be too short to enable students to appreciate
fully the rural school and its community; and (ii) be in a sufficiently small com-
munity - practice in a large rural town may be similar to urban teaching prac-
tice (e.g. in having single grade classes) (Lake, 1983).

Teccher education institutions frequently state as obstacles to a more extensive
form of rural practice the cost to institutions and students, the difficulty of
supervision, and their limited contrc! over the quality of supervising teachers.
However, Lake questions the validity of these claimed obstacles, and also
suggests alternatives to conventional rural practice (e.g. substituting competent
on-site personnel in rural areas for lecturers to supervise students). Field
expericnce in urban schoois which have adopted the multigrade or family
grouping model has been suggested as an alternative to practice teaching in
rural schools.  The Queenslond Ministerial Advisory Committee on Distance
Education (1986), although discounting mandatory practice teaching in remote
locations as impractical and of limited generalisability, nevertheless
recommended that, as far as practicable, pre-service courses involve at least
one placement in a multigrade setting.

McSwan (1986) describes an apparently successfi’ scheme for giving selected
James Cook University student teachers practice icaching experience on rural
properties and in small schools in western Queensland. At another Queensland
institution (Darling Downs Institute of Advanced Education) student teachers
must spend one of their practicum placements in a multi-age situation.

Induction and in-service education of rural teachers

In general, it would appear that teachers are given no special pre-appointment

induction or appropriate in-service preparation before appointment or transfer to a
rural school (Education Commission of New South Wales, 1984). There are exceptions
to this, an example being the meetings organised by the Queensland North-West
Regional Office in Brisbane towards the end of each school year for teachers posted
to that region (Board of Teacher Education, 1983). The Queensland Education
Department also runs induction programs for beginning principals in small schools
(Costigan, 1986).

Suggestions from the literature regarding induction include:

. provision for beginning teachers in isolated schools to have a reduced teaching load
to allow them time to consult former lecturers, visit teacher centres, or attend
appropriate in-service courses (National Inquiry into Teacher Education, 1980)

provision of appropriate induction programs for all teachers moving into service in
remote schools for the first time (Costigan, 1986; Education Commission of New
South Wales, 1984; Ministerial Advisory Committee, 1986)

- provision of a community-based teacher induction process to increase teacher

sensitivity to local culture (Brown and Maisey, 1980; Stoessiger, 1982).
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In-service education

The increased provision of in-service education for rural teachers is recom-
mended in much of *he literature on rural education. Suggestions tend to be
more concerned with the mode of presentation than with content.

Mode of presentation

The relative professional isolation of rural teachers means that they need
special consideration as far as the provision of in-service education is con-
cernea (Committee of Review: Education 2000 Submissions, 1986; Meyenn,
1983).

A major suggestion in the literature is to give priority to school-based in-
service activities. Ways of doing this include: conducting workshops and
s»minars in particular schools; providing consultants knowledgeable about
isolated communities and students to give advice and assistance to individual
teachers or small groups of teachers about everyday teaching and about the
development and implementation of special programs; introducing a number of
mobile curriculum resource units containing relevant and up-to-date professional
literature and teaching materials; creating abundant opportunities for pro-
fessional cooperation and inter-school visitation by teachers {e.g. observation,
discussion, teacher exchanges), especially for teachers in one- and two-teacher
schools; developing special in-school support systems whereby specially skilled
and experienced teachers assist less experienced colleagues; and matching an
outside resource person with a local teacher on a regular basis to evaluate
classroom practice and to explore possibilities for change (Brown and Maisey,
1980; Education Department of Western Australia, 1980; Ministerial Advisory
Committee, 1986; Sher, 1981; Turney et al., 1980).

Based on a study of small Catholic primary schools in Queensland, Costigan
(1986) recommends the greater availability of consultancy services in particular
curriculum areas. In-service support for teachers in small schools in
Queensland at present occurs largely through informal, teacher-initiated
"mutual aid groups': staff of small schools in a geographical area meet
periodically for some forr of professional interaction. This is seen by Costigan
as inadequate compared to support processes and programs available interstate
and overseas.

The need is recognised for adequate provision of release time and relief staff
to enable isolated teachers to participate in and benefit from in-service
activities (Ministerial Advisory Committee, 1986; National Inquiry into Teacher
Education, 1980; Turney et al.,, 1980). Turney et al. suggest the recruitment of
an "in-service task force" of specially prepared and selected curriculum con-
sultants, school counsellors, careers advisers, relief teachers and student
teachars who would, with a number of fully-equipped mobile curriculum
resource units, professional libraries and seminar/workshop rooms, travel to the
various schools, meeting the in-service needs of all staff.

Professional development of isolated teachers involves a significant cost in
travel and accommodation. To improve opportunities, it may be necessary for
emploving authorities to increase budgetary allocations (Education Commission
of New South Wales, 1984).

One way of overcoming these costs is the greater use of distance learning
techriques, especially those involving communications technology (Education
Commission of New South Wales, 1984; Education Department of Western
Australia, 1980; Ministerial Advisory Committee, 1986; National Inquiry into
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Teacher Education, 1980). In particular, the Q-Net system in Queensland offers
the potential to increase greatly the provision of in-service education to
teachers in remote areas. The Queensland Department of Education, for
example, transmits the Early Literacy In-Service Course (ELIC) through Q-Net,
and TAFE and higher educction institutions plan to make extensive use of
Q-Net (Board of Teacher Education, 1987).

It is also suggested that there be greater continuity between pre-service and in-
service education through the development of an effective relationship between
teacher education institutions and employing authorities; for example, teacher
education staff could be deployrd in sustained school-based support and spend
alternate periods in the field and in college (Johnston, 1981; Ministerial
Advisory Committee, 1986).

Content

Teacher deveiopment activities for rural teachers should enable these teachers
to tailor their activities to the social and organisational patterns of the par-
ticular school and its communiiy (Education Department of Western Australig,
1980). This implies that teachers and community members should have an
influential voice in both the content ano conduct of in-service programs.
Possible foci for such professional develor-ient activities might include:

the value of community participation and the processes by which it can be
fostered; establishing effective links with the community

specific curriculum development skills and insights, e.g. procedures for
introducing local adaptations to curriculum

the community values and circumstances of life in the particular rural area
examined from the perspective of recently-appointed staff

different school organisation styles

developing programs for gifted and other exceptional children; fostering the
learning of children from all relevant socio-cultural groups

devising and implementing programs suitable for multigrade class situations
teaching techniques and strategies for small schools

the utilisation of system-level support staff and resources and the regional
support services available to teachers.

(Costigan, 1986; Education Department of Western Australia, 1980; National
Inquiry into Teacher Education, 1980).

Other support services and conditions for rural teachers
Suppont senvices

For rural teachers, access to support and specialist assistance such as visiting
advisory teachers and regional guidance officers is often difficult.

Cooperative efforts between nearby schools could help overcome some problems
of smallness and isolation in relation to specialist teaching needs and curri-
culum development. Use of regional advisory staff and teacher-sharing schemes
can allow schools to adopt procedures svited to the particular demographic or
social needs of the comrmrunity (Brown and Maisey, 1980). In Queensland, the
Rural Secondary Support Scheme uses modern technology to provide secondary
students in remote areas with access to subjects which they would not other-
wise be able to study.




Greater access to itinerant teachers and access to resource centres through
improved technology are recommended. A need is seen for part-time itinerant
specialists, remedial teachers and advisory support staff in small isolated
schools if, as proposed by the Queensland government, some specialist teaching
is introduced in Year 7 (Committee of Review: Education 2000 Submissions,
1986; Department of Education, 1985).

Conditions

It is recognised that in order to make rural postings more attractive to
teachers, and to generate and nurture genuine commitrnent to rural service
among teachers, the following will be needed:

. a concerted and positive approach to promotion of service in rem ‘e schools

sensitive staffing policies and practices (e.g. clustering arrangemsnts to
facilitate a balance of age and experience among staff in schocls in a
particular area)

. improved communications with remote schools

. improvements in working conditions (e.g. aduitional relief from face-to-face
teaching for teachers in very small schools)

. improved teacher housing

. attractive career inducements.

(Committee of Review: Eduzation 2000 Submissions, 1986; Education
Commission of New South Wales, 1984; Maxwell, 1981; Ministerial Advisory
Committee, 1986; Newman, 1985.)

Edwards (1981) notes that industrial incentives available to teachers in rural
areas (e.g. housing subsidies, locality allowances and priority in transfer
applications) have been seen more as overcoming the disadvantages of country
appointment rather than as an incentive.

1.3 Summary

The Australian literature indicates that rural and isolated schools generally
contain small numbers of pupils and teachers; these schools are staffed by young and
inexperienced teachers who tend to stay in the school for a relatively short period of
time and who are professionally, as well as geographically, isolated. Rural teachers
generally come from outside the district and may have little understanding or
knowledge of the local community or the needs of their pupils.

A greater proportion of pupils in rural and isolated schools than in city schools
seem to be drawn from the lcwer socio-economic groups, and pupils in rural and iso-
lated schools appear to be less motivated and have lower levels of educational
achievement than do pupils in coastal and larger urban areas.

The rural school is often seen as the focal point of the community and there is
often a great deal of parental and community involvemeni in the activities of the
local school. This involvement can be a valuable means of support for teachers but
car, on the other hand, lead to increased press.ces on teachers unused to such a
degree of parental interest.

While the literature indicates that teaching in rural and isolated schools occurs
in a different context from teaching in urban schools, there uppears to be little
specific provision within pre-service teacher education programs to prepare teachers
for service in rural schools. Induction and in-service support also appears to be
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lacking.  There is, nonetheless, no shortage of suggestions in the literature for
improving the pre-service preparation and in-service support for teaching in rural and
isolated ureas.

As Tomlinson (1985) points out, however, the Australian literature on teaching
in rural and isolated areas is somewhat limited. With respect to Queensland speci-
fically, there is a lack of a strong research base on which to build recommendations
and to implement suggestions for improving rural and isolated teaching. This »tudy
attempts to build such a research base by gathering the opinions and perceptions of
t-achers and community members on the context of rural and isolated teaching, pre-
tervice teacher education and induction and in-service support.




CHAPTER 2

METHODOLOGY

It was decided to use mailed questionnaires as the principal data collection technique.
Four schedules were developed: two for western (rural and isolated) areas and two for
coastal and near coastal areas. In each area both teachers and parent community
members wer surveyed. The questionnaire sought to gain an overview of teaching
and living in these two different parts of the state. Because questionnaires are
unable to capture important aspects of the complex interactions and networks within
communities, a case study of one isolated western rural community was undertaken.
This case study is to be reported separately.

2.1 Development of the questionnaires

The development of the questionnaires began with the design of two pilot
questionnaires to be administered in western rural and isolated areas. Draft pilot
teacher ard community questionnaires were reviewed by the Research Committee of
the Board of Teacher Education and by a number of consultants with specialised know-
ledge of or expertise in teaching in rural and isolated areas. The pilot teacher
questionnaire sought information on: personal details, present teaching appointment,
pre-service teacher education, problems associated with teaching in small rural towns
and help available, perceptions of school, community and teacher role and career
aspirations. The pilot community questionnaire sought details concerning: personal
information, opinions of the local area, desirable qualities of teachers, attitudes
towards teacher mobility, community responsibility towards teachers and schools,
school-community relationships, opinions about teacher education, and attitudes
towards school employing authority support for teachers and schools.

The pilot questionnaires contained forced-choice items as well as many open-
ended questions.

Both questionnaires were mailed to fourteen schools in north-western Queens-
land. These schools comprised government and non-government primary and secondary
schools. Principals were asked to pass the appropriate questionnaires on to teachers,
and, in selected schools, to parents, for them to complete and return in a reply-paid
envelope. In all, 107 teachers and principals and 142 parents were requested to
complete trial questionnaires. Forty-three teacher questionnaires and 45 community
questionnaires were returned, representing response rates of 40 per cent and 32 per
cent respectively.

The purpose of the trialling was two-fold: first, to ensure the appropriateness
of the wording of particular questions and to discover any ambiguities in inter-
pretation by respondents; and second, to obtain from answers to the open-ended
questions, categories of possible responses f - use in the questionnaire to be employed
in the main survey. Provision was includ. . for respondents to give information and
opinion overlooked in the schedule.

Following analysis of the pilot questionnaires, both teacher and community
questionnaires were revised and again reviewed by the Board's Research Committee
and the consultants to the project. Some new questions were added as a result of this
process. The final questionnaire to teachers in rural and isolated areas comprised 44
questions, including a final question wh.ch asked for ccneral comments. Apart from
the "general comments" question, there were six open-ended questions on the teacher
questionnaire. The teacher questionnaire sought information on the following broad
areas:

-~
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. personal details (e.g. age, time in district, type of school attended)
. present teaching situation (e.g. type and size of school)
. pre-service teacher education

teacher attitudes towards present teaching situation

desirable teacher qualities
. induction and in-service support
. future career plans.

The final community questionnaire for rural ard isolated areas contained 23

questions. The sole open-ended question was the final one inviting general comments.
The areas in which the community questionnaire sought information were:

. personal details (e.g. age, time in district, type of school attended, number of
children)

. desirable teacher qualities
. attitudes towards schools and teachers

opinions of pre-service teacher education.

It was considered that it would be very useful to contrast and compare teaching
in rural and isolated areas with teaching in coastal and near coastal areas of
Queensland. Data from coastal and near coastal teachers and parents would provide
baseline data and would help to identify those issues which were specific to teaching
in rural and isolated areas. Accordingly, modified forms of the teacher and parent
questionnaires were developed for completion by coastal and near coastal groups.
Some questions were able to be used on both forms of the questionnaires, but other
questions needed to be modified to make them applicable to non-western respondents.
A number of questions which had a specific rural focus were omitted. The question-
naire to coastal and near coastal teachers contained 37 questions and the question-
naire to coastal and near coastal parents contained 20 questions.

Samples of the questionnaires are presented in Appendix 1.

2.2  Definition of the study areas

At the time the survey was undertaken, the Queensland Department of Edu-
cation administereu education in Queensland through ten educational regions. These
regions provide a convenient means of defining rural and isolated areas.

The three most remote regions are the South-Western, North-Western and
Peninsula regions. As the Peninsula region has its own particular characteristics,
population structure, ethnic groups and economic base, which distinguish it somewhat
from the other remote areas, it was decided to exclude this region from the rural and
isolated study area. The Central and Northern regions extend a considerable way
inland, and some of the shires from these regions were therefore also included in the
rural and isolated area. The remaining educational regions contained mainly coastal
and near coastal areas and these were included in the coastal and near coastal areas,
although the shire of Balonne in the Darling Downs region and the city of Charters
Towers in the Northern region were excluded.

The study areas therefore co prised:

Western rural and isolated area

North-Western region
South-Western region
Shires of Belyando, Peak Downs, Emerald and Bauhinia in Central region
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Shire of Dalrymple in Northern region

Coastal and near coastal area

Brisbane-North region

Brisbane-South region

Brisbane-West region

Darling Downs region excluding the shire of Balonne

Wide Bay reg.on

Central region excluding the shires of Belyando, Peak Downs, Emerald and
Bauhinia

Northern region excluding the shire of Dalrymple and city of Charters Towers.

The above areas are shown in Figure 2.1.

2.3  Selection of samples

In both the western and coastal areas, schools were stratified according to
geographical location (shire within region) and type (government preschool, government
primary, government secondary, non-government primary and non-gov-cnment
secondary).  Within the rural ond isolated area, half of the schools in each stratum
were chosen for inclusion in the samplc. All of the teachers from the selected
schools were included in the rural and isoluted teacher sample. The parents of pupils
in a sub-sample of the schools were chosen for the parent sample. In the smaller
schools, all of the parents were included, while for the larger schools, only parents of
Year 7 pupils (for primary schools) or of Year 10 pupils (for secondary schools) formed
part of the sample.

These sampling procedures resulted in the selection of teachers in 97 rural and
isolated schools, comprising 59 government primary schools, six government secondary
schools, 14 non-government primary schools, two non-government secondary schools
and 16 preschools. Parents from a sub-sample of fourteen of these schools were also
selected. These were pareiits of pupils in nine government primary schools, two non-
government primary schools, two government secondary schools and one non-govern-
ment secondary school.

A similar strategy was used to select schools from the coasta! and near coastal
area of Queensland. Because there are many more schools and teachers in the coastal
and city areas, only one in thirty of these schools was chosen in the sample. This
resulted in a total of 53 schools, comprising 26 government primary schools, seven
non-government primary schools, four government seccndary schools, three non-
government secondary schools and 13 preschools being selected. The parent sample
was drawn from twelve of these schools, comprising seven government primary
schools, two non-government primary schools, two government secondary schools and
one non-government secondary school.

24  Administration of questionnaires

In October and November 1985, principals of the selected schools were for-
warded a letter explaining the purposes of the study and its potential outcomes. In
the letter, principals were asked for their assistance in distributing questionnaires to
teachers, and, where appropriate, to parents of pupils at their school. Sufficient
copies of the teacher and parent questionnaires were included for distribution.
Principals were also asked to return a form indicating the number of parent
questionnaires distributed. In the event, six principals did not return this form, so an
estimate of the number of parents given questionnuires in these schools was made for
the purpose of calculating the size of the total sample of parents. The number of
teachers in each school was known from the Board of Teacher Education's records.
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The questionnaires to parents and teachers included a covering letter again
explaining the purposes of the study and including instructions for completion and
return. The covering letter alsc assured teachers and parents of the confidentiality of
their response. Respondents were asked to return questionnaires using a reply-paid
envelope which was included with each questionnaire. Two follow-up letters were
forwarded to principals seeking their cooperation in improving the response rate.

The final response rates achieved are shown below in Table 2.1,

Table 2.1: Response rates to questionnaires

No. in No. Response
Group sample returned rate
%
Rural and isolated teachers 854 504 59
Rural and 1solated parents 645 215 33
Coastal and near coastal teachers 794 405 51
Coastal and near coastal parents 540 179 33

The final response rates of 59 per cent for rural teachers, 33 per cent for rural
parents, 51 per cent for non-rural teachers and 33 per cent for non-rural parents may
be regarded as somewhat disappointing, yet not atypical of response rates for surveys
of this type. As all questionnaires were forwarded through principals, it is possible
that some questionnaires may not have reached their intended audience thus producing
a lower apparent response raic The fact that questionnaires were forwarded necr the
end of the school year, which is usually a busy time for schoois, may also have
adversely influenced the number of responses. A third¢ factor contributing to the
relatively poor response rate may have been that insufficient time was allowed
between mailing of questionnaires and the deadline for responses printed in the
instructions for completing the questionnaire. While over two weeks was allowed
between mailing and the response deadline, some respondents in rural and isolated
areas reported that they had not received their questionnaires until the deadline had
passed. Some potential resp~~dents may therefore have been deterred from replying
because of a belief that their questionnaire would not be used if returned after the
closing date.

The response rate among the various sub-groups was somewhat uneven.
Generally, the response rate from government schools was higher than that for non-
government schools.

For the western teachers, rhe response rate ranged from 38 per cent for
teachers in non-government secondary schools to 86 per cent for preschool teachers,
although only very small sampies of this latter category of teachers were taken. Of
the three larger subgroups of rural and isolated teachers, response rates varied from
55 per cent for government secondary schools to 67 per cent for non-government
primary schools.

The highe t response rate for rural and isolated parents was 39 per cent for
government primary schools, while there was no reply from the one non-government
secondary school in western Queensland whose parents were asked to return question-
naires.
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Response rates for coastal teachers varied between 27 per cent for non-govern-
ment secondary schools and 57 per cent for government primary schools. For coastal
parents, the lowest response rate was from non-government secondary schools ( 8 per
cent) and the highest from government primary schools (44 per cent).

25 Analysis and reporting of results

The main method of analysis used was the simple calculation of the number and
proportion of respondents who chose each alternative to each question. These fre-
quency tables are reported in the following chapters of the report. Where appro-
priate, two-part tables, showing the responses of western rural and isolated res-
pundents, and coastal and near coastal re yondents are used.

In addition to the simple frequencies, a large number of cross-tabulations waus
performed for rural and isolated rc.pondents oniy. The purpose of these was to
determine if there was any relationship between certain characteristics of rural and
isolated teachers and parents and their attitudes towards and experiences of living and
teaching in western Gueensland. The detailed tables giving the results of significant
cross-tabu.ations are presented in Appendix 3. Comment is made on these in the text
where apprepriate.

2.6 Summary

Information for this study was gained from questionnaire responses of teachers
and parents in both western rural and isolated areas Gad coastal and near coastal
areas of Queensland. In ail, responses were received from 504 rural teachers, 215
rural parents, 405 coastal teachers and 179 coastal parents. The respective response
rates for the four groups were 59 per cent, 33 per cent, 51 per cent and 33 per cent.




3.1

and coastal schools.

CHAPTER 3

THE CONTEXT: BACKGROUND INFORMATION ON TEACHERS

AND COMMUNITY MEMBERS

Personal details of the teachers

There was the same proportion of male and female teachers in both western
As Table 3.1 shows, there were nearly twice as many female as

male respondents.

Tabl_ 3.1: Sex of teacher respondents

WESTERN COASTAL

(N=504) {N=405)
SEX 1 1
Male 36 35
Female 64 65

The ratio of married to single teachers, however, (Table 3.2) was markedly
different. In the western sample there were slightly more singie teachers than
married (54 per cent cf. 42 per cent), whereas in the coastal sector, more than twice
as many teachers were married as single.

Table 3.2: Marital status of teacher respondents

WESTERN COASTAL

(N=503) (N=405)
MARITAL STATUS H b4
Married 42 68
Single 54 26
Other 4 6

Table 3.2 relates closely to Table 3.3, the age of teacher respondents. As
there were many more married coastal teachers than single, there were also many
older teachers. To be specific, 62 per ceit of coastal teachers were 30 years of age
or over and 38 per cent were under 30, whereas in western areas only 34 per cent
were 30 or over while 67 per cent were less than 30 years of age. Of even more
significance are the facts that in the western study area 41 per cent were less than
25, while in the coastal area only 14 per cent were in the same age bracket.
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Table 3.3: Age of teacher respondents

WESTERN COASTAL

(N=504) (N=405)
AGE % %
< 25 41 14
25-29 26 24
30-39 21 36
> 40 13 26

Teachers in wesiern schools were very much Ir s likely to stay in the one
school for an extended period. Table 3.4 shows that more than twice as many western
school teachers had been in the district for less than four years compared to coastal
teachers (78 per cent cf. 34 per cent). Only 11 per cent of western teachers had
lived for more than seven years in the district while almost half (49 per cent) of the
coastal teachers had spent that amount of time in the one town. Still, there is a
core of between one-quarter and one-fifth of teachers in western Queensland schools
who appear to be relatively stable, having lived in the same town or district for at
least four years.

Table 3.4: Teachers' length of residence in present town or

district
WESTERN COASTAL
(N=504) (N=403)
LENGTH OF RESIDENCE (YEARS) % %
<1 32 14
1-3 46 22
4-6 11 15
7-9 2 11
> 10 9 38

As may be expected, because teachers in western areas move more frequently
they were also less likely to have relations living in the district. This is dem nstrated
by Table 3.5 where more than three times as many coastal teachers had relations
living in the area. In the western areqa, females were more likely than males to have
relations nearby (see Appendix 3, Table A.3.1).
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Table 3.5: Teacher reaspondents with relations living in present
town or district

WESTERN COASTAL

(N=501) (N=402)
LOCAL RELATIONS % %
Yes 14 52
No 86 48

Generally, teachers from both western and coastal areas had similar types of
schooling (see Tables 3.6, 3.7 and 3.8). By far the majority went to day schools for
their primary years (99, 98 per cent) and most went to day schools for their secondary
educaticn (90, 87 per cent). Boarding school was the next most popular alternative
(10, 13 per cent) and comparatively very few were educated through correspondence
school (approximately 1 per cent).

Table 3.6: Type of achooling of teacher respondents

PRIMARY SECONDARY
WESTERN COASTAL WESTERN COASTAL
(N=488) (N=397) (N=494) (N=400)
TYPE OF SCHOOLING % % 4 %
Correspondence 1 1 <1 -
Day 99 98 90 87
Boarding <1 1 10 13

The size of towns that teachers were educated in did not differ greatly
between western and coastal respondents although the number of western teachers
educated in larger centi.es was slightly less, and in smaller centres slightly higher.
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Table 3.7: Place of schooling of teacher respondents

PRIMARY SECONDARY
WESTERN COASTAL WESTERN COASTAL
(N=398) (N=399) (N=393) (N=403)
PLACE OF SCHOOL ING = - - -
Capital caty 34 40 37 47
Large provincial
centre (> 20,000) 18 21 27 28
Medium country town
110,000-19,999) 7 6 9 10
Country town
(1,000-9,999) 21 19 21 14
Small town
(< 1,000) 19 14 6 2
Property 1 1 1 -

Size of place of schooling corresponds to the number of teachers who were in
the schools where the teachers were educated. Slightly more western than coastal
teachers were educated in smaller schools, although generally the percentages are
very similar.

Table 3.8: Number of teachers at schools attended by teacher res-

ponvents
PRIMARY SECONDARY
WESTERN COASTAL WESTERN COASTAL
(N=454) (N=355) (N=460) (N=346)
NUMBER OF TEACHERS = = = -
1 7 5 - -
2-3 9 7 - 1
4-5 6 4 2 1
6-7 13 12 4 3
8-10 17 17 8 5
11-15 13 15 9 8
16-25 19 27 18 23
> 25 15 14 59 60
21.
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3.2 The communities in which teachers taught

Most of the teacher respondents had not spent their childhood in their present
town or district. This is particularly so in the rural area where 97 per cent were
from a different district. This percentage was lower in coastal areas - 76 per cent
(Table 3.9).

Table 3.9: Proportion of teacher respondents who spent childhood
in present tomn or district

WESTERN COASTAL
CHILDHOOD SPENT I¥ PRESENT (N=501) (N=404)
TOMN OR Di5ixils

4 4
Yes 3 24
No 97 76

Of the teachers who had spent their childhood in a different area, the majority
were living in an area dissimilar in population to that of their childhood. Less than 20
per cent in the western and coastal samples w=re living in a town or district of
similar size (Table 3.10).

Table 3.10: Similarity of teachers' childhood town or district to
size of present location

WESTERN COASTAL
TOMN OR DISTRICT OF (N=481) (N=305)
SINILAR POPULATION

% %
Yes 18 17
No 82 83

Three-quarters of coastal teachers, compared to one-third of the western
teachers, taught in towns with a population of over 5,000. Only one-tenth of coastal
teachers taught in towns with a population of under 1,000 whereas one-quarter of
rural respondents did (Table 3.11).




Table 3.11: Town size of teachers' current appointment
WESTERN COASTAL
(N=492) (N=381)
“PULATION s s
0-199 8 2
200-499 7 2
500-999 10 5
1,000-2,499 22 8
2,500-5,000 19 8
Over 5,000 (western only) 34
5,000-9,999 (coastal only) 3
10,000-19,999 (coastal only) 6
20,000-100,000 (coastal only) 36
> 100,000 (coastal only) 30

The major occupations of residents in the town or district were seen by
teachers to be very different in the western and coastal areas (Table 3.12). The
major industries in the western areas, according to the teachers were: beef, wool,
mining and crop production. The maior industries of the coastal areas were: crop
production, tourism, manufacturing and dairy farming.

