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SUMMARY

This study assesses the effectiveness of the current induction practice for teachers
who are new to the Northern Territory state school system, and from this
evaluation suggest strategies for, and provides a model of, practice. Two surveys
were conducted: the first to determine the inductees own perceptions of the
problems that they have faced and of the assistance that they have been given in
their induction programs, the second to determine the principals' perceptions of
the problems of inductees and of the assistance that is given to them by schools.
The study findings indicate that the problems of inductees in Northern Territory
schools are real and extensive and many of their needs are not being met formally
through induction programs. The system-based induction practice of central,
regional, and recall induction programs is highly commended. Current Northern
Territory school based induction is, however, limited, with only a minority of
schools offering such programs and/or mentor schemes of teacher support. The
probation system of peer assessment has been seen by many principals to replace
the necessity to provide other forms of beginning teacher assistance. This research
has also supported the concept of the context specific nature of induction.
Inductees to Aboriginal schools and urban schools have different requirements of
effective induction practice. For inductees in urban schools, the three highest
ranking difficulties are assessing students' work, subject content, and dealing with
individual differences. In contrast, inductees in remote schools emphasised
dealing with individual differences, classroom discipline and motivating students.
In regard to the personal problems of adjusting to living in the Northern
Territory, inductees to both urban and Aboriginal schools perceived the same
difficulties as being the three most important: the high cost of living, missing
friends, and the lack of fresh fruit and vegetables.
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CHAPTER 1
DEFINING THE STUDY

THE STUDY

The purpose of this study, is to assess the effectiveness of the current induction
practice for teachers who are new to the Northern Territory state school system,
and from this evaluation to suggest strategies and provide a model to improve
this practice.

Information has been collected from the literature and by means of two surveys:
the first to determine the inductees own perceptions of the problems that they
have faced and of the assistance that they have been given in their induction
programs; the second to determine the principals' perceptions of the problems of
inductees and of the assistance that is given to them by schools.

STRUCTURE OF THE THESIS

Chapter 1 sets out the purpose of the study. It deals with the problem in the light
of current research and examines the background and importance of the study. It
also provides definitions and an explanation of the terms of reference.

Chapter 2 provides background information on the Northern Territory education
system and of its induction practice. Induction is context specific. This chapter
establishes the context for this study.

Chapter 1
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Chapter 3 presents a review of the related literature. It examines the literature
under three categories: the importance of induction programs for beginning
teachers, the socialisation of teachers, and induction as personal orientation.

Chapter 4 provides the reader with a 'snap shot' of induction in the Northern
Territory. It presents five case studies of individual beginning teachers.

Chapter 5 presents the research methodology. It provides the aims and a
description of the research tools and procedures used in this study. It also gives
the limits of the study and an explanation of the perceived bias.

Chapter 6 begins to examine the information gathered from the beginning teacher
survey. It provides demographic information such as gender, marital status,
length of time spent in the Territory, previous teaching experience and reasons for
coming to the Territory.

Chapter 7 sets out the difficulties that inductees have in their first ten weeks of
teaching. It reports the inductees perceived difficulties and their difficulties as
observed by principals. It further compares the teaching difficulties of teachers in
Aboriginal schools to those of inductees in urban schools.

Chapter 8 sets out the personal difficulties that inductees experience in
establishing themselves and their families in a new community. It also compares
the reported difficulties of teachers new to Aboriginal communities and of those
new to urban communities.

Chapter 9 gives a description of the effectiveness of school based induction practice
in Territory schools. It examines the formal school based practice as is reported by
both the inductees and by the principals of schools. Three types of school based
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induction practice are examined: structured programs, mentor or buddy schemes
of peer assistance, and probation.

Chapter 10 reports on the extent of assistance that is given to inductees by schools.
It is based on the principals' perception of what their schools provide and what the
inductees need.

Chapter 11 balances the deficiency bias of this study, by reporting on the positive
comments made by the inductees about the current induction practice

Chapter 12 draws together the findings of the surveys and from the literature, to
produce suggested strategies for effective induction practice, and a general model
of induction. As induction is context specific, this chapter also provides a
proposed model of induction practice for beginning teachers to Aboriginal schools,
and examples of effective Department (system based) level induction, and school
based induction.

Chapter 13 contains a brief summary of the study and implications for further
research. It also provides a list of the recommendations taken from Chapter 7 to
Chapter 12.

BACKGROUND TO RESEARCH

Teachers are unlike other professionals, such as lawyers and accountants, in that
there is no clearly defined induction process which must be undertaken before
they are allowed to practice. Immediately upon completion of their tertiary
studies, beginning teachers are most likely to find themselves alone in the
classroom with a full teaching load. They do receive a full salary, but this is
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incomplete compensation for the dramatic transition they undergo in such a short
period of time.

This transition from student of teaching to professional teacher, no matter how
much it is anticipated by beginners, is often difficult. The difficulty has been
compounded by the common place proposition that was accepted until recently by
most school practitioners, that teacher education was the exclusive purview of
higher education establishments. In the past it has been commonly accepted that
the role of these establishments stopped once students had completed their
preservice training programs.. It had as its corollary that schools and education
systems only exist to educate children, and not teachers (Schlechty and Whitford
1989, 442). Recognition of the responsibility of schools and systems of education
for both the continuing professional education of teachers, and for facilitating the
adjustment of beginning teachers from students to full professionals is a recent
phenomenon, the development of which is not yet complete.

A 1985 report to the Schools Commission noted that induction, which had been
critically undervalued in contemporary practice, was now seen by all state
education systems as a crucial step in professional development (Coulter and
Ingvarson 1985). This was reiterated in a 1989 report of the Schools Council;
The induction process is an important element in the professional
development of a teacher. In a formal sense this is recognised by all state
education systems, but there is great variation between the systems in the
degree of induction procedures at the school level and prior to actual
commencement (Schools Council 1989, 28).

The increased awareness of the importance of the induction of new teachers into
the profession has evolved in parallel with the changes in the recruitment
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patterns of teachers. This has meant that education systems now address the
induction issue more directly. As the Schools Council report describes:
The qualities and expectations of current recruits may differ from those
recruited in the expanding work force of the 1960's and 1970's and will
therefore affect the induction process. One consequence of the reduced
recruitment of teachers has been to increase the capacity of schools and
systems to take a more serious and systematic approach to induction and
see that it does fit more effectively into the overall ongoing training of
teachers (Schools Council 1989, 28).

The Northern Territory Department of Education is distinct because, unlike other
education systems in Australia, it has had a policy of formalised central induction
for all of its recruits since 1985 (Chapter 2). Up to now, however, no extensive
review of this centralised induction process has been undertaken. Rather, the
induction process has evolved in an unsystematic manner through the auspices of
the different individuals who have taken on the role of induction organisers and
who have brought to bear their own perceptions of inductees' needs, and have
acted within their own budgetary limitations.

The Northern Territory Education Department provides three induction inservice
programs for all new recruits who begin at the start of each school year, the central,
regional and recall orientation programs. Further, there is a compulsory period of
12 months probation, based on a system of peer assessment, that ensures that all
new teachers are assisted in their first year (Chapter 2).

In reality, however, the effectiveness of this induction process has not been tested.
For example, what percentage of all new recruits to the Northern Territory
actually undergo induction, and how useful is it to them? What problems and
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issues should induction address ? What are the concerns of the principals and of
the inductees themselves ? There are a myriad of questions that arise in regard to
the induction process (Chapter 5). In short, there is a compelling need for the
induction process to be reviewed to ensure that it is effective in providing for the
overall needs of new teachers to the Northern Territory.

The intent of this study is to provide that review. This research is an evaluation
of the effectiveness of the Northern Territory induction processes, based on a
comparison of the actual and perceived support given to new teachers, against the
level and type of support that they need and would like to have provided.

This study, however, has a greater application than just providing
recommendations for improved induction practice in the Territory. As the
Northern Territory is the only system in Australia to provide a formal central
induction program (not just school based) for all new recruits, this study also
provides a case study of a system wide approach to induction that may be useful to
other researchers and others systems of education.

DEFINING THE TERM INDUCTION

For many studies in the literature, teacher induction is defined as that period of
transition from being a student of education to becoming a full time teacher of
education (Griffin 1985, 42, Bolam 1987, 745). Tisher exemplifies the essence of this
definition when he wrote that the concept of induction is used in the sense in
which a person comes to be, at a basic level, professionally competent and
personally at ease in the role of teacher (Tisher et al 1979, 70). However, while this
definition is accepted, its meaning has been broadened. Just as it is becoming more
accepted that schools and systems have a responsibility to provide ongoing
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training and education for all teachers, induction is now seen as an integral part of
this ongoing responsibility.

Thus the definition of induction is changing to include all teachers new to a
schcsol or system, and not just those in their first year of teaching. As stated in the
Schools Council report on Teacher 0ua1ity, employers are aware of the need to
induct beginning or newly recruited teachers into both the system and the school.
Induction remains a vital element in the initiation process of matching and
adapting expectations, developing confidence, providing support and appropriate
counselling, providing relief where necessary and ongoing professional
development (Schools Council 1989, 28). Even Tisher in his later papers expands
the concept of induction to include experienced teachers:
Teacher induction may also be considered to refer to other initiations in
the life of experienced teachers.. .in this paper it is assumed that the
induction of individuals into teaching or into new roles within the
profession is part of the process of professional socialisation. Consequently,
what is done or what may be done during induction contributes to an
individual's professional development (Tisher 1987, 36).

In this study, the broader definition of induction is accepted. Induction is the
process of initiation of new recruits into teaching in the Northern Territory
Department of Education. Thus it involves the initiation of individuals into their
first teaching positions, or of experienced teachers recruited from other systems
into the different expectations of this system. Induction is the sum of all the
formal and informal help and guidance given to new recruits as they make the
difficult transition from student of teaching to teacher, or from teaching in one
system to teaching in the Territory.
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INDUCTION AS A PERIOD OF TRANSITION

The difficulties of the transition period have been described by many different
writers. Perhaps the most distinct is Veenman who describes in detail the
importance of researching to overcome what he calls transition shock, or reality
shock. He notes that transition shock is not an unambiguous concept but can be
distinguished by five characteristics:
perceptions of problems such as complaints about work load, stress,
psychological and physical complaints,
changes of behaviour that include changes in teaching behaviour
contrary to one's own beliefs because of external pressure,
changes of attitude, including changes in belief systems such as from
progressive to conservative attitudes in teaching method,
changes in personality, such as emotional changes and problems with
self-concept, and
leaving the teaching position. The disillusionment may be so great that
the beginning teacher leaves the profession early (Veenman 1984, 144).

Induction programs are designed to overcome the problems that new teachers face
that lead to these characteristics of transition shock. But what are the dimensions
of the transition pressure that lead to these characteristics ? They take many
forms. The following three statements illustrate rather than exhaust the
possibilities;

The young physician, engineer or lawyer can consult his seniors on the
spot before making decisions. The teacher has to make many decisions
then and there, in sometimes very complex situations. No wonder
then, that beginning teaching was described as a 'reality shock' or
'transition shock' (Kremer-Hayon, L. 1987, 37).
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It is a quantum leap from being a pre-service teacher education student
to taking responsibility full time as a class room teacher. The variable
conditions in schools and in the different systems mean that a teacher's
initial full time months can be "a baptism of fire" in which the teacher is
on his/her own to sink or swim, or it can be a shared and positive
experience of continued learning in a supportive environment (Speedy
1989, 123).
And, from an interview with Angie, a 1989 Northern Territory inductee:

•

On arrival in the school, my first impression was of a grave, beside the
caravan in which I was to live. This was the grave of the last female
teacher to live in the caravan some years before, who had died there and
was subsequently buried beside the school. This left an ever lasting
impression. The caravan itself was in a very poor condition, and was
condemned as unsafe for human habitation by the visiting Department
of Health Medical Officer. Fortunately it was replaced, but not for fifteen
weeks after I got there, and had got myself settled in.

What these examples illustrate is that there are at least two types of transition that
new teachers need induction assistance with. The first is the professional
transition from student to first year teacher. The second, as illustrated by Angie, is
environmental transition shock resulting from the move to living in a new
community. Both of these are the result of displacement and can cause major
difficulties for the inductees. The environmental transition shock is of particular
importance to the Northern Territory for reasons that will be discussed later in
this study (Chapter 2).
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THE PERIOD OF INDUCTION

How long does transition shock last, or re-phrased, how long is the period of
induction ? Teacher induction, as the initiation or the introduction of persons
into teaching, can be taken to begin with pre-service training, or from when they
accept an appointment with an employing body, or even when teachers take up
new positions with other systems. This transition period ends when the teacher
can be considered to be fully operant with no requirement for extra assistance with
becoming a teacher (or for settling into a new community) in his or her new
system.

This period may take varying lengths of time. It has been usual to consider a
single year. As Coulter and Ingvarson's 1985 report to the Schools Commission
states, the induction period is generally seen by state systems as spanning the first
year of full time teaching experience (1985, 31). Now, however, it would be fair to
suggest that the generally held view has broadened. Many systems of education
maintain induction assistance through the beginning teachers first two years
(Queensland Institute of Educational Administration Video 1990).

This extended period is also accepted in the literature. For example Veenman, in
his study of the problems of beginning teachers, defines beginning teachers as
teachers in their first, second or third year of teaching (Veenman 1984, 143). He
suggests that knowledge of the problems faced in these first years of teaching may
provide important information for the improvement and (re)design of pre-service
and inservice programs.

For the purposes of this research, the induction of teachers into the profession,
commences from the time that the Northern Territory Department of Education
begins formal provisions to initiate the recruits into their jobs. The end of
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induction cannot, however, be easily determined, for under the definition adopted
here, induction forms a continuum with the ongoing professional education of
teachers, and this should last as long as the teacher is in the service. However it is
accepted that the initial stages of becoming a fully operant teacher in a new system
will for the majority of new teachers take between six months and two years.

This study concentrates on the a crucial period of induction, which is the teachers
first ten weeks in their new school (Chapter 3). Unlike many of the socialisation
studies of induction contained within the literature, this is not a longitudinal
study. The concern is to describe the experiences and needs of inductees in their
first ten weeks of teaching in the Northern Territory. By doing so, it will
illuminate the problems that the newly appointed teachers have and provide an
evaluation of the effectiveness of the Department's induction program during
this period.

WHO ARE THE INDUCTEES?

As previously described, the definition of beginning teacher adopted in this
research includes those experienced teachers who are joining the Northern
Territory Teaching Service for the first time, and not just neophyte teachers.
Inductees therefore include all new teachers recruited to urban secondary and
primary schools, rural, pastoral and Aboriginal schools.

The main reason that this definition has been adopted in this research is a
pragmatic one because this is the definition applied by the Northern Territory
Department of Education. All new teachers recruited to the service are included
in induction. In 1984, at the instigation of the then Commissioner of the
Northern Territory Teaching Service, induction became mandatory for all new
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teachers, regardless of experience or posting. The reason for including those
experienced teachers new to the Northern Territory in induction was based on the
perceived difficulties that experienced teachers were having in adapting to
teaching and living in the Territory particularly in rural and Aboriginal schools
(Medwell, personal comment). Experienced teachers as well as neophytes face
transition shock when beginning to teach in isolated Aboriginal schools for the
first time.

The extension of induction to include those teachers new to urban schools was in
an attempt to reduce the very high annual resignation rate of teachers, and it
coincided with the first study of teacher resignations in the Northern Territory.
Hill's research and subsequent report to the Commissioner, A Study of Teacher
Resignations in the Northern Territory 1981-1985 ( Hill 1985), strongly
recommended that action must be taken to avoid what could be a serious shortfall
in teaching staff, and reduce teacher resignation rates. Although his study did not
seek to show direct correlation between resignation rates and induction, it did
include a cursory examination of the problems that teachers face, both personal
and professional, in beginning to teach in both urban and rural schools (that
includes Aboriginal schools). Table 2. 2 (Chapter 2) shows resignation rates for the
Northern Territory Teaching Service from 1981-1989. Inherent in the purpose of
induction programs in the Territory, therefore, is that by making their transition
easier, teacher resignation rates will be reduced.

In support of the acceptance of this broader definition of inductees is the writing of
Alford (1985, 14). He notes that it is the policy of the Department of Education in
the Upper Great Southern Region of Western Australia (a region with similar
staffing conditions to the Northern Territory) to include all teachers beginning in
schools in induction programs, regardless of their previous teaching experience.
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He suggests that this expanded induction enhances overall school efficiency and
staff effectiveness.

INDUCTION PROGRAMS

Induction programs can include a variety of different orientation activities and
functions, both formal and informal. These include:
• formal Department inservice orientation programs which in the Northern
Territory Department of Education include the central, regional and recall
orientation programs (Chapter 2),
• formal school-based orientation programs, which can include mentoring
schemes (or buddy schemes),
• formal support through probation periods and probation officers/panels,
which can include peer assessment procedures,
• informal school support and assistance through peer networks, and
• informal orientation programs which can be regional and community
based and can assist the new teacher both in terms of the professional
aspects of their teaching and with living in a new community.

As Tisher points out, the effectiveness of informal support given to teachers is
very difficult to document and it is even more difficult to guarantee that a
majority of teachers will receive informal support when needed or sought (Tisher
1987, 36). This study will therefore concentrate on the formal induction processes.
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INDUCTION AS SOCIALISATION INTO THE PROFESSION OF TEACHING

In the previous sections, induction has been defined in pragmatic terms. It is
necessary, however, when considering the literature to see induction from a
broader view. For example, the entry of beginning teachers into the profession can
be considered as the process of socialisation into the norms and standards of an
existing organisation (Griffin 1985, Lacey 1977). Under this perspective, induction
programs should serve as a primary means by which neophytes are inducted into
the moral, aesthetic, and technical norms of the profession as well as into the
peculiar conventions of a particular school. As Schlechty and Whitford (1989, 447)
uote, induction involves beliefs and attitudes as well as proficiencies and
performance.

Socialisation research that investigates this aspect of induction is usually based on
the intense examination of small numbers of detailed case studies of beginning
teachers in their first year. These studies are common in the literature (Ryan ed
1970, Ryan et al 1980, Zeichner & Tabachnick 1985, Kilgore, Ross & Thikowski 1989,
Hale & Starratt 1989) These types of studies are important because they can, for
example, provide in-depth understanding of the socialisation process for specific
induction programs. Zeichner provides a good example of this type of research.
One of his studies involved detailed longitudinal case studies of four teachers
from the beginning of their student teaching to the end of their first year. In
regard to the results of this study, Zeichner says that such studies cannot provide
generalisations, because beginning teacher socialisation is highly context specific.
He goes on to suggest, however, that detailed case studies of the development of
the individual in specific situations provide important understanding that will
allow the development of better induction programs (Zeichner in Griffin 1983, 6).
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Induction as socialisation is, however, a view of beginning teacher programs more
frequently found in theoretical discussions than in practice. Thus, although
providing valuable insight, socialisation studies that emphasise in depth
qualitative research, as noted by Zeichner, do not provide supportable
generalisations on the overall induction process, nor do they illuminate general
problems that can be used in the development of systematic induction programs.
As it is the aim of this study to produce generalisations that can be used to
systematically improve induction practice, a more descriptive, quantitative
approach has been adopted in this research (Chapter 4).

SUMMARY

Induction is the period of transition from being a student of education to a fully
functioning teacher, or when experienced teachers take up new roles within the
profession which includes the change from teaching in one system to teaching in
another. The length of the transition period can vary depending upon the teacher.

Induction programs are those activities that assist and support teachers in this
period of transition. Examples of induction programs include the formal schoolbased orientation program, informal school orientation programs, formal
Departmental orientation programs (such as the Central, Regional, and Recall
programs), and informal orientation to the beginning teacher's new community.
Induction forms a part of the continuum of ongoing professional education of
teachers that is the responsibility of schools and systems of education.

Beginning teachers or inductees are defined as all recruits who are starting to teach
at Northern Territory schools for the first time. This includes both neophyte
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teachers in their very first year of teaching, and teachers who have previous
experience in other systems of education. This study includes those new teachers
who are starting at Aboriginal schools, other rural schools or urban schools
throughout the Northern Territory.

The aim of this study is to assess the effectiveness of the current induction
practice. This will involve the illumination of the problems, both professional
and personal, that inductees face in their first ten weeks of teaching, and to
identify and evaluate the assistance that is provided to them in this period. These
findings will then be used to produce a model of induction and a list of suggested
strategies that can be used in the planning of effective induction practice.
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CHAPTER 2
BACKGROUND ON THE NORTHERN
TERRITORY AND THE INDUCTION PROGRAM

Taking the position adopted in Chapter 1, induction is seen as the process of
assisting new recruits to adjust to teaching in the Northern Territory. The essence
of induction is, therefore, the assistance given to new teachers in adjusting to their
new situation and environment. Zeichner's belief (in Griffin 1983, 6) that
induction is highly context specific is accepted as unproblematic.

It is therefore necessary to establish what the context is in the Northern Territory
to ensure that a systematic and appropriate induction program is developed for all
of its new recruits. This chapter establishes those factors that make teaching in the
Northern Territory a different experience to teaching in other state systems, and
thereby establishes a basis for understanding the needs of inductees through an
examination of:
background information on the Northern Territory and the
Northern Territory Teaching Service,
the history of induction programs in the Northern Territory,
the current situation in regard to induction in the Territory, ie:
the four phases of induction, probation and school based
induction, mentoring (buddy system) programs,
the percentage of recruits involved in the induction program,
induction for teachers going to Aboriginal schools,
future changes in teacher training and induction.
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BACKGROUND INFORMATION ON THE NORTHERN TERRITORY

The Northern Territory occupies 1 346 200 square kilometres representing about
one sixth of Australia's land mass. It extends about 1610 kilometres form north to
south and 934 kilometres from east to west. It contains less than one percent of
Australia's population, approximately 156 000 people (December 1988), with
Aboriginals and Torres Strait Islanders accounting for 25% of the total.

Due to the size of the Territory there is enormous variation in weather patterns.
The North (Darwin and coastal regions) is basically a tropical zone affected by the
monsoons. There are basically two seasons commonly called the "Wet" and the
"Dry", whereas in the South (Alice Springs) it is an arid zone with four seasons of
Summer, Autumn, Winter and Spring.

The Territory is rich in natural resources, has strong mining, tourism and beef
cattle industries, and is an important location for Australian defence.

There are five main centres in the Northern Territory: Darwin which is the capital
city is sited on the northern coast with a population of approximately 72 900,
followed by Alice Springs which is approximately 1 000 kilometres away in central
Australia with a population of 23 600 people, and then the smaller centres of
Katherine 7 400, Tennant Creek 3 000 and Nhulunbuy with 3 500 people.
,

The Territory has a truly cosmopolitan population, noticeable for its lack of ethnic
separation. Some sixty nationalities are represented, including long established
communities of Chinese, Greeks and Italians as well as an increasing number of
new settlers from neighbouring parts of South East Asia. The Territory also has a
very high population turn over. The following statistics are for Darwin, but are
representative of the total Territory. Table 2.1 demonstrates that of the total
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population of Darwin, some 18.2% of residents were born in another country, and
73.3% of the residents occupy a different dwelling than they did five years ago.
TABLE 2.1

Population of Darwin Information (1986 Australian Bureau of
Statistics)

Category

% of total
population

Persons born in South East Asia

4.7%

Persons born in UK or Ireland

7.0%

Persons born other Oceania

3.6%

Persons born in Southern Europe

2.9%

Persons not usually resident in same dwelling five years ago

73.3%

Persons not usually resident in same dwelling one year ago

43.0%

With regard to education, pre-school, primary and secondary school services
compare closely with those in other Australian states. The school year begins in
January and is divided into two semesters, usually of twenty weeks. There is one
week's vacation in the middle of each semester, a month long vacation in June
July, and a six week vacation in December-January. Schooling is compulsory until
year 10 (children who are aged about sixteen years). There is one university in the
Northern Territory, which is based in Darwin, providing a range of teacher
training courses. The Department of Education employs approximately 2 400
teachers (1990).

THE NORTHERN TERRITORY TEACHING SERVICE

The Northern Territory Teaching Service is the employing body that provides all
teachers for Northern Territory Department of Education schools. Currently, it
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recruits most of its teachers from other states as the Northern Territory University
does not produce enough graduates (in the diversity of areas) to fill the vacant
positions caused by the high resignation rate (see Table 2.2). Often these newly
recruited teachers from interstate have difficulty in adjusting and acclimatising to
their new surroundings and the new system of education (see Crowther 1989).
The following factors are given in the Department's booklet School-Based
Induction (1989) as major causes of these difficulties:
• A majority of the Northern Territory's schools are positioned further
north than most schools in other states. Consequently, climate and
seasonal aspects are markedly different from work-place conditions in
other states. Health, nutritional and recreational lifestyles require
personal modification to enable optimal response to these aspects.
• There are small schools situated in remote areas to accommodate small
pockets of population. These schools are inadequately serviced with the
facilities most urban Australian would expect, and, for various reasons,
tend to be staffed by new recruits (Figure 2.1).
• Many teachers within these remote area schools seek transfers to
regional centre schools after a short term, and are given priority over
teachers newly recruited to the service. Consequently primary teaching
vacancies within regional centres are not readily available for new
recruits.
• The Northern Territory has the largest pro-rata range of cultural/ethnic
groups of any Australian state.
• The Northern Territory has the largest pro-rata population of
Aborigines and schools in Aboriginal communities (See Figure 2.1 ).