Table 3.12: Major occupations of local residents

WESTERN COASTAL

(N=496) (N=385)
INDUSTRY s %
Crop production 31 40
Fishing - 16
Wool production 43 1
Beef production 56 13
Dairy farming 1 20
Mining 37 11
Railway 23 14
Tourism 2 32
Manufacturing - 31
Others (coastal only) - 36

(Note: Respondents could choose more than one alternative.)
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3.3 Information about the school

Table 3.13 shows the number of full-time teachers in schools in the western and
coastal areas. In both cases most teachers came from schools that had more than
fifteen teachers (western 64 per cent, coastal 80 per cent). However, there were
more western than coastal schools with low numbers of teachers, particularly the very
small schools with under six teachers (western 17 per cent, coastal 7 per cent).

Table 3.13: Number of full-time teachers at present school

WESTERN COASTAL

(N=499) (N=405)
NUMBER OF TEACHERS % %
1 3 2
2-3 9 4
4-5 5 1
6-7 2 2
8-10 7 4
11-15 11 8
16-25 31 28
> 25 33 52

As expected, there were differences between western primary and secondary
teachers with respect to the size of the school in which they taught. Eight per cent
of western primary teachers taught in one-teacher schools and a further 29 per cent
taught in schools with between two and seven teachers on staff. By contrast, 83 per
cent of western secondary teachers taught in schools with more than fifteen teachers
(Table A.3.2, Appendix 3).

Of the teachers in western priniary schools, men were much more likely than
women to be in one-teacher schools; women, on the other hand, were more likely than
men to be teaching in larager primary schools of more than fifteen teachers (Table
A.3.3). A larger proportion of teachers in western government primary schools than in
western Catholic primary schools taught in larger schools of more than fifteen
teachers, but there was a greater number of government than Catholic teachers
teaching in one-teacher schools (Table A.3.4).

In both areas the majority of teachers taught in government schools (85, 83 per
cent). Most other teachers were from Catholic schools (15, 12 per cent). There were
no otner private schools represented in the western areas but 5 per cent of coastal
teachers taught in non-Catholic private schools (Table 3.14).




Table 3.14: Type of school

WESTERN COASTAL
(N=502) (N=405)

TYPE OF SCHOOL % %
Government 85 83
Catholic 15 12
Other private 5

Three-quarters of teacher respondents were full-time teachers (Table 3.15).
Most of the others were administrative or specialist staff. For the most part, per-
centages in different types of teaching positions were similar in the western and
coastal areas. One main exception was the larger number of teaching principals in
western schools (10 per cent cf. 4 per cent).

Table 3.15: Present position of teacher

WESTERN COASTAL

(N=503) (N=405)

POSITION < =
Senior administrative staff

Non-teaching principal 3 3

Teaching principal 10 4

Non-teaching admnistrative staff <1 2

Teaching administrative staff 6 6
Specialist 7 6
Full-time teacher 73 76
Part-time teacher 1 2
Other 1 1

Over half the principals who responded were responsible for a primary school
(Table 3.16). Most of the others were in charge of preschools or secondary schools
although quite a large proportion, particularly 1n the western area, had more than one
area of responsibility (western 25 per cent, coastal 14 per cent).

Generally, there was very little difference between the western and coastal
sectors when considering cr:as that classroom feachers were working in. The large
majority (87-93 per cent) came from the primory and secondary areas. In the western
area the proportions of primary and secondary teachers ‘were very similar. In the
coastal sample there were more primary than secondary teachers. It is interesting to
note than 9 per cent of teachers in westerr. Queensland compared with only 2 per cent
of teachers in coastal Queensland taught pupils at more than one level of the school
system. !
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Table 3.16: Areas of responsibility of teechers

PRINCIPALS TEACHERS

WESTERN COASTAL WESTERN COASTAL
(N=71) (N=31) (N=482) (N=383)
AREA OF
RESPONSIBILITY ] = ] ]

Preschool 14 26 4 4
Primary 52 55 42 55
Secondary 9 3 45 38
Preschool/primary 1 7 3 <1
Primary/secondary i - 4 1

Preschool/primary/
secondary 13 7 1 <1

Special - 3 1 <1

As would be expected, a greater number of teachers in rural schools te-ch
multiple year levels. Forty-eight per cent of rural teachers were responsible for more
than one grade while only 37 per cent of coastal teachers had multiple grades (Table

3.17).
Table 3.17: Mmber of yesr levels taught

WESTERN COASTAL
(N=494) (N=400)

NUMBER OF YEAR LEVELS

1 48 57
2 17 10
3 14 13
4 7 9
>4 10 5
Other/not applicable 4 5

Primary teachers were more likely to be teaching multi-year levels. As Table
A.3.5 in Appendix 3 shows, 59 per cent of primary teachers in the western area
taught more than one year level at any one time, whereas only 41 per cent of
secondary teachers had that same respensibility.

There was a much greater proportion of western schools with small class
numbers compared to the coastal schools. Seventy-three Jer cent of western
respondents had classes of under 26 pupils while only half of coastal teachers had
classes of that size or less (Table 3.189.
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Table 3.18: Average cless gize

WESTERN COASTAL

(N=498) (N=403)
CLASS SIZE = %
<15 23 7
16-20 22 12
21-25 28 31
26-30 22 37
> 30 3 9
Not applicable 4 5

Many of the larger classes in the rural area were primary, for as can‘be seen in
Table A.3.6 in Appendix 3, there were twice as many primary as secondary classes
with more than 25 pupils.

3.4 Personal details of community respondents

One-quarter of the respondents from the community were male and thiee-
quarters were female. There was virtually no difference between the western and
coastal areas in terms of the sex of the respondents (Table 3.19).

Table 3.19: Sex of commmity respondents

WESTERN COASTAL

(N=214) (N=178)
SEX ] -
Male 23 25
Female 77 75

The great majority of respondents were over 30 years of age (western 89 per
cent and coastal 98 per cent) with over half of all respondents being in the 30-39 age
group. In terms of their age there was very little difference between the western and
coastal respondents although the number of younger community members rej lying in
the western area was higher than in coastal cities and towns (10 per cent cf. 2 per
cent) (Table 3.20).
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Tabl: 3.20: Age of commmity respondents

WESTERN COASTAL

(N=214) (N=178)
AGE % %
< 25 1 1
25-29 9 1
30-39 52 55
> 40 37 43

As recorded in Table 3.21, approximately half of all community respondents had
lived in their present town or district for more than ten years. The other half were
fairly evenly spread between the less-than-one-year, one-to-three-years, four-to-six-
years, and seven-to-nine-years categories. There was very little difference in length
of residence between the western and coastal respondents.

Table 3.21: length of residence in present town of commmity
respondents

WESTERN COASTAL

(N=212) (N=176)
LENGTH OF RESIDENCE % b4
<1 year 10 9
1-3 years 14 13
4-6 years 13 16
7-9 years 10 13
> 10 years 54 49

In comparison with the western area, many more coastal community res-
pondents had relations living in their present town or district (Table 3.22). In the
western community, almost half had relations living in the area, whereas in the
coastal area almost two-thirds had relations in the town or district.

Table 3.22: Commumnity respondents with relations living locally

WESTERN COASTAL

(N=212) (N=176)
LOCAL RELATIVES 5 s
Yes 47 63
No : ¢ 53 36
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More of the western community respondents were educated by correspondence
and in boarding school than were the coastal respondents. This was especially so for
their secondary education (primary 9 per cent cf. 5 per cent, secondary 22 per cent
cf. 10 per cent). In most cases, however, respondents had attended day school.

Table 3.23: Type of schooling of commmity respondents

PRIMARY SECONDARY
WESTERN COASTAL WESTERN COASTAL
(N=202) (N=172) (N=185) (N=154)
] ] ] =
Correspondence 3 2 2 2
Day 91 95 79 90
Boarding 3 2 2N 8

As Table 3.24 indicates, slightly more of the western respondents were edu-
cated in schools in smaller t. ns than were the coastal respondents. In the primary
area, 32 per cent of westerr. respondents were educated in a large centre while 46 per
cent of coastal respondents had this experience. Similarly, 52 per cent of western
respondents had their secondary education in a large centre compared with 62 per
cent of coastal community respondents. The slightly smaller difference in the
secondary percentages could be accounted for by those western respondents who
attended boarding schools in large centres.

Table 3.24: Place of schooling of community respondents

PRIMARY SECONDARY
WESTERN COASTAL WESTERN COASTAL
(N=207) (N=177) (N=183) (N=157)
b4 b4 b4 b4
Capital city 16 28 24 30
Large provincial
centre (> 20,000) 16 18 28 32
Medium country town
(10,000-19,999) 9 7 14 12
Country town
(1,000-9,999) 32 22 30 22
Small town
(< 1,000) 23 24 4 4
Property 4 1 1 1
» <
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The level of education of western and coas.al community respondents was vir-
tually the same for each group (Tables 3.25, 3.28). Forty-two per cent of each group
had completed other qualifications since leaving school, over one-quarter had at least
completed the senior years of secondary school and almest half had at least completed
junior but had not completed senior.

Table 3.25: Highest level of formel education completed by com-
mumity respondents

WESTERN COASTAL

(N=214) (N=178)
LEVEL OF EDUCATION - %
None - -
Some praimary 3 2
Completed primary 9 8
Some junicr secondary 13 16
Completed junior secondary 39 40
Some senior secondary 7 8
Completed senior secondary 15 12
Tertiary 15 14

Table 3.26: Other qualifications completed by community respondents
since leaving secondary school (includes tertiary from
Table 3.25)

WESTERN COASTAL

(N=205) (N=170)
H H
Yes 42 42
No 59 58
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Table 3.27: Structure of sachoo] attendance of commmity respon-
dents' children

WESTERN COASTAL

(N=215) (N=179)
CHILDREN ] %
Not yet commenced school 23 15
In preschool 8 11
In primary 74 74
In junior secondary 46 57
In senior secondary 21 15
Left school 26 28

Table 3.27 indicates that respondents from western areas had slightly younger
families than their coastal counterparts and perhaps less opportunity to send their
young children to preschool. The full distribution of the school attendance of com-
munity respondents’ ch!'dren is shown in Table A.3.7 in Appendix 3.

As Table 3.28 reports, + .idren of respondents in both western and coasta. study
areas mostly attend state schools (86 per cent and 89 per cent respectively).
However, more western respondents' children (4 per cent) than coastal (1 per cent) go
to boarding schools.

Jable 3.28: Types of schools attended by commmity respondents '

children
WESTERN COASTAL
TYPE OF <CHOOL bl s
Cor respondence 1 1
Government 86 89
Non-government day 11 13
Non-government boardar 4 6 1

* Totals exceed 100 per cent because children in cne family may
attend different school types.

The percentages of community respondents who work in government employ-
ment was the scme for both study areas. In each case 30 per cent of those who
responded worked for local, state or comrronwealth government.
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Table 3.29: Public and private sector employment of commmity re-
spondents

As shown in Toble 3.30, it oppears thot mony occupotions were represented
equolly omeng respondents in both study oreos. In the western oreos, however, there
were more groziers, drivers, mirers ond form workers. On the other hond in the
coostol oreos there were more lower professionols, ormed forces/police, croftspersons,
ond process workers.

Table 3.30: Occupation of main income earner

COASTAL
(N=152)

OCCUPATION (ABS categories) %

Upper professional

Lower orofessional
Grazier and other farmer
Managerial

Self-employed shop propraietor
Clerical

~rmed forces/police
Craftsperson

Shop assaistant

Process worker

Draver

Domestic worker

Miner

Farm worker

Labourer

ERI!
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3.5 Summary

Of all the teachers who responded, two-thirds were female. Western rural and
isolated respondents were more likely to be younger and single. They were not likely
to stay in the district long and probably did not have relations nearby.

Three-quarters of the community respoidents were female, nine-tenths were
over 30 years old, half had been in the area for over 10 years, almost half had
achieved other qualifications since leaving school and a third of main income earners
worked in government employment. Most of their children attended government
schools. More of the western respondents had been to boarding schoo: at some time
during their education, although most had not done so.

Approximately halt of the western community respondents had relations living
in their present town or district compared to about two-thirds of the coastal
respondents.

Three-quarters of the teacher respondents were full-time classroom teachers
and a large majority taught in government schools. Most teachers taught in schools
with more than fifteen teachers although more western schools had lower numbers of
teachers.

Principals in western areas were more likely to be teaching and/or have res-
ponsibility for more than one educational sector, e.g. primary and preschool. Teachers
in rural and isolated areas were more likely to teach in multi-year level situatiors,
particulerly if they were in a primary school. Generally, western classes tended to
have fewer children, and classes in western primary schools tended to be larger than
classes in western secondary schools.
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CHAPTER 4

CURRENT TEACHING SITUATION

4. Appointment and previous experience

Teachers teaching in western rural and isolated schools had relatively little
teaching experience. Fourteen pet cent of these teachers were in their first year of
teaching and a further 27 per cent had been teaching for between one and three
years.

Coastal and near coastal respondents generally ihad greater teaching experience
than did their western colleagues and were slightly more likely to have been teaching
immediately prior to their present appointment. For example, 50 per cent of coastal
teachers had been teaching for ten years or more compared to 23 per cent of western
teachers. On the other hand, 41 per cent of western teachers had been teaching for
three years or less compared to only 16 per cent of coastal teachers (Table 4.1).

Table 4.1: Length of teaching experience

WESTERN COASTAL

(N=490) (N=398)
NUMBER OF YEARS % %
First year 14 6
1-3 years 27 10
4-6 years 26 19
7-9 years 10 15
10-14 y~ars 12 20
15 yzars .r more 11 30

Most of the teachers in western rural and isolated schools had been teaching at
their present schools for short periods of time. For example, only 17 per cent of
these teachers had been at rheir present school for at least four years, while 41 per
cent had been teaching ct their present school for 'ess than two years. This iompaies
with the 40 per cent of teachers in schools in coastu: and near coastcl areas who had
been at their present school for at least four years. The full distributions are shown
below in Table 4.2. Western teachers with the greater length of time teaching at
their present scnhool were more likely to be married than single and to have completed
their pre-service education before '980. More western priimary teachers than
secondary teachers had been at their present school for four years or longer (see
Table A.4.1, Appendix 3].
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Table 4.2: Length of time teaching at present sctool

WESTERN COASTAL

(N=500) (N=401)
NUMBER OF YEARS 2 ”
Less than 1 year 11 6
1 year 30 23
2 years 29 15
3 years 13 14
4-5 years 9 14
6-10 years 6 19
11-20 years 2 7
More than 20 years - 2

The previous appointment of some one-third of both study groups of teachers
had been in a medium or small country town (Table 4.3). The major difference
between the two groups, however, was the percentage of teachers for whom their
current position was their first teaching appointment. While 30 per cent of western
respondents were beginning teachers, this was the case for only 15 per cent of coastal
respondents.

Table 4.3: Teachers' previous appointment

WESTERN COASTAL
(N=484) (N=393)

PREVIOUS APPOINTMENT = =
No previous appointment 30 15
Capital city 14 27
Large provircial centre

(20,000 or over) 19 22
Medium country town 4 -
(10,000 to 19,999) !
Country town

(1,000 to 9,999) 18 15
Small town

(500 to 999) 12 13
Less than 500 3 1

Coastal teachers were more likely to have been appointed, transferred or
promoted to a school on their list of preferences. As Table 4.4 shows, slightly more
than half were appointed to schools which had been their first or second choice. By
comparison, some 60 per cent of rural respondents had not sought a transfer or weiz
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tecching in schools which they had placed lower than their third choice or had not
listed as a choice.

Female teachers and teaching staff in western schools were more likely than
their male or administrative counterparts to have included their present school among
their first three preferences. A similar difference was apparent between teachers
who had lived in the district for more than six years and those who had been reside.ts
for less than that time (see Table A.4.2 in Appendix 3).

Table 4.4: Order of preference given by teachers to their current

school

WESTERN COASTAL

(N=499) (N=383)
ORDER = =
First ~hoice 30 41
Second choicz 6 10
Thard choice 3 3
Greater than thiid choice 20 8
Not listed as a choace 23 23
Drd not seek a transfer 1e 15

Over two-thirds of the teachers currently teaching in western schools were
satisfied or very satisfied when they heard of their appointment to their present
school while 21 per cent of these teachers were dissatisfied or very dissatisfied (Table
4.5). Given that some teachers may resign rather than accept a posting to a rural or
isolated school, the proportion of teachers notified of such an appointment (as opposed
to the proportion who actually took up a posting) and who were dissatisfied may be
somewhat higher. Nonetheless, only 18 per cent of teachers in rural and isolated
schools had become more dissatisfied since commencing teaching in their new position;
most had become more satisfied or their feelings had remained unchanged. These res-
ponses are tabulated below in Table 4.4.

Respondents from coastal schools, in the main, reported feeling pleased when
they first heard of their appointment, with 50 per cent indicating they had been very
satisfied, no doubt because these schools had frequently been included in their
oreference list. Generally their feelings had remained unchanged or had become more
positive since taking up their appointment.
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Table 4.5: Reaction of teacher on hearing of appointment

REACTION

Very satisfied
Satisfied
Dissatisfied
Very dissatisfied

No particular reaction

Table 4.6: Changes in satisfaction since taking up appointment

RESPONSE

Became more satisfied
Became more dissatisfied

Remained about the same

There were some significant differences ameng western respondents. Married
teachers were more satisfied with their appointments than were single teachers. This
was also the case for those who had been living in the district for more than six
years.

Those in administrative positions also reported greater satisfaction on hearing
of their oppointments than did those in non-administrative positions (see Table A.4.3,
Appendix 3).

From the variety of reasons teachers in rural schools gave for increased
satisfaction three broad groupings emerged: factors associated with the school to
which the teacher had been appointed, fo iors associated with the community and the
teacher's relationship with it, and factors associated with the teacher's professional
development or personal life.

The first grouping was the most common with teachzis describing, for example,
the pleasure and satisfaction gained from working in the school, good staff relation-
ships, friendly, receptive children and the responsibility and autonomy associated with
their work.

Comments describing factors associated with the community and the teacher's
relationship with it were also commonly mentioned by teachers as leading to increased
satisfaction. The most frequent of this group of comments referred to the challenge
of adjusting to a new lifestyle, enjoying new experiences and meeting new friends.
Also mentioned, bt't less frequently, were teachers' increased satisfaction due *> their
becoming involved in and a respected member of the community and to good relation-
ships with parents and the community generally.
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Small numbers of respondents indicated that their increased satisfaction could
be traced to factors associated with their professional development or personal life.
For example, comments referred to increased confidence and knowledge of teaching,
to becorning familiar with the school and the resources available and to settling into
teaching.

Respondents from coastal schools described similar experiences although much
less emphasis was given to community factors. Again, the most frequently-given
reasons for increasing satisfaction referred to the teacher's working environment, for
example, good staff relationships or good school climate and friendly, receptive
children.

Coastal teachers' comments referring to community issues included the
challenge of learning a new lifestyle, enivying new experiences, meeting new friends,
becoming involved in and a respected member of the community and forming good
relationships with parents and community. As noted earlier, comments of this type
were made much more frequently by teachers in western schools as a reason for their
becoming more satisfied since taking up their present appointment.

Ir -reased professional competence and personal factors generally made little
contribution to coastal teachers' feelings of increased satisfaction, possibly beca.  of
their greater teaching experience. For example, increased confidence and know!dge
of teaching and becoming familiar with the school and the resources available were
each mentioned by fewer than ten teachers.

As reported earlier, only a minority of responden*s reported increased dissatis-
faction since taking up their new appointments. The bulk of comments from western
rural and isolated teachers regarding dissatisfaction referred to aspects of school life.
Teachers, for example, complained of children's poor attitudes to learning, of a heavy
workload and excessive 1 3sponsibilities, of the lack of professional support (for
example, few experienced teachers on staff). Some tec chers, however, did mention
community factors: parental attitudes and poor relationships with parents, a dislike of
the community, lack of recreational and entertainment facilities. Each of this last
group of comments was made by ten or fewer teachers.

The responses of coastal teachers who had become more dissatisfied were
similar with most identifying aspects of school life as the cause of their increased dis-
satisfaction. These included children's poor attitudes to learning, poor relationship
with the principal and administrative staff, heavy workload and excessive res-
ponsibilities. Parental attitudes and poor relationships with parents led to increased
dissatisfaction for only a smaii number of tearhers in schools in coastal and near
coastal areas.

4.2 Personal and prufessional factors associated with current appointment

Teachers were asked to comment on a range of factors which impinged upon
their personal and professional lives in their present teaching situation. These
questions addressed issues such as staff relations in the school, aspects of the
teacher's classroom teaching, the characteristics of the students for which the school
caters, career opportunities available to teachers in the area, professionai support
available, aspects of community life ard parental attitudes to education and parents’
relationship with teachers.

Little disharmony was reported among members of stoff in either study groui
as Table 4.7 shows. In both cases, relationships were generally described as happy and
friendly and staff members were perceived as responsible, cooperative and having
initiative. Among western respondents, the view that relationships were happy and
friendly was held particularly strongly by administrators, teachers in Catholic schools
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and teachers in smaller primary schools. The view that staff members were
tesponsible and cooperative wes held particularly strongly by teachers in Catholic

sc):hnols cnd teachers in smaller primary schools (see Tables A.4.4 and A.4.5, Appendix
3).

Yable 4.7: Extent of agreement or disavreement among teacher respondents that relationshipe
among staff in their school are happy and friendly and that staff are respongible,
cooperative and have initiative

WESTERN COASTAL
(N=503)* (N=405)

2 4 > 4 4 4 4 4 > 4 4 4
Relationships among the
staff are happy and
friendly 2 2 9 13 50 23 1 1 5 9 63 22
Staff are responsible,
cooperative and have
wnitiatave 2 1 5 15 54 22 - 1 3 10 63 22

* The number of respondents to individual 1tems in Tables 4.7 to 4.13 varied from 485 to 503
for western teachers and from 395 v 405 for coastal teachers.

** NA = not applicable, SD = strongly disagree, D = disagree, N = neither agree nor Jisagree,
A = agree, SA = strongly agree.

Some differences were apparent in the perceived characteristics of the students
for which schools in the study areas cate:. Teachers in both western rural and isolated
and coastal areas described pupils as frienuly; however, approximately 40 per cent of
teachers in both cases found disciplire to be a problem. Among western respondents,
those teachers who had been in the Ziztrict for six years or less and those in larger
primary schools were more likely to encounter disciplinary problems (see Table A.4.6,
Appendix 3). A surprisingly high proportion (approximately two-thirds) of teachers in
both study groups reported that many of their students came from difficult home
environments. Nearly half of the western rural and isolated teachers reported their
classes contained a high proportion of children from low socioeconomic backgrounds,
compared with 37 per cent for teachers in other areas of the state. Western
secondary teachers, more frequently than their primary colleagues, described their
students as lacking motivation, including a high proportion of low achievers and
c;ming from difficuit home backgrounds (see Tables A.4.7(a), (b) and (c) in Appendix
3).

The largest differences betwaeen the Ferceptions of teachers in the two areas
referred to studants' educational performance. Thirty-seven per cent of teachers in
western schools dcsciibed their students as easy to teach, 61 per cent reported that
their students lacked motivarion and &5 par cent considered there was a high
proportion of low achievers among their pupils. The corresponding proportions for
coastal teachers were 52 per cent, 44 per cent and 45 per cent (Table 4.8).




Table 4.8: Teacher respondents' views of student characteristics

WESTERN CCP LTAL
(N=503)+* (N=405)

NA® SO D N A SA NA D D N A SA

- - - - - - - - - - - -
Students are easy to
teach - 10 27 26 32 5 - 5 22 22 45 7
Students are friendly - 1 5 13 62 19 - 1 5 12 65 17
Discipline 1s a problem - 10 35 17 27 11 1 8 38 16 28 10
Many children come from
difficult home back-
grounds 1 4 18 16 46 16 1 2 17 16 51 14
Children seem to lack
mot ivation - 6 15 17 29 32 1 8 26 21 31 13
There seems to be a
high proportion of
low «chievers 1 3 19 13 42 23 1 5 32 18 35 10
There 1s a hagh pro-
portion of children
from low socio-
economic backgrounds 1 5 24 23 32 16 1 6 34 23 27 10

* See footnotes to Table 4.7.

The third cluster of items in this section pertain to aspects of classroom
teaching. Some 30 per cent of teachers in both study groups found program planning
to be a problem. Western primary teachers were less likely than secondary teachers
to find this the case (Tables A.4.8(b) and (c), Arpendix 3). Western teachers were
more likely than their coastal colleagues, however, to describe their planning as made
difficult by a lack of knowledge of the local situation and by the lack of access to a
subject master or experienced teachers. More than one-third of western rural and
isolated teachers considered that these aspects were problematic compared to less
than one-fifth of teachers in coastal and near coastal parts of Queensland. Not sur-
prisingly, lack of local knowledge was of particular concern to those western teachers
who had been living in the district for six years or less while lack of access to a
subject master or experienced teachers was felt more keenly by secondary than
primary teachers (Tables A.4.8(a) and (c), Appendix 3).

Half of the western rural and isolated teachers agreed that there was a lack of
resources for teaching and that teaching resources were difficult to obtain. Western
teachers were more likely to be confronted with these difficulties than their coastal
counterparts. Some differences among western respondents were apparent. For
example, administrators, teachers with most experience in the district and primary
teachers were less likely to describe a iack of resources for teaching as a significant
difficulty (Table A.4.9(a), Appendix 3). Interestingly, teachers who had been at their
present school for one year or less were also less likely to find resources a problem,
perhaps because these teachers bring into the school resource materials of their own

which satisfy their initial needs. Similar differences were found in respect of
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teachers' views on the ease with which teaching resource materials could be accessed.
That is, administrators and primary teachers were less likely to identify this as a
major problem.  Greatest difficulty seems to be experienced by teachers in one-
teacher and moderately-sized (8-15 teachers) primary schools. Those in small (2-7
teachers) and large (greater than 15 teachers) primary schools were less likely to
report difficulties (Table A.4.9(b), Appendix 3).

Approximately 30 per cent of respondents in each of the two study groups
reported that teaching multigrades was a problem, although coastal teachers were
more likely to indicate that this question was not applicable to their situation.

On the other hand, teachers in both groups generally indicated that smaller
classes endabled better teaching. Teachers in larger western primary schools were par-
ticularly likely to perceive benefits in teaching small classes (Table A.4.10, Appendix
3). Respondents generally described their work as challenging and demanding, par-
ticularly administrators in western schools who expressed considerable job satisfaction
as did teachers in one-teacher rural primary schools (Table A.4.11, Appendix 3). A
majority of both western and coastal teachers reported that they had much pro-
fessional freedom and scope for innovation (Table 4.9;).