That all these factors are significant is the direct result of the pattern of
recruitment deployment and retention of the Department of Education. It is
important to emphasise some of these factors that characterise the induction
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process in the Northern Territory Teaching Service (NTTS) because they serve to
highlight the uniqueness of the induction program amongst all other systems:
• The majority of NTTS recruits are not trained or previously resident in
the Northern Territory, but move to the Territory to take up a teaching
position. In 1990, of the 370 teachers recruited to the NTTS between
January and July 1990, only 42 had graduated from tertiary institutions
in the Northern Territory. Thus 89 % of all new teacher to the Territory
were from interstate. In 1989, 471 teachers were recruited to the NTTS.
This represents 19.7 % of the 2,389 teachers employed by the service.
• The lowest retention rates are in rural schools, followed by secondary
and urban primary schools, which are relatively stable (of the 100
inductees who responded to this survey in 1990, only 12 were appointees
to urban primary schools). This high turn over rate makes induction
programs particularly significant in the Northern Territory. Table 2.2
provides a summary of resignation rates.
• The new teachers are not all neophytes, but include a wide range of
previous teaching experiences in other systems. Of the 100 respondents
to this study, 39% were neophytes. The inclusion of all beginning
teachers regardless of experience to induction courses was instigated by
the Commissioner of the Teaching Service in 1983.
• Many of the beginning teachers employed will be sent to schools that are
strongly cross-cultural. Of the 100 respondents to this study, 51% were
recruited to rural Aboriginal schools.
From these attributes, it can be seen that for induction programs to be successful,
they must be highly context specific. They must address the needs of recruits to
the Northern Territory and this applies not only to first time teachers, but to all
teachers, both experienced and beginning, who are new to the Northern Territory
Teaching Service.
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TABLE 2.2
Teacher Loss Rates (%) for the Northern Territory Teaching Service 1981-1990
Year
1981 1982 1983 1984 1985 1986 1987 1988 1989 1990

Rural &

16.7

37.8

28.7

25.7

27.0

28.8 17.3 18.5

19.9

16.3

Aboriginal
Primary

5.7

10.0

9.9

8.3

13.8

21.9

14.0

14.7

15.3

16.8

3.8

11.7

17.1

19.4

25.0

25.0

17.8

14.6

18.0

20.5

6.7

4.7

8.5

-

-

12.0

9.9

9.9

10.1

6.7

14.6

16.0

15.5

17.1

22.6

15.8

14.9

17.2 117.3

-

-

-

-

urban
Secondary

Office based
and other
Total %

Number of

-

531 1 500 1 450-[
408 1 481

474

teachers
lable 2.2 has been collated from information printed in the Northern Territory Department of
Education Annual Reports 1985-1989, Hill 1985, and the unpublished Personnel Branch
report for 1990.

From Table 2. 2, and as discussed previously, it can be seen that the Territory has a
high rate of resignations, and therefore a high staff turn over, the highest turn
over being in Aboriginal and rural schools where approximately 20% of staff
resign annually. This means that every year a high percentage of new recruits are
sent to these schools. Figure 2.1, the map of Northern Territory schools, shows
the distribution and indicates the isolation of the rural and Aboriginal schools.
There is a total of 165 schools in the Territory, of which 67 are predominantly
Aboriginal schools, and nineteen of these are schools on rural pastoral properties.
There are also a further sixty homeland centre (Outstation) schools that do not
have a permanent staff but are only visited by teachers twice a week. Of the 165
schools there are 24 high schools and secondary colleges, and 55 urban primary
schools.

In summary, due to the enormous size and sparse population of the Territory,
there are many small schools that are spread over vast distances. Most of these
small schools have high numbers of Aboriginal students. Teaching in these
schools is made particularly difficult by their isolation and by the harshness of the
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living conditions. For these reasons and others, there is a high turn-over of staff
in these isolated schools, and most of the replacement staff are recruited from
urban centres from other states.

In order to cater for these problems and for the great distances involved between
centres, the Northern Territory Education Department is split into administrative
regions. These are Darwin, East Arnhem, Alice Springs, Katherine, and the
Barkly. As will be discussed later in this section, each of these regions has its own
orientation program for new recruits. These cater for the many factors that vary
greatly between regions, such as the life style, the geography, the climate, and the
culture of the dominant Aboriginal groups. The difference between the regions is
highlighted by the following example. For new recruits to schools in Darwin and
East Arnhem the orientation program includes a session by Emergency Services
on what to do in the case of cyclones. For teachers recruited to Alice Springs or the
Barkly region this session is replaced by one on surviving in the and zone and on
emergency procedures in the case of vehicle breakdown.

THE HISTORY OF INDUCTION PROGRAMS IN THE NORTHERN TERRITORY

The Northern Territory Department of Education has had a long history of
induction courses for its new teachers. The Northern Territory Teaching Service
was formed in 1980. Prior to this date staffing was the concern of the
Commonwealth Teaching Service. Under the Commonwealth, teachers going to
Aboriginal and pastoral schools had a compulsory induction inservice program.
Until 1972, a three week induction program was run for all new teachers to
Aboriginal and pastoral schools. This program included a three week induction
course prior to the start of school at a central location in January, and a two day
school based inservice in the new teacher's school. From 1972 this was reduced to
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a one week program for new recruits. This continued through to the change over
to self government and the formation of the Northern Territory Department of
Education in 1979, although the post cyclone Tracey year, 1975, saw a temporary
interruption of the program.

With the formation of the Northern Territory Teaching Service, the induction
program was continued, but in a new format. A two part arrangement of central
and recall induction was begun in 1978, with induction being a one week program
in January and a one week program of recall in May at Batchelor, a satellite
township 90 km from Darwin. This was for all new teachers whether neophytes
or experienced, going to Northern Territory Aboriginal and pastoral schools.
Batchelor at the time was the major inservice centre within the Northern
Territory, the Education Department using unoccupied houses for educational
purposes. It later became the site for the Batchelor College, an institution for the
training of traditionally oriented Aboriginal people.

In 1979, the one week induction program in Darwin, was followed by orientation
programs for new recruits in the southern region of the Territory, held in the
Alice Springs and Tennant Creek regional offices.

This pattern was repeated in 1980, although the central induction program was
reduced to a three day program. The five day program was re-introduced in 1981
and it was held as a residential program at Kormilda College, which was at the
time a boarding school for rural students in Darwin. The Alice Springs and
Tennant Creek programs were continued and a three day program was run at the
Katherine regional office for the first time. In 1982 the program was again held at
Kormilda College as a residential, but the time was reduced to four days. There
were 40 teachers involved in the induction.
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A vital policy change happened in 1983 when, at the then Commissioner of the
Teaching Services instigation, it became mandatory for all new teachers to the
Northern Territory Teaching Service to attend the central and regional induction
program. Thus, for the first time the formal induction included teachers recruited
to urban schools and not just Aboriginal or pastoral schools. This included both
neophytes and experienced teachers. Only the induction recall program, funded by
Commonwealth Programs grant, remained exclusively for teachers recruited to
Aboriginal schools. As in previous years, the 1983 central orientation program
was held at Kormilda College as a four day residential. There were 130 recruits
involved in this first all inclusive program.

In 1984, the tripartite arrangement of central, regional and recall induction was
formalised, and took the form of a one week central induction, a one day regional
induction, and a three day induction recall at the end of four weeks' teaching.

In 1985, and partly in response to the large numbers involved, the central
induction program was split into two, with one held in Darwin and the other in
Alice Springs. Regional inductions were held in East Arnhem, Schools North (or
Darwin schools), Alice Springs, Tennant Creek and Katherine. The Darwin
central orientation was moved from the Kormilda College boarding school to a
week long residential at the Larrakeyah Lodge, which was a tourist resort motel
with shared facilities. Recall induction programs, still funded by Commonwealth
grant and held after six or seven weeks, were run in all regions for teachers in
Aboriginal schools. This pattern of induction has carried through to 1990, with
very little changes, the only differences being in venue and in the number of days
duration of the programs.

The 90 inductees involved in the 1987 central program were accommodated at the
Darwin Travelodge, and at the Oasis Motel in Alice Springs. The central program
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lasted two days, 18 and 19 January. This two day central program was repeated in
1988, before the inductees went to a two day regional induction held in Alice
Springs, Katherine, East Arnhem, Barkly and Operations North. A total of 113
inductees took part, and the residential accommodation in Darwin was moved to
the Beaufort Motel.

The 1989 induction program followed the same pattern as that of the previous
year, and involved 102 inductees. The Darwin participants were housed at the
Mirambeena Tourist Resort.

In 1990 there were 144 inductees and the induction program was again a
residential program held at the Mirambeena Tourist Resort in Darwin and the
Oasis Motel in Alice Springs. New recruits had ten days accommodation and meal
allowances, and had to attend a two day central orientation inservice, followed by
a two day regional orientation program. Approximately $69,000 was allocated to
funding the induction program. The funding of the recall orientation inservice
was provided for the first time by the Department of Education, as the period of
Commonwealth funding had ceased.

THE CURRENT SITUATION IN REGARD TO INDUCTION IN THE
NORTHERN TERRITORY

Of all the Australian state systems, only the Northern Territory currently provides
a formal and centrally organised induction program for all beginning teachers.
The other systems, although emphasising the importance of induction, rely upon
school based induction and ad hoc regional programs. The only exceptions to this
are:
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•

Western Australia, where there is a central induction for all new
principals,
South Australia, where there is an induction for all new teachers going
to Aboriginal schools although this was only 33 teachers in 1990,
In Queensland, the Bassett Report (1978) and the report of the Board of
Teacher Education (1981) recommended that systematic schemes of
induction needed to be planned and implemented in all schools where
there were beginning teachers. However Davis (1988) found that no
induction programs were conducted in schools of half of the beginning
teachers surveyed.

Currently all teachers who are recruited to the Northern Territory Teaching
Service (NTTS) at the start of the school year, undergo a four phase induction
program of central, regional, school based and recall induction inservice. Figure
2.2. provides an overview of the induction process. Table 2.3 summarises the
content of each of the four phases.

The central orientation program takes two days, and has the following primary
aims:
• to ensure that administrative arrangements involved with moving to the
Territory and joining the NTTS service have been completed,
• to begin to establish in the new recruits the ethos of the NT Department of
Education,
• to explain the structure of the system and their role in it,
• to provide pastoral care, and
• to provide information relevant to many of the significant aspects of
living in the Territory.
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Figure 2.2 A summary of the Northern Territory induction process

Teachers recniited,
NTU & interstate

Accurate information
on school & community
including 'hand over'

books, photographs &
video if possible
Recruits paid Travel Allowance
to allow them to arrive in the
central location, 14 days before
school starts

I Central orientation program
common for all beginning
teachers but with different
optional strands for Aboriginal

schools.
Visit to schools
to establish requirements
before attending regional

networks
chers in
M

orientation program

es

Regional orientation program

I

I

emphasises Aboriginal pedagogy
I & living in Aboriginal communities
Regional office assistance
with organising move to

Arrive in school community 2 days before the
start of school to be
assisted by school
representative

the Aboriginal community
including assistance with
ordering food supplies etc

School based orientation
formal & informal assistance

with professional & personal
matters

Recall induction program
after 10 weeks, teachers
return to central location
for 3 days inservice to
discuss their experiences

& problems

Ongoing C.P.E
including assistance with

probation
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Table 2.3 Summary of the content of the four stages of the 1990
Northern Territory Department of Education induction
p.[UId1II

CENTRAL
'Welcome addresses'
& Dept policy
speeches
Put 'faces' to names,
meet Dept Officers
and CAB staff
Conditions of service
•JS

duty 'paper' work
TAFE overview

REGIONAL
Regional policies,
operations, &
standards
Put 'faces' to names,
meet Dept Officers &
regional staff
Regional resources
-

flJ'.AJS**,

SA'_#4b S#fl)%/J,

SCHOOL
School structure,
operation,standards
practices, philosophy
Put 'faces' to names,
meet the staff,
teaching & support
School resources
JSAflhSLSt.#ALAflfl

•$JL

RECALL
Curriculum
Methodology &
programming
Critical reflection on
U

US/U

duty paper work
(renew friendships)
Links to other
Review of admin,
schools and TAFE
procedures
System-wide policies Social awareness
Social awareness
Probation overview
Regional support
School support
services
services
Peer assessment
P.A.R system
Probation & panels
Career pathways
Regional overview,
Classroom
including Higher
distances,
management &
Duties Allowance
communications etc
pedagogy
Teachers Union-NT Teachers Union
Teachers Union
wide
Regional
School
Curriculum Overview Curriculum resources Curriculum, planning
& methodology
& programming
Grievance procedures Police role in schools I Grievance procedures
hmergency services Koact satety &
Lmergency
emergency services
procedures
Health in
Surviving in isolated Personal assistance
tropics/Central
areas; skills and stress with settling into the
including Hep B
management
local area.
Developing regional
Staff welfare
Staff welfare & social
networks: P
I club
Health Dept
Establishing bush
Establishing bush
Class allocation &
orders at stores
orders at stores
timetable
Schools & Law
Schools & Law
Schools & Law
uross cultural
uross cultural
uross cultural
awareness
awareness
awareness
Liquor laws
Liquor laws
Land

permits

removals, etc
TAFE in regions

Land

permits

Banking
FEPPI & Aboriginal
education
Team teaching in

Banking
FEPPI & Aboriginal
education, RATE
Motor vehicle licence

Aboriginal

&

schools

on
reg
i
strati

Teaching the
Aboriginal

child

Living in two worldsadjusting to living in
a different culture
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The central program also introduces new teachers to the Departmental officers
with whom they will need to work, and to the relevant support and personnel
structures of the system. Over 60% of the central program time is allotted to
preparing teachers to live in the physical and social conditions of the Territory,
and to work with Aboriginals. The induction sessions dealing with Aboriginal
teaching methodologies and living in Aboriginal communities are presented by
Aboriginal representatives of the areas in which the new teachers are placed.
During the two day inservice, various educational video tapes on living in
Aboriginal communities are run at the accommodation venue

On completion of the central orientation program, recruits attend a further two
day regional orientation program at which the emphasis is placed on
preparing teachers for living under specific regional conditions. There are
regional programs in Alice Springs, Tennant Creek, Nhulunbuy and Katherine.
The regional orientation focuses on the personal and professional aspects of
teaching pertaining to that region, with specific attention given to living and
working on Aboriginal communities and in remote areas. The regional program
also has a large component of Aboriginal cross cultural awareness.

As the regional orientation program is run by the regional office staff, it also
provides a basis for the new teachers to establish working relationships with their
regional administrative support staff. This is particularly important for those
teachers going to isolated schools. Both the central and regional programs provide
the social opportunity for new teachers to develop personal support networks
amongst the other inductees.

The school based orientation is the part of the overall four phase induction
program that is left to the discretion of the principal and the school
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administration. In essence it should be the most important part of the induction
of new teachers into the life of the schools and classrooms. As in New South
Wales (Ministry of Education 1990, 79), the central role for undertaking and giving
effect to induction programs rests with senior teachers and educational
professionals within the school. These programs should be a planned,
professional and personal introduction for newly appointed staff to relevant
aspects of their daily work-place. School based orientation should include,
coordination of curriculum, programming, discipline procedures, explaining a
teacher's extra curricular duties, and personal assistance where needed. Mentor or
buddy schemes, whereby all new teachers are assigned an experienced teacher to
assist them are seen as important in their school based orientation.

In Territory schools this school based induction is closely aligned with the
compulsory system of probation (discussed below). For probation, each new
teacher is assigned a peer probationary panel whose role is to support as well as to
assess the probationary teacher. It is stressed by the Education Department in the
booklet School Based Induction (Department of Education NT 1990d) however,
that probation should not be the extent of school based orientation, but that it is
one aspect of it only.

After being in their schools for a term (this period varies from seven to ten weeks
depending on the inductee's needs, as perceived by the regional offices), inductees
from Aboriginal and pastoral schools are brought back to a two or three day recall
induction program in the regional office. In contrast to the initial programs, this
program emphasises teaching programs, methodology, and curriculum. It also
helps to create the opportunities for new teachers to seek help to solve any
problems that they may have encountered during their time in the schools.
Between the time of the regional induction and the induction recall, most teachers
in rural schools would have been visited by their regional support officers. Thus,
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the induction recall is tailored to meet the specific needs of each teacher. In
general, this usually entails workshops on resources and teaching strategies with
AborigInal students.

PROBATION
Under the Northern Territory Teaching Service Act, all new recruits must
undertake a twelve month probation period (unless they are rejoining the service
after less than a period of two years absence). The Department of Education's
handbook on probation (Department of Education NT 1990c, 3) identifies the
following as the specific aims of probation:
• to ensure that new members of the Service are inducted into the policies,
standards and expectations of their work location and the Department;
• to provide support and counselling during the Probation period; and
• to ensure that new members of the Service are competent to carry out the
duties at the level to which they were recruited.
Thus probation should serve the dual role of providing support and counselling,
as well as the assessment of the beginning teachers' suitability for permanent
employment. That probation should not take the place of school based induction
programs is emphasised in the Departmental booklet School Based Induction
(Department of Education NT 1990d). In other words, schools should not rely
solely upon the probation process to provide inductee support.
The belief that probationary procedures should not supplant school based
induction is supported by the work of McCahon and Carpenter (1987, 28). In their
study, they report that considerable problems can develop when the persons who
are responsible for induction in the school are also those directly responsible for
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assessing the beginning teachers. The significance of these findings cannot be
emphasised strongly enough, for in an era in which teacher quality is becoming an
issue of the highest concern (Schools Council 1989, 1), it is important that
inductee programs are not confused with practice-based evaluation programs in
which the inductees are expected to demonstrate (as contrasted to develop)
competence in the classroom (see also Schlechty & Whitford 1989, 446).

Griffin and Hukill underline the significance of this point in their summary of the
findings arising from the conference into induction in Texas. They report that the
conference believed that assistance and assessment should not be combined in one
program:
The expectations for these programs become somewhat muddied and the
possibility of misinterpretation of both professional and personal
behaviour of participants is a distinct possibility. It is not beyond ones
imagination to speculate that a new teacher who is unsure as to whether
his or her "peer teacher" is helping or providing information about
retention or dismissal may be self-protective and, possibly, defensive in
professional relations with that person (Griffin & Hukill 1983, 127)

Probation as a support system for new teachers, is particularly difficult in rural,
isolated schools. For the teachers in the large number of small schools across the
Territory, where there are not enough peer staff to form a panel and because it is
not possible to close a small school for the time required to travel to a
neighbouring school for meetings, their probation panels can only be formed by
induding teachers from the regional office. Therefore, for new teachers in small
schools, probation meetings with their panels can become once or twice yearly,
two day long visits by regional office staff. This arrangement can lead new teacher
to believe that they are being "inspected", and the arrival of the probation panel
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can signify the start of a period of high stress for them, particularly if they are
experiencing problems.

One of the aims of this study is to illuminate the confusion between probation and
induction assistance, in Northern Territory schools and to point to possible
solutions.

SCHOOL BASED INDUCTION, MENTORING (BUDDY SYSTEM) PROGRAMS

Griffin and Hukill (1983, 112) write that the idea of using peer teachers to provide
new teachers with induction assistance is the key to successful school based
induction. This process is known as mentoring, and its importance is accepted as
unproblematic. The functions of mentoring are that the mentor acts as a role
model, provides direction and advice, is a sounding board for ideas and is able to
intervene to reduce the professional isolation of the new teacher. Anderson and
Shannon (1988, 41) report that mentor programs for beginning teachers must
capture the essence of the mentoring relationship. This is based on role
modelling, nurturing, and the concept of a care giver.

The informal practice of using a "buddy system" is in place in most schools where
experienced teachers are available and willing to work with beginning teachers.
However, informal practice cannot be relied upon to supply assistance whenever
it is needed. Therefore formal mentor schemes need to be instigated. This is to
ensure that all schools provide the structure and stimulus necessary for this type
of assistance for inductees

Three difficulties arise with the formal provision of mentoring schemes in
Territory schools. Firstly, as discussed above, there can be a confusion on the part
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of principals and school administration concerning the relationship between
mentors and the existing compulsory peer probation panels. Secondly, no
provision has been made by the Department for resources, training or support for
those experienced teachers in the school who are expected to work with new
teachers. In reporting outcomes of the Texas conference on induction, Griffin and
Hukill (1983, 119) state that the conference participants were adamant in their
insistence that all those charged with carrying out induction programs in schools,
especially teacher mentors, must receive systematic training and that, although it
is assumed that a peer teacher should be expert in working with adults, some
means must be used to be certain that this is the case. Thirdly, no funding is made
available through the Department for relief teachers to enable beginning teachers
and their mentors to be freed from classes for induction purposes. Thus, for peer
mentor teachers, taking on a beginning teacher adds further to their time
commitments, as well as their overall responsibilities.

In 1990, three levels of Master Teacher status (Advanced Skills Teachers) were
introduced into the pay scales for teachers within the Northern Territory. Like
that in other systems, this scheme provides a promotion system (with increased
pay) for highly talented and skilled teachers who do not wish to follow a
administrative career but wish to remain in the classroom. Perhaps this Master
Teacher system will provide a reward system which will encourage master
teachers to assist their peers, including support for beginning teachers.

While the use of Master Teachers as mentors to assist new teachers is an excellent
initiative, it is not without some problems. Three are particularly worth
elaborating here. Firstly, this will place great pressure on teachers who do not
have this advanced skills status and pay, but who are still expected to assist their
peers. This is particularly important in small schools and isolated rural schools
where there are no Master Teachers on staff. Secondly, although receiving
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increased pay (Master Teacher I receive a 7.5% loading on the usual salary), there is
no class time release to enable them to undertake increased professional
responsibilities. The difficulty therefore is in arranging timetables so that new
teachers and their mentors can be free at the same time. This is particularly
difficult in primary schools where teachers do not get regular scheduled free time,
except when specialist teachers take their classes for such subjects as Music or
Indonesian language. This is a most important cosideration. To cite again from
the Griffin -and Hukill (1983, 120) report, they advocate non-monetary rewards
such as opportunities for release time, reallocation of materials, public ceremonies
of recognition, and others. The third and perhaps most important problem to be
faced when considering mentoring systems of peer induction in Northern
Territory schools, is that some schools not only lack Master Teachers, but they also
often lack significant numbers of experienced staff. This is particularly the case in
those schools which have a high proportion of new teachers because of a high
teacher turn over. As an example, in 1990, one primary school with a full time
equivalent (FTE) of nineteen teachers had nine new teachers begin in January,
another with eleven FTE's had six new teachers. Yet another school with 42 staff
had sixteen new teachers. It is clear that school-based mentoring induction in
these schools would be very difficult to organise, and would place enormous
pressure on the small number of remaining teachers in the schools, who
themselves might be young and relatively inexperienced. Small rural schools
with a staff of one to three teachers find it particularly difficult to provide mentors
because often the teachers in these schools are all inexperienced. As Schlechty and
Whitford report for North America, but with considerable significance for the
Northern Territory:
Either some means must be found to increase the human resource capacity of
the schools where novices are likely to begin teaching, or policies and
procedures must be put in place that assure that beginning teachers start their
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careers in schools that have a well established human resource development
tradition (Schlechty and Whitford 1989, 446).

This study will examine the extent and effectiveness of mentoring in Territory
schools.

THE PERCENTAGE OF RECRUITS INVOLVED IN THE INDUCTION PROGRAM

In researching the effectiveness of the Territory's induction program, the first step
was to find out how many of the Territory's recruits were involved in the full four
phases of the induction program.

It was discovered that the central and regional programs of induction only caters
for those teachers who were recruited at the start of the school year. Thus, for
example, 103 teachers were put through this induction program in 1989, but by the
end of the year 471 teachers had joined the service. The result of this was that only
21% had been through the central and regional orientation programs that year. In
1990, 144 teachers attended the central induction, but by the first of August 1990 the
Northern Territory Teaching Service had recruited 370 teachers.

This pattern is consistent with previous years and highlights the fundamental
importance of regional and school based induction and support systems. It is
obvious from these figures that the formal program of induction is not available
to meet the needs of the clear majority of new teachers.
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INDUCTION FOR TEACHERS GOING TO ABORIGINAL SCHOOLS

The induction of beginning teachers into Aboriginal schools and their
communities is of particular concern in the Northern Territory because:
Aboriginal schools have a very low retention rate and a correspondingly
high turnover of teachers

-

currently approximately 20% per annum

(personal comment, Superintendent Aboriginal Schools 1990),
many new recruits come to the Northern Territory with the intention of
working with Aboriginals in communities, and
many of the teachers who begin at Aboriginal schools are neophytes.

Yet very little has been written on the induction of teachers into Aboriginal
schools in the Northern Territory. Perhaps the only study that has touched on the
induction process is that of Parish in his study of Aboriginal school attendance
problems. Parish (1990, 154) reports in his study that participants commented
repeatedly on the need for non-Aboriginal school staff to be knowledgeable about
Aboriginal culture and life style, and that such knowledge is vital as it affects the
way they live and work in the community. He cites the Watts (1981) report as
emphasising that it is of considerable importance for teachers going to Aboriginal
schools to be experienced and to have undertaken extensive specialist training (see
Watts 1981, 1289). Parish further stresses that teachers recruited to specific
Aboriginal communities need to be able to arrive at the school with some
understanding of the culture and special features of the community within which
they are going to live. Thus he strongly advocates that teachers must be given an
intensive induction program some time before they arrive in the school (Parish
1990, 155).