Tsble 4.9: Teacher respondents' views on aspects of classroom teaching

WESTERN COASTAL
(N=503)= (N=405)

NA®*  SD D N A SA NA SD D N A SA

% % 4 4 % - - d - - - -
CCP/pragram planning is
a problem 3 3 39 25 24 6 6 S 40 21 23 6
Lack of knowledge of
local situation and
area makes program
planning difficult 3 3 35 25 31 3 7 6 47 22 17 1
Lack of subject master
or experienced staff
makes program plan-
ning difficult 14 4 25 21 25 12 21 9 34 17 15 4
Small classes enable
better teaching 3 2 6 9 34 46 3 1 2 8 29 58
Job is challenging
and demanding - 1 2 8 S0 39 - 1 3 10 43 44
There is much profes-
sional freedom and
scope for innovation 1 5 9 23 53 10 1 9 18 18 47 8
Teaching multigrades
is a problem 26 1 17 22 27 6 35 4 15 16 25 6
There is a lack of re-
sources for teaching 1 6 31 12 31 19 1 11 40 14 25 9
Teaching resource
materials are diffi-
cult to obtain - 3 28 14 %5 19 1 10 42 16 26 7

* See footnotes to Table 4.7.
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The results relating to teachers' views on the extent of professional support
available to them are shown in Table 4.10. Not surprisingly, teachers in western
schools felt far more professionally isolated than did their coastal colleagues.

Table 4.10: Teacher respondents' views on the professional support available to thes

by teaching the same
sub ject or year level
is a problem 21 2 12 16 27 22 39 6 17 12 16 9

There are very few ex-
perienced teachers from
whom to ask advice 7 6 26 14 29 19 20 22 36 10 10 2

Teaching subjects not

Having no-one else near-
trained for 1s a problem 27 2 12 18 25 15 36 4 18 12 24 7
|
|
|

Inspectors do not visit
frequently enough 6 8 27 34 21 5 14 14 29 30 11 3

There are very few pro-

fessional associations

‘ 1n the area 1 2 15 21 42 19 8 8 40 21 20 3
|

|

|

|

|

There are limited oppor-
tunities to participate
in professional develop-
ment seminars 1 6 30 11 35 17 2 14 34 13 29 8

There 1s a lack of
specialist advisory
teachers 1 3 22 14 38 22 4 8 31 14 33 10

It is difficult to keep
in touch with educa-
tional developments
elsewhere - 3 20 14 6?2 22 3 8 33 16 31 8

* See footnotes to Table 4.7.

Over 60 per cent of western respondents indicated that there were few pro-
fessional associations in their area, that there was a lack of specialist advisory
teachers and that they found it difficult to keep in touch with educational develop-
ments elsewhere. The first two issues were of greatest concern to secondary
teachers. Teachers in small primary schools also felt more strongly about the lack of
access to specialist advisory teachers than did those in larger primary schools.
Further, concern about the lack of local professional associations increased as the
time teachers had been at the school lengthened (Tables A.4.12(e) and (f), Appendix
3). The corresponding percentages for coastal teachers were significantly lower, with
43 per cent of these teachers reporting a lack of specialist advisory teachers, 39 per
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cent reporting that it was difficult to keep in touch with educational developments
elsewhere and 23 per cent reporting a lack of local professional associations.

Few experienced teachers from whom to seek advice, the lack of others nearby
teaching the same subject or year level (particularly in the secondary sector) and
limited opportunities to participate in professional development seminars were also
reported by approximately 50 per cent of western teachers. Isolation from ex-
perienced teachers was felt most strongly by male teachers, by secondary teachers
and by teachers in government schools, and this isolation was perceived to increase
with experience. Greater contact with inspectors was also more frequently sought by
male teachers, by administrators and by teachers in moderately-sized secondary
schools. Ir contrast, lack of access to experienced staff was not a problem for almost
80 per cent of coastal respondents and only 37 per cent of these teachers reported
they lacked opportunities to participate in professional development seminars. Western
teachers were more likely to be teaching subjects for which they had not been pre-
pared, especially if they were secondary teachers (Tables A.4.12(a), (b), (c) and (d),
Appendix 3).

Teachers' perceptions of career opportunities within their area varied markedly
as Table 4.11 shows. For example, appointments in remote areas were viewed as easy
to obtain, particularly by male teachers; those in coastal regions, however, were not.
Similarly, western teachers had a more positive view of promotional opportunities in
their region than did their coastal colleagues. This perception was stronger among
western primary teachers than their secondary colleagues and among those who had
been at the school longest (Tables A.4.13(a) and (b), Appendix 3).

Table 4.11: Teacher respondents’ views on career opportunities in their areas*

= 5= =z 5z 3 5|z s 5 = % &z
Appointments in remote
(coastal) areas are easy
to obtain 4 1 4 17 46 27 15 15 26 35 8 1

There are many pro-
motional opportunities
in rural (coastal) areas 6 4 18 38 30 6 17 9 21 42 9 2

* Versions of statements in parentheses were those put to coastal respondents.

**  See footnotes to Table 4.7.

Teachers' perceptions of community life and of interaction with the community
are reported in Table 4.12.

Only a small proportion of teachers living in western rural and isolated areas
disagreed with the proposition that living in a rural community was enjoyable.
Western teachers' appreciation of rural life and of life in a small community increased
with their length of residence in the district and their time at the school. Ad-
ministrators were more favourably disposed towards a rural lifestyle than were

]
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Table 4.12:

Teacher respondents’ views on aspects of

life in their commmity

WESTERN COASTAL
(N=503)*= (N=405)
NA®= D N A SA NA SO D N A
= < - - - = % % = % < -

Rural life (life 1n this
district) is enjoyable 3 5 19 49 22 3 1 3 13 66
Interaction 1n a small
community (with the local
communlty) 1s enjoyable 3 7 19 50 18 7 1 4 27 53
It 1s difficult to
establish new friend-
ships or relationships 1 47 15 15 5 6 12 49 19 13
The local people are
friendly - 7 20 57 13 > 1 3 16 7
Local peocole have a high
regard f.r teachers - 24 37 26 4 4 2 19 44 33
Local people go out of
their way to make
teachers part of the
community - 30 37 17 3 9 5 31 40 15
Teachers are genulnely
accepted as members of
the community - 23 19 43 7 3 2 12 14 66
Teachers are regarded
as outsiders 1 25 27 32 1 9 6 34 34 16
Teachers are expected
to join 1n community
activities - 5 18 63 14 9 1 10 30 4¢
Teachers tend to mix
socially with other
itinerants 1 13 11 55 17 15 2 20 23 36
Isolation from family
and friends 1s a
problem 2 12 9 43 33 22 6 24 13 26
Teachers find 1t hard
to accept being 1in the
public eye 1 29 18 38 9 6 6 40 26 20
There 1s a lack of
social li1fe 1 38 12 18 11 6 15 47 19 11
There is a lack of
sporting, cultural and
leisure activities - 36 6 23 12 5 23 55 7 8

*  Versions of statements in parentheses were those put to coastal respondents.

** Gee footnotes to Table 4.7.
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teachers (Table A.4.14(a), Appendix 3). A similar small proportion of teachers in
coastal areas considered that life in their community was not enjoyable.

Only small percentages of teachers in western rural and isolated schools and in
cnastal schools had experienced difficulty in establishing new relatioships or friend-
snins. Teachers teaching in both study areas had generally found the local people
friendly. Western teachers with longest residence in the community were more li%ely
to perceive the locals as frieniiy than were those comparatively new to the district
(Table A.4.14(c), Appendix 3). Neither western nor coastal teachers indicated,
however, that members of the local community went nut of their way to make
teachers part of the community. About one-third of teachers in both grrups agreed
that local people have a high regard for teachers, with around two-fifths of each
group undecided as to whether teachers were held in high regard. Western secondary
teachers, in particuviar, found local residents neither thought highly of teachers nor
went out of their way to make teachers part of the community. Community in-
difference in relation to helping teachers settle into the area was especially apparent
in large secondary schools. Teachers in Catholic schools, on the other hond, were more
likely than their government counterparts to perceive themselves as highly regarded
by the community (Tables A.4.14(d) and (e), Appendix 3).

Several differences between life in remote communities and those in the rest of
the state were apparent. Western teachers were less likely to be content with the
quality of social life and the opportunity for sporting, cultural and leisure activities,
although these were = .y opinions in each case. Not surprisingl* these feelings
were stronger amor_ '._se new to the district and those new to the school. Teachers
in Catholic schoo’. and those ir larger primary schools (no doubt situated in larger
centres) were less likely to ccinplain of a lack of sporting, cultural and lei-ure
activities in the district (Table A.4.14(i) and (j)).

A greater proportion of western teachers reported that teachers find it hard to
accept bzng in the public eye and that there is an expectation that teuchers
participate in locai community activities. Almost 50 per cent of western teachers
(compared to 23 per rent of those in coastal communities) reported that teachers find
it hard to accept being in the public eye. Interestingly, this was of least concern to
teachers in small primary schools (Table A.4.14(h), Appendix 3). Seventy-seven per
cent of teachers in rural and isolated schools reported that teichers were expected to
join in community activities, compared with 50 per cent of teachers in schoois in
other parts of Queensland.

A more widespread problem for western teachers (unlike their non-rural col-
leagues) was isolation from family and friends. For a siz=able minority this isolation
was not offset by acceptance into the local community. Over 40 per cent, for
example, reported iiiat teachers are regurded as outsiders and over 70 per cent that
teachers tend to mix socially with othe: itinerants. Feelings of not being accepted as
part of the community and of being regarded as outsiders were. stronger among
secondary teachers (Tables A.4.14(f) and (¢}, Appendix 3).

Differences between western teachers' perceptions of the uttitudes of parents
anr’ coastal teachers' perceptions were also apparent (Table 4.13).

Both groups of teachers viewed the relationship between the school and the
community positively, with 70 per cent of western teachers reporting that there was a
good relationship between school and com unity and only 15 per cent reporting that a
good relationship did not exist. Among western respondents, this view was most
widespread among teachers who had been at the schosl longest and thoce teaching in
Catholic schools. Those in one-teacher primary schools agreed most strongly that this
was the case (Table A.4.15(a), Appendix 3). Western reachers, however, were more
likely than coastal teacher~ to report the™ they were fomiliar with their students'
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parents and yet to describe parental interest in their children's education as low.
Over 50 per cent of western teachers agreed wiih each of these statements. Within
this group of teachers, knowledge of class parents was greater among primary
teachers, teachers who had lived in the district for more than six years and increased
‘with teachers' length of appointment to the school. Not surprisingly, teachers in
smaller schools, both secondary and primary, described themselves as more familiur
with their students' parents than did those in larger schools. Secondary teachers were
more likely to perceive parental disinterest in their children's education than were
primary teachers (Tables A.4.15(b) and (c), Appendix 3).

Western teachers were more likely than cocstal teachers to perceive itinerants
as placing greater value on education than local residents and to agree that lack of
personal privacy intruded into their professional work. Primary teachers and those
with more than four years' experience at the school, however, were less likely to
regard itinerants as valuing education more highly than local residents. Perceived
lack of personal privacy was more widespread among secondary teachers than primary
teachers (Tables A.4.15(d) and (e), Appendix 3).

Table 4.13: Teactier respondents' views on parental attitudes

WESTERN COASTAL
(N=503)* (N=405)
NA® SO D N A SA NA D D N A SA
% % % % % 4 % % % % s %
In general, the relation-
ship between schonl and
community is good - 4 11 16 62 8 - 2 11 17 65 6
Parents' interest 1in the
children's education 1s
low - 4 22 20 37 16 - 8 37 20 29 6
Teachers get to know
(class) parents well - 5 16 20 46 14 - 6 34 18 37 5
Itinerants place more
value on education than
do locel resaidents 4 12 21 22 23 17 11 16 33 29 10 2
Lack of personal privacy
intrudes int- pro-
fessional woi.. 4 4 24 18 28 22 9 10 39 21 16 6

*  See footnotes for Table 4.7.

4.3 Teachers' future plans

Table 4.14 shows that 65 per cent of teachers in rural or isolated settings
sought to leave their school within the next twelve months, and only 19 per cent
wanted to stay three years or more. Non-rural teachers appeared, by comparison, to
be more settled in their current situation with almost half indicating no intention of
leaving their present school for at least three years (and of these the majority planned
to stay longer than three years).
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Table 4.14: Length of {ims teachers plan to remain at their

present school
WESTERN COASTAL
(N=499) (N=391)
LENGTH OF TIME % =
Want to leave immediately 4 3
End of this year 32 19
Next year 29 15
2 years 15 15
3 years 7 10
More than 3 years 12 37

Some differences among western teachers were apparent. For example, female
and married teachers intended staying longer at their present school than did male or
single teachers. Most of those who had lived in the district for more than six years
planned to stay for at least another few years. Similarly, one-third of teachers who
had been teaching at their present school for at least four years intended remaining
there for at least another three years. A significant difference existed between the
responses of teachers in government and Catholic schools. The latter, more
frequently, intended staying in their present school for at least three years, perhcps
indicative of the different employment policies in the two sectors (Table A.4.14(a),
Appendix 3).

The most common reasons western and isolated teachers gave for planning to
leave their present school within two years referred to a desire to improve aspects of
their personal life. Respondents cited isolation from family and friends, the lack of
social, recreational, cultural activities in the district, the desire to live near the coast
or in a larger population centre with better commercial and financial facilities, and
changes to their living arrangements such as marriage, separation, plans to start a
family.

A cluster of reasons also focused on teachers' interest in professional develcp-
rient and career advance nent, although these were less frequently reported.
Comments referred to the need for a new challenge or for a change, a feeling of
aving been at the school long enough, the greater opportuinty f-r professional
development (including further studies) in larger centres, the gamning of promotion or
transfer and a desire to experience a different learning environment. Promotion or
transfer was given as a more common reason for wanting to leave the school by male
teachers, administrators and those in one-ieacher schools. Single teachers were more
likely than their married colleagues to wish to leave the school because of a desire
for change or an interest in different experiences.

Very few western teachers listed limitations, prob'sms or dissatisfaction with
their present teaching situation as reasons for wishing to leave. Reasons such as pro-
fessional isolation, the attitudes of children, discipline probleins, and dissatisfaction
with the quality of administration were mentioned, but infrequently. Similarly, only a
handful of comments outlined problems associated with living in a small, rural
community: for example, community size and resulting narrow-mindedness and lack of
privacy, or community attitude towards teachers or education.
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The responses of coastal teachers were similar to those of their western
counterparts. Teachers most usuully intended to leave for personal reasnns, for
exomple, isolation from family and friends, distance of school from residential
address, retirement, resignation, lonq service leave or their spouse's job requirements.

Reasons referring to professional development ard career advancement were
also reasonably common: for example, the need for a new challenge or for a change,
a feeling of having been at the school long enough, gaining of promotion or transfer,
desire to experience a different learning environment, greater opportunity for pro-
fessional development including further studies in larger centres.

Again, coastal teachers gave little emphasis to dissatisfaction with the
teachers' present teaching situation, with few comments falling into this category.
For example, high workload at school, lack of recognition or app-eciation at school,
attitude of children and discipline problems were mentioned by coastal teachers, but
very infrequently.

Teach-rs were also asked to indicate whether they would be interested in
teaching in an isolated school at their next or subsequent appointments. Twenty-seven
per cent of westera teachers indicated that they would be interested in suck an
appointment, but nearly half said that they would not be interested. On the other
hand, only 8 per cent of teachers in coastai schools indicated that they were
interested in an appointment to an isolated school.

Of the western teachers who expressed an interest in a subsequent appointment
to a rural school, 73 per cent would prefer a school of the same size or smaller than
that at which they were currently teaching. These results are tabulated below (Tables
4.15 and 4.16).

Table 4.15: Teachers' interest in future appointment to an iso-

lated school
WESTERN COASTAL
{N=496) (N=398)
PREFERENCE b4 %
Yes 27 8
No 47 83
Undecided 26 9

Table 4.16: Size of isolated school in which western teachers pre-
ferred to work in the future

WESTERN

(N=157)
PREFERENCE =
The same size 54
Smaller 19
Larger 26

Much larger . 1




The responses of some groups, however, were exceptional. A majority of
western administrators (54 per cent) preferred a subsequent appointment in a larger or
much larger school. Teachers in one-teacher primary schools also generally reported a
preference for a larger school (Table A.4.16(b), Appendix 3).

Teachers who did not wish *o teach in another isolated school indicated their
preferences for subsequent appointments. Western teachers were more likely to seek
an appointment in a coastal city, a large coastal town or a small coastal town than
were their coastal colleagues who were more likely t¢ indicate a preference for
Brisbane. The complete results are presented below in Table 4.17.

Table 4.17: Preferenceas* of teachers not wanting a future appoint-~
ment to an isclated school

WESTERN COASTAL
{N=238) (N=321)

PREFERENCE s 4
Leave teaching 12 13
Teach overseas or interstate 12 13
Brisbane 21 35
Coastal city 32 20
Inland city 8 4
Large coastal town 26 21
Inland town 11 7
Small coastal town 26 12
Small inland town 6 4

* Note: Some teachers indicated more than one preference.

4.4 Parental attitudes

Parents in both rural and isolated and coastal communities were generally
satisfied with their town or district as a plare in which to live. In both cases over 90
per cent of respondents were satisfied with life in the community. The full results
are presented below in Table 4.18. In respect of western respondents, satisfaction was
strongest among those who had lived in the district for more than six years and among
those who lived in larger towns (Table A.4.17, Appendix 3).
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Table 4.18: Parents’ rating of satisfaction with life in local
community

DEGREE OF SATISFACTION

Very satisfied
Satisfied
Dissatisfaied

Very dissatisfied

Similar levels of knowledge and understanding of local schools were also
claimed by both groups of parents. Some two-thirds in each case rated their know-
ledge as good or very good, with approximately one-third considering that their
knowledge was merely fair (Table 4.19).

Table 4.19: Parents’ views of their knowledge and understanding of
local schools

WESTERN COASTAL
(N=214) (N=179)

»
= -

Very good 22 26
Good 40 40
Fair 34 32
Poor 4 1

Very poor 1 1

Some differences were apparent regarding parents' percepiions of the quality of
teachers in the schools with which they were familiar. Parents in western com-
munities tended to view secondary teachers less positively than their primary
counterparts. For example, while 14 per cent of parents classed locel primary
teachers as excellent, only 5 per cent described seccndary teachers in this way.
Secondary teacters were more likely to be rated as merely “"satisfactory" than were
primary teachers.

Parents in coastal communities viewed the quality of primary and secondary
teachers in schools with which they were familiar as similar. Over 50 per cent rated
teachers in both sectors as good or excellent. Two-thirds of these parents described
secondary teachers as good or excellent compared with only about one-third of rural
parents who described secondary teachers this way. Thus, it appears tha while
western and coastal pa ents have similar views regarding the quality cof primary
teaching, coastal parents have a higher regard for secondcry teache s than do western
parents. The results are presented in Table 4.20.




Table 4.20: Parents' perception of quality of teachers in local

schools
WESTERN COASTAL
PRIMARY SECONDARY PRIMARY SECONDARY
(N=207) (N=148) (N=160) (N=130)
% % % %
Excellent 14 5 14 17
Good 37 30 41 49
Satisfactory 44 51 36 32
Poor 2 7 4 6
Very poor 1 3 1 -
No opinion 2 5 4 6

Tah'e 4.21 shows that most parents believe teachers should stay in one school
for a minimum of three years. Parents in western communities, however, were less
likely to expec teachers to remain for an extended period. Only 10 per cent of these
parents considered teachers should remain in the one school for more than fiv- years,
compared with 29 per cent of coastal parents who held this view.

In both wesiern and coastal communities a longer stay for principals seemed to
be preferred. Over 40 per cent of those in western centres thought pri cipals should
stay in the one school for a minimum of five years. Western responde.:ts from small
communi*.es, however, tended to be more sympathetic to principals staying less than
that time (Table A.4.18, Appendix 3).

Teble 4.21: Parents' perception of desirable length of stay in one
achool of principals and teachers

WESTERN COASTAL
PRINCIPALS TEACHERS | PRINCIPALS  TEACHERS
(N=205) (N=201) N=170) (N=167)
LENGTH (YEARS) % % % %
1 1 2 1 -
2 9 23 8 16
3 31 38 25 29
4 18 12 12 10
5 26 13 25 17
More than 5 15 10 29 29
51. ..
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Both groups of parents considered educational factors (stability of school tone
and teaching methods, familiarity with the children) to be the most important reasons
why principals and teachers should stay at one school for a number of years. Be-
coming famihar with the community was seen as important, but not as important as
the other two factors (see Table 4.2Z).

Tsble 4.22: Parents' perceptions of importance of reasons why principals and teachers should
stay at a school

WESTERN COASTAL
(N:= 210) (N=175)
NOT SL. MD. VERY NOT SL. KiD. VERY
P. P, B (, N . . INP. P, .
- b4 - - - - b4 -
To allow for stability
of school tone or
atmusphere 1 2 28 68 2 6 29 62
To allow for stabilaty
and continuity in
teaching methods 1 4 23 73 - 6 22 72
To get to know the
children well 4 15 36 45 2 7 34 57
To get to know the
community well 7 21 40 32 6 20 42 32

Western parents also rated the importance of a number of reasons for principals
and teachers leaving the town or district after only a short stay. The reason most
frequently seen as influential was promotion; 80 per cent of respondents described it
as important or very important.

A second cluster »f reasons, each of which approximately two-thirds of res-
pondents listed as important or very important, focused predominantly on problems
associated with rural life including isolation from family and friends, inability to
adjust to living in the country, difficulty fitting in with the social life of a rural
community, poor accommodation and lack of school support. Those who had lived in
the district for six years or less, however, tended to view isolation from family and
friends as a more persuasive factor in teachers' decisions to leave than did longer
term residents (Table A.4.19, Appendix 3).

The remaining reasons, as Tahle 4.23 shows, although less frequently seen as in-
fluential, were still rated as moderately important or very important by over 50 per
cent of respondents.
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Jabie 4.23: MWestern parents' perceptions of the importsnce of each resson for principals and
teachers leaving the town/district

(N=194-204)+
NOT SLIGHTLY MOD. VERY
IMPORTANT  INPORTANT  IMPORTANT  IMPORTANT

= = = =
Isnlation from family and friends 15 20 35 31
Lack of facilities for leisure pursuits 20 30 32 19
Inability to adjust to living in the country 13 20 36 31
Difficulty in fitting in with social life of
rural community 15 24 40 22
Promotion 7 13 33 47
Climate 30 30 27 13
Poor accommodation 20 16 37 28
High ccst of living 19 25 31 25
Attitude of pupils 29 20 28 25
Lack of Departmental/Catholic Education
Office support 24 22 23 31
Lack of school support 15 21 24 40

* Note: Number of respondents varied from 194 o 204 depending on the item.

Western parents also iidicated the extent of their agreement with a number of
statemeiits on rural appointments. By and large, parents believed student teachers
should be aware that they may be required to teach anywhere in the state. There
was also widespread agreement, however, that care should be taken in selecting
teachers for rural and isolated schools and that rural communities should bear some of
the responsibil’ty for helping teachers adapt to living and working in rural and isolated
communities. Community members with the shorter period of residence in the district
felt most strongly that there is room for improvement in current procedures for
selecting teachers for rural appointments (Tcble A.4.20, Appendix 3). Some 60 per
cent of parents were of the opinion that teacher education institutions should
recommend selected students for rural appointments.

Slightly more than half the resp.ndents believed principals and teachers moved
too quickly from schools in their towns, although almost 60 per cent of respondents
thought that movement of teachers between schools introduces variety and new ideas.
These results are presented in Table 4.24 below.
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Table 4.28: Percen’.sge of vural parents’ agreeing or disagreeing with statements on rural

(N=210)
NA# D D N A SA
% % % %

Principals and teachers move too quickly
from schools in towns s .n as yours 2 20 18 36 18
The community should accept some res-
ponsibility for helping teachers to
adapt to living and working in rural
and isolated communities 1 6 14 60 17
Movement of teachers between schools
introduces variety and new ideas 4 19 15 50 9
Student teachers should be informed of
their responsibility to teach anywhere
in the state - 6 7 47 38
The procedures for selecting teachers
for rural and isolated schools should
be improved 1 4 13 39 37
Teacher education institutions should
recommend selected students for rural
appointments 4 15 15 39 22

* NA = not appiicable, SD = strongly disagree, D

A = agree, SA = strongly agree.

The community was asked what they thought would encourage principals and
teachers to stay longer in rural schools. Ninety per cent agreed that improving school
facilities and equipment was of importance although information on rural areas, better
accommodation and improved promotionai opnortunities were all rated as moderately

or very important by more than 80 per cent of parents.
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Isble 4.25: Hestern commmity respondents' views on how to encourage principals and teachers to
stay longer in rural schools

(N=203-207)
NOT SLIGHTLY MOD. VERY
IMPORTANT  IMPORTANT  INPORTANT  IMPORTANT

b4 % % %
Improvement 10 school facilities and
equipment 1 9 35 55
Provision of information on what it is
like to teach in rural and isolated areas 2 11 27 60
Provision of better quality accommodation
(including air conditioning) 5 13 32 51
Improved promotional opportunities after
service in rural schonls 5 8 38 49
Provision of financial incentives 10 13 36 41

45 Summary

Teachers in western Queensland are relatively inexperienced, and for 30 per
cent of these teachers, their curret school was their first appointment. Western
Queensland teachers had generally placed their present school lower down on their list
of preferences than teachers in coastal schools had placed their present school on the
preference list. Two-thirds of western teachers reported nonetheless that they were
satisfied or very satisfied when they heard of their appointment and only 18 per cent
of western teachers had become more dissatisfied since taking up their appointment.
Reasons for increascd satisfaction of teachers teaching in western Queensland schools
related mainly to factors associated with the school, such as good staff relationships

and friendly pupils, and to a lesser extent, satisfaction in working with the
community.

There were some differences apparent between western and coastal teachers in
their perceptions of aspects of their current appointment. Both groups of teachers
considered their pupils were friendly, but a higher proportion of teachers ir western
Queensland schools perceived their pupils to lack motivation and to be low achievers.
This was more so in secondary than in primary schools. Planning for western teachers
was made more difficult by lack of knowledge of the local situation and by a lack of
resources.  Western teachers also had less access to support facilities such as
specialist advisory teachers, local professional associations, and experienced teachers
teaching the same subjects or year levels. Both western and coastal teachers found
interaction with the community enjoyable and community members to be friendly, but
western reachers were less content with their social life, found it harder to accept
being in the public eye, and were more concerned about isolation from family and
friends. Western teachers were more f- .liar with the parents of the children whom
they taught, but considered the interest of parents in their children's education to be
lower than did teachers in coastal and near coastal schools.

Two-thirds of the western teachers wanted to leave their present school by the
end of the following year. The most common reasons given for wanting to leave were
related to personal issues such as absence fsom family and friends, lack of social
activities and desire to live in a larger population centre. Very few teachers
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mentioned reasons associated with dissatisfaction with their teaching situation or
school as a reason for wanting to leave. About one-quarter of the western teachers
said they would be interested in a rural and isolated school at a subsequent appoint-
ment.

Both western and coastal parents appeared to be satisfied with life in their
local community. Parerts seemed to to be reasonably satisfied with the teachers
teaching in western and coastal schools, although wester.. parents were less satisfied
with secondary teachers than were coastcl parents. Western parents were more
satisfied with primary than with secondary teachers. Parents in western communities
considered that teachers should stay in the one school for a minimum of three years
and principals for a minimum of four years. They believed that teachers left mainly
for promotional or personal reasons.

Parents in western Queensland believed that student teachers should be made
aware of their responsibility to teach anywhere in Queensland and that there should be
careful selection of teachers for teaching in western areas. They also agreed that the
community should accept some responsibility for helping teachers to adjust to working
and living in rural communities.
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CHAPTER 5

DESIRABLE TEACHER QUALITIES

All groups of respondents were asked to rate the importance of a number of qualities
and abilities of teachers for living and teaching in towns or districts such as the one
in which they lived. In all, respondents were requested to rate the importance of
twenty-five items. For the purposes of the following discussion, these items have
been grouped according to the following headings: teaching skills, personal qualities
and interests, and the teacher's relationship with the community.

Results of crosstabulations for this section are given in Tables A.5.1 to A.5.4 in
Appendix 3.

5.1  Teaching skills

Certcin teaching skills were perceived as necessary irrespective of the
teacher’s location. A very high proportion of all groups of respondents agreed that
teachers need to be able to relate to and communicate with children, be able to teach
and ..ave the ability to maintain discipline. The strength of these opiniuns is clear
from the figures provided in Table 5.1.

Isble 5.1: Proportion of respondents rating each teacher qulity (teaching skills) as very
important or essential

RESPONDENT GROUP

WESTERN COASTAL WESTERN COASTAL
TEACHERS TEACHERS PARENTS PARENTS
(N=493)= (N=404) (N=211) (N=174)
% % % %
Ability to foster a good relationship
with children 89 94 89 87
Ability to communicate with children 94 98 99 97
Teaching ability 90 94 98 97
Ability to maintain discipline 91 92 95 89
Knowledge of suhbjects taught 74 73 90 91
Ability to teach multigrade classes 50 29 51 49
Willingness to work with low-sbility children 70 53 74 78
Willingness to take on new roles within the
achool 75 51 44 45

* Note: The number of respondents for individual items in Tables 5.1, 5.2 and 5.3 ranged as
follows: for western teachers: 482-493, coastal teachers: 396-404, for western parents:
207-211, for coaatal parents: 170-174.
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Teachers’' perceptions of the need for others of the teaching skills listed
appeared to be influenced by physical location. A clear majority of those in western
settings considered a willingness to take on new roles within the school and to work
with low-ability children were very important or essential characteris.ics of teachers,
while half of the teachers in rural and isolated azeas reported that the ability to
teach multigrade classes was very important or essential. A much smaller proportion
of the “eachers in coastal areas considered these three items to be important.

Parents' perceptions, on the other hand, were not dependent upon where they
lived; a willingness to work with low-ability children was stressed by approximately
three-quarters of r.spondents in both western and coastal areas and an ability to
teach multigrade classes and willingness to take on new roles within the school by
some 50 pz: cent in each case. Not surprisingly, an ability to work with multigrade
classes was supported most strongly by parents in small communities (Table A.5.1, Ap-
pendix 3).

It is also useful to comment on differences between expectations of western
parents and those of western teachers. Western parents considered the knowledge of
subjects taught to be more important than did wesrern teachers; on the other hand,
teachers considered the ability to take on new roles within the school to be more
important for teaching in rural and isolated areas than did parents.

5.2 Personal qualities and interests

Qualities such as dedication to teaching, patience, understanding, an ability to
set a good example and common sense were perceived by all groups of responderits as
very important or absolutely essential for teachers. Agreement on the importance of
other personal attributes - maturity, intelligence, anu broadmindedness - was less
widespread.

Still, a clear majority of western teachers considered that maturity and broad-
mindedness and tolerance were important for teaching and living in rural areas.
Approximately half of this group of teachers reported that the following attributes
were important: experience, intelligence, neat appearance, outgoing personality,
interests in sporting activities. High academic qualifications were not seen as
important by teachers in rural and isolated schools.

A smaller proportion of teachers in coastal schools reported that an interest in
sporting activities and an outgoing personality were important, and maturity and
experience were seen as less important by teachers in coastal schools.

A majority of rural parents considered that maturity, experience, intelligence, a
neat appearance and broadmindedness ciid tolerance were desirable characteristics of
teachers teaching in rural schools. There was a high degree of commonality between
rural parents and coastal parents concerning the extent to which they considered each
of the personal attributes important to living and teaching in the particular area.

Some small differences between the perceptions of parents and those of
teachers in western schools were evident. Parents were more likely to emphasise a
neat appearance, high academic qualifications and intelligence than were teachers,
although it should be noted that only approximately one-third of parents described
high academic qualifications as very important or absolutely essential.

Parents' and teachers' responses are summarised below in Table 5.2.
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Table 5.2: Proportion of respondenis rating eech teacher quality (personal qualities ard in-
terests) as very iaportant or essential

RESPONDENT GROUP

WESTERN COASTAL WESTERN COASTAL

TEACHERS TEACHERS PARENTS PARENTS

(N=A93)e (N=404) (N=211) (N=174)
] = = =
Dedicat:on to teac..ing 85 80 85 85
Patience 86 88 81 8l
Understarding 90 89 87 85
Maturity 79 68 67 63
Experience 47 38 54 53
Ab1lity to set a good example for children 80 80 84 82
Common sense 89 87 81 89
Intelligence 53 54 66 66
8roadmindedness and tolerance 74 63 56 61
High academnic qualifications 11 11 32 37
Neat appearance 45 48 56 55
Outgoing personality 46 34 35 33
Interest 1n sporting act:vities 40 23 31 24

*  See footnote tc Table S.l.

3.3  Relationship with the commurity

Greatest differences between the expectations of western teachers and their
coastal colleagues were apparent in respect of factors describing teaches' interaction
with their local community.

Over 80 per cent of western teachers viewed it as very important or absolutely
essential that teachers be able to adapt to a different lifestyle and 56 per cent
stressed an ability to "rough i‘', thes> cesponses reflecting, no doubt, adjustments res-
pondents made in their own lives as the result of their rural appointments. These
matters were of great importance to only 42 per cent and 25 per cent respectively of
coastal 1 2achers.

Teachers' responses also indicate different expectations with regard to
community involvement. More than twice as mray western teuchers as coastal
teachers (59 per cent cf. 22 per cent) viewea a readginess tc join community organisa-
tions as very important or absolutely essential and one-and-a-half times as many (70
per cent cf. 42 pet cent) stressed an ability tc interact with the community.

Western parents also gave tar less weight to these items than did western
tec -hers.  Fifty-nine per cent of western parents considered that it was important
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that teachers be able to adapt to a different lifestyle, while 44 per cent reported that
it was important for teachers to have an ability to interact with the community.
Only about one-quarter of western parents considered readiness to join community
organisations as a very important or essential teccher characteristic. 1t is also
interesting to note that there were similar levels of importance attached by both
western cnd coastal parer*c to teachers' willingness to interact with the community
and join in community organisations.

Responses are provided in Table 5.3.

Table 5.3: Propoctiov of respondents rating each teacher quality (relationship with the com-
mmity) 25 very important or essential

RESPONDENT GROUP

WESTERM COASTAL WESTERN COASTAL

TEACHERS TEACHERS PARENTS PARENTS

(N=493)= (N=404) (N=211) (N=174)
- - - ]
Ability to interact with the community 70 42 44 46
Ability to odapt to a different lifestyle 84 38 59 44
Readiness to Join community organisat:ions 59 22 28 23
Ability to "rough it" 56 25 27 19

* See footnote to Table 5.1.

5.4 Desirable teacher qualities of western primary and secondary teachers

An analysis was undertnken so that the perceptions of western primary and
secondary teachers concerning desirable teach  qualities could be examined sepa-
rately.

The results for those items relating to teaching skills are shown in Table 5.4.
The table shows that primary teachers considered the ability to teach multigrade
classes as much more important than did western secondaucy teachers. This result is
predictable as western p.imary teachers are more likely to teach muiti-grade classes
than are secondary teachers. The finding that teachers in small primary schools con-
sidered the onility to teach multigrade classes to be more importanr than did teachers
in larger primary schools is also to be expected (Table A.5.2, Apperdix 3).

For all of the othe: teaching skills items, there werc relatively small
differernces between the perceptions of primary and secondac,” tcachers. It was
interesting to note, nonetheless, that western primary teachers placed a little more
emphasis on the ability to work with low-abllity students than did secondary teachers.
Moreover, teachers in one-teacher primary schools gave lower importance te willing-
ness to work with low-ability pupils and the ability to maintain discipline (Taoles A.5.3
and A.5.4, Appendix 3.)




Tsble 5.4: Proportion of weatern primary and secondary %eachers rating each teacher quality
(teaching skills) as wery important or cssential

PRIMARY  SECONDARY
(N=192-197) (N=186-215)

Ability to foster a good relationship with children 82 85
Ability to communicate with children 95 92
Teaching ability 91 88
Ability to maintain discipline 91 92
Knowledge of subje.ts taught 71 77
Ability to teach multigrade classes 68 36
Willingness to work with low-ability students 74 65
Willingnes. to take on new roles wiithin the school 73 74

Table 5.5 shows the results for personal qualities and interests. Western
primary and secondary teachers' opinions for these items were similar. Secondary
teachers did, however, attach a little more importance to intelligence as a desirable
teacher quality, and primary teachers attached more importance to broadmindedness
and tolerance.

Table 5.5: Proportion of weste.n primery and secondary teachers rating each teacher quality
(personal qualities) as very important or essential

PRIMARY LECONDARY
(N=192-197) (N=210-215)

Dedication to teaching 87 81
Patience 89 83
Understanding 92 89
Maturity 80 77
Experience 45 49
Ability to set a good example for children 79 80
Common sense 86 87
Intelligence 49 56
Broadmindedness and tolerance 79 68
High academic qualifications 7 10
Neat appearance 47 44
Outgoing personality . 43 47
Interest in sporting activities < 37 41
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The perceptions of western primary and secondary teachers on those teacher
qualities which coricern relationships with the community are shown in Table 5.6

There was a tendency for a greater proportion of western primary teachers
than secondary teachers to censider that each of these qualities was important. That
is, western primary teachers believe that the ability to foster a good relationship with
the community and to adapt to a different lifes*yle are mcre important for teaching
and living in 1ural and isolated areas than do western secondary teachers.

Teble 5.6: Proportion of western primary and secondary teachers rating each teacher quality
{relationship with the commmity) very important or essential

PRIMARY SECONDARY
(N=192-197) (N=210-215)

- %
Ability to interact with the community 82 73
Abrlity to adapt to a differ.nt lifestyle 85 78
Readiness to join community organisations 61 51
Abalaty to "rough it" 57 52

55 Svmmary

All groups of respondents (i.e. western teachers, coastal teachers, western
parents and coastal parents) considered persoral attributes such as dedication to
teaching, patience, understanding and the ability to set a good example for children as
important teacher qualities. Western teachers were more likely than the other groups
to emphasise broadmindedness and tolerance, an outgoing personality and interest in
sporting activities as important. Western parents were more likely than western
teachers to emphasise a neat appearance and intelligence as desirable teacher
attributes.

With respect to teaching skills, all groups endorsed the importance of teaching
ability, discipline and the ability to relate and communicate with children as
important teacher qualities. Western teachers gave more emphasis than coastal
teachers to the ability to take on new roles within the school and the ability to work
with low-ability children.

Greatest differences between western teachers and other grours came in
respononse to the importance of relations-ips with the community. Western teachers
were much more likely to rate the ability to interact with the community, readiness
to join community organisations and the ability to adapt to a different lifestyle as
important.

There were few differences betweer. the perceptions of western primary ard
western secondary teachers and between primary teachers in small and larger schools
regaiding desirable teacher qualities. One exception to this was the ability to teach
multigrade classes which was seen as more important by primary teachers, particu! irly
those in small western schools.
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CHAPTER 6

PRE-SERVICE TEACHER EDUCATION

é.1  Pre-service qualifications

Most teachers had completed three- or four-year pre-service teacher education
programs and had undertc! en their initial preparation at a Queensland institution. The
higher per..ntage of coastal teachers with a Certificate of Teachirg (which was last
awarded in the early 1970s) compared with their western colleagues (31 per cent and
17 per cent respectively) is indicative of the fact that respondents from rura! and
isolated schools tended to he younger and to have completed their pre-service
education more recently. (A detailed report on teacher qualifications in western
Queensland is to be found in McSwan, 1985.)

In fact, 58 per cent of teachers in western schools had completed their pre-
service teacher education in the 1980s, while only 27 per cent of teachers in coastal
schools had completed their pre-service preparation during this period.

The institutions at which both study groups of teachers obtained their pre-
service qualifications were similar. One-third of each group hud obtained their
pre-service qualification at the Kelvin Grove College of Advanced Education or the
Kelvin Grove Campus of the Brisbare College of Advanced Education. A higher
proportion of teachers in iural schools had gained their pre-service qualifications at
the University of Queensland, reflecting the higher proportion of secondary teachers in
this group. Ten per cent of teachers in rural schools had gained their pre-service
qualification at an interstate institution and 2 per cent at an overseas institution.

Full information on respondents' pre-service qualifications is provided in Tables
6.1 to 4.3.

Table 6.1: Qualificalions gained by teacher respondents on com-
pletion of pre—ervice teacher education

WESTERN COASTAL

(N=498) (N=401)

QUALIF ILATIONS < =
Cert1ficate of Teaching 17 31
Diploma of Teaching 64 52
Degree rlus Diploma 1n Education or

Graduate Diploma 1r Teachking 16 12
Bachelor of Education 2 3
Other 1 1
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Table 6.2: Institution at which teacher respondents' pre-service
teacher education qualifications were completed

WESTERN COASTAL

(N=503) (N=:400)

INSTITUTION - =
University of Queensland 10 6
8CAE- Mount Gravatt 17 12

Kelvin Grove 33 34

North Brisbane (Kedron/Carseldine) 8 14
McAuley College 2 3
Darling Downs IAE 7 5
Capricornia IAE 2 2
James Cook Universaty 1 1
JCUNQIAE/Townsville CAE 4 5
8KTC 1 1
Interstate 10 10
Overseas 2 5
Other (not speciiied) 4 3

Table 6.3: Yesr in which teacher respocdents' pre-service teacher
education qualifications were completed

WESTERN COASTAL
(N=502) (N=400)

YEAR % %
Pre-1960 £ 11
1960-1969 8 22
1970-1979 28 41
1980 8 7
1981 11 3
1982 10 6
1983 14 3
1984 14 7
1985 <1 1

.
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6.2  Preparation for teaching in rural and isolated areas

Less than one-fifth of western teachers reported undertak. j subjects, activities
or experiences in their pre-service course which had been of direct relevance to
teaching in rural and isolated areas.

Of the 19 per cent of western teachers who irdicated that their pre-service
program had provided them with activities aimed at preparing them for teaching in
rural and isolated schools, 82 per cent commented on those aspects which they had
found most beneficial. The largest group of comments referred to practice teaching
in a rural and isolated school or in a setting which shared characteristics with such
schools, for example, a small school or a multigrade situation.

Common, too, were comments on relevant subjects studied in the pre-service
program, for example, units on teaching in rural and isolated schools, living in rural
and isolated ommunities, and multicultural or Aboriginal education. Several teachers
also mentioned learning about some aspect of teaching and living in rural and isolated
areas but did not indicate whether this was through a subject or other component
directed specifically at such teaching. A few teachers mentioned the availability of
relevant courses, although they themselves had not taken them.

A small number of teachers described aspects or components of courses which
were not specifically directed at rural ond isolated teaching (for example, classroom
psychology, individual differences, r:mediation in secon<'ary school mathematics) as
nonetheless beneficial in preparing them to teach in such areas.

Other Leneficial experiences each n  tioned by a few teachers were visits to
rural and isolated or small schools, time spent in a rural or isolated community, talks
by teachers or community members from rural and isolated schools, working with
parents, maintaining a resource folder, learning how to use available resources and
qualifications in an area other than education.

Rural teachers and parents were also asked to indicate the value >f a range of
pre-service experiences (listed in a forced-choice question) in preparing teachers for
service in rural and isolated schools. Parents' evaluations were similar to teachers'
and both sets of responses appear to be influenced by the cuthenticity of the
experience and its perceived application to teaching.

For example, the experience considered to be of greatest value was practice
teaching in rural and isolated areas; the experience least frequently desrribed this way
(parficularly by teachers) was reading selected literature on rural on< isolated schools
and areas.

Over half of the teachers reported that courses on remediation of low-achieving
students would be of great benefit. Work with composite classes, information on rural
and isolated areas given by people with appropriate experie. ces, visits to rural and
isolated schools and areas and subjects on teaching in small and isclated communities
were also valued by both parents and teachers.

Perceived to be of less value by Loth parents and teachers were activities
involving student interaction with the community, although rural administrators tended
to view this as valuable. This difference in perception is perhaps indicative of the
different roles played by administrative and non-administrative school staff in rural
communities. Teachers were also not very enthusiastic auout the value of videotapes
of rural ond isolated schools and areas.

Teachers' and parents' responses are shown below in Table 6.4.
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Table 6.4: Teecher and commmity respondents' perceptions of the value of various experiences
for prepering student teachers for service in rural and iuolsted areas

WESTERN WESTERN
TEACHERS PARENTS
(N=490-498) (N=205-209)
NO LITNLE SOME GRLAT ND LITILE SOME GREAT
VALUE VALUE VALUE VALUE | VALUE VALUE VALUE VALUE

% % % % % % % %
Practice teaching in rural and
1solated areas 1 4 30 65 3 4 32 61
Subjects on teaching in small
and isolated communities 2 12 46 40 2 11 40 47
Visits to rural and isolated
schools and areas 2 12 44 42 2 10 31 57
Selected rezdings on rural and
isolated schtools and areas 10 33 46 11 p) 16 48 31
Videotapes of rural and isolated
schools and areas 3 15 54 29 3 9 46 42
Information cn rural and 1solated
reas given by people with appro-
priate experiences - 8 45 47 1 4 35 39
Activities involving student
interaction with the community 4 18 50 27 3 13 46 38
Working with composite classes 5 11 38 47 6 10 38 45
Courses on remediation of low-
achieving students 2 6 38 54 Not asked
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Table 6.5:

An analysis was made to determine the value which western primary and
secondary teachers placed on various experiences and activities relevant to preparing
teachers for service in rural and isolated areas. For the primary teachers, a further
breakdown into those teaching in smaller (1-5 teachers) and larger (4 or more
teachers) schools was made. The results for primary and secondary teachers are
shown in Table 4.5.

This table shows that, in general, primary teachers saw more value in most of
the experiences than did secondary teachers. The most notable difference between
primary and secondary teachers was for the item "working with composite classes".
Sixty-five per cent of western primary teachers considered that this would be of great
value in preparing teachers for service in rural and isolated areas, whereas only 28 per
cent of secondary teachers considered it so. There was a tendency for a greater pro-
portion of primary teachers than secondary teachers to perceive each of the following
to be of a little more value: practice teaching in rural and isolated schools, videos of
rural and isolated schools and areas, activities involving student teacher interact’on
with the community. On the other hand, 51 per cent of western secondary teachers,
compared with 10 per cent of western primary teachers, felt that inforrmation on rural
and isolated areas given by people with appropriate experiences would be of great
valve.

Opinions of wes’ern primary and secondary teachers on the value of various ac-
tivities and experiences in preparing teachers for service in rural and isolated
areas

PRIMARY SECONDARY
TEACHERS TEACHERS
(N=197-202) (N=210-217)
NO LITILE SOME GREAT ND LITILE SomME GREAT
VALLE VALUE VALLE VALUE | VALLE VALLE VALLE VALLE

H - % H H % % -
Practice teaching in rural and
1solated areas <1 1 30 68 1 7 34 58
Subjects on teaching in small
and i1solated communities 1 8 49 42 3 16 43 38
Visits to rural and 1solated
schools and areas 1 6 49 44 3 17 4] 39
Selected readings on rural and
1solated schools and areas 8 32 49 11 14 35 44 7
Videotapes of rurai and isolated
schnols ard areas 3 14 57 26 4 18 54 24
Information on rural and i1solated
areas given by people with appro-
priate experiences - 6 54 40 1 11 37 €
Activities involving student
intersction with the community 5 15 50 30 5 23 49 24
Working with composite classes 1 3 30 65 9 19 44 28
Courses on remediation of low-
achieving students 1 6 41 52 2 6 36 56
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lable 6.6: Opinions of western primary teachers in small (1-5 teachers) and larger (6 or more
teachers) achools on the value o various activities and experiences in preparing
teachers for service in rural and iscolated areas

SMALL MEDIUM-LARGE
PRIMARY SCHOOLS PRIMARY SCHOOLS
(N=64-65) (N=132-137)
NO LITTLE SOME GREAT NO LITTLE SOME GREAT
VALUE VALUE VALUE VALUE | VALUF VALUE VAL VALLE

H b4 H H H b4 % H
Practice teeching in rural and
1solated areas - 3 20 77 1 1 35 64
Subjects on teaching in small
a1d 1solated communities - 6 43 51 1 9 53 34
Visits to rural and i1sclated
schools and areas - 5 37 58 2 7 54 37
Selected readings on rural and
1solated schools and areas 12 35 38 14 6 30 54 10
Videotapes of r~ural and 1solated
schools and areas 3 9 64 23 3 16 54 27
Information on rural and 1solated
areas given by people with appro-
priate experiences - 11 55 34 - 3 54 43
Activities 1nvolving s*udent
interaction with the community 8 11 42 39 3 17 54 26
Working with composite classes 1 3 25 71 1 3 33 63
Courses on remediation of low-
achieving students 2 11 39 48 1 3 42 54

The results for western primary teachers teachirg in small and medium to large
schools are shown in Table 6.6. These results indicat: that primary teachers teaching
in the smaller schools saw more value in most of the activities than did tecchers
teaching in the larger schools. Those items for which there was greatest difference
between small and larger schools were: subjects on teaching in small and isolated
comi. ities, practice teaching in rural and isolated areas, visits to rural and isolated
schools and areas, activities involving student teacher interoction with the community.

The questionnaires sent to teachers listed several areas of potential relevance
to respondents in their current positions. Teachers were asked to indicate both how
much importance had beer. given to each in their pre-service teacher education and
how mich importance they believe should have been placed on each in order to
prepare them for their current position.

The right-hand side of Table 6.7 indicates that a majority of rural and isol ated
teachers considered that there should be great emphasis in the pre-service program on
subjecr teaching and on discipline. Over 40 per cent of teachers also reported that
there should Le great emphasis on individualising instruction, curriculum development
and CCP or wark program planning. Of the items in the list, those aspects which
rural and isolated teachers considered should be given least emphasis were living in a
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rural community, multicultural education and issues related to Aboriginal education.
These items were nonetheless considered to be of at least moderate importance by a
majority of the teachers. These results suggest that, while teachers consider that
aspects of their pre-service program oriented towards preparing them for teaching in

a specific context are important, they attach greater ‘mportance to those aspects
which have wide application in a nuinber of contexts.

Table 6.7: Western teachers' opinions of the importance given to each area in their pre-service

teacher education programs and importance which should be given to each

IMPORTANCE ACTUALLY INPORTANCE WHICH SHOWLD
GIVEN HAVE BEEN GIVEN
(N=479-492) (N=460-A74)
MOIDER- MODER-
NONE LITILE ATE GREAT | NONE LITTLE ATE GREAT
% -4 -4 - b4 - 4 b4
Subject teaching 1 17 47 35 - ” 41 57
Teaching multigrades -0 38 10 2 8 16 51 29
Living 1n a 1.ral community 72 24 3 - 4 26 52 19
School /community relations 38 40 17 6 - 15 58 27
Individualising 1nstruction 10 42 36 12 - 6 S0 44
Curriculum development 9 26 44 21 1 5 50 44
Discipline 9 36 44 11 - 2 43 54
Teaching exceptional children
within mainstream 32 44 20 4 - 16 52 32
CCP/work program planning 15 28 37 20 1 4 S0 45
Utilising the local environment 22 48 25 5 1 14 59 26
Multicultural education 40 32 22 6 30 31 53 13
Administrative duties 44 42 12 2 2 22 52 24
Iscsues related to Aboriginal
education 48 33 16 3 4 32 48 16

There were some important diffeiences in the perceptions of western Queen.:-
lar4 teachers with respect to the emphasis placed on various aspects of their pre-
service program accoraing to the recency of *heir graduation. Responses to items for
which there was a statistically significant difference are shown in Table A1,
Appendix 3. This table shows that teachers who have graduated since 1980 ronsider
that there was more emphasis on a number of issues in their pre-service programs, in
krticular on:  living in a rural community, school/community relations, curriculum
development, teaching exceptional children within the mainstream, CCP/work program

planning, utilising the local environment, multicultural education and issues related to
Aboriginal education.

A comparison of the opinions of western teachers as to the emphasis which

should have been placed on each of the aspects of pre-service teacher education with

the opinions of coastai teachers (shown on the right hand side of Table 4.8) reveals,

9.

.78




EE

Q

nonetheless, that a greater proportion of rural teachers believe emphasis should be
given tr issues such as teaching multigrades, living in « rural community,
school/c..nmunity relationship and administrative duties. Teachers' perceptions of the
desirable content of pre-service teacher education are therefore influenced to some
degree by the context in which they are teaching. It would be more likely, for
example, that skills and knowledge in areas such as teuching multigrades would be
required of teachers .n rural areas than in non-rural areas.

Table 6.8: Coastal and near coastal teachers' opinions of the importance given to each area in

their pre-service teacher education program and importance which should be given to

each
INPORTANCE ACTUALLY IMPORTANCE WHICH SHOWLD
GIVEN HAVE BEEN GIVEN
(N=379-392) (N=371-380)
HODER- MODER-
NONE LITTILE ATE GREAT | NONE LITILE ATE GREAT
% % % % - % % %
Subject teaching 2 16 48 22 1 2 41 57
Teaching multigrades 57 33 9 1 9 24 52 16
Living 1n a local community 68 25 6 1 9 41 44 6
School/community relations 40 41 17 2 3 24 57 16
Individualising instruction 14 40 35 11 - 7 45 48
Curriculum development 13 29 42 16 - 7 48 45
CLiscipline 13 39 41 6 - 4 45 51
Teaching exceptional children
within mainstream 45 40 13 2 1 18 57 25
CCP/work program planning 21 34 35 11 2 8 52 39
Utilising the local environment 32 45 20 3 2 23 59 16
Multicultural education 54 31 11 4 6 33 51 9
Administrative duties 47 36 14 2 3 37 47 11
Issues related to Aboriginal
education 64 25 8 2 8 41 44 6

It is also useful to examine the difference between the "actual" and "ideal"
importance attached to each of the aspects by rural and isolated teachers (the left
and right hand sides of Table 6.7 respectively). These reveal that teachers considered
more emphasis should have been given to each of the areas listed. These teachers
considered that much more importance should have been given, in particular, to
discipline, individualising instruction, teaching multigrades, teaching exceptional
children within the mainstream and CCP or work program planning.