This call for induction was also strongly promoted in the paper Talking is Not
Enough by the then Northern Territory Minister for Education, the Arts and
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Cultural Affairs, Hon Tom Harris MLA. This paper is a comprehensive review of
Aboriginal education in the Northern Territory. In it Harris goes further than
Parish, and recommends that induction programs for teachers going to Aboriginal
community schools have three segments:
general professional and administrative matters at a central induction,
Aboriginal cultural and Aboriginal education matters to be conducted at
Alice Springs or in Darwin at Batchelor College (an Aboriginal Teacher
Training Institution) by regional staff and Batchelor College staff and
students, and
community located induction conducted by community leaders, the
Regional Superintendent, and the principal and Aboriginal staff of the
school and community liaison officers (Harris 1990).

This third of these recommendations is particularly important, as it is the case in
many small Aboriginal schools that, when the beginning teacher arrives, there is
no one who has more than one or two years' experience who can assist with
school based induction. In recognition of this problem Regional Staff
Development officers have requested most isolated schools to develop "Hand
Over Books" which are left at the Regional Office. These tell the new staff about
such things as, the day-to-day running of the school, curriculum activities and the
distinctive features of the community. They are particularly useful if there are no
experienced teachers remaining on staff. In these situations, extensive induction
needs to take place prior to the teacher arriving in the school.

As indicated above, the lack of experienced staff in Aboriginal schools is also a
problem when it comes to forming a probation panel for new teachers. Because
the nearest qualified staff to serve on a peer panel are often in distant schools, the
panels meet very infrequently and provide very little in the way of support or
valid ongoing peer assessment. Unfortunately, such panels may also
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Figure 2.3 A model of the induction of beginning teachers into
Aboriginal schools (Parish 1990, 54).
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be insufficiently familiar with the local circumstances to provide much needed
assistance.

Given these kinds of considerations, Parish proposes a model for appropriate
induction into Aboriginal schools, which is based very closely on the South
Australian (SA) induction program as developed by the Aboriginal Education
Unit of the SA Department of Education (see Figure 2.3).

The Parish model provides a summary of the goals of an 'ideal' induction
program for teachers beginning in Aboriginal schools. The program consists of
four weeks central and school based orientation. The teachers going to Aboriginal
schools are identified early, and in the year prior to their taking up the
appointment they are brought together to be inserviced on the pedagogy of
Aboriginal education and skills in living in an Aboriginal community. This lasts
for three weeks, with the middle week being used to take the beginning teachers
out to their schools while the previous teacher is still there. This gives them
experience intended to both reduce the transition shock and ensure that they
know what they will need before the start of school. In the year they start they are
brought together for a further one week leading up to the first day of school. By
this time, the beginning teachers will have had the opportunity to undertake their
own preparations, and may have specific questions on cross-cultural education
and living in communities.

This model is, unfortunately, only appropriate when the teachers going to schools
can be identified in the year prior to when they start. This is possible in South
Australia because most of the teachers are transferees and not new recruits from
other state systems. Thus, teachers going to Aboriginal schools have the
opportunity for an extended induction which includes visits to the school. In the
Northern Territory, as previously stated and with the exception of promotional
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positions, the vast majority of teachers to Aboriginal schools are new recruits to
the service and not transferees. The recruitment of teachers to the Territory is
mostly from other state systems, and this can only take place once teacher
resignations make the school's staffing needs apparent. As most resignations take
place at the end of the year, it is only then that it is possible to determine where
teachers are going to be posted. Thus is not possible to run extended induction
programs in the previous year. A more appropriate model of the induction of
beginning teachers into Aboriginal schools within the Northern Territory is
developed in Chapter 12.

FUTURE CHANGES IN TEACHER TRAINING AND INDUCTION

In considering the current situation of induction, and the context that needs to be
taken into consideration in the design of induction programs, it is important to
consider existing proposals for future directions in teacher training and their
implications for induction practice.

The National Board of Employment, Education and Training Report Number 6,
Teacher Education in Australia, (1990) has proposed changes to the way in which
teachers gain their qualifications. Under this proposal, the traditional three and
four year teacher training courses would be replaced by a new entry to teaching
model.
In essence this proposed model of entry to teaching comprises:

3 year B.Sc (Teach) or B.A (Teach) leading to a 12 year associateship B.Ed
-

The two year associateship involves teaching 0.5 time on half pay and the
equivalent of one year full time study undertaken part time over two years, on
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completion of which graduants are awarded a Bachelor of Education degree.
Under this scheme, teachers would not be eligible to come off probation until they
had completed this two year internship or induction period. While the proposal
does address transition from student to full professional, there are some
drawbacks. For example, there are no incentives for teachers to undertake this
scheme to counter the strong disincentive of half pay for two years, and there are
problems posed for school administration of teacher time release, particularly in
primary schools.

The basis of this model is that the beginning period of teaching, the first two years,
is recognised as being of vital importance in teacher preparation. Thus student
teachers would not become accepted into the profession until they had completed
a two year associateship, or probationary period of proven continuing teacher
training in a school. In essence this makes induction programs mandatory for all
beginning teachers, across all state systems of Australia.

SUMMARY

In the 1987 International Encyclopaedia of Teaching and Teacher Education edited
by Dunkin, there is a summary of the teacher induction research carried out over
the previous decade. In this summary Bolam (1987, 754) writes that research on
induction must be bound by the current policy issues that affect it, and he writes
that, in regard to Australia, the evaluation of specific induction programs should
be of first priority. Accepting the validity of this statement, the study of the specific
beginning teacher induction program of the Northern Territory Department of
Education becomes important, for it is the only state system in Australia to have a
planned, systematic induction for all beginning teachers.
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The Northern Territory Teaching Service is unique because of the small size of the
system (2 830 teachers maximum staffing ceiling for 1990), the large turnover of
staff (18-21% average per annum), the fact that the majority of beginning teachers
are recruited from interstate (89%), and that most beginning teachers are posted to
Aboriginal schools (51%).

In the Northern Territory Teaching Service all commencing teachers are placed on
probation for 12 months. This probation is a period of assessment and assistance
for the teacher. Probation, however, should not be confused with an induction
program, for there is much evidence to suggest that those officers involved with
supporting inductees should not be the same as those officers who are responsible
for the assessment of the probationers.

There are four phases to the current Northern Territory Department of Education
induction program: central orientation, regional orientation, school based
orientation and induction recall.

The fact that only a third, approximately, of the Territory's recruits start at the
beginning of the year, indicates that most recruits to the Territory do not
participate in the central, regional or recall induction programs. As a result of this,
a far greater emphasis must be placed on school based programs.

Mentoring or the 'buddy system', research tells us, is a most useful form of school
based induction. However the high turn over of staff in all schools and the small
size and the nature of staffing in Aboriginal schools suggests that buddy systems
may be difficult to achieve.

As induction is context specific, it is important to understand the specific needs of
inductees in Aboriginal schools. Parish has developed a general model of the
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induction of new teachers into Aboriginal schools against which we can examine
the current induction practice.

Any study of the context of current induction practice must take into
consideration proposed changes for the future. The National Board of
Employment Education and Training has proposed changes to the training of
teachers right across Australia that will in effect make a two year period of
induction mandatory for all new teachers. While the extent to which this
proposal will be implemented is still a matter for conjecture, it does emphasise the
importance that is being placed on induction by education authorities.
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CHAPTER 3
LITERATURE REVIEW

This background literature review is an examination of the studies published on
induction and the problems of beginning teachers. This is a very broad field, with
many published works. A literature search revealed some 78 Australian titles,
without reference to overseas material. Veenman (1984, 148) undertook an
international bibliographical search and found that between 1960 and 1978 there
were 83 major studies that were based on empirical research, of which only two
were Australian. This list did not include those very important studies based on
anecdotal evidence, diaries, or teacher reflections.

The published research identifies a wide range of themes and issues, of which the
following three are particularly pertinent in regard to the aims of this study:
• the importance of induction programs for beginning teachers,
• the socialisation of teachers, and
• induction as personal orientation.

In judging the effectiveness of the induction program in the Territory, the first
issue to establish is the nature of the evidence to support or not support the need
for a systematic induction program. In other words, why have induction into
teaching and, more specifically, why have it in the Territory ? Is induction
important ? To answer this question, this literature review first examines early
and current Australian calls for induction, as a historical and national perspective
is needed to provide a critical understanding of its importance. Secondly, this
literature review examines the purpose or objectives of induction, what the
literature tells us is the reason for having induction programs, and thirdly, what
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the research tells us about the problems that inductees face. This third part has
the added benefit of providing a basis for comparison, as one of the main aims of
this study is to examine the problems of inductees in the Northern Territory.

As stated in Chapter 1, the methodology of this study is not based on qualitative,
or longitudinal case study research, as favoured by those researchers who see
induction as the process of socialisation into the norms and standards of an
existing organisation (Griffin 1985, Lacey 1977). Such socialisation studies are,
however, dominant in the field, and have given us many of the models that we
can use as the basis for understanding the induction process as well as models that
we can use to judge the effectiveness of the Territory's induction process.
Pertinent aspects of socialisation are reviewed here.

As established in Chapter 2, environmental transition shock is a key issue related
to induction in the Northern Territory. It is therefore important to establish what
other researchers have found in regards to the difficulties that teachers face in
moving to a new environment to take up their profession. This compels an
examination of the research concerned with induction as personal orientation,
and particularly the fundamental research carried out by Crowther who examined
the problems faced by teachers in isolated schools in the Territory. Crowther's
work has provided a basis for this study's survey of the transitional problems of
inductees.

THE IMPORTANCE OF INDUCTION PROGRAMS FOR BEGINNING
TEACHERS

As indicated in Chapter 1, and for the purposes of this study, induction is defined
as the formal process of initiation of new recruits into teaching in the Northern
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Territory Department of Education. Thus it involves the initiation of individuals
into their first teaching positions, or of experienced teachers into new roles within
the profession.

The importance of such formal programs cannot be emphasised strongly enough.
Bolam (1987, 745) describes the change from student teacher to beginning teacher
as sudden and dramatic, from being supported and expected to make mistakes, to
being a full-time professional with professional responsibilities where mistakes
have to be lived with. Bolam also notes that in many cases this change to
professional status is also accompanied by a major change in personal life,
whereby the individual gains new personal responsibilities, and a change in
location and life style.

in separate studies, Kilgore, Ross and Zbikowski (1990), Johnston and Ryan (1983)
and Ryan (1979), found that success or failure in the first year of teaching has a
significant impact on teachers' careers, often determining whether they remain in
the profession. Additionally they note that many teachers who do stay in the
profession fail to grow professionally after the failure of the first year. This is not
only true for neophyte teachers, but based on my observation and anecdotal
evidence, would appear to be equally true for those experienced teachers who
transfer to an Northern Territory Aboriginal school and find their first year to be
very difficult, and outside their experience. They, too, leave the service or, if they
stay on, develop coping mechanisms that inhibit professional development.
Attitudes such as "giving up" on the Aboriginal children, where their teaching
becomes a daily chore of keeping control and nothing else are not uncommon
(Crowther 1988, 21).

Chapter 3

Literature Review

49

The importance of induction as a stage in a teacher's career is widely recognised
and has been a prominent feature of recent writings about teacher education in
Australia.

Early National Reports on Induction Practice
In Australia, the work of Tisher, Fyfield and Taylor has been seminal in teacher
induction research. Their study produced a bibliography (vol 1, 1978), and
descriptions of the induction practices in place across Australia at the time (vol 2,
1979), and was strong evidence in support of the necessity of induction for
beginning teachers, especially as the results of their surveys identified a number of
problems experienced by neophytes that could possibly be overcome given
appropriate support. usher et al make the point that the processes that typify
induction are at work during pre-service preparation but they assume special
importance during the first year or two of teaching, and they are continuous with
the longer term processes of professional and personal development (1979, 70).

It was not surprising, therefore, that the Report of the National Inquiry into
Teacher Education which was published in 1980 (Auchmuty), isolated induction
for close scrutiny. It defined induction as a critical stage in the teacher's life and it
made a number of recommendations concerning it. Notably, and in recognition
of the complexity of the task and the difficulties of the sudden transition from
student of teaching to teacher, the inquiry recommended that during their first
year of service beginning teachers should be eligible for a reduced teaching load
and professional responsibility, while receiving full pay.

The 1980 report also recommended that systems, school and teacher education
institutions should provide beginning teachers with orientation materials and
with detailed curriculum guidelines to ease their transition into full professional
status. Further, the report recommended that induction should not be confused
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with probation and, wherever possible, decisions on permanency of tenure should
not be made by those directly responsible for induction (Auchmuty 1980, 101-104).

These concerns, expressed at the national level, were reflected in varying degree
through state enquiries conducted around the same time. For example, the
following statement was taken from the study of beginning teacher induction
undertaken by the Department of Education in Western Australia and published
in 1977. The implications of the quote were relevant then and are still relevant
today.
Concern for teacher induction has become widespread in recent years.
Never before have the roles and responsibilities of teachers been so
complex and yet so ill-defined. Inevitably the need has grown for more
intensive assistance in getting teachers started on their professional
careers ( Department of Education Western Australia 1977, 27).