Further analyses were undertaken to determine the "actual" and "ideal" ratings
given to each area of pre-service teacher education by various sub-groups of teachers.
The responses of the following sub-groups were examined: western primary teachers,
western secondary teachers, western primary teachers teaching in srnall (i.e. less than
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six teachers) schools, western primary teachers teaching in larger (i.e. more than five
teachers) schools.

Table 6.9 shows the proportion of western primary teachers who considered that
each activity was given great importance in their pre-service preparation and the pro-
portion who considered each activity should have been given great importance.

Western primary teachers reported that greatest importance should have been
given to: subject teaching, curriculum development, CCP/work program planning and
individualising instruction. An examination of the differences in rank orders between
the actual and ideal columns reveals that the greatest discrepancy was in the area of
teaching multigrades.

Table 6.9: Proportion of western primery teachers rating eac - area as of great importance in
pre-service teacher education

GREAT INPORTANCE GREAT INPORTANCE
ACTUALLY GIVEN |  SHILD HAVE BEEN
GIVEN
(N=192-198) (N=184-191)
% (Rank) % (Rank )
Subject teaching 32 (1) 48 (1)
Teaching multigrades 2 (11) 38 (6)
Living 1n a rural community 1 (12) 16 (10)
School/community relations 8 (7 26 (8)
Individualising instruction 15 (4) 43 (4)
Curriculum development 28 (2) 41 (5)
Discipline 12 (5) 45 (2)
Teaching exceptional children within mainstream 6 (9) 31 (7)
CCP/work program planning 26 (3) 33 (3)
Utilising the local environment 8 (7 22 (9)
Multicultural education 9 (6) 13 (13)
Administrative duties 1 (12) 16 (10)
Issues related to Aboriginal education 3 (10) 14 (12)
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As Tuble 6.10 shows, this difference is somewhat more acute for western
primary teachers teaching in smaller schools. !ndeed, these feachers saw this as the
greatest need in their pre-service progrom. Other areas which teachers in small
schools considered to be of greatest importance were: CCP or work program
~ aing, subject teaching, and individualising instruction.

Table 6.10: Proportion of primary teachers in small western schools (i.e. schools with 1-5
teachers) rating each area as of great importance in pre-service teacher education

GREAT TMPORTANCE

ACTUALLY GIVEN
(N-52-64)
4 (Rank )
Subject teaching 29
Teaching multigrades 3
Living 1n a rural comrurity 2
Schnol/community relations 6
Individualising instruction 18
Curriculum development 29
Discapline 14
Teaching exceptr~nal children within mainstrea- 4
CCP/work program planning 18 (3) 48 (2)
Utilising the local environment 6 (7) 20 (10)
Multicultural education 3 (10) 10 (13)
Adminisirative dutles 3 (10) 15 (12)
Issues related to Aboriginal education 2 (12) 16 (11)
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The areas of greatest ir -tance for nrimory teachers in larger western
prirnary schools were: disciplir. bject teaching, individualising insiruction and
curriculun. development.  The area of teaching multigrades was still relatively
important for teachers in the larger primary schools anc' there was still a large gap
between these teachers' perceptions ot their ideal prepacaticn in this area and the
preparatior they actually (eceived.

Jable 6.11: Proportion of western primary teachers in larger schools (i.e. achools with more
than 5 teachers) rating each area as of great importance in pre-service teachsr

education
GREAT IMPORTANCE GREAT IMPORTANCE
ACTUALLY GIVEN SHOIRD HAVE BEEN
GIVEN
(N=130-135) (H=126-131)
% (Rank) % (Rank)
Sub ject teaching 33 (1) 49 (2)
Teaching multigrades 1 (11) 33 (5)
Living 1n a rural community - (13) 12 {13)
School/community relations 8 (8) 22 (9)
Individualisi g instruction 13 (4) 43 (3)
Curricuium development 28 (3) 42 (4)
Discipline 19 (6) 50 (1)
Teaching exceptional children within mainstream 3 (9) 32 (6)
CCP/work pregram planning 30 GO 32 (6)
Utilising the local environment 9 (7 ‘ 23 (b)
Multicultural education 1 (5) 15 (11)
Admini-trative duties 1 (11) 16 (10)
Issues related to Aboriginal education 4 (10) 13 (12)
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The results for secondary teachers are shown in Table 6.12. This shows that
the areas rated of greatest importance by secondary te_chers were: subject teaching,
discipline, curriculum development, CCP or work program planning, and individualising
instruction. For s.condary teachers, the greatest differences between actual and ideal
ratings were for the areas of discipline, individualising instruction, curriculum
development, teaching exceptional children within the mainstrean~ ~d CCF or work
program plcnning.

Table 6.12: Proportion of western secondary teachers rating each area as of great importance in
pre-gservice t=acher education

GREAT IMPORTANCE GREAT IMPORTANCE
ACTUALLY GIVEN SHOULD HAVL BEEN
GIVEN
(N=202-2i3) (N=192-203)
) (Rank) 4 (Rank)
Subject teaching 39 (1) 68 (1)
Teaching multigrades 2 (9) 16 (12)
Living 1n a rural community <1 (13) 20 (10)
School/community relations 2 (9 27 (9
Individualieing 1nstrection 6 (5) 43 (5)
Currizulum development 14 (2) 47 (3)
Liscipline 10 (4) 67 (2)
Teaching exceptional children within mainstream 1 (11) 36 (6}
CCP/work program planning 13 (3) 47 (3,
Utilising the loca’ environment 2 (9) 29 (7
Multicultural education 3 (6) 13 (13)
Administrative duties 1 On 28 (8)
Issues related to Aboriginal education 3 () 18 (1)

é3 Summary

About tv.~ thirds of teachers in western Queensland had u Diploma of Teaching
as a pre-service quulification and a smaller proportion of western teachers compared
to coastal teachers had gained a certificute of teaching on completion of their pre-
service preparation. About a third of each group had gained their pre-service quali-
fication from Brisbane College of Advanced Education (Kelvin Grove) and about 10 per
cent of both western and coastal teachers had interstate qualifications. Half of the
weutern teachers had completed their pre-service education <ince 1980, compared with
one-fifth of the coastal teachers.

Only about one-fifth of the western ieachers repcrted *hat they had had any
activities or experiences within th.: pre-servize program to prepare them specificully
for teaching in rural ard isolated areas. -The most useful pre-service activities
experienced by the western teachers were practice teaching in tural and isolated areas
or in small schools or in a multigrade situation, and units on teaching in rural and




isolated areas. The experiences which western teachers and parents considered could
potentially be of most value in preparing teachers to teach ir rural and isolated areas
were practice teaching in rural and icolated areas, and courses on remediation of low-
achieving children.  Also of value, but to a lesser extent, were working with
composite classes, information on rural and isolated areas given by people with
appropriate experience, visits to rural and isolated schools and communities, and
subjects on teaching in small and isolated communities. Working with composite
classes was seen to be of more value by primary than secondary teachers and by
primary teachers in smaller schools.

Both western and coastal teachers believed that there shold be a great
emphasis in pre-service programs on subject teaching, discipline, individualising in-
struction, curriculum development and planning. A greater proportion of western
teachers 1han coastal teachers reported that there should be great emphasis on
‘eaching multigrades, living in a rural commun.ty, school/community relationships and
administrative duties. Some differences between western primary a~d secondary
teachers ‘vere also evident. More primary teachers felt that teaching multigrades
snould be emphasised, while secondary teachers were more concerned than primary
teachers about subject teaching and discipline. Western teachers in small primary
schools rated the following as more important aspects of their pre-service preparation
than did western teachers in larger primary schools: teaching multigrades, living in a
rural commurity, school/comm.unity relationships, planning. Discipline, on the other
hand, was considered to be less important by teachers in small western schools.
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CHAPTEK 7

INDUCTION AND IN-SERVICE SUPPORT

7.1 Teachers' perspectives

Respondents from both teacher groups were asked various questions regarding
their experiences in adjusting to life in their present teaching situation and any in-
duction or in-service support they may have had. They were also asked to give
suggestions as to ways of supporting and advising teachcrs in the rural setting.

When asked to place a value on the sipport given by various agencies, western
and coastal teachers gave different responses in as much as the rural teachers valued
any support given them more highiy than did their coastal counterparts (Table 7.1).
For example, one-half of the rural respondents rated regular contact with a subject
specialist as kzing "very important", whereas only one-third of the coastal respondents
reacted similarly. A high percentage of the former respondents were high school
teachers and these rated contact with a subject specialist more highly than did their
primary counterparts (Table A.7.1, Appendix 3).

Table 7.1: Importance given by teacher respondents to various kinds of support with teaching

WESTERN COASTAL
(N=488-499) (N=393-403)
NOT SL. MOD. VERY NGT Sl. M. VERY
(N Ie. . (N P, L. 1. P,

~ ~ b4 ~ b4 b4 ~ ~
Reqular contact with
subject specialists, or
unlimited telephone or
other media access to .
sub ject specialist 3 11 36 50 4 16 46 35
In-service support con-
ducted 1n local
communities 2 11 39 48 3 13 40 45
in-service svoport that
requires travelling to
another centre but
allows contact w:th
other colleagues 2 11 40 48 4 18 44 34
Regular adv..ory con-
tacts with inspector
of schools 7 23 43 27 16 34 35 15

At the same time the teachers were asked to value th. importance of other
resources in helping teachers (Table 7.2). A Generally, the responses of both groups of
teachers were very similar. The exceptfon to this was in the value placed on the use
of computer and satellite communications. The rural respondents vnlued these

. .
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technological advances more highly than did their coastal colleagues. One reazon
given for this was that through computers "country" children can keep up with
advances that are normally confined to ¢ iiies.

Table 7.2: Importance given by teacher respondents to different resources in helping teachers

WESTERN COASTAL
(N=471-498) (N=384-399)
NOT SL. MOD. VERY NOT SL. MID. VERY
INP. INP. IMP. INP. . (o . P,

% = b4 b4 % % % %
Ready access to good
teaching resources from
outside your centre 1 7 31 62 3 in 3¢ 52
Availability of detailed
school programs in
curricula areas 1 5 35 59 3 5 31 61
Availability of local
centre relief staff to
release you to explore
locally areas of -~o-
fessior ~1 concern 3 12 34 51 5 14 35 46
Assistance with evalu-
ation (testing 1tems
and procedures) 2 11 4} 46 4 19 45 32
Use of computers 5 19 42 34 9 24 47 20
Use of satellite com-
munications 14 23 39 2t 33 26 33 7

More than half of each study group regarded "Ready access to good teaching
resources from outside your centre" as being very important. The rural teachers who
responded in this way were more likely to be recent graduates (post-1980) (Table
A.7.2, Apperdix 3).

Respondents were asked fo comment on the use made of computers and
satellite technology in helping to improve the quality of education afforded to sct ..ol
students. In general, the comments made by both groups were similar with about one-
quarter of the western and one-third of coastal teachers saying that they do not use
or do not have access to a computer. Some reasons given for non-use included lack of
knowledge, need for more in-service courses, expense, insufficient equipment, storage
problems, inaccessikility, and lack of maintenance or resource personnel.

Some of the reasons why computers were used inc'uded: to motivate pupils,
to orovide a variety of learning experiences, to develop pupils' keyboard skills, to pro-
vide a challenge to pupils, to build pupils' confidence and to develop their computer
awareness. It was thought that the us. ond knowledge of computers would mear, that
country children were not disadvantcged when sent to boarding .chools or TAFE
colleges.  Different areas taught using computers were word processing, computer
literacy and awareness, keyb-~ard skills, and progrumming.
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Teachers were asked how much difficulty they experienced adjusting to their
present situation, personally, socially, and professionally (Table 7.3). In each category
the responses indicated that the western respondents had a greater degree of
difficulty than the coastal teachers. About one-half of the western teachers had at
least some difficulty adjusting, in each of the areas, whereas only one-third of their
coastal colleagues had difficulty.

Table 7.3: Teacher respondents' difficulty in adjusting to personal, social and professional
aspects of present situation

W-STERN COASTAL
(N=496-497) (N=392-399)
NO SOME  CONSIDERABLE NG Sad CONSIDERABLE
DIFFICILTY DIFFICULTY DIFFICLTY PIFFICLTY DIFFICILTY DIFFICILTY

% % % % % %
Personal 47 37 16 68 26 6
Social 51 38 11 69 26 5
Professional 46 44 11 60 31 9

I the rural sample, as Table A.7.3 in Appendix 3 shows, rnore married teachers
than single had no difficulty adjusting at a personal level. Those western teachers
who had lived for a longer time in the district reportecd experiencing less difficilty in
adjusting person. iy, socially or professionally than did those teachers who had lived in
the district for shorter periods (Table A.7.4, Appendix 3).

Western teachers were asked to -ate the extent to which they agreed with
diff2cent statements on varicus aspects of in-service and induction programs (Table
7.4). Ninety per cent agreed that there was a need for such courses. About three-
quarters thought that videos of and/or visits to rural and isolated schocls would be
useful. A similar fraction of respondents thought that courses taken before teachers
take up duty and/or during the early months of an appointment would be helpful.




Table 7.4: Western teacher respondents' extent of agreement or disagreesent with <tatements
concerning in-service and induction programs

Information provided was 1naccurate
or misleading

People giving the courses were out
of touch with reality

There is no need for courses; good
teachers can cope

Videos of rural and 1solated schools
and areas would be useful

Visits to rural and 1solated schools
and areas would be iseful 14 59 20

Courses should be given before
-eachers take up appointment 19 50 20

Courses should be given during early
months of appointment 12 53 23

* NO = no opimion, SD = strongly disagree, D = disagree, N = nei*her agree nor disagree, A =
agree, SA = strongly agree.

Teachers were asked to value the information, support ard advice given to
trem by various sources. These have been grouped rather broadly. The first group of
sources would be relevant to most teachers; most of the second group of sources
would be relevant only to a few (sce Table 7.5).

Of the sources relevant to all teachers, the advice and support given by other
members of the school staff were most valued by teachers. Family and friends,
visiting specialist teachers, schnol administration, in-service activities and coursec and
local individuals were also valuable sources of advice for many teachers. On the uther
hand, 60 per cen: of western teachers reported that the advice and support they
received from regional office and inspectors were of little or no valve.

Among western teachers who expressed an opinion, twice as many - :male
teachers as male found that family and {riends were of great value as a support
during their settling-in time in :he community and school. Also, the percentage of
women who regarded the school induction package to be of great value was ‘wice that
of the men. More women also found the beyinning teaching seminars vcluable. The
school P. & C. or P. & F. was found to be more valuable to a greater percentuge of
administrative personnel than those with no administrative duties. In regard to the
Regional Office and Cectholic Education Office serninars, more primary teachers found
»7em valuable than secondary, and Catholic teachers appreciated them more than
government teachers; teachers who had graduated since 1980 found them of less value
than teachers who graduated prior to 1980. (These results are set out in Tables A.7.5,
A.7.6 and A 7.7 in Appendix 3.)




PAFulToxt Provided by ERIC

Table 7.5: Value placed by teacher respondents on inforsation, support and advice from various
sources

LIME
VALIE

Sources relevant to all teachers
(N=428-479)

School induction package

School adminustration

Other teachers and staff

Regional office and 1inspectors
In-service activities and courses
Visiting sgecialist teachers
Community social groups/clubs

Local individuals and families

P. &C. ar P. & F.

Family and friends

Welcome activities arranged by council
Sources not relevant to all teachers
(N-=314-399)

Beginning teacher seminars
North-West induction seminar

Class 5 seminar

Jumbunna seminar

Reygional office/Catholic Education Cffice
seminars

Teachers were asked to comment on the inducticn or in-service support they
would like to see developed to assist teachers living and working in isolat d areas.
About 60 per cent f the western teachers responded to this question. Many items
were suggested by only a small percentage and some of these have been comtined.
Items have been grouped under three general headings: support pe-sonnel, personal
needs, and professional needs.

Support personnel: other teachers; school staff; experienced teachers; previous
teachers; itinerant specialists; communitv members; administration; subject masters;
and resourc= teachers.

Personal needs: more benefits for being isolated; and support in the following areas:
fitting into the community, factual information about the specific area, use of leisure
time, meeting individual teacher's needs, and practical heip.

Professional needs: regular assistance; resource intecchange; assistance to attend in-
ser .ce; supply teachers and support in 1 @ following areas: teaching a variety of
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students, composite classes, group teaching strategies, discipline, new and alternative
teaching methods, curriculum/subject matter, planning, assessment, exam writing,
ROSBA, administration, and making the most of available resources.

7.2 The community's perspective

Community members were asked whether they should be involved in various
activities to help teachers adapt to living and working in the local school and com-
munity (Table 7.5). Most of the responses were similar for the western and coactal
groups. Almost without exception three-quarters of the respondents agrzed with each
statement, although a noticeably larger proportion of rural community mernbers
indicated that they should develop friendships and visit socially with the teachers.

Table 7.6: Commumity respondents' views as to whether commmity mesbers should be involved in
helping teachers oadept to living and working in Lhe local school and commmity

WESTERN COASTAL
(N=204-209) (N=174-176)
ND ND
OP e I0M YES ND OPINION ES ND

1 % % % % .
Being 1nvolved 1n school activities 3 2 95 2 6 93
Helping through the P. & C. or P. & F. 5 5 90 4 7 89
Introducing teachers to community
organisatior.s and activities 8 9 84 8 18 74
Developing friendships with teachers
out of hours 9 14 77 12 25 63
Assisting in the classroom 5 19 76 5 24 71
Inviting teachers to visit socially
with families 15 23 62 16 39 45

Proportionally more ren than women reported that the community should assist
in the classroom and be involved in school activities (Table A.7.8, Appendix 3). Also,
the smaller the population of the community, the more assisting in the classrocm was
considered important.

7.3 Summary

Most teachers see a great need for induction and in-service courses particularly
to help new teachers settle into rural and isolated schools and coramunities. There
are many different ways this can be achieved but other teachers and staff at the
school are seen as a valuable resource in a support and advisory role.

Teachers need access to good teaching resources and personnel. Computers andy
satellite communications are becoming important in ‘eaching, especially in the rural
areas.

Rural teachers have greater difficulty adjusting to their new situation although

married teachers fare better than single. Rural teachers value all kinds of support
highly.
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Most community members indicated that there should be a high level of support
from the community for teachars to help them adjust to their new area and school.
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CHAPTER 8

DISCUSSION AND CONCLUSIONS

8.1 Characteristics of western Queensland teachers and schools

Information obtained from the present study on the perso -~' detaus of teachers
in western Queensland supports the general Australian literature on tecchers in rural
schools. For example, previous studies indicate that these teachers are generally
younger thay teachers in non-rural areas. In the present study, teachers from the
western areas -.sere three times as likeiy to be under 25 and much less likely to be
over 30, than were teachers from coa.tal and near coastal areas of Queensland. The
greater youth of the western teachers was associated with their greater tendency to
be single.

Previous Australian research has indicated that rural teachers are generally less
experienced at teaching than their urban counterparts. Certainly this was the case in
the present study where it was found that teachers in western Queensland had
relatively little teaching experience: 41 per cent of western teachers, as opposed to
16 per cent of coastal teachers, had less than four years' teaching experience.
Moreover, 30 per cent of western teachers (compared with 15 per cent of coastal
teachers) were in their first teaching oppointment.

Western teachers were more likely than coastal teachers to have gained a Zip-
loma of teaching on completion of their pre-service teacher education; coastal
teachers, on the other hand. were more likely than western teachers to have gained a
certificate in teaching as a pre-service qualification.

Much of the literature points to a high rate of mobility among rural ‘eachers.
This study found that western Queensland teachers tendsd to hive been in a particular
tcwn or district and in a particular school for a shorter tirie than had coastal
teachers, and that a much greater proportion of western than coastal teachers
intended to leave their present schools by the end of the next year.

It is not true to say, however, that all teachers in western Queensland are
young and inexperienced. There was a significant group of cider, more experienced
teachers who had been in tne present school and district for considerable periods of
time. Thus, 34 per cent of the western Queensland teachers were over 30 years old,
33 per cent had at least seven y:ars' teaching experience, 22 per cent had lived in the
same district for four vears or more, and 17 per cent had been teaching at iheir
present school for at least four years.

The study's results regarding school size also concur with the literature. The
picture of the typical rural school that emerges from ecrlier research is one of small-
ness, both in numbers of teachers and numbers of pupils, with a greater need to
conduct multiple-age classes. In the present study it was found that schools in
western Queensland had lower numbers of teachers (twice as man, westera as coastal
teachers taught in schools with ten or fewer teachers), smaller classes (three times as
many western as coastal teachers had less than fifteen pupils in an average class), and
more multi-age classes (a greater proportion of western than coastal teackers had
responsibility for more than one year levcl).

8.2  ,eaching in a western Queenslcnd school

A considerably smaller proportion of western teachers than coastal teachers (36
per cent compared with 51 per cent) had listed their present school as t! »ir ficsr or
second choice when seeking appointment, transfer or promotion. Although only abcut
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one-fifth of western teachers reported being dissatisfied, twice as many western as
coastal teachers reported feeling dissatisfied or very dissatisfied on hearing of their
appointment tc their present school.

The results suggest, however, that teachers in western Queensland schools grew
to like their situation: 50 per cent of western teachers became more satisfied and
only 18 per cent became more dissatisfied since taking up their appointment in a rural
and isolated school. Western teachers reported gaining satisfaction from working in a
school with friendly pupils and good staff relatioaships, meeting the challenge of new
responsibilities and a different lifestyle, and making new friends in the local
community. It is also interesting to note that a far higher proportion of western than
coastal teachers expressed interest in a future appointment in an isolated school.

Yet teachers in western schools did not perceive their work to be easy. The
chavacteristics of the students in western Queensland schools, as perceived by their
teachers, lend some credence to the view presented in the literature that rural pupils
tend to come disproportionately from lower socioeconomic groups and to have lower
levels of motivation and of educational achievement. In the present study, a higher
proportion of western teachers than coastal teachers reported that their pupils lacked
motivation and were low achievers, and western teachers described their classes as
containing a higher proportion of children from low socioeconomic backgrounds.

Many of the other potential difficulties of teaching and ing in rural and
isolated areas that are indicated in the literature were perceived as prcblems by
western teachers in the current study. These included the difficulty of planning
programs and lessons without adequate knowledge of the local situation and without
adequate resources, having to teach subjects for which they had not been prepared,
professional isolation (lack of access to support facilities), social and cultural isolation
(lack of social life, distance from family and friends), being more in the public eye,
and being expected to participate in community activities.

Those teachers who intended to leave their present western school within two
years most frequently cited as reasons for this their absence from family and friends
and lack of recreational facilities. Dissatisfaction with the school environment was
mentioned infrequently as a reason for intending to leave.

The abeve results indicate that more information could be provided to teachers
posted to schools in western Queensland in order to alleviate their initial feelings of
anxiety. In particular, consideration might be given to providing more opportunities
for teachers newly appointed to western schools to meet with teachers experienced in
teac' " g in western Queensland so that these teachers could share with their
apprehensive colleagues their experiences of teaching and living in & western
Queensiand school and community.

8.3 Qualities of teachers in western Queenslond schools

Earlier studies and reports on rural teaching have suggested the use of
suitability criteria in selecting teachers to be appointed to rural schools. The
importance of sensitivity to rural values and circunistances, interests relevant t» ru-al
life and a capacity for self-reliance have been mentioned. In the current study,
broadm ndedness and t..2rance, an outgoing personality, interest in snorting activities,
willingness to take on new roles in the school, ability to interact with the community,
readiness to ioin commu «v organisations, and ability to adapt to a different lifestyle
were seen a:- ‘'mportant in that tney were mentioned as desirable teacher qualities and
skills more orten by western than by coastal teachers. From the teachers’ perspec-
tive, then, it is more importc t for teachers in western schools than in coastal schools
to jossess or to be able to develop a number of qualities. The implications of these
results neeu to be carefully considered oy those responsible for selecting teachers for
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service in rural and isolated schools and by providers of pre-service and in-service
teacher education.

8.4 Pre-service teacher education

The results also indicate that more emphasis in pre-service teacher education
programs should be given to preparing teachers for a remote or rural posting.

Teachers' responses reveal that course components specifically aimed at rural
teaching were not widely available in the courses they undertook. This supports
claims by previous researchers that teacher preparation programs generally provide
little preparation directed specifically at teaching in rural schools. Although this
finding seems to conflict with the evidence of the earlier Board of Teacher Education
(1983) survey, in which a maijority of final-year teacher education students reported
feeling adequately prepared to teach in small country schools, it may well be that the
adequacy or otherwise of preparation becomes apparent only when the teacher is
placed in c rural teaching situation.

Practice teaching in a rural school is recognised in the rural education
literature as one of the best ways to prepare student teachers for a rural posting. In
the present study, the aspect of pre-service programs most often mentioned as par-
ticularly beneficial in such preparation was practice teaching in a rural or isolated
school or in a setting with rural school characteristics (e.g. very small number of
pupils or multigrade classes). This finding suggests that this type of experience should
be more widely available to student teachers. At the time the present study was
carried out, the opportunity to undertake practice teaching in rural situations was
available to only very few Queensiand student teachers, and not all institutions
ensured that students at least had experience of multigrade classroom teaching.

Apart from practice teaching in rural or multigrade classrooms, courses on
remediation of low-achieving students (as noted above, western teachers were more
likely than coastal teachers to describe their pupils as low-achievers), information on
rural and isolated areas given by people with appropriate experiences, visits to rurel
and isolated schools and areas, and subjects on teaching in small and isolated com-
munities were seen by western respondents in the present study to be beneficial in
preparing teachers for rural service.

While the study supports the !iterature in suggesting that certain components
directed specifically at rural teaching should be included in pre-service courses, it is
important to note that responses to the presei.! survey ndicate that course aspects
with more general application (e.g. individualising instruction, discipline, curriculum
developmens are perceived by teachers as more important than those directed at a
specific teaching context.

The present study also indicates that certain course features aimed at preparing
students for rural teaching are not perceived by rural teachers and parents as par-
ticularly beneficial. In particular, the reading of literature on rural teaching was not
considered to be of grect value.

There were differences in the views of primary and secondary western teachers
as to the value of certain aspects of pre-service programs as preparation for "country"
postings, and these would need io be considered in program design (e.g. working with
composite classes was seen as more beneficial by primary teachers).

8.5 Induction and in-service support

The findings of the present study concerning induction and in-service support
have important implications for those whose responsibility it is to provide such support
or who could provide such support.
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The impressior, _iined from the Australian rural teaching literature is that
teachers have usually been given no special induction or in-service preparation for
rural teaching before taking up appointments in the country. While teachers in the
current study were not asked whether they had received such preparation, they were
asked whether they saw a need for it. Almost all respondents said there was a need
for in-service and induction programs for teachers taking up rural appointments.

One suggestion from previous studies is that the teacher induction process be
community-based, and in the present survey community members felt they should be
involved in various activities to help teachers adapt to living and working in the local
school and community. Interestingly though, it would appear that some ways in which
support could be provided (e.g. through community social clubs or through the local
Council) are presently little used or are seen by many teachers as having little or no
value.

A significant finding with implications for providers of induction and in-service
programs is that a quarter of western teacher respondents felt that the people giving
such courses were out of touch with reality. A clear majority of western teachers
thought that videos of, and visits to, rural anu isolated schools would be useful as
induction or in-service activities.

The small size of many rural schools (particularly the fact that many are oric-
teacher schools) makes the provision of a school induction program difficult, but it
may be that more effort could be made by school administrators and regional
authorities in the provision of school induction progiams. The finding that teachers
regarded the advice and support given by other teachers on staff as the mnst valuaole
form of assistunce indicates that the potential exists for more experienced western
teachers to play o leading role in inducting recruits to western schools into their new
roles. Several recommendations and suggestions concerning induction programs in
general are contained in reporis of the Board of Teacher Education (1981q, 1981b).

As is noted in the literature, rural teachers need special consideration
concerning in-service education and suppirt because of their isolation from many
agencies and resources avcilable to those in the coastal strip. It is significant that in
the present study, westc. . teachers valued any type of support more highly than did
coastal teachers.

Previous reports have referred to the potential of advanced communications
technology (e.g. satellite communications systems) for enhancing the in-service edu-
cation and support available to rural teachers. In the present survey, the use of
satellite cummunications was rated as moderately or ve. important by more than 60
per cent of western teachers (a much higher proportion than that of coastal teachers).

8.6 Conclusion

The results of this study both confirm many of the findings of earlier reports
on teaching in rural Australia and expand the knowledge base with respect to teaching
in western Queensland. The study extends the literature by examining the responses
of various subgroups of teachers. Responses were examined, for example, according
to teachers' gender, marital status, the level of schooling at which they taugt.t, the
type of western school (government or non-government), the length of time the
teacher had been in the school or the district, and school size.

Generally, the results indicate thar the expectations placed upon teachers in
western Queensland schools are greater than those placed upon teachers teaching in
coastal Queensland. Western Queensland teachers are younger ar less experienced
than those teaching in coastal schools. Yet there is a lack of provision in pre-service
teacher education programs for preparing teachers for teaching in rural and isolated
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schools, and induction and in-service support also appears to be less than adequate.

In a state such as Queensland where a significant proportion of teachers will
teach in a rural or isolated school at some time during their teaching careers, it
can be argued that more should be done to help teachers appointed *o school in these
areas of the state end in promoting the benefits of teaching in western Queensland.
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APPENDIX 1: S—;\MPLE QUESTIONNAIRES

(i) Teacher schedules

noted in 1tonlics.

BOARD_OF TEACHER EDUCATION

. ’. [} AL
'\il{!? ;nu:) QUEENSLAND
“LA(& ll 8ih Floor

Sh* wood (lguse
39 Sheceood Nead
100WONO O 40008

TEACHING IN RURAL AND 0 Dae 0m

100WOHO O 4068

ISOLATED AREAS 1eleohone 4707168

1EACHER QUESTIONNAIRE

Dear leacher,

As part of fts research progrem, the Boerd of feacher Educatiun, in cooperat fon
with two members of the Schoni of Educstion st James Cook University of North
Queensland, iy underteking o study of tesching in rurel snd isolated srees of
Queensiend.

The study sims to provide en insight into the problems end needs of teachers
and commuinities In rursl and jeclated wress of the State and so provide
information which can be used to prepsre snd esslst teschers taking up rurel
ond isointed postings  We believe the findings will be perticularly useful
to those invoived in the pre-service preparstion of teachers and the adminis-
tratinn of schoois end wili ultimately Jegd to an enhancement of the nuailty
of educetion afforded to children in rursl and lsolated parts of Queensland
(Thes paragraph deleted from constal s hedule |

iVhe dtudy a1ms o provofe an (nseght uito the problems and neers 0§ feachers
and commminetees throughout Queenstand, with special emphases on Aural and
tdotated areas We believe the undings witl be partecutarly useful to

those anvolved «n the pre-service preparation v§ teacheas and the adminis-
Qalion ~§ schools and will ultumately Cead to an enhancement 04 the qualuty
of educaleon afforded o cheldren in Queenaland )

In tryion to gain a clear insight Into the needs of rural ond jsolnted teachers
mnt communttins, the Nnard sceks your help nn o teachier with firat-hend
experience of Lesching in these sress. iough the enclosed questiormnire,

we hope teachers and principals will be sble to provide the Bosrd with in-
formnt jon which will nllow us to 93in » clesrer vislon of living snd teachlng

in rurei end (soisted wress of Queensiand  [Thes Paragraph deleted §rom
coas tal schedule )

(Whete the gocus of the nesearch 4 on aural and solated aread, 1t 14 also
neccasary Lo obtawn anformation from teachers and communtly membeas an caty
and condfal areas o deteamene common needs and problems as well as those
Apecifec to pantecular Cocaleteed  Through the attached ques tionmatne,

the Board hopes that you will be able o provide «f with wformateon whach
will allow us fo gan a clearer tniight anto Cavang and teaching «n your
commuenety and school |

To be of maximum value, we will need to hove a high responae rate from
teachers and principsis  We esrnestiy hope therefore thel you wili aet

sside some time within the next week to compiete the questionnaire snd return
it to us 17 the envelope provided

if you find the questionnaire format too restricting, please fcel rree to
ndd eny further information or comments in the «paces provided or on a sepa-
rote cheet I you have my querien, or if ynu wouid jike to tnlk to na
sbout the projrct, plenae contact the Doard's RMesenrch 0fficer, Creg Duck.
al the sddress given obuve

2.

finntty, we nanure yout thint o1} renponaes nte strictiy confident ini In

nn oenten witl binliviibinia, sihoots or commniitiea be Ident1fled when the
reaults sre reported the identification number printed on each question-
raire is for recording from wiiich srees responses gre coming snd for foliom-
up purposes

We hnpe thot you will help us by perticipsting in this study in accordance
with our ususl prectice, we wiil forwsrd in due course copies of the results
to sil schoole which perticipsted in the study.

Yours faithfuily,

Ny, ‘
Uxecutive Offfcer.

Encl

1 93. 1.():2

|
O

Note: Piendments to the schedule relat:ing to coastal and near coastal teachers have been

LRI BEST COPY AVAILABLE




SURVEY OF TEACHERS

6. (s} Whete did you have mast ol yous
primary and secondary schooling?

INTROIVCTION Most gquestions can be answered by piacing a tick ) in or
appropriate box. In some tnstan.ss you are ashed to wifle 8 (ew wotds in the i
aprces provided At the end of the schedule you are tnvited P mIke Commei

which miy be bhalptul Or ceplalning Vour 1ASHONSES AT madbe proviv ad (lior &

Secenmary

intormation which you {arl can €o tiibute to the atudy e e
Caphal cily t

Should you wish to contact the prople carrying out the study, plescs wrfts to L;T; 7’; I'vc];l c; e —_—_ e f—

:N.‘lvv’;;n (I"n(‘:a,o“llr!rdlcl. atticer, posrd of leacher Fducstion, P O noa )89, (10?00: -:\d‘ovev) n 2

’ . 0. . 0,000 and NS S PR
M :1hnn counlry 1own

Thank you (or vwo.r Interest and cooperation Would you please matl the (10,000 10 19,999) 3

compieted schedule In the reply-paid enveiope by )1 October 1985 E;w"ry ;n;’.‘f____ s — =11 so.n
(1,000 lo 9,999) L}

[ Senall lown
. {under 1,000) ]
PERSONAL DETARS e e b —

0—; a properly ¢

1. What ts your sex? Ma'e t D "
Female 2 D (b) Approximalely how many leachers
were on lhe slall of the primary and
[:] secondary schools you allended
2. Whal is your marital siefus? Married t (answer it appropriate)?
Single ? D s
[—] Frimary .. 72-1
Other ) Secondary .. 2.2
) What ts your sge? Under 25 ! a 7. Do you have relations Nving in your Yes | ]
25-29 2 M " present fown or district? ) %
No 2
3039 ) E]]
o end over ‘ PRESENT TEACHING SITUATION
thi Py
L] How fong have you ved in this Less than one year 1 D ° s thit lown and district the on= In which  Yes ! D n
lo r districl? = you spenl tnosl of your childhood? N 2 EJ
wn of distric 1-3 years 2 [:J o
§-¢ years ) [_] '
729 years . [J L W yout snswer lo Question 8 was Yes | D
y No ', Is Ine town and district similar N z ] »
10 years ot more L D In popuiation size lo the gne In which °
you spant most of yout chiidhood?
S, Whal lype of primary and seconda y ——
schooling did you moslly have? to How man, lull-time teachers, {pre- 1 1 D
school, primaty end secondary) are
: i at your present school? ) 1 D
1 H (] ) ]
£
'l - ! | ”
Correspondence 1 8-10 [ D
Day school ] 19-19 t-1s [ D
Boarding schoot ) 16-25 7 l‘ I
Over 25 ] D
Y LN
1. Please mdicale your present Sentor adminislratlve slatt, t D e ?" ‘":"9;' ';" ";"‘7 year One year level only ! D
postlion* ¢ g Inspeclor evels igiades) are In he Two year levels H D
classles) you leach? =
Non-teaching principal H D Three year levels J (:_J
Teaching piincipal b D Four yenr levely L} l__]
Nort-leachin  adminl- More than lour year
shallve stait L] D levels H D %
Teachirg adminishraliva Other (e g remedial
slall s [:] 0-3r leacher - piease specity) ¢ [:_]
Speciallsl leacher, e g
remedtal, librarian [ D Tt mrremreeey D
Fuill-lima leacher 7 D tiol applicabls 7
Part-lime posilion ] l I [:]
17, whal ls lhe poputallon of he 0-19y 1
Olher, & ¢ linerant PCS ==
teacher, reliel ’ D 1own In which your present school 200-499 2 | l
Is silvated?
Nol currenlly employed 0 D 500-999 3 l l
3
1000-249Y L} [g
n. i1 you are 8 principal, lor which Pre-schnol 1 D 2500-5000 $ [_J
depariments and cenlites are you |—"
responsile (lick all that apply}? Primary 2 D Over 5000 ¢
Secondary ) E] 2 10199 ! | I
Other (specity) L} [ ] 700 499 ? | I
0 999 ) .
1000 2499 ‘ { I
1. Il you teach classes regutarly, In Pre-school ] D 2500 4999 s [:]
t
which pari{s) ot Ilse school sysiem do Primary 2 D $000 9999 é I I
you teach (tick ali thal apply)?
Secondary ) D A 10,000 19,999 7 D
Oltier {specity) ] D 20,000 100,000 ] ’_]
Over 100,000 9! | I
1 {h which { 1 school N *
e‘m:Io;ed;“ of school are you Government t LJ 18 Whal are {he major occupations Crop produciion 1 u
Cathohic 2 I | of e prople In fhe lown and Fiztng 2 E
sl
Non-yovernmenl/ I disirict (lick sk Ihat apply)? —
non-Catholic ) D wool production ) [._‘
Nol curtently employed [ D - Beet production L} L
Dairy larming [ I:‘ I
15 Whal is (he average size of the Nol applicable t D Mining ¢ [_.
classles) you teach? 1S of tess 2 u Rallway ; l~
16-20 ) I | Tourlsin [ ] |_J
21-2% L] C] » Manufaclturing ’ [_J
26-)0 H l I
Over 30 ¢ D ' 1 O 3
O

ERIC . 9

Aruitoxt provided by Eic:




$1E - SERVICE TEACHER E ATION

. Whal qualitications dit yeu Yedching cerliitcate L]
gakr o1 compriellon ol your Dipioma ol Teaching 2
pre-service feacher edu-
callon coursels)? Degree plus Dip Ed or

Gied Dip Teach. )
nrd L]
Ollier (please specity) [

20.(a) From which insilullon did you Universily of Queensiand |
tecelve your pre-setvice .
fescher education quali- BCAE: Mount Giavall 2
fications? Kelvin Grove )

Notlh Brisbane
(Kedron/Car-
seldine) ]
McAuley College 5
Darling Downs IAE 6
Capricornia IAE 7
James Cook University 8
JCUNOUAE)/
Townsvtlle CAE 9
Other 10
{b) when Ad you completa fhis
qualiticaflon? 19 '

20 O¥d your pre-seivice feacher Yes [
educalion course provide you N 2
wilh any sublects, aclivittes or °
expetiences direclly relaled to
feaching i ruraf and Isclsted
sreas?
10eleted from coastal schesule)

7.
28, “isied below nta & number ol aress which may ba retevant o your

curreni position

In cotumn 1, indicale how much Imporlance was given lo esch of lhe
#reas in your pre-service leacher education program,

In cohmien 2, hvdicale how much mporiance lﬂg_l-lﬂhnv' been plazed on
each ares v your pre-service course in order fo prepara you lor your
cutreni posiltion.

Column t Colum 7

MPORTANCE Wt1cH SHOWLD

IMPORTANCE ACIUALLY
AYE OEEN CIvim

ANEAS Clven

Hee [LLLULef Mod 1UIr Med |Craat
1 1 3 L] 1 2 3 »

Creol| haa

Subject teaching

Teaching mulligrades

I.MngAIn & rural community
mol;;.ommun"y relafions
Individuatising instruction
E\:;;c-uiu; &!vl!opm(nl
Olscipiine

Teaching exceplions!
'Lchildven within mainsiream

CCP/work ;vogum planning -

Ulthsing lhe focal environment

Julllr_u"uul eduu!lm: -

Admlnhlr‘:l;:egullu

Iisues relsled fo Aboriginat
educalion

AITITUDES TOWAHDS PRESENT TEACIIING SITUATION

28 How forig liave you been teaching

al your present school? C e ee . yeats

2. How much tonger do you plan lo
temin ai your present school?

Want fo leave immediately 1
End of this year

Next year

2
)
Two yesrs L]
Thtee years [

]

More than thiee years

ERIC

Aruitoxt provided by Eic:

UC 00CCC OCC

oo

Cotd 2

RN

$~

[T XY]

2.

“w

616
43,44
61 68
é9.10
MmN
3N
5-1¢6

1.8

7m0
0é 07
o8 oy
10-11

12,13

[T

22

2).

27.

m

m

[{T]

20

29

30

»

95.
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Working with composile ct
S A

f"yes”lo Queslion 2), please speclly {hosa aspecls whicn hava proven

mos! benc'ictal lo you

(Celeted grom coastal achedute)

Hc  valuable do you Ihink Ihe loltowing
experiences would be In preparing sludent
teachers for service in rurat and Isolaled
sreas?

IDeLeted jrom coastal schedulel

~ (ittle vIAl.l

= Ne vaiue

!

“ Seme veium

~ Creat vaiuwm

Praclice teaching In tural and Isolated areas

d

Subjects on leaching In small and tsol
communilies

Visits to rural and molated E;;!: :r_ni :.:;l

Setected readings on rurst and hoh;;d
hools

intormation on rural and mnll;; atess given ;y
_pcovll with sppropriate axpertences

Aclivilies involving sfudent hler:;ll;;;l": lh;
communily

Courses on remedialion of fow-schieving students

4 you plan lo leave your present school wilhin & year ot iwo, please lsl
the {liree mos! Impoitani reasons lor doing so.

ee- L T

How I~ «g have you been teaching?

When you apphted for appotntn ent/
{ransfer/promollon 1o your present
schaol, whal was the order of
preterence you gave to the school?

Were you feaching In a school
immedislely prior to laking up your
presenl sppoiniment (apart from
normal leave breshs)

Where was your previous
sppolniment?

Flisi year 1
1-) years
-6 years
7-9 yea

t0-1&4 years

15 years or more

st choice 1
2nd cholce 2
Jrd chofee )

Ul O000ococ

Greales than »id
choice L}

Not lisled as & choice §

Did not seek transter

Yes 1
No 2

Co 000

This ts ny tirst appoint -

ment 1 D
Capitat cily 2 D
w000 amsenen "ty [
tonsato wass 4[]
100 1o 3399 s O
503t 39 ¢ 1

[ WY

s2
E3)

(3

n.n

3]

Eil




What wat yeur reaction when you Vary salistied
test heard of yous appentment lo
youw present school?

Please 1ate the exient to which you
Salisiied 7qree wilh each of 1he lolowing
Dissatisti d slalemenls regarding youw present

posilion
very dixsalisiied

No particular reaclion

felalionships among slall are h-;;py and

Since taking up your presenl poiniment, have you - Irendly —— e

Stalt aie l!lpoul'hl! cooperative, end
become more satistied? 1 have inllative

bacomd mar® cissalislind? 2 . Sludanis are easy 1o leach

temained ghoul lhe same? ) Siudenls are triendly

Sriall classes !nlbl! beller lu:hlng

Please €xplin why you have become mors, ot less satislied Job Is challengig Ind demanding
Chlldvcn seem 1o lack mollvalion ) o tyy
cre . - LI be e e e e . . B v .32 —————— e - - — -}
Navlnq no one else nearby lu:hlng the 0
e e, Coe e e e . . . B . . same subjec| or year level s & psoblem _ .
There ate very lew experienced .t
i A o n ’ ’ v . leachers hhom whom lo ask advice
- . . . .. . . ‘lmchluq lub]!\l; not lrained ot Is & - - .2
problem
Inspc:lou do nol visil lrequenlly cnough N v
lhcvc are very lew pmlculontl nlo:l- - [
slions ln he dres
Thers are Mnllcd oppmlunlllu lo psrll. (3]
clpale In prolculn.ml developmenl gemi,
lack of lp!:ll"ll ldvlsory (] T “
1 1s dillicull To kup In touch willy aduzalion [%]
d!v!lnpm!llll elsewhere
Appolnlmcnll W remole & areas lu uly to (Y]
obhln
There are mlny ,vo'r\ollon-l oppoﬂunlllel N - 7
In vuul sreas
Il\ru Is mu:h pw!culonll lrudom lnd - 0
scope lor Innovglign
R S —_ —
Teachers gcl lo know (class) parenls well L]
There I & lack of Tesources for teaching } B o $2
—_— | —f—_——1
lca:"l"q tetource malerais ditficuil [})
lo oblam
ll:k ol pcuon-l ptivacy Intrudes Inlo pro- %
lessional work
There seems lo be & high plcp;lllon ;l o [ s
low achle.ers
There 15 a high proportion of children fram "
low soclo-economic bl:kg ounds
.- RO DN DN (SN PR S
[inerants place more valuc on n educallon 51
than do local residents
1t 12
L : 35 Uow In porlanl do you consider sacls ol 1w
. i‘- loHowing are In helphig you wilh your
TEIER M M leaching? oo
4 g" $123| o g‘. {25132 's' H
SRR EM BRI EE R
(23] 513 § = HITARE
M teonld) A A I Tes IR IE it
NEEEE N RN IRIC RN
- —e—- - —_— Cotd )
C.l:lpllnc Iss pwblem sn ——— —ee - R, ! z ? hd
Many childien coma rom dilicull home 1T I P Avaliabiily of delaited school programs i cunicyla 06
backgrounds dreas e e e
|CCP/progam planning s @ provlem w0 In-service supperl conducled n yout local communily o
Lack of knowledge of focal silualion .;d_;;:.' . . 1 7 o In-rervice supporl thal requires Iuvclnnq 1o another oe
m-ku program plannlng ditlicull E!nll! bul ll!g:r_l_:onll:l_l :ll?‘ ol_hgv_ilil_l!:?f‘tf _ .
Lrck of subjecl maslet or experlenced siall A o 3] ﬂc'gullu dvisory conlacls wilh your Inspecor of o
makes program plannlng dithicull 1 e - - - e — —_—
I—;;;\:ll the rela llonship bclwc;;\:r;o-ol | |- © Regular conlact wilh subjecl specisiisls, or unitmiled 10
-nd mmmu"“y Is good | lelephone iﬂlvfr media access Io_l_i\iblc_\:! fp_c\:llllsl
Icl:hlng mulllgudel || s problem T T - “ ::;':::"‘;' wiih evaiustion ""“"9 llems and pro- "
Pllc |I'M|I sl bn || ! hitdren's ed \:lllo c T T - e P S ot STm ettt e .
I Io: ere h e " L Ready access lo good ledching tesources lrom oulside 12
——— — - —————— — [ ST DR g — your cenhre
RAural e 1 |hl —— e RPN UU [NUN [SEUE U S—
Rural e 1 enjoyable S RO NN N SR I b Avaltabiiily of local centre reliel statl lo reiease you to "
Inleraction In a small :ommunlly Is cnon.hlc o explore Io:llly, areas ol pmlcumnll concern
s diilicol 1o establish new Inendlnlpl or {i ey Use o sateliile :ommunl::llonl 1%
relationships -
- - P e fo— e ol :ompulcu 13
Thece Is & lack of soclal yie " - - -
There 1s a lack of sporfing, cullural lnd - 10
Ielsurc aclivilles 36 Please commenl o the yce made ol compuler and <alelile lechnology In
R S heiplng lo Improve 1he quallly ol educalion allorded lo your siudenis
lu:heu find It hatd lo accep! being In the "
publl:cye . .. s . P B . er e 1617
Teachers are ¢ snuinely lc:cplcd as members 12
ol the communily . . D e . '
N - e e
Isolallon lrom famlily and Irlends Is & problem n e e s . . e e
P AR ISR S Y R S S
Teachers lend lo mix socklty wilt olher "
Illnnlnll . o N Lo . . . .
The local peoplc are lnendly - "
|Local pcopl! have s high regard for leachers I R 37 How much ihitliculty, eitner personal, soctyl, or _—
. RPN N P SR S prolessional did you expeitence in s1jusling lo > - N
Loulpcoplc qo out ol thetr way |o make " yout ptesent sllualion? 3 3| i
leachers p-rl of the coamunily a| &8s
hers p: e ¢ [ D N N T & T
Ica:llcvl are e.ne:lld lo |oln tn :ummul\lly te s ? E vl»:? \EE
aclivities t ?
Teach are uqndcd as oulsiders [ " r‘cuonal e ° - o
T o - e Sm:lal T e — -
J ~ . ~ - kA
Please 5d9 comments you think sre relevant, Froless onal R e »
A L T T .l
J
x - 1
= A,
Rl 7.




Pleass tole.lhg eutanl ol poin agisement .urr = S WO
wilh gach of he tollewing aspecis of ‘:
r-service and induciion programs 2 ot ] ! .
< i I -1
{Deleted §rom coastal sehedule! | !f ! .;_I" H E!
1 (@3 A[FE[¢|2F
LA P B I L
inloimalion p.ovlaed was naccwale or risleading
People giving Ine courses veere oul ol louch withi T
cull!y o
There I| no need fot couises; gooﬂ Iuchul can
copa
Wideos of rural and uolnleﬂ 1chools and areas would -
be usrlut
'Vlllll. l; ;u';l and Isolaled schools and areas would AR R i R
be vselut
?m;h‘;dﬂ be ;“;en belore leachers lake (72000 I R
a olnlment
Couises should be given during early monihs of -
L | L —
. Please nidicele how valuable you found
inlormalion/suppori/advice received trom §
Lhe follow'ng soutces H H
b = |e
(0eLeted §rom coastal schedule tlrcs !g il
? 1132 TSt
— e e e = - I L b . 3
Ehool Inducllon plchlge
School admlnlnlullon : T T T
- [
Reglonll Olllu nnd lmpech;u - )
Beglnnlng leacher lemlmll I
Notlh-west induction seminar CT t T N A A
Class 5 semmar - D I I il et
Jumbunna emh;v - R et el Rl st e
Reglonal Olllulcuhullc Ed\;;lllvn Oftice
seminars
In-service aclivilles ot courses
Visiling |peclllll| leschers
Comnmunily wchl groups - -
- et ]
L —
P & C o P & F
Famlly and “l!ﬂﬂl
— ———— — o
Welcome aclivilizs a .ulngeﬂ by councll
Oihers T - I
15
.2, Ate you inleresied n tea, v Yes 1 [:]
by anollwer 1scliled scioor at your -
nexi or subsequent appokiiment(y), No 2 L—‘l
Undecided I
[Arne you cntenested un teaching Yea 1 [:)
o an sofnted 4c oot al your N : D
nex” on subsequent appocnimenclal? MO —
tinde eaded 3 | '
43.0a) It yes’lo Quesiion n 42, would you the same yize? 1 I_]
p:elu the school fo be ~
smalier? 2 D
larger? ) | ]
much larger? . l
®) I "o’ lo Queslion slion 42, which ot Leave leaching | D
he Tollowing would be your
preterence? Teaching oversess ot
tnferslale 2 ‘;_l
Brisbane 3 I -
Coaslal city L] []
Inland cily [ D
Large coaslal town ¢ |h~
Inland lown 7 [:]
Stnall coaslal lown ] I
Small land town b4 D
44 General commenls

tel

kLl

(1]

K you for your dssistance with

tins project,

E MC pletion of the questionnaire, pleses return

Aruitoxt provided by Eic:

it to the Povtd of 1escher Fducatson
in the reply-pasd ehvelope provided,

JLUICK)

0

o

o

40,

97.

Phease comment-orHw-imdutiton o1 m-service support you would e 19

see Jeveloped lo assisl leachers lving and werking
areas, (Deleted from coastal schedule)

In turs’ and Isclaled

. - f . v sy 52
How imporianl would you rale each of T - [
fhe following qualilies and abililies ol
leachers tor Wving 8 1d teaching in | " P o
schools and lowns or disliicls such as < AESEEE] 823
- - ! - v [
yours? i I ‘! I : l j I
“ b1
1 1234a ’ 2|23
t 2 ) s .
Ahmly lo Ioll!l good nelallonwp wilh cmlduen 3
Ablity Io communl with chiidien L)
—_———— E U CE G R [ PR U N .
Teaching a mly 33
Ablnly [E] mllnlllﬂ dll(lplln! [ 3
Dedicalion - - Y
b JRN e R AN
Pallencs L
e _ .. _ ~ _ PR IR R S 3
~ —_— 0
Experience "
— e e .. RSO N PN S
Ahmly to lel [ good e-ample for children Y]
)
Knowlvdgl o' lW‘!(ll lughl o
b——— —_
Common sense o
Inlelligence [~ D o
- — = —
Ability lo lﬂlp| loa dl"nen! Weslyle 3
Readiness lo |oln communl!y olqanlullonl | 0
Buudmlndeﬂneu nd lolerance - 3
Abiuly lo Iuc'\ mulllgudt classes 10
wmlngneu Io work with Iow-lb""y llud!nll IR I n
Mlllngneu le Ine on new rolet within the school - ”
Abilily to "rough 11" ot Bl Rl "
High academic quallfications I S "
oo —_— e | J—
Neal appearance - "
Oulgulng L o;;llly - e e 7%
Inleres| In |pollhg lcllvlliel D "
ol".ll T o I
Yo e . wer e » 1
S —_— —_ b t—t—_f 1}
v . Yo e LA
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)  Community schedules

(1)

Note: Amendments to this schedule relating to coastal and near coastal community members
have been noted 1n 1talics.