Across the other side of Australia, similar concerns were being expressed about
induction in Queensland, where the Review of Teacher Education ( Bassett 1978)
contained the first consideration given to a system wide approach to induction of
teachers. Recommendation 17 of that report held that systematic schemes of
induction need to be planned and implemented in all schools where there are
beginning teachers as an essential phase of teacher development, and that
induction should be seen as the first phase in an on-going process of teacher
professional development through inservice. In various attempts to ensure that
this recommendation was taken up by all schools in Queensland, several
documents were produced, for example, the 1979 document Guidelines for the
Induction of Beginning Teachers in Queensland Primary Schools which as the
title suggests, was a compilation of various strategies and methods for school based
induction. This report was followed by the Queensland Board of Teacher
Education 1981 document, The Induction of Beginning Teachers, and still later the
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Reports on School Practices: Induction of First Year Teachers by the Division of
Secondary Education (1986). All of these were designed to promote school based
induction practice. Unfortunately, as McCahon (1985) points out, school based
induction is not widespread through Queensland schools.

At the same time as the Bassett report in Queensland, the South Australian
inquiry into teacher education (1979) reported induction to be so important that it
proposed that first year teachers should not be appointed to schools which were
unable to provide effective induction programs.

A year later in Victoria, the report of the Victorian Ministry of Education, Teacher
Education in Victoria (1980), called for much greater research and dissemination of
information on induction to all schools, noting its belief that induction is vital for
an effective teaching work force.

At the same time as the Victorian report, the report of the New South Wales
Ministry of Education Teachers for Tomorrow, Continuity, Challenge and Change
in Teacher Education in New South Wales (1980) reiterated the call for induction,
similarly stressing the importance of research and dissemination of information
on the practice of induction in schools.

Unfortunately, despite these strong early calls for induction practice across
Australia, little has been done. Rather, what appears to have happened is
encapsulated in this statement by McCahon and Carpenter, which, although being
specifically about Queensland, is applicable across the other states in general:
What seems to be the reality is that State Education Department officials
encourage the provision of induction for first year teachers in schools
and provide materials suitable for use in such programs to each school.
However major differences exist between schools in terms of
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organisation, curricular practices, timetabling and the like, and the case
among Queensland Government schools certainly, is for the decision to
implement induction sessions to be left to Principals individually. For
first year teachers, this initial posting can be likened to a lottery: the
receipt of support in the form of planned induction activities depends
on the 'luck of the draw'. (McCahon & Carpenter 1987, 27)

After a gap of some ten years there has been a re-emerging recognition of the
importance of ensuring that all schools and hence all beginning teachers, have
suitable induction programs. This has resulted in a spate of recent calls for
induction at the state and national level. The current call for induction is tied to
changing recruitment patterns across Australia, and the emerging belief that
teacher education is a career long process of continuing professional development
(see Brennan 1990), comprising pre-service education, induction and inservice
education in a single coherent pattern (McCahon and Carpenter 1987, 27, and
Schools Council 1990a).

Thus, for example, the 1990 New South Wales report on Teacher Education
(Ministry of Education 1990, 79), once again strongly advocates the importance of
induction programs, and calls for induction programs to be run in all schools.
However, it sees the central role for undertaking and giving effect to induction
programs as resting not with the Ministry but with senior teachers and
educational professionals within the schools.

In the Northern Territory, the situation is slightly different because, as noted in
Chapter 2, the Territory has had a system of central induction for teachers for
many years. Nevertheless the importance of effective induction practice was
reiterated as recently as 1989 when in an address to the 1989 Assistant Principals'
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conference, the Commissioner of the Northern Territory Teaching Service, Mr
David Hawkes said:
Given the cost of recruiting teachers ($12,000 $16,000 per teacher), we
-

really need to make sure that we are doing everything possible to lift our
retention rates, to reduce stress and to have productive and satisfied
staff. I therefore ask what are you doing about these matters? What is
your school doing about them? What is the Department doing about
them ? (Hawkes 1989)

In this address the Commissioner was referring directly to the importance of
induction and ongoing professional education for teachers. A key theme of his
talk was that schools and the Department should be doing more to ensure that the
new recruits' transition to working and living in the Territory is made as easy as
possible.

Away from the state level, recent calls for induction have also been revived at the
national level. These are reflected in a number of reports by the Department of
Employment, Education and Training (DEET), the National Board of
Employment, Education and Training (NBEET) and by the Schools Council.

The most substantial of these reports is the DEET report Discipline Review of
Teacher Education in Mathematics and Science, commonly known as the Speedy
Report, which urges in Recommendation 9.16, that schools and school systems
review induction procedures with a view to increasing support to new teachers
and reducing first year teaching loads (1989, 139). The report also notes that the
provision of induction for new teachers varies from state to state and that, in
general, the provision of support for new teachers seems to be mainly the
responsibility of the school principal or other senior staff. It goes on to say:
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As a general situation the Panel believes it is the employing authorities
which must assume responsibility for this induction phase. Only they
can provide on-the-spot and on-going support and advice through
appointment of senior staff to act as mentors for this purpose (Speedy
1989 vol 3, 124).
In addition, and noting that across Australia reduced teaching loads are the
exception rather than the rule, the Speedy report also recommends reduced
teaching loads for beginning teachers (Speedy 1989, vol 3, 124).

Another prominent document that reiterates the re-emerging call for induction
practice comes as a part of the major review of the work of teachers and their
professional development needs by the Schools Council for the National Board of
Employment, Education and Training. The Schools Council produced a report
entitled Teacher Quality: An Issues Paper (1989) which, in reaffirming the
importance of induction, recommends that the Australian Education Council
(AEC) establish a working party to coordinate a mapping exercise of induction
across Australia (Recommendation 4, 1989, 28). The Schools Council report
further urges all education systems to take note of and act upon the possibilities of
increased induction practice because
However well prepared a new recruit is, induction remains a vital
element in the initiation process. The initial task of matching and
adapting expectations, developing confidence, providing support and
appropriate counselling, providing relief where necessary and ongoing
professional development must all be part of the procedure (1989, 28).

The Schools Council lists four specific proposals that it believes are appropriate
and desirable measures for the induction process:
New teachers should have fewer classroom responsibilities in the first
year of teaching.
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Teacher(s) with experience could have designated responsibilities for
new teachers and carry out these duties in a systematic and
compassionate manner. Teachers of demonstrated excellence in the
classroom setting would seem eminently well qualified for this task.
Employers should have clear and public expectations of this role which
would involve regular counselling and special assistance where
appropriate.
•

The institution in which the new teacher was trained and the employer
could take continuing responsibility for that teacher. The inductee
should be provided with on-going training.

•

It should be possible for new teachers to opt out of the work force with
minimum difficulty if it becomes clear after a sufficient time that they
have neither the aptitude nor the commitment to the task
(Schools Council 1989, 29).

In outlining these proposals the Schools Council suggests that the change in
recruitment to the teaching work force across Australia has played a major part in
increasing the capacity of schools and systems to take a more serious and
systematic approach to induction. As an Australia wide trend, there has been an
overall substantial decline in recruitment over the last few years, as well as a
change in the qualities and expectations of current recruits. The reports suggests
that these changes have increased the importance of induction programs.

The Schools Council report was followed by the Public Responses paper, again
prepared by the Schools Council for the National Board of Employment Education
and Training (1990). This reported that there was wide spread general agreement
with the findings of the Teacher Quality report on the importance of induction
from teacher employers, unions, and parent organisations.
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Of all the reports, perhaps the most profound and far reaching recommendation
that has been presented is that contained within the report of the National Board
of Employment Education and Training Report Number 6, entitled, Teacher
Education in Australia (1990). As discussed in Chapter 2, this report has proposed
major changes to the way in which teachers gain their qualifications. Under the
proposal, the traditional three and four year preservice training courses would be
replaced by a new entry to teaching model, involving a compulsory two year
associateship upon completion of the first three years. Effectively, under this
scheme, beginning teachers have a compulsory two year period of induction. It is
interesting to compare this recommendation with the 1980 national inquiry into
teacher education (Auchmuty 1980), which recommended that beginning teachers
be eligible for a reduced load to enable them to study and prepare to be teachers,
but while receiving full pay.

That importance is now being given to induction across Australia is clear from the
numerous state and national reports and reviews, which put induction in a
continuum of ongoing professional development, or Continuing Professional
Education (CPE). The period of induction is a learning phase. As such, provisions
must be made for the teacher's ongoing training needs. In this period of declining
teacher recruitment it is necessary to ensure teacher quality by guaranteeing that
all schools provide induction programs for beginning teachers.

These developments in Australia mirror international concerns for increased
induction practice, for example, the OECD Education Committee Secretariat's
issues paper for the OECD 1990 conference in Sweden. This conference on
Teacher Policies for the 1990's brings the issue of induction to the attention of its
members, asking them to consider and bring to the conference information on:
How distinct is the induction phase and does it at present provide a
satisfactory introduction to teaching ? For beginning teachers,
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establishing clearer career structures suggests attention to the induction
phase and its adequacy as initial preparation for and experience in the
profession (OECD 1990, 3-4).

The Objectives of Induction
Given these concerns, the next stage in understanding the importance of
induction is to examine what research tells us are the appropriate objectives for
induction practice. As Tisher (1987, 41) notes, however, very little has been
published in the literature about the objectives of beginning teacher induction and
that in the main, these have been left to be inferred from the formal provisions
made by institutions. Nevertheless, a number of research papers do serve to
provide an appropriate basis for the formation of a general list of objectives for
induction.

First from Tisher et al (1979), whose survey led them to develop the following
four purposes of induction:
to extend the teacher's knowledge about the school and the educational
system and how both function;
to increase the teacher's awareness and comprehension of the
complexities of teaching situations and to suggest better ways of coping
with these complexities;
to acquaint the teachers with support services and resources within the
school and the region, and
to help teachers (generally through counselling activities) to apply
knowledge they already possess, or could obtain for themselves, to the
daily tasks or problems which confront them.

Secondly, Huling-Austin (1986), who would endorse these objectives as important,
adds the pragmatic purposes of satisfying the mandated requirements related to
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certification, promoting personal and professional well-being by giving adequate
information, fostering self-esteem, and encouraging a team perspective.

The third example comes from Queensland, where induction is strongly
emphasised (Queensland Institute of Education 1990). In Queensland, like the
other state systems, induction is left to the individual schools to develop their
own programs and objectives. However, the situation is not as diverse as this
implies, for, as pointed out in the Report on School Practice No 5 (1986 ), most of
the schools in Queensland that have a formal induction program base it on the
Bassett model (Bassett 1978). This model is constructed on the underlying
principle that any discontinuities that exist between the end of initial teacher
preparation and the beginning of teaching should be resolved within the school
setting in three phases, orientation, adaptation and development.
• Orientation is for all new teachers, and includes induction packages,
meetings with the administration and the total staff, subject area
meetings and social functions.
• Adaptation is the set of organisational arrangements that the school
makes to facilitate the teacher's adjustment to the job. This is the most
difficult phase and includes such things as, arranging timetables so that
new teachers have 'spares' that coincide with those of subject masters,
giving beginning teachers fewer classes, or less students in classes, or by
providing teacher mentors under the buddy system'.
• Development involves regular meetings throughout the whole, or part
of the year, with members of the administration team and other
specialists such as, guidance officers, librarians, subject masters etc.
Lesson overviews and programming assistance is an important part of
this phase (Department of Education Queensland 1986, 2).
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Based on these phases, clusters of objectives have been developed by the
Queensland Institute for Educational Administration (1990):
• Assistance with settling in. This comprises assistance in settling into
both the school and the beginning teacher's new community. The
school as a whole should assist the teacher with such matters as
housing, transport, and with developing an understanding of school
structure and function.
• Awareness of school procedures, policy and expectations. This involves
giving beginning teachers orientation folders that contain all necessary
information on the school's philosophy, policy, standards, and
regulations. It should also involve regular induction meetings, both
formal and informal.
• Support in and out of the class room. This should involve assistance
with classroom teaching, assistance with self evaluation of programs
and lessons plans, buddy system peer support, and the development of
personal action plans for teacher development.
• Accessibility to principals and administration staff. This involves
developing the expectation in both the administration of the school and
the beginning teacher that the school's administration staff is not just
involved with students and school administration but also with teacher
training, development and support.
• Assistance and guidance with probationary appraisal program. During
the beginning teacher's first period as a professional teacher, survival is
important. They should feel that their assessment under probation is
not a 'closed book' test, but that they can expect and ask for assistance
and guidance in this matter.