BOARD_OF_(EACHER EDUCATION.
QULENSLAND

Ak F 1o
Shermood o 3¢

TEACHING IN RURAL AND Yoo 0 w088
ISOLATED AREAS Toowena o s

Telephone 8707188

COMMUNITY QUESIIONNAIRE COMMUNITY SURVEY

Oear Parent, INTPODUCTION All Questiont can be answered by plaring 4 tick (v ) in the
Aa parl of fta rearntch piageem, W Board of lencher fducation, ln eaoperation apptepriate bow  tiowever. please (sl (ice to add comments on the various
with two membein of Tne Sehanl of Education nt Jnmes Cook Univerelty of North questions Qe tinn chould b ancwered with tespect Lo tha cossmunitics,

schools and tearhers which you know best

furenalamt, js undertoking s study of tesching in rursl snd isoleted sress of
Queensland

ldeallu, your ancwere should trflect the views of the household At the and of

the study sime to provide an inaignt into the problems snd needa of teschers the schicduls you ate Invited to make romments which may  be hnlpful o
and communities in rural aud !So'ated sress of the State and so provide cxplarning your respontae or miybe provide additional information which you
informat jon which can be ysed to prepsre Aand assist teschers taking up rural teel can contridute to the study

and 190lated poatings  We believe the findings will be psrticularly useful

to thoee involved 1n the pre-service prepsration of teachers snd the adminig- chould mou wish to cont1ct the peaple crrrying out the stuly please wtita to
tratinn of schools sud will ultimetely lead to sn enhancement of the quality ML Crea Duck Research Oflicer, Doatd of Icacher Education P O  nox 189,
of educetion 8fforded to children in rursl snd inolated parts of Queensland Toowong, 0 4066

(White the focus of the rerearch 14 on Aural and «solated aneas, ¢t 14 alio
necersary o oblawn uifoamalion from feachers and comminily members un cuty
and €oattal areas fo deleamine common needs and problems as well a3 those
apecafee fo marficalan localetaes  Through the alfached questionnaine,

1he Board hopes that vou will be able Lo provide of weth anfowmation which
will allow us Lo gawn a clearen vidion of the educational needs and problems
of your communaly |

Thank you for wour intersst aut cooperation  kould yon please marl the
completed schedule tn the reply-prtd envelope by 31 Uctober 1985

In teying to gatn n clear indight into the needs of rural and fsoleted teachers PERSONAL DETAILS
and communities, the Board seeks your help ss » parent with experience of

sthonling 10 these atens 1hrough the enclosed questionnsire, we hope parents

will be able to provide the Bonrd with inforeation which will allow us to 1. What Is your sex? Male 1
grin a clearer vision of living and teaching 1n rurel and isolated sress

of Queensland  (Thua paragraph deleted §rom coastal schedule )

10 be of maximum vAlue, we will need to have n high recponse cate from parents
We entne lly hope therefore thol you will 4t naide aome time within tie 2 Yhat Is your sge? Under 25 1
next week to complete the questionneire snd return it to us in the envelope 25-29
provided.

Female 2

10 ymr Gt the gueationnare format ton Eeatricting, pleasr foel fene to -39

add oy further informntion or commenta in the apacee pravided of on n anpo 40 and over
tnte sheel, f ynu have nuy querles, or If you would like to talk to ue
sbout the project, please rontact the Board's Research Officer, Greg Duck,

0og 00O 0O

st the uddress given above 3 How long have you Hved In (his Less than one year
town or dislecl?
finally, we oscure you that nll responecs are strictly confidentinl In 1-) years 2
no caseq will 1onlividunls, schools or comnunities be identifjed when the
4-6 years ) 1%

tequlte nre teported the fdentification menher printed on each guestion- =

naite 19 for recording trom which srens responses sre coming end for folow- 7-% years . LJ

up putpnses 10 years or more s 3

We hope that cou will help un by participating in thie atudy in accordance
with qur omual pract iee, we will forwnrd io 1ue rourae coples of the results

to all schuole which participated in tive study . What type ol piimaiy and secondary R |4

schooling did you mosily have? H i
Yours faithlully, _i_ 1

< S
N l_I_ [[!V N Cotrespondence |
Evecutive Olficer - B ..____1
Encl _Day school o 1.
Boarding schooi ) ]

Q . 1 (.) 7
ERIC 98.

Aruitoxt provided by Eic: ‘




s.

Wheto dd yeu have mest of your
pinary and gecondary scheokng?

Caphal clly

La ge provincial :er\l;!_—
120,000 and over}
Medlum counity town
(10,000 lo 19,000}

C un|m;:;
(3,0001 9,999}

Sl lown
(under 1,000)

Primery

Secarmery

|

On o pioperly

6. (a) Whallshe highesl level ol thimal

7.

educanon you have compi.led lo
date?

None 1
Some, bul did nol com-

plele primary H
Compleled primary b
Soie secondary, but

did nol complets Juntor L]
Junior [}

Weurl on aller Junlor,
bul did nol compiele

00 CO0dc ooaaa

Senlor 6
Senlot ?
Terliary [
®) Have you compleied any olher Yes 1
qualilicalion «nce Inishing
No 2
secondary schiool?
Do you have retslions living Yes 1
In your presenl lown
dislercl? No 2
Please complete [he lollowing labte, -
NBOER OF CHI(DREN
L] 1 23| ]S} S
How many children do you have?
How many have nol commencad school?
How m‘;;Tllerr:P;oo-l'; B
— = - —— e e - —
Pre-school
P I —— VU U S P
Primary
Junior secondaty h
- < — ===
Senlot seco
How many have lell school?”
4,
tn general, how would you sile the T
quallly ol |eachees n counlty gcliools 4
with which you ate tanunar? i l
&1
Excellenl 1
Good z-
Salistaclory ]
Poor L]
H)
No opinion 6

O

ERIC

Aruitoxt provided by Eic:

22

N.vo

e

99.

Wideh types of echoels (il eny) Contespondenc
de yout cluldien ailend (lick al

ihat apply)? Gevernmeni

Non-goveinment day

Non-govenunenl boarding

Yes
No

Is 1he maln kscorme evner In your
lainlly In govermunent employoent
{lucal, Siale or Commonweallh)?

What Is e occupalion of the maln lncome eamer tn your lamily

{e 9 molor mechanic, councll iuck dilver,
Iaim worker}? Please wiile occupalion

bank clerk, grazier,

Whal 1s Ihe popuiation ol Hlie town of
distilcl in whitch you are Pying?

0-19y

200-499

500-99%

1000-249y
2500-5000
Over 5000

{0-199
200 49
500 999

1000 2499

7500 6399

5000 9999
10,000 19,990
20.000 100,000
ver 100,000

YOUR OFINIONS

1.

How salistied are you with this lown
and dislrict as a place to live?

Safistled

Dissalistied

vety salistied

Very dissalisiled

How wouid you rale your khowledge vety good
and ur jerslanding ol schools {your
local school In parlicular)? Good
Fan
Poor
very poor
S.
How hopottinl woukt yru rale each of
ilie following quililies and alillilies of
feachers tor living and tevching i 1
schools and towns or disiricls such as H
yours? H
?
[

Abllity 1o tosier 8 good relalionship willy chilldien

Abihly lo communicate willh children
|

le;chlng abllily

Abllily lo malntain discipine

Dedicalion lo leaching

Pallence

Undu;llndlng
Melanty” T

Enpulenée
I_\sollly—lz ;;I ] _gooﬁ example [or childien
Abllll; to inleract wilh llie communlty
;(;nwl;dg; ol ;ublecll laughl

Common ser se
Inle_lllg;n:e ) -

;\hllll;lé adapt lo & ditterent fitestyle

Readirtess lo Joln communily otganisalions

Broadmindedness and lolerance

Abllly lo teach mulll-giade classes
Wilingness lo work wilh low-abiilly students T
Willlngriess lo lake on new toles wilhiin The school

Ability 1o “rough H*

Ihigl academic ;unllilullovu
, Neal appearance

6v|goln9 personafily

nleresl in ;povilug aclivilies
Olhers T

L I TP SO Y

L Y

=

00000 opog OCOOr0C0o oooooo

- - o~

[T I VW

.meortcnt

Sligntiy

©

CC 0004

!

Lmeertiont
’ | vary iewesrent i

“sserotely

|

wmeertont

anseiutely

n o

»

5y
[
.
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Hew imperiant 219 (he Ioflewing reasens
{et principais and leachers movig from
your town ot distiict ailer ety a
telatively shorl slay?

Ilnla|lnn from lamily and {iends
Lu:;l tacinlies for Teisure puuum
;;hl;lly |n aqun |t nvl'-g W {he countt

»
%
-
a
“

Lo~
e tant

vary

[ L1

DIMImlIy lu |l||lng In wilhy aoclal Nl of rural
eomnamity

Ollice suppart

L]

Uach of Deparimentai/Caliolic €ducaiion

How long do you think piincipals and
teachers should slay In e one school?

Pllrl(lplll

Teachers

Hov knpoilani are ine following reasons
lof g.incipsls and teachers siaying ai the
one school for a nuinber ol years?

impertent
Megarviely
imosriant

Lmpartant
imperiant

Siigntiy

Yery

o

To aHow lor stabilily ot l(hnnl ione ot
atmosphere
o .

To avlow tor s
mellwdl

billy and cnn“nu"y In Iu:hlng

ln gel lo know |he chlld-en weu

To gel to lulnw lhe cnmmunll -.ll|

Others

How valuibie do y su ik Ih lollowing
ewvperiences tn pre-service {eacher edu-
callon courses would be ki piepaning
feachers lor servic® in rural and

isolaled rreas?

{veteted grom constal schedule)
rP—va-;ﬁ;; ie_ucmT-; In 1ural and Iselaled ;le_u
Subjecls on feaching i small and isolaied

mmunilie
jeammumtes

| I. Groot coive ]

I |~ Uttle velue
'

Visils lo rural and isolated nchnnl

Selecled 'endlngl an tural and isolaled

schools and =reas

V;&;l.ﬂlpel of rural and isolated schools and
Afeas

Iu.la_n:;iwn on wul nnd Ilnlaled aveal glv_.;
Dy people vith approptiate experlenc

Aclivilier nvalving sludent krleraclion wilh
nily

Wnlhlug with (ampnme clauel

Please rale ihe extent ol your agreement
wlih the lollowhig sialements

(Deteted from coastal schedule)

Punclpah and teachers move too qulchly
trom schoals ln Onwn $ such as yours

pPonsibilly tor ieiping leache 5 1o adapi lo
living and warking In susal and Isolated
comtinunilies

Moavement ol 1eachers belween schoots
mlwducel variety and new ideas

S|uden| feachers should be luhumed of
ek respansibility 1o reach anywhere in
Iht Slale

lm procedures tor |e|ec!'nq teachers tor
1utal and Isolaled schor Is stiould be
lmpwud

Teacher educaiton mstulions shiould
tecommend selecied students tor rural
appakviments

—

T

+ Meither egruei

~ e epinien
Strengly
disegree
ner aivegres |
oqree

{n

Iu Oisegree

'

w Agree
o Strengiy

I

Aruitoxt provided by Eic:

oy

n

n

»

”

.2

[}

“w

“

.

20. Do you think the communily shioutd be myveived in
he iolowing ways b an ellgil b “elp leach
edapt 1o hviig and wetking #1 your lecal scl.eel
and communily ?

uelplng ||nwgl| he P & C ot P &F
Ell—;‘dn}zlng leachers lo cnmmw"y o ganlunnnl and
scitviti

lnvlllnq feachiers lo visi soclally with 1amities

Developing hlenaships will (eactitg out ol school
Hours

A'nml-n; n the classroom

Bung lnvolvod Iﬂ v‘hncl u:!lvmﬂ

Othas

I

N

21, Hrw kapottanl do you think e {ellawing
wovld be in encowraging principals and
leachers 1o slay longer in rural schoots?

{Deleted (rom coestal schedule)

—

ey

Lesertent
impertent
Lesertant

- SMienuiy
o Yeserersls

P-nvh “0 ol beller quallly accommodalion
(lncluding al cundmnnlng)

Implnvlmlrﬂ n uhnal mmue- and equipmeni
Piov

hnplnved pvnmallonll oppnrhmillu atter service
I tured schools
——

Provistort of Intormation on whal Il Is fike 1o
leach in rv al and isolaled
o

Others

L3

4. General commenis

1 0 9 you for your asststance with this project,

On completion af (ne questionnaire, pleace return
ft to the Bostd of Teacher Education
]OO. in the s1eply-paid envelope provided.
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APPENDIX 2: QUESTIONNAIRE DISTRIBUTION

Western rural and isolated schools

State primary schools

Eulo

Quilpie
Thargominda
Augathella
Morven
Dalby
Glenmorgan
Tara
Westmar
Cooranga North
Jimbour
Warra
Condamine
Dulacca
Brigalow
Chinchilla
Kogan

Injune
Muckadilla
Mitchell

Non-State primary schools

Wallumbitla
Yuleba
Grosmont
Peek-a-Doo
Wandoan
Dunkeld
Wycombe
Roma
Rolleston
Tresswell
Kileummin
Moranbah
Emerald
Comet
Capella
Greenvale
Mingela
Ravenshoe
Car-~oweal
Healy

Sacred Heart School, Cunnamulla

St Mary's School, Charleville
Dalby Christian School

St Joseph's Schenl, Chinchilla
St Mary's School, Taroom

St John's School, Roma

St Joseph's School, Clermont
St Keiran's School, Mount Isa
St Patrick's School, Winton
St Joseph's School, Cloncurry
St Joseph's School, Longreach
St Joseph's School, Barcaldine
St Francis' School, Hughenden
St Joseph's School, Tara

State preschool centres

Dalby Roma

Wandoan

Moranbah East
Kingfisher Street, Longreach

Winton

Mount Isa Central Hughenden
Barcaldine Healy
Richmond Chinchilla
Tara Charleville
Springsure Blackall

101.

Sunset
Stonehenge
Bedourie
Winton
Dajarra

Julia Creek
McKinlay
Maxwelton
Cameron Downs
Torrens Creek
Hughenden
Evesham
Aramac
Barcaldine
Blackall
Isisford

Alpha

Tambo
Lorraine




(i)

State secondary schools

Charleville
Roma
Miles
Moranbah
Kalkadoon
Longreach

Non-State secondary schools

Our Lady's College, Longreach
Mount Isa Catholic High School

Coastal ond near coastal schools

State primary schools

Mitchelton Marshall Road
Caboolture East Coolangatta
Coolum Birkdale
Scarborough Killarney
Rainworth Norwin
Ma Ma Creek Darling Heights,
Hatton Vale Toowoomba
Coomera Bundaberg Central
Rathdowney Goodwood

Tinana

Non-State primary schools

St Edward the Confessor School, Daisy Hill
St Ambrose's School, Newmarket

Holy Cross School, Wooloowin

Blackall Range Independent School, Nambour
St Saviour's School, Toowoomba

Seventh Day Adventist School, Rockhampton
St Mary's School, Townsville West

State preschool centres

Grovely Pittsworth
Maleny Gympie Central
Bardon Wondai
Gatton Central Allenstown
Miami Farleigh, Mackay
Murarrie Vincent, Townsville
Marsden

102.

111

Gundiah

Elliott Heads

Builyan

Gladstone West
Parkhurst, Rockhamptecn
Halifax

Andergrove, Mackay
Swayneville




State government secondary schools

Wavell
Rosewood
Mackay

Mount Morgan

Non-State secondary schools

Star of the Sea College, Southport
St Peter Claver College, Riverview
The Cathedral School, Townsville

103.

112




APPENDIX 3: ADDITIONAL TABLES

Table A.3.1: Proportions of western teachers who have relatives living in the loca) district

MALE FEMALE
(N=181) (N=318)
- -
Relations living in district
Yes 8 17
No 92 83

Chi. Sq. = 7.0 Sign. = 0.008

Table A.3.2: Staff size of western primsry and secondary schools

NUMBER OF TFACHERS AT SCHOOL

1 2-7 8-15 15+
% % % %
Educational level
Primary (N=202) 8 29 17 46
Secondary (N=216) - 1 16 83

Chi. 5q. = 95.6 Sign. = 0.000

Table A.3.3: Proportion of male and female teachers teaching in western primery achools of
various sizes

NUMBER OF TEACHERS AT SCHOOL

1 2-7 8-15 15+
% H % %
Sex of teacher
Male (N=58) 22 40 10 28
Female (Nz144) 2 24 20 54

Chi. Sq. = 33.3 Sign. = 0.000

104.
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Teble A.3.4: Proportion of teachers in government and non—government western primary schools of
various sizes

NUMBER OF TEACHERS AT SCHCOL

n 2-7 8-15 15+
% % % %
Type of school
Government (N=154) 10 19 18 54
Catholic (Nz48) 2 60 17 21

Chi. Sq. = 33.5 Sign. = 0.000

Table A.3.5: Mumber of year levels in classes taught by western primary and secondary teachers

'MBER OF YEAR LEWELS

MORE THAN

1 2 3 4 4

% % % % %
Educational level
Primary (N=z191) 4] 27 14 7 11
Secondary (Nz215) 58 7 16 10 8
Chi. Sg. = 30.0 Sign. = 0.000
Table A.3.6: Average class size taught by western primery and secondary teachers

CLASS SIZF
<15 16-20 21-25 26-30 > 30

% % % % =
Educational level
Primary (N=198) 18 20 27 30 6
Secondary (N=218) 30 23 28 18 1

Cha. Sq. = 23.7 Sign. = 0.000

105.
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Table A.3.7:

Schooling of commnity respondents' children

FAMILY STRUCTURE

SCHOOL. ATTENDED

‘901

MPMBER OF N NOT YET AT AT LEFT JUNIOR SENIOR
CHILDREN FAMILY SCHOOL SCHOOL SCHOOL PRESCHOOL PRIMARY SECONDARY SECONDARY
b WESTERN COASTAL [WESTERN COASTAL |WESTERN COASTAL |WESTERN COASTAL |WESTERN COASTAL | WESTERN COASTAL |WESTERN COASTAL | WESTERN COASTAL
N 215) (1793 | (250 (179 | (25 am) [ (@5 719 | (250 719) | (215)  (179) | (218)  (179) | (215)  (119)
% % % % % % % % % % % % % % % %
0 (and NA) 4 1 77 es 21 7 74 72 92 89 26 26 54 43 79 84
1 6 5 16 9 15 20 10 13 5 9 34 32 32 37 14 12
2 36 30 6 4 38 37 8 6 1 1 28 25 12 18 7 2
3 26 30 <1 1 16 22 5 4 1 1 9 12 1 <1 1
4 15 18 <1 1 6 13 1 2 <1 3 5 1 1
5 5 11 2 2 1 2
5¢ 8 5 2 1 1

O

ERIC

Aruitoxt provided by Eic:
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Table A.4.1: Length of time western teachers had taught at present school, according to marital
status, year of graduation and education level

. uP 10 2-3 4 YEARS
1 YEAR YEARS OR LONGER
H H -
Marital status
Married (N=210) 34 37 29
Single (N=218) 47 44 9
Chi. SQO = 3444 Slgn. = 0.000
Year of graduation
Pre-1980 (N=213) 31 36 33
.960 or later (N=285) 48 46 6
Chi. Sq. = 61.9 Sign. = 0.000
Level of teaching
Primary (N=202) 42 37 22
Secondary (N=2153) 38 49 13

Chi. Sq. = 9.4

Sign. = 0.01

ERIC

A FuiText provided by Eric *» Y
'

107.
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ERIC

Aruitoxt provided by Eic:

Table A.4.2: Order of preference given to present school by western teachers, according to sex,
time in the district and position

GREATER NO
THAN NOT TRANSFER
157 2ND 3RD 3RD LISTED SOUGHT
% % % % % %
Sex
Male (N=176) 21 4 3 32 25 15
Female (N=314) 36 8 3 13 22 19
Chi. S5q. = 34.4 Sign. = 0.000
Time in district
Up to 6 years (Nz434) 27 7 3 22 25 17
More than 6 years (N=z56) 59 5 2 2 9 23
Chi. 5q. = 34.5 Sign. = 0.000
Position
Administrative (N=93) 18 2 3 44 17 15
Non-adminastrative (N=3296) 33 7 3 14 24 18

Chi. 5q. = 44.5 Sign. = 0.000

108.
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Yable A.4.3: Reaction of western teacher respondents on hearing of appointment to present
school, according to marital status, time in district, pesition, education sector,
and level of teaching

VERY
VERY DIS- DIS- NO
SATISFIED SATISFIED SATISFIED SATISFIED REACTION
~ H “ 1 %
Marital status
Married (N=208) 45 35 6 6 7
Single (N=267) 25 33 14 14 13
Chi. Sq. = 34.02 Sign. = 0.000
Time in district
Up to 6 years (N=440) 32 35 12 12 10
More than 6 years (N=57) 58 27 4 2 9
Chi. Sq. = 18.1 Sign. = 0.0012
Position
Administrative (N=92) 40 48 6 4 2
Non-administrative (N=404) 33 31 12 12 12
Chi. Sq. = 20.5 Sign. = 0.0004
Education sector
Government (N=42L) 30 34 12 12 11
Catholic (Nz70) 56 34 6 1 3
Chi. Sq. = 23.3 Sign. = 0.0051
Level of teaching
Primary (N=201) 42 32 8 9 7
Secondary (N=214) 27 36 12 12 13
Chi. Sq. = 13.4 Sign. = 0.0095
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Jable A.4.4: ([xtent of agreement or disagreement among western teacher respondents that
relationships among staff mesbers are happy and friendly, according to position,
sector and size of staff

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% = % % %
Position
Administrative (Nz85) - 1 6 62 31
Non-administrative (N=z405) 3 11 15 49 22
Chi. Sq. = 18.7 Sign. = 0.0009
Sector
Government (N-=417) 3 10 15 51 21
Catholac (N=71) - 6 6 52 37
Chi. Sq. = 13.1 Sign. = 0,01
Teachers at primary school
2-7 (N=57) 2 4 4 54 37
8-15 (N=33) 12 12 24 49 3
15+ (N=93) - 8 16 52 25

Chi. Sq. = 31.03 Sign. = 0.01

Table A.4.5: Extent of agreement or disaqgreement among western teacher respondents that staff
members are responsible, cooperative and have initiative according to sector and
size of school

STRONGL Y STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREX
% % % % %
Sector
Government (N=413) 2 6 16 57 19
Catholic (Nz=72) - 1 11 47 40
Chi. Sq. = 17.5 Sign. = 0.0015
Jeacher at primery school
2-7 (N=56) - - 7 57 36
8-15 (N=34) 3 15 18 44 21
15+ (N=91) - 4 21 55 20

Chi. Sq. = 18.8 Sign. = 0.02
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Table A.4.6:

Extent of agreement or dissgreement among western teacher respondents that disci-

pline is a problem in their school, acrording to time in district, position, and

number of teachers at the school (primary only)

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
H H H 1 b4
Time in district
Up to 6 years (N=435) 11 34 15 29 12
More than 6 years (N=z58) 7 40 33 14 7
Chi. Sq. = 15.9 Sign. = 0.0032
Position
Administrative (Nz93) 20 44 10 19 7
Non-administrative (N=399) 8 33 19 28 12
Cha. Sq. = 22.9 Sign. = 0.0001
Teachers at primary school
1 (N=15) 27 67 7 - -
2-7 (N=57) 19 46 14 18 4
8-15 (N=34) 15 41 15 27 3
15+ (N=93) 7 29 19 33 12

Chi. Sq. = 28.2 Sign. = 0.0052

. aedel(a):

‘xtent of agreement or disagreement by western teacher respondents that child-

ren in their school seem to lack motivation, according to respondent’s level of

teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% = = % -
Level of teaching
Pramary (N=195) 10 27 18 29 16
Secondary (N=218) 2 2 13 32 51

Chi. Sq. = 94.3 Sign. = 0.0000
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Table A.4.7(b):

Extent of agreement or disagreement among western teachers that there seems to
be a high proportion of low achievers among their students, according to
teacher's level ot teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Level of teaching
Primary (N=198) 5 26 15 36 18
Secondary (N=219) 1 9 12 45 33

Chi. Sq. = 37.3

Sign. = 0.0000

Table A.4.7{c):

Extent of agreement or disagreement among western teachers that many children
in their clusses come from difficult home backgrounds, according to teacher's
level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
H % H % H
Level of teaching
Primary (N=197) 7 21 18 37 17
Secondary (N=212) 1 11 16 56 16

Chi. Sq. = 21.7

Sign. = 0.0002

lable A.4.8(a):

Extent of agreement or disagreement emong western teachers that their lack of
knowledge of the local situation and area makes program planning difficult,
according to teacher's time in the district

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHR AGREE AGREE
H H % % H
Time in district
Up to 6 years (Nz431) 3 34 26 34 4
More than 6 years (N=49) 8 61 22 8 -
Chi. S5gq. = 24.4 Sign. = 0.0001
’
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Table A.4.8(b): Fxtent of agreem.nt or disagreement among western teachers that CCP/program
planning is a problem, according to teacher's level of teaching

STRONC. Y STRONGLY
DI-AGREE DISAGREE NEITHER AGREE AGREE
- - - b4 -
Level of teaching
Primary (N-199) 5 45 0 26 5
Secondary (Nz190) 2 32 34 27 6

Chi. S5q. = 15 Sign. = 0.0046

Table A.4.8(c): Extent of agre.sent or disagreement among western teachers that lack of access
to subject master or experienced staff mekes program plamning difficult,
according to teacher's sex and level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % s % %
Sex
Male (N=150) 4 23 27 25 21
Female (N=279) 4 32 24 31 9
Chi. Sg. = 15.6 Sign. = 4.,0036
Level of teaching
Primary (N=170) 6 35 35 19 5
Secondary (N=188) 4 19 20 36 22
Chi. Sq. = 44.8 Sign. = 0.0000
113. o 1
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Table A.4.9(a): Extent of asgreement or disagreement among western teachers that there is a lack
of resources for teaching, according to teacher's time in the district, time at
the school, position and level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE

1 1 1 1 1
Time in district
Up to 6 years (N=438) 6 30 11 32 21
More than 6 years (N=57) 7 39 23 25 7
Chi. Sq. = 12.5 Sign. = 0.0139
Time at school
Up to 1 year (N=202) 9 20 25 38 8
2-3 years (N=208) 4 13 18 49 17
More than 4 years (Nz88) - 11 14 58 17
Chi. Sq. = 33.4 Sign. = 0.0001
Position
Administrative (N=95) 5 41 15 32 7
Non-administrative (N=401) 3 25 14 35 22
Chi. Sq. = 17.5 Sign. = 0.015
Level of teaching
Primary (N=199) 10 36 13 31 11
S .condary (N=216) 4 23 12 33 28
Chi. Sq. = 26.1 Sign. = 0.7000
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Table A.4.9(b): Extent of agreement or disagreement amorg western teachers that teaching
resource materials are difficult to obtain, ac~o.ding to teacher's position and
level of teaching and mmber of teachers at the school