If we combine the ideas of these and other writers, such as Tisher (1987), Zeichner
(1979), Bolam (1987), and the Schools Council report on Teacher Quality (1989), it is
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possible to develop a general list of what an induction program should include.
This list underlines the importance of having an induction program:
additional release time,
school based support from a colleague acting as a mentor or professional
tutor who also receives some time release plus initial training and
continuing training,
planned and systematic school-based activities including classroom
observation and support,
planned and systematic externally based activities organised by the
Department of Education (the provision of professional development
activities),
the tertiary institutions which provide preservice training must have a
continuing responsibility to their students,
(e) the explicit and active support of school principals and Department
administration staff, and
it should be possible for new teachers to opt out of the work force with
minimum difficulty if it becomes clear that they have neither the
aptitude nor commitment to the task.

Problems of Beginning Teachers
Coupled to the objectives of induction, and as noted at the beginning of this
section, induction practice is important if it can assist beginning teachers to
overcome the problems that they face in their transition period. It is the refore
important to examine what research suggests are the problems of inductees.

As noted earlier Tisher, Fyfield and Taylor undertook the first Australian wide
study into beginning teacher induction. Their 1979 report suggests that the major
professional worries experienced by beginning teachers early in their first year are:
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having to teach students with wide ranges of ability levels,
teaching slow learners, and
learning to evaluate accurately their own teaching and discovering at
which level to pitch their teaching.
Their study noted that these worries had diminished by October of the first year.
However by then, the task of motivating students had become comparatively
more important. Carpenter, Foster and Byde (1982a) report very similar findings
from their Australian study of teachers' problems. They asked teachers in
Queensland what their most difficult problems were in their first year of teaching.
Their findings are presented in Table 3. 1 below.

Carpenter, Foster, & Byde-Mullins (1982 b, 37) also report that, based on their data
collected between 1976-79, there is a difference between primary and secondary
teachers reported problems. These are presented in Table 12

The findings of these researchers are supported by other Australian studies (Otto,
Gasson and Jordan 1979; Petty and Hogben 1980; McCahon and Carpenter 1987) and
as such provide strong evidence of the rank order of the self reported teaching
problems of beginning teachers.

Aside from this primary research into the problems of beginning teachers in
Australia, Veenman (1984) did a review of international studies of induction,
which provides important insight into the problems of beginning teacher in
general. From his summary of 83 studies Veenman developed a list of the most
serious problems facing beginning teachers, as determined by how often problems
were reported in the studies. Table 3. 3 summarises Veenman's findings.
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Table 3. 1 Carpenter Foster and Byde (1982) ranking of teachers self reported
problems in their first year of teaching
Rank
I
2
3
4
5
6
7
8
9
10
11

Problems during first year teaching
Maintaining classroom discipline
Student motivation
Individual differences in student ability to learn
Planning curricular material
Lack of knowledge of subject matter
Too many roles to play
Home background of students
Not enough time to prepare work
Student assessment
Relations with other teachers
Others (eg; big classes, clashes with principals etc)

Table 3. 2 Carpenter Foster and Byde Mullins (1982b ) rank order of beginning
teachers self reported problems, primary and secondary
-

Primary teacher problems

Secondary teacher problems

Curriculum construction

Maintaining classroom discipline

Coping with individual learning

Motivating students
Coping with individual learning

differences
Maintaining classroom discipline

differences
Lack of knowledge of content

Table 3. 3 Veenman (1984, 155) rank order of beginning teachers self reported
blems in their first year of te
Problem

Rank I
I
2
3
4.5
4.5
6.5
6.5
8
9
10
II
12
13
14
16
16
16
18
19
20
21
22
23
24

classroom discipline was the most seriously perceived problem followed by,
motivating students,
dealing with individual differences,
assessing students work,
relations with parents,
organisation of class work,
insufficient materials and supplies,
dealing with problems of individual students,
heavy teaching load resulting in insufficient preparation time,
relations with colleagues,
planning of lessons,
effective use of different teaching methods,
awareness of school policies and rules,
determining learning levels of students,
knowledge of subject matter,
burden of clerical work,
relations with principals/administrators,
inadequate school equipment,
dealing with slow learners,
dealing with students from different cultures and deprived backgrounds,
effective use of textbooks & curriculum guides,
lack of spare time,
inadequate guidance & support,
large
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Combining the lists of Carpenter et al, and Veenman, it can be seen that in rank
order, the most pressing problems facing beginning teachers are, classroom
discipline, student motivation and dealing with individual differences.

In summary, as this section has demonstrated, there is a growing concern across
Australia for the development of systematic induction programs. Public concern
over the quality of education, and the change in the number of teachers recruited
over recent years, have given impetus to this change. The Issues Paper on Teacher
Ouality (1989), and the Speedy Report (1990) are two very recent examples of this
movement. Both reflect the growing public call for resources to be put into
teacher induction programs. In this section, the importance of induction has been
defined in regards to these calls, the objectives of induction programs and the
identified need of beginning teachers.

THE SOCIALISATION OF BEGINNING TEACHERS

Socialisation Studies
Many researchers have examined teacher development as a sociological study,
perhaps the most prominent authors being Lacey (1977), Lortie (1975) and Eddy
(1969). For them, the process of becoming a school teacher is what the Australian
researchers Carpenter, Foster and Byde-Mullins (1982, 30) call professional
socialisation. Most writers describe the socialisation of beginning teachers as
occurring over three stages: the period before training, the training phase, and the
period of professional practice after graduation. In this study, we are concerned
primarily with the change in the general orientation of the beginning teachers to
the profession which is taking place through the early part of this third stage.
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As Griffin (1985, 43) notes, one way to look at the entry of new teachers into the
school is to consider it from the perspective of socialisation into the norms and
standards of an existing organisation. There are a number of views about what
socialisation studies entail or how induction programs may assist this process. For
Schlechty and Whitford (1989, 447) it:
should serve as a primary means by which neophytes are inducted into
the moral, aesthetic, and technical norms of the profession as well as
into the peculiar conventions of a particular school ... Induction involves
beliefs and attitudes as well as proficiencies and performance.

It should be also noted that, in their opinion, induction as socialisation is a view
of beginning teacher programs which is rarely put into action but "is more
frequently found in theoretical discussions then in practice" (1989, 447).

Veenman (1984, 162), on the other hand, describes the socialisation approach to
the study of induction in terms of the interplay between individuals needs,
capabilities, intentions, and institutional constraints. Like Tisher (1987, 36),
Veenman recognises that the induction process is fundamentally a part of the
process of socialisation. Consequently what is done or may be done during
induction contributes to an individual's professional development.

This view is not however fully supported by Lortie whose book School Teacher: A
Sociological Study along with Lacey's The Socialisation of Teachers is
indispensable reading in this area. Taking as a basic position the proposition that:
Socialisation is a subjective process it is something that happens to
-

people as they move through a series of structured experiences and
internalise the subculture of the group (Lortie 1975, 60),
Lortie develops the view that the induction process as an initial socialisation into
the profession of teaching is not as involved as that found in other historic
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professions, for he does not think that there is, comparatively, such a rich
subculture associated with classroom teaching when compared to, for example, the
priesthood, professional football, or diamond cutting (Lortie 1975, 56).
According to Lortie, teacher socialisation is largely completed before formal
training (Veenman 1985, 147), and in his own words:
Teachers do not, apparently, acquire new standards to correct and reverse
earlier impressions, ideas, and orientations. Nor does later work
experience supplement low impact training with a general conception of
teaching as a shared intellectual possession (Lortie 1975, 81).

Whether this view can be sustained remains to be tested. Certainly Lacey (1977, 67)
believes that beginning teachers have to adopt or create social strategies to cope
with the social situation in which they find themselves. He lists three kinds. The
first is internalised adjustment. This is the strategy whereby the teacher accepts
the values, practices and supporting arguments that are to be found in the
situation, believing that these constraints are for the best. The second is strategic
compliance. Here beginning teachers resort to compliance with the values of the
new situation but do not internalise them. They retain their own personal
reservations on the value of them. The skills, values, attitudes and perspectives
acquired during pre service education remained as a 'latent culture'. The third
approach was that of strategic redefinitions where the beginning teacher attempts
to alter the constraint of the situation and change the perspectives and culture of
the school. Beginners try to introduce new and creative elements into the social
setting.

Lacey's concept of social strategy may provide an explanation of the conditions
under which beginning teachers can experience difficulties, and so provide ways of
assisting them to overcome these problems. Lacey (1977) found from his research
that new teachers are quick to respond positively to the norms of the schools in
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which they find themselves, and in fact abandon the norms, standards and
expectations that they had before starting their first year, thus demonstrating the
importance of the school's contextual setting in the development of the
professional teacher.

Zeichner and Tabachnick (1985), however, argue against the general belief that
beginning teachers are 'vulnerable and unformed' and unable to resist pressures
to conform to institutional norms for teacher behaviour. They believe that this is
unfounded. Their longitudinal study of beginning teacher socialisation
demonstrates that there is much evidence to support the view that beginning
teachers do not necessarily conform to institutional norms. After stating this,
however, Zeichner continues on to state that he is supportive of the contention
(see Ryan 1970, Tisher 1987, Battersby 1984) that the indüctioñ of beginning
teachers is highly context specific, and is directly related to the individual and the
individual's interaction with the school and its culture.

An example of the highly context specific nature of induction comes from
Battersby's qualitative, longitudinal study of the effect of management and
organisational routines on beginning teachers in their first year. This study
illuminates examples of school imposed routines (roster duties, administrative
tasks, attendance at meetings etc) and how individual teachers respond. Battersby
notes that:
While it is difficult to generalise on the basis of this study, the type of
experimental data presented serves as a reminder of the very
individualistic way in which first year teachers establish and have
imposed on them, classroom and school routines. (Battersby 1984, 12)

While the notion of the 'internalised adjustment' of beginning teachers
(Tabachnick et al 1983, Veenman 1984) is a useful way to conceptualise the early
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stage of beginning teachers' careers, it has been argued that "socialisation" is
perhaps not the most useful parent area in which to locate studies of people
entering the profession. Battersby and Ramsay (1983) argue that the ever widening
use of the term has meant that it has lost meaning except in the context of a
specific author's use of the term ( see also Olesen and Whitaker 1970). Regardless
of this, they contend that there are three 'conventional wisdoms' about the
professional socialisation of beginning teachers:

the process is continuous (although it may not proceed at an even pace),
critical events may occur at any time (although certain points are
predictable, such as examination results), and
sources of influence may be many and varied and may differ for
different people (Battersby and Ramsay 1983, 82).

Couple these 'wisdoms' with the notion of the individual nature of the
socialisation process, and it is clear that it is very difficult to generalise from
socialisation studies of the induction of beginning teachers. Take for example the
study Blue Freeways: Travelling the Alternate Route with Big-City Teacher
Trainees by Shulman (1989), which is based on imaginary case studies in which
beginning teachers were asked to write about problematical situations that face
'all' beginning teachers. This study may offer interesting reading and insight into
the induction process at a particular school, but it cannot offer valid
generalisations that can be applied to induction practice in other situations.

A further example is the study of Kilgore, Ross and Thikowski in which they
examined the change in teaching perspectives of six neophyte teachers through
their first year. They concluded that:
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Like other studies of beginning teachers, this study supports the
conclusion that the professional development of teachers involves an
interaction between a specific context and the people involved (1990, 35).

The only generalisation that the authors could develop from their study was that:
Sustained professional development requires a supportive teaching
context. Many schools provide such contexts, but others do not. To
change the structure of existing school contexts requires involvement of
departments of education administration, school boards, current school
administrators, teacher unions and teachers currently in the work force
(1990, 36).

In summary, then, there is debate in the literature about socialisation studies of
induction. It is simply not clear if. inductees need to become socialised into the
norms, perspectives and standards of their schools. From the literature, it would
seem that much depends upon the orientation of the new teacher, his or her
beginning perspectives and, most importantly, the specific context of the school
and the system. In some cases, teachers respond positively. In other cases they do
not. Despite this debate, qualitative socialisation studies, although not useful for
developing generalisations about induction, are valuable in that they provide
detailed insight into the beginning teachers' first year. They offer an
understanding of the process of becoming a teacher, in a specific induction
program, of a teachers' first year in a school.

Teacher Development Models
In attempts to make socialisation studies generally useful to designing induction
programs, writers such as Fuller (Fuller & Bown 1975) have constructed theories
of teacher development based on empirical data and qualitative studies.
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Fuller distinguishes three phases of concern for beginning teacher:
survival phase, where the concern of new teachers is with their adequacy
and survival as a teacher, thus class control, being liked, and being
evaluated by others is of most importance,
teaching situation, where the concern of new teachers has swung to the
frustrations and limitations of the teaching situation, and
pupil concern, where the new teachers are most concerned with their
pupils, their social and emotional needs, their learning and how they as
teachers relate to their students (Veenman 1984, 64).
In the literature, these stages are often shortened to concern with self, with task,
and with impact.