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Position
Administrative (Nz95) 5 41 15 32 7
Non-administrative (N=401) 3 25 14 35 22
Chi. Sg. = 17.5 Sign. = 0.0015
Level of teaching
Primary (N=197) 5 30 17 35 14
Secondary (N=218) 3 23 11 36 28
Chi. Sg. = 15.1 Sign. = 0.0045
Teachers at primary school
1 (N=16) 6 25 3 44 19
2-7 (N=54) 11 41 7 32 9
8-15 (N=35) - 20 11 43 26
15+ (N=92) 2 28 27 32 11

Chi. Sq. = 28.3 Si1gn. = 0.0051

Table A.4.10: Extent of agreement or disagreement among western teachers that small classes
enable better teaching, according to number of teachers at teacher's primary
school

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Teachers at primary school
1 (N=16) - 31 19 6 44
2-7 (N=54) 2 4 13 33 48
8-15 (N=33) 3 - 15 27 55
15+ (N=86) - 4 11 35 51
Chi. Sqe = 30.7 Sign. = 0.0022
115, o °
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Table A.4.11: Extent of agreement or disagreement among western teachers that their job is
challenging and desanding, according to teacher's position and to number of
teachers at the school {primary)

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Position
Administrative (N=95) 1 - 3 43 53
Non-administrative (N=407) 1 3 9 51 36
Chi. Sq. = 12.6 Sign. = 0.0135
Teachers at primary school
1 (N:z16) 6 - 19 19 56
2-7 (N=57) - - 5 56 39
8-15 (N=35) 3 6 6 63 23
15+ (N=93) - - 11 56 33

Chi. Sq. = 28 Sign. = 0.0054

Table A.4.12(a): Extent of agreement or disagreement among western teachers that havine no-one
else nesrby teaching the same subject or year level is a problem, according to
teacher's level of teaching

STRONGL Y STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Level of teaching
Primary (N=156) 4 22 24 31 19
Secondary (N=172) 2 11 17 36 34

Chi. Sq. = 17.5 Sign. = 0.0016
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Table A.4.12(b): Extent of agreement or disagreement among western teachers that there are very
few experienced teachers from whom to seek advice, according to teacher's sex,
time at the school, sector and level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE

% %= % % %=
Sex
Male (N=175) 5 20 11 34 30
Female (N=293) 7 32 17 29 15
Chi. Sq. = 21.2 Sign. = 0.0003
ime at school
Up to 1 year (N=190) 11 30 13 25 21
2-3 years (N=198) 3 26 14 33 24
4+ years (N=77) 4 27 20 39 10
Chi. Sq. = 22.1 Sign. = 0.0048
Sector
Government (N=402) 5 26 15 32 22
Catholic (N=z64) 13 42 13 22 11
Chi. Sq. = 16.2 Sign. = 0.0027
Level of teaching
Pramary (N=188) 7 37 18 27 11
Secondary (N=204) 5 20 13 31 31
Chi. Sq. = 32.3 Sign. = 0.0000
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Table A.4.12(c): Extent of agreement or disagreement among western teachers thet teaching sub-
jects they were not trained for is a problem, according to teacher's level of

teaching
STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
-4 -4 -4 -4 -4
Level of teaching
Primary (Nz129) 4 23 36 30 8
Secondary (N=178) 2 11 16 39 31

Chi. Sq. = 39.9 Sign. = 0.000

Table A.4.12(d): Extent of agreement or disagreement among western teachers that school inepec-
tors do not visit frequently enough, according to teacher's sex, position, and
mmber of teachers at school (secondery)

STRONCLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % 4 % %
Sex
Male (N=172) 8 22 34 30 8
Female (N=298) 8 33 38 17 4
Chi. Sq. = 15.9 Sign. = 0.0032
Position
Administrative (Nz88) 5 24 30 35 7
Non-administrative (N=381) 9 29 38 19 5
Chi. Sq. = 13.2 Sign. = 0.0.04
Teachers at secondary school
Up to i5 (N=35) - 17 34 40 9
More than 15 (N:z166) 1C 34 37 16 4
Chi. Sq. = 13.44 Sign. = 0.01
ns.
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Table A.4.12(e): Extent of agreement or disagreement amonqg western teachers that there are very
few professional associations in the area, according to time at the school and
level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Time at school
Up to ] year (N=200) 4 19 24 34 20
2-3 years (N=207) 1 15 1% 44 21
More than 4 years (N=85) - 8 24 54 14
Chi. Sq. = 19 Sign. = 0.0149
Level of teaching
' Primary (N=197) 2 20 23 40 15
Secondary (N=216) 2 9 22 44 23

Cha. Sg. = 13.5 Sign. = 0,0092

Table A.4.12(f): [xtent of agreement or disagreesert among western teachers that there is a
lack of specialist advisory teachers, accoading to level of teaching and
mmber of teachers at primary school

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER ACRIE AGREE
% % % % %
Level of teaching
Praimary (N=194) 5 29 14 33 20
Secondary (N=216) 1 11 13 46 29
Chi. Sq. = 33.7 Sign. = 0.0000
Teachers at primary school
1 (N=16) 6 19 13 50 13
2-7 (N=54) 7 19 13 22 39
8-15 (N=3%) 3 26 14 49 9
15+ (N=89) 3 38 16 29 14
Chi1. Sq. = 28 Sign. = 0.0055
11%
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Table A.4.13(a): Extent of agreement or disagreement among western teachers that appointmsents
in remote areas are essy to obtain, according to teachers' sex

STRONGLY STRONGLY
DISACREE  DISAGREE  NEITHER AGREE AGREE
% % s s %
Sex
Male (N=176) 1 3 13 46 38
Female (N=300) 1 5 21 49 23

Cha. Sq. = 13.7 Sign. = 0.0083

Table A.4.13(b): Extent of agreement or disagreement among western teachers that there are many
promotional opportunities in rural areas, according to teacher's time at the
school and level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
] % ] ] %

Time at school

Up to 1 year (N=191)

2-3 years (N:z198)

More than 4 years (N=73)

Chi. Sq. = 22.2 Sign. = 0.0046

Level of teaching

Primary (N=184)

Secondary (N=206)

Chi. Sq. = 15.1 Sign. = 0.0045




Table A.4.14(0): Extent of agreesent or disagreement among western teachers that rural life is
enjoyable, according to teacher's time at the school and position

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
= = = 4 »
Time at school
Up to 1 year (N=193) 6 8 22 43 21
2-3 years (N=200) 2 4 18 53 25
More than 4 years (N=87) 2 1 15 62 20
Chi. Sq. = 20.7 Sign. = 0.0079
Position
Administrative (N=93) 2 2 15 69 12
Non-administrative (N=398) 4 5 20 46 25

Chi. Sq. = 15.7 Sign. = 0.0034

Tanl: A.4.14(b): Extent of agreement or disagreement among western teachers that interaction in
8 small commmity is enjoyable, according to teacher's time in the district

STRONGLY SIRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
= = = = =
Time in district
Up to 6 years (N=z421) 3 7 22 49 20
More than 6 years (N=58) - 5 7 71 17
Chi. Sq. = 12.5 Sign. = 0.0140
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Table A.4.14(c): Extent of agreesent or disagreement among western teachers that the local
peaple are friendly, according to teacher's time in the district

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% s % % %
Time in district
Up to 6 years (N=437) 3 8 22 55 13
More than 6 years (N=57) - 4 5 79 12
Chi. Sg. = 15.3 Si1gn. = 0.0041
Table A.4.14(d): Extent of agreement or disagreement among western teachers that local people
have a high regard for teachers, according to teacher's level of teaching and
sector
STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE - AGREE
] ] ] ] ]
Level of teaching
Pramary (N=196) 4 24 35 32 5
Secondary (N=213) 14 27 37 19 3
Chi. Sq. = 18.5 Sign. = 0.0010
Sector
Government (N=415) 10 24 38 25 3
Catholic (Nz=72) 1 22 32 35 10
Chi. Sq. = 14 Sign. = (.0074
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Table A.4.14(e): Extent of agreement or disagreement amorn western teachers that local people
go out of their way to make teachers t. :1 part of the commmity, according to
teacher's level of teaching, and to mmber of teachers at the school

(secondary)
STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
= % = % =
Level of teaching
Primary (N=200) 10 25 37 25 4
Secondary (N=213) 16 35 38 8 3
Chi. Sq. = 25.9 Sign. = 0.0000
Teachers at secondary school
Up to 15 (N=36) 14 36 25 14 11
More than 15 (N=174) 17 35 40 7 1

Chr. Sq. = 14.1 Sign. = 0.01

Table A.4.14(f): Extent of agreement or disagreement among western teachers that teachers are
genuinely accepted mesbers of the commmity, according to teacher's level

of teaching
STRONGL Y STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
= % = = =
Level of teaching
Primary (N=200) 5 19 17 53 7
Secondary (N=214) 12 28 22 34 5
Chi. Sq. = 20.3 Sign. = 0.004
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Yable A.4.14(g): Extent of agreement or disagreement among western teachers that teachers are
regarded as outsiders, according to teacher's level of teaching

STRONGLY STRONGLY
DISAFPLE DISAGREE NEITHER AGREE AGREE
s % % s s
Level of teaching
Primary (N=196) 5 34 25 28 9
Secondary (N=206) 5 17 28 35 15

Chi. 5q. = 16.4 Sign. = 0.0025

Table A.4.14(h): Extunt of agreement or disagreement among western teachers that teachers find
it hard to accept being in the public eye, according to mmber of teachers at
primary school

STRONGLY STRONGLY
DISAGRFE DISAGREE NEITHER AGREE AGREE
% % S % S
Teachers at primary school
1 (N=15) - 7 47 27 20
2-7 (N=58) 7 47 14 31 2
8-15 (N=34) 3 21 18 44 15
15+ (N=90) 6 34 19 37 4
Chi. Sq. = 27.8 Sign. = 0.N060
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Table A.4.14(i): Extent of agreement or disagreement among western teachers that there is a
lack of social life, according to teacher's time in the district and time at

achool
STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% = % % =
Time in district
Up to 6 years (N=436) 21 35 13 19 12
More than 6 years (N=57) 21 65 5 7 2
Chi. Sq. = 23.6 Sign. = 0.0001
Time at school
Up to 1 year (N=198) 21 30 16 18 15
2-3 years (N=206) 20 39 11 20 9
More than 4 years (Nz=85) 21 55 8 9 6
Chi. Sq. = 23.7 Sign. = 0.0026
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Table A.4.14(j): Extent of agreement or disagrecment among western tewchers that there is a
lack of sporting, cultural and leisure activities, according to mmber of
teachers at school (primary), time in the district, time at the school and
sector

STRONGL Y STRONGLY
DISAGREE DISAGREE NEITHER AGRELE AGREE

% % % % =
Teachers at primary school
1 (N=15) - - - 67 33
2-7 (N=58) 22 41 5 21 10
8-15 (N=34) 32 18 3 35 12
15+ (N=92) 24 48 8 17 3
Chi. Sq. = 46.8 Sign. = 0.0000
Time in district
Up to 6 years (N=437) 23 33 6 25 13
More than 6 years (N=57) 26 58 7 7 z
Chi. Sq. = 22.1 Sign. = 0.002
Time at school
Up to 1 year (N=199) 24 31 4 24 18
2-3 years (N=205) 21 36 6 27 10
More than 4 years (N=86) 30 47 11 11 2
Chi. Sq. = 31.8 Sign. = 0.0001
Sector
Government (N=419) 24 33 7 24 14
Catholic (N=72) 22 51 3 21 3
Chi. Sq. = 14 Sign. = 0.0072
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Yable A.4.15(a): Extent of agreement or disagreement among western teachers that, in general,
the relationship between school and commmity is good, according to time at
the achool, sector, and mmber of teachers at the school (primary)

NEITHER

Time .1t school

Up to 1 year (N=200)

2-3 years (N=204)
More than 4 years (N=zB87)

Chi. Sq. = 27.6 Sign. = 0.005

Sector
Gov.rnment (N=420) 5 12 18 60 6
Catholic (N=72) 1 6 8 68 17

Teachers at primary school

1 (N=15) - 7 20 40 33
2-7 (N=57) 4 5 7 70 14
8-15 (N=34) 6 9 24 59 3
15+ (N=93) 2 9 17 69 3

Chi. Sg. = 25.% Si ,n. = 0,01

Table A.4.15(b): Extent of agreement or disagreement among western teachers that parents’
interest in the children's education is low, according to teacher's level of

teaching
STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Level of teaching
Primary (Nz.96) 7 34 21 25 14
Secondary (N=214) 1 10 21 48 20
Chir. Sq. = 50 Sign. = 0.000
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Table A.4.15(c): Extent of agreement or disagreesent among western teachers that teachers get
o to lowow (class) parents well, according to tescher's time in the district,
time at the school, level of teaching, and mmber of teachers at the school

STRONGLY STRONGLY
DIZAGREE DISAGREE NEITHER AGREE AGREE

4 % % % =
Time in district
Up to 6 years (N=443) 6 17 20 44 12
More than 6 years (N=59) - 2 17 59 22
Chi. Sq. = 18.1 Sign. = 0.0012
Time at school
Up to 1 year (N=202) 9 20 25 38 8
2-3 years (N=208) 4 13 18 49 17
More than 4 years (N=88) - 11 14 58 17
Chi. Sq. = 33.4 Sign. = 0.0001
Level of teaching
Pramary (N=201) 2 10 23 50 15
Secondary (N=219) 10 20 18 43 9
Chi. Sq. = 22.8 Sign. = 0.0001
Teachers at primery school
1 (N=16) - - 6 50 44
2-7 (N=58) 2 9 19 57 14
8-15 (N=34) 6 9 12 50 24
15+ (N=93) 1 13 32 45 9
Chi. Sq. = 27.3 Saign. = 0.0071
Teachers at secondary school
Up to 15 (N=36) 3 8 22 42 25
More ,an 15 (N=180) 11 23 18 42 6
Chi. Sq. = 15.6 Sign. = 0.01
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Table A.4.15(d): Extent of agreement or disagreement among western teachers that itinerants
place more value on education than do local residents, according to teachere'
time at the school and level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % ]
Time at school
Up to 1 year (N=190) 10 15 28 27 20
2-3 years (N=202) 15 23 19 23 20
More than 4 years (N=82) 12 39 20 21 9
Chi. Sq. = 27 Sign. = 0.0007
Level of teaching
Primary (N=187) 13 26 28 19 14
Secondary (N=211) 11 18 21 27 23

Cha. Sq. = 12.5 Sign. = 0.0140

Table A.4.15(e): Extent of agreement or disagreement among western teachers that lack of
personal privacy intrudes into their professional work, according to teacher's
level of teaching

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
% % % % %
Level of teaching
Primary (N=195) 6 30 22 24 18
Secondary (N=206) 3 19 18 31 28

Chi. Sq. = 13.6 Sign. = 0.0007




Table A.4.16(a): Length of time western teachers plan to remmin at their present school,
according to teacher's sex, marital status, time in the district, time at
present school and sector

LEAVE END OF NEXT MORE THAN
IWEDIATELY  YEAR YEAR 2YEARS 3 YEARS 3 YEARS
% % % % % s
Sex
Male (N=182) 7 35 29 15 7 6
Female (N=317) 2 30 29 16 6 16

Marital status
Married (N=210) 4 29 21 15 9 23
Single (N=278) 4 34 37 16 5 4

Chi. Sq. = 50.2 Sign. = 0.0000

Time in district
Up to 6 years (N=443) 5 34 32 16 7 6

Mare than 6 years (N=56) - 16 13 9 4 58

Chi. Sq. = 126.9 Sign. - 0.0000

Time at present school

Up to 1 year (N=201) 6 25 30 Z5 8 7
2-3 years (N=207) 3 42 72 8 7 8
4 years or more (N=86) 2 28 23 11 4 33

Chi. Sq. = 72.5 Sign. = 0.0000

Sector
Government (N=424) 4 34 30 16 7 9
Catholic (N=72) 3 22 28 14 7 27

Chi. Sq. = 17.7 Sign. = 0.003
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Table A.4.16(b): Western teachers’' preferunce for subsequent isolated school, according to
position and number of teachers at school (primary)

SAE MUCH
S1ZE SMA LER LARTER LARGER
% % - %
Position
Adninistrative (N=35) 37 o 51 3
Non-administrative (N=122) 59 21 19 1
Chl. Sqt = 1607 Slgn. = 000008
Teachers at jrima.y school
1 (N=9) 11 - 89 -
2-7 (N=22) 41 14 41 5
8-15 (N=10) 50 30 20 -
15+ (N=25) 60 36 4 -

Chi. 5q. = 27.7 Sign. = 0.0011

Table A.4.17: Western commmity respondents’ degree of satisfacticn with their town or district
as a place in which to live, according to tneir time in the district and to the
population size of town or district

VERY DIS- VERY
SATISFIED SATISFIED SATISFIED DISSATISFIED

% % % 1
Time in district
Up to 6 years (N=78) 19 67
More than 6 years (N=z133) 38 56
Chi. Sq. = 11.2 Sign. = 0.01
Population
0-999 (N=2%) 17 79
1,000-5,000 (N=51) 22 63
5,000+ (N=123) 40 54

Chi. 5q. = 18.9 Sign. = 0.0044
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Table A.4.18:

Western commmity respondents® perception of desirable length of stay in one
achool for principals, according to population of town or district

NUMBER OF YEARS

1 2 3 4 S 6
% 4 % % % %
Population
0-999 (N=28) - 21 46 11 14 7
1,000-5,000 (N=50) - 18 36 14 20 12
5,000+ (N=119) : 2 25 22 33 18

Cha. Sq. = 29.9

Sign. = 0.009

Table A.4.19:

Western commmnity respondents' perception of importance of isolation from family
and friends as a reasc: for principals and teachers leaving the district,
according to respondents' length of residence in district

NOT SLIGHTLY MD. VERY
IMPORTANT  IMPORTANT  IMPORTANT  IMPORTANT
% % % %
Time in district
Up to 6 years (Nz73) 18 11 29 43
More than 6 years (Nz130) 13 25 49 25

Cha. Sq. = 11.0

Sign. = 0.0117

Table A.4.20:

Western commmity respondents' extent of agreesent or disagreemsent that the pro-
cedures for selecting teachers for rural and isolated schools should be improved,
according to respondents' length of residence in distrcict

STRONGLY STRONGLY
DISAGREE DISAGREE NEITHER AGREE AGREE
4 % % % 1
Time in district
Up to 6 years (N=66) 2 5 8 32 55
More than 6 years (N=131) - 4 18 47 32

Cha. Sq. = 13.0

Sign. = 0.0112




Table A.5.1:

Western commmity respondents' rating of ability to teach multigrade classes,
according to population of commmity

NOT SLIGHTLY  MODERATELY VERY ABSOLUTELY
IMPORTANT  INPORTANT  IMPORTANT IMPORTANT  ESSENTIAL
% % % % %
Population
0-999 (N=29) - 7 7 35 52
1,000-5,000 (N=48) 4 10 29 25 331
5,000+ (N=119) 8 16 37 29 10

Chr. Sq. = 33.7 Sign. = 0.0000

Table A.5.2:

Western primary teacher respondents' rating of the importance of ability tn teach
sultigrade classes, according to mmber of teachers a. respondents' school

NOT SLIGHTLY  MODERATELY VERY ABSOLUTELY
IMPORTANT INPORTANT  IMPORTANT IMPORTANT ESSENTIAL
% % % % %
Jeachers at primary school
1 (N=z15) - - 27 13 60
2-7 (N=57) 2 7 7 47 37
8-15 (N=33) 3 6 18 49 24
15+ (N=87) - 13 33 35 20

Chi. Sq. = 30.9

Sign. = 0.0021

Tabie A.5.3:

Western primary teacher respondents®' rating of the iwportance of willingness to
work with low-ability students, according to mmber of teachers at respondents’
school

NOT SLIGHTLY MODERATELY VERY ABSOLUTELY
TMPORTANT INPORTANT IMPORTANT IMPORTANT ESSENTIAL

% b1 % % %
Teachers at primary school
1 (N=15) 7 - 47 33 13
2-7 (N=58) - 10 10 50 29
8-15 (N=33) - 6 9 52 33
15+ (N=90) - 3 24 50 22
Chi. Sq. = 30.5 Sign. = 0.0024
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Table A.5.4: \estern primary teacher respondents' rating of the importance of abhility to
maintain discipline, according to mmber of teschers at respondents' achool

VERY ABSOLUTELY
IMPORTANT ESSENTIAL

Teachers at primary school

1 (N=15)

2-7 (N=58)
8-15 (N=33)
15+ (N=89)

Chi. Sq. = 22.0 Sign. = 0.0012




Table A.6.1: Western teschers' po:rceptions of the emphasis given in their pre-aerrvice programs
to a maber of aress, according to teachers' year of graduation
NONE LITILE MODERATE GREAT

YEAR OF GRADUATION 4 4 4 %

Teaching multigrades

Pre-1980 (N=206) 58 3% 6 2

1980+ (N=279) 44 4] 13 2

Chi. Sq. = 13.1 Sign. = 0.0044

Living in a rural commamity

Pre-1980 (N=205) 82 14 3 1

1980+ (N=281) 66 31 3 -

Chi. Sq. = 21.5 Sign. = 0.0001

School /commmity relations

Pre-1980 (N=203) 58 27 10 4

1980+ (N=283) 24 49 23 5

Chi. Sq. = 61.8 Sign. = 0.0000

Individualising instruction

Pre-1980 (N=202) 15 48 28 8

1980+ (N=279) 6 38 42 14

Chi. Sq. = 23.4 Sign. = 0.0000

Curriculum development

Pre-19€0 (N=206) 16 33 40 12

1980+ (N=282) 5 21 47 28
| Chi. Sq. = 37.5 Sign. = 0.0000

Teaching exceptional children within mainstreams

Pre-1980 (N=207) 48 37 13 2

1980+ (N=283) 20 50 25 5

Chi. Sq. = 45.9 Sign. = 0.0000

CCP/work program planning

Pre-1980 (N=199) 25 35 28 13

1980+ (N=278) 8 23 43 26

Chi. Sq. = 44.8 Sign. = 0.0000
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Table A.6.1 (contd)

NONE LITTLE MODERATE GREAT

YEAR OF GRADUATION % % % %
Utilising the local environsent
Pre-1980 (N=205) 31 46 20 3
1980+ (N=282) 15 49 29 7
Chi. Sq. = 21.6 Sign. = 0.0001
Multicultural education
Pre-1980 (N=207) 62 24 13 1
1980+ (N=281) 25 37 29 10
Chi. Sq. = 74.6 Sagn. = 0.0000
Issues related to Aboriginal education
Pre-1980 (N=206) 65 25 9 1
1980+ (Nz279) 35 39 22 4
Chi. Sq. = 45.2 Sign. = 0.0000
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Table A.7.1: Importance to western teachers of regular contact with subject specialist, accord-
ing to level of teaching

NOT SLIGHTLY MODERATELY VERY
TMPORTANT IMPORTANT IMPORTANT IMPORTANT
< % % S
Level of teaching
Primary (N=194) 4 14 42 39
Secondary (N=218) 3 8 31 58

Chi. Sq. = 15.4 Sign. = 0.0015

Tablc A.7.2: Importance to western teachers of access to teaching resources, according to
recency of pre-service teacher education

NOT SLIGHTLY MODERATELY VERY
IMPORTANT IMPORTANT IMPORTANT IMPORTANT
S S = -
Year of graduation
Pre-1980 (N=213) <1 11 42 47
1980+ (N=283) 1 3 23 73

Chi. Sq. = 36.7 Sign. = 0.000

Table A.7.3: Levci of personal adjustment difficulties among wmarried and single western

teachers
NO SOME CONSIDERABLE
DIFFICULTY DIFF ICLLTY DIFFICWLTY
= % =
Marital status
Married (N=212) 57 32 12
Single (N=263) 40 41 19
Other (N=21) 38 43 19

Chi. Sq. = 15.0 Sign. = 0.004
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Table A.7.4: Llevel of difficulty in adjusting experienced by western teachers according to
length of time in district

NO SOME CUNSIDERABLE
DIFFICLTY DIFFICULTY  DIFFICLYY

LENGTH OF TIME IN DISTRICT % % %

Personal adjustment
Up to 6 years (N=439) 43 40 17

Greater than 6 years (N=58) 78 15 7

Chi. Sq. = 25.2 ¢ -n. = 0.0000

Social adjustmsent

Up to 6 years (Nz438) 47 40 12

Greater than 6 years (N=58) 76 21 3

Chi. Sq. = 17.1 Sigr = 0.0002

Professional adjustment

Up to 6 years (N=438) 43 46 11

Greater than 6 years (N=59) 64 29 7

Chi. Sq. = 9.5 Sign. = 0.009
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Jable A.7.5: Value of various support/advisory structures to western teachers, according to
teacher's sex

NO LITTLE SOME GREAT

VALUE VALUE VALUE VALUE
SEX % % % %
Family and friends
Male (N=132) 23 21 36 19
Female (N=243) 8 16 39 37
Chi. Sq. = 26.0 Sign. = 0.000
School induction package
Male (N=139) 21 24 42 14
Female (N=187) 9 23 42 26
Chi. Sq. = 14.7 Sign. = 0.002
Beginning teacher seminars
Male (N=97) 29 20 33 17
Female (N=160) 12 26 41 20

Chi. Sq. = 10.7 Sign. = 0.013

Tabie A.7.6: Value of P. & C. or P. & F. as a support and advisory body to western teachers and

administrators
NO LITRE SOME GREAT
VALUE VALUE VALUE VALUE
% % % %
Position
Administrative (Nz=79) 11 30 49 9
Non-administrative (N=290) 25 32 33 10

Chi. Sq. = 10.1 Sign. = 0.01
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Table A.7.7: Value of Regional Office and Catholic Education Office seminars to western
teachers, according to year of gradustion, employer, and level of tpaching

NO LITILE SOME GREAT
VAL UE VALLE VALUE VALUE
= = % %
Year of graduation
Pre-1980 (N=59) 7 3 71 19
1980+ (N=53) 24 9 43 23
Chi. Sq. = 11.3 Sign. = 0.009
Employer
Government (Nz65) 23 9 55 12
Catholic (N=z47) 4 2 62 32
Chi. Sq. = 13.8 Sign. = 0.003
Level of teaching
Primary (N=64) 11 2 62 25
Secondary (Nz31) 26 16 42 16

Chi. Sq. = 12.2 Sign. = 0.006

Table A.7.8: Mestern community opinion on commmity involvement/assintance in the classroom,
according to sex of respondent and size of township

NO YES
% %
Sex
Male (N=48) 42 58
Female (N=149; 13 87
Chi. Sq. = 17.3 Sign. = 0.000
Populat ‘on
0-999 (N=28) - 100
1,000-5,000 (N=46) 24 76
5,000+ (N=117) 25 75

Chi. Sq. = 8.7 Sign. = 0.012
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