Zeichner and Tabachnicks 1985 report helps to illustrate some of the processes of
beginning teachers that enable them to survive their first two years. Their study
was based on a two year longitudinal study of the development of teaching
perspectives by four beginning teachers in the USA. It reports on the 'coordinated set of ideas and actions that a person uses to deal with some of the
problematic situations that they face and the rationale and justifications that they
bring to bear on the situation' (Zeichner and Tabachnick 1985, 5). It is supportive
of Fuller's development stages as it illuminates the formal and informal pressures
that are on the beginning teachers to change their perspectives, and how these
pressures can be effective over time (although in Zeichner and Tabachnick's study,
n=4, only one of the teachers demonstrated a shift in perspectives over the two
years).

Based on extensive observation of individual teachers, Ryan (1979) modifies
Fuller's stages of development to focus on the teacher's behaviour. His model
includes the:
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fantasy stage, where the student teacher imagines what it will be like to
be teaching in his or her first placement. This is a part of the
expectations that the young teachers establish from their understanding
of what they have been told, and from their own limited experiences
and training;
reality stage, where the teacher is concerned with survival. This stage is
distinguished by two features, the beginning teachers' concern with
control and with the management of instruction. At this point the
teacher's main difficulty is with classroom control, and making sure
that the behaviour of the students is within the accepted standards of
the school;
mastery stage, where the teacher is most concerned with coping with
the day to day requirements of being a full-time teacher and avoiding
burn out. The development of perspective is important here, learning
that teaching is not your whole life. Programming and curriculum
become important;
4

impact stage, where the teacher has overcome the immediate needs of
survival and is now concerned with his or her impact on students and
the effectiveness of their teaching.

Ryan's four stage progression has parallels in the earlier work of Lilian Katz (1972).
Katz reports that the developmental stages include Survival, Consolidation,
Renewal, and Maturity. For her the preoccupation of teachers in the first year (or
two) is with survival, where such questions are asked as: "Can I get through the
day in one piece? Without losing a child ? Can I make it until the end of the
week? Until the next vacation? Can I really do this kind of work day after day?
Will I be accepted by my colleagues ?" (Katz 1972, 50). Katz sees consolidation as
the next stage, which is marked by such questions as: "How can I help a shy child?
How can I help a child who does not seem to be learning
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renewal stage and maturity stages are marked by concerns with what other
teachers are doing in other places that can be used to improve the teacher's work
with students, and looking at change and how the teacher can improve the
system.

In recent Australian research, McCahon and Carpenter (1987) report on the work
by McCahon (1985) which was a longitudinal study of the changes in beginning
teachers concerns throughout their first year in Queensland schools. Her findings
are supportive of these development theories. She found in particular, that in
Queensland schools students are first concerned with survival and then as the
year progresses move on to concerns about student motivation and teaching
techniques (McCahon & Carpenter 1987, 29).

The existence of stages of developmental change in a beginning teacher's first year
can be supported by observation. It would seem to be common sense to assume
that in their first few weeks a beginning teacher would be mainly concerned with
factors of survival, both personal and professional, and that after this period (if
they have survived !) the beginning teacher should progress to concerns about
improving classroom pedagogy. Shulman disputes this, however, stating that the
findings of her study contradicts the notion that new teachers must pass through
an initial survival stage before attempting to improve their instruction. From
her case studies, teachers are committed to finding educational experiences for
their students and struggle to create meaningful and relevant lessons as soon as
they start teaching (Shulman 1989, 5).

The present study is not based on longitudinal research. My concern is to
illuminate the professional and personal problems of survival that beginning
teachers encounter in their first ten weeks. The immediate practical outcome of
this information is that knowledge of these problems, and of the assistance that is
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given to new teachers, will enable systematic improvement of the induction
process in the Northern Territory. In focusing on the first ten weeks, however,
the broader problems of adjustment will not be lost sight of. Induction is, after all,
an ongoing aspect of continuing professional development.

Accepting that there are developmental stages in professional development, and
that the first year is when the teacher establishes standards, and patterns of
behaviour that distinguish him or her as a professional teacher, it is vital that the
transition phase, the induction, is conducted in the most appropriate manner and
using the best of resources, teachers and schools. In particular, the role models
that new teachers will work with in their new school play an important part in
their orientation to the culture of teaching.

Hale and Starratt (1989) began their study into the socialisation of beginning
teachers in their first year because of their puzzlement at how new teachers could
become so mediocre. They found that if new teachers were mentored to mediocre
teachers then it would be expected that their own orientation to the teaching
profession would develop in the same way. Poor teaching stereotypes lead to poor
teachers, for their socialisation into the culture of teaching is so strongly
dependent on their experiences in their first school. They call this the 'rites of
passage' (Hale & Starratt 1989, 24).

Although Zeichner (1983, 47) notes that the internalisation of institutional norms
is only one of several possible outcomes of the socialisation process, his evidence
suggests that behavioural conformity and value commitment do not always go
together and that first year 'teachers can actually have a creative impact on their
schools.
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Regardless of this, Hale and Starratt (1989, 28) propose that as an ideal situation
special status schools should operate as 'teaching schools', in a similar vein to
teaching hospitals for the medical profession, and that this would be the best way
to ensure that new teachers were exposed to exceptional teachers and a highly
supportive school contet.

Such an ideal would be difficult to achieve, so long as the current teacher training
programs exist, but could be possible in the future if teacher training takes the
radical change as suggested by the Australian Education Council and the National
Board of Employment, Education and Training (September 1990). If this does
eventuate then it is possible to foresee that the concept of a 'teaching school' could
be translated into practice. Under such a scheme, only those schools that are
'licensed' could take neophyte teachers for their two year associateships. Licensing
as a 'teacher intern' school would be dependant on such factors as the availability
-

of experienced teachers such as those who have attained Advanced Skills Teacher
status (Master Teacher status in the Northern Territory).

There is, however, a problem with using exemplary teachers from within a school
to act as mentors for inductees and that is that exemplary teachers need to be
trained and compensated for their role as mentors. Master Teachers may be
excellent classroom practicioners, but they may be hard pressed to communicate
their ideas about teaching and schooling to beginners in a meaningful way (Griffin
1983, 113).

Once this problem is overcome, through such measures as 'Train the Trainer'
inservice and compensation allowances, the use of exemplary or Master Teachers
as mentors in the socialisation of new teachers would become very important. As
Griffin notes, the use of these mentors is vital for five reasons:
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to provide a direct link to the present teaching force in terms of values
and beliefs about teaching;
•

to initiate the new teacher into those values and beliefs;
to make available 'expert' advice about pedagogical and curriculum
requirements and practices;
to provide advice and counsel that might be perceived as less
threatening than if it came from an administrator, and

•

to create expectations for quality teaching across the teaching force
(Griffin 1983, 114).

Within the Northern Territory, the main problem with the idea of a teacher
training school and the use of Master Teachers is the restriction created by the
availability of teachers to fill vacant positions in schools. As is currently the case,
neophytes are sent to small isolated country schools, not as a matter of policy, but
many cases because the Department cannot find anyone else to fill the vacant
position. Without compulsory transfers of staff, it is not always possible to allow
new teachers to start their careers at large schools that have Master Teachers on
staff.

In summary, qualitative socialisation research based on the intense examination
of small numbers of case studies of beginning teachers in their first year is
common in the literature. These studies are important in providing in-depth
understanding of the socialisation process for specific induction programs, but
they do not provide supportable generalisations on the overall induction process,
nor do they illuminate general problems that can be used in the development of
systematic induction programs as induction is highly context specific.
Socialisation studies have, however, produced models of teacher development
that provide important insight into the changes that beginning teachers
experience in their first year. Of particular importance is the function of a mentor
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or role model. This current study illuminates the problems that beginning
teachers have in the survival phase, where their major concern is with their
adequacy and survival as a teacher.

INDUCTION AS PERSONAL ORIENTATION

Technical Control, Organisational Climate, But Most of All Survival!
Zeichner and Tabachnick (1985, 17) emphasise the importance of 'technical
control' in schools as a key factor in the socialisation of beginning teachers. By
technical control, they refer to such things as the architectural plans, the
curriculum and resources, the pace of instruction, the timing of schedules,
cleaning contracts, stationery supplies etc. Along with Apple (1983) and Gitlin
(1983), they maintain that technical controls are the most important way in which
institutional expectations are communicated to the beginning teachers, and how
their development is evaluated.

If this is true, what then was communicated to the beginning teacher who, in her
own words, found that:
Neither house nor school was ready. I spent the first term cleaning and
sorting the school, a total waste of time and money. I love the kids but
because of my introduction and my disgust with Office staff that let it
happen, I'm leaving next year [Personal comment, subject B161.

Kremer-Hayon (1987) amongst others (Zac 1981; Halpin and Croft 1963; Owens
1970) has worked with the construct of 'organisational climate'. This is defined as
a set of characteristics that describe an organisation and distinguish it from other
organisations, and it is important in analysing the problems that beginning
teachers face in their first year. Organisational climate includes: principal's
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leadership style, supervisor's role, school services, innovation adaptation,
teaching load, teacher relationship, autonomy, and prestige.

From Kremer-Hayon's study, beginning teachers do not seem to be influenced by
organisational climate:
As they are absorbed in their personal struggle for survival, they may
not be aware of or influenced by the Organisational Climate of the
school. This proposition does not stand for discipline, because as in
many cases the most observable feature of the teachers classroom work
and for a majority of principals it is an important criterion against
which teachers are judged and evaluated (Kremer Hayon 1987, 31).
-

Combining Zeichner and Tabachnick's view of the importance of technical control
and Kremer-Hayon's work on organisational climate, it would seem that for
beginning teachers in their first year 'physical/structural' factors are more
important than organisational structures. This fits into Fuller's (Fuller and Bown
1975 ) theory of the three development phases of beginning teachers where, in
their first few months, they are more concerned with 'survival' than with
anything else.

As was noted at the beginning of this chapter, Bolam (1987, 745) describes the
change from student teacher to beginning teacher as sudden and dramatic. Bolam
also notes that in many cases this change to professional status is also
accompanied by a major change in personal life whereby the individual gains new
personal responsibilities, and a change in location and life style, for example,
earning an income, moving away from home, gaining responsibilities etc. For the
majority of new recruits moving to the Northern Territory this is of particular
importance, for it involves a major shift in climate, and isolation from family and
friends.
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The implications of this for Northern Territory inductees and induction programs
are considerable. As previously mentioned, the first year of teaching with the
Northern Territory Teaching Service is, in the majority of cases, the new teachers
first year in the Territory (in 1989, 89% of all new teachers were trained in other
states). Thus the professional difficulties of the first three months of teaching are
usually compounded for the majority of recruits by the added pressure of having
to survive and establish themselves in a new city/town/settlement and state. The
pressures of finding accommodation, establishing friends, new shopping patterns,
changing driving licences, setting up bank accounts, etc, are difficult enough for
teachers coming to teach in urban centres of the Territory, but they are especially
difficult for teachers recruited to schools in rural and isolated areas, and
particularly to Aboriginal schools where cultural differences compound the
problem still further.

Problems that Teachers Face in Living and Teaching in Aboriginal and
Isolated Schools in the Northern Territory
Henry Crowthers paper (1988) on the problems that teachers face in personal and
professional adjustment to remote teaching and living is important in this regard.
His study was based on the self reported problems of teachers in the Northern
Territory. He lists the following as the most important factors:
•

misinformation at recruitment (including misunderstanding on behalf
of the recruits),

•

housing,

•

professional support and services,

•

Aboriginal health,

•

stress and teacher health, and

•

promotion for teachers.

To this list I would add from my personal observations:

Chapter 3 ; Literature Review

78

a lack of teacher preparation for appropriate pedagogical method to cope
with teaching in isolated schools.

The research of Carpenter, Foster & Byde-Mullins (1982, 33) supports this
observation. They found from their study that Australian primary teacher
trainees often viewed their tertiary courses as irrelevant. This was because
institutions did not adequately prepare them, failing to provide them with a
definite pedagogical method that works. In the Territory, with the exception of
Northern Territory University graduates who may elect to undertake specific
course units in teaching in Aboriginal schools, most graduates from teacher
training institutions would certainly lack any specific training that would equip
them for teaching in Northern Territory Aboriginal schools.

It is worth returning to Crowther's research and looking at his findings in detail,
for it relates directly to the basis of this current study that the induction of new
teachers to the Territory must include assistance with overcoming their personal
difficulties that results from living in a new community. Crowther listed the
following problems experienced by the beginning teachers: .

Misinformation and misunderstanding
Misunderstanding arose as a commonly held problem. New teachers often felt
that what they have been told by department officers at recruitment was incorrect.
Regardless of the amount of attention to detail taken in long interviews, phone
calls, and quality media presentations, many recruits still misunderstand what
they have been told, and form incorrect expectations. For example, glossy
photographs of the aluminium transportable dwelling may be shown to
prospective teachers, but they may create a false impression of the surrounding
physical environment, for the only grass and trees in the whole area are around
the caravan.
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This type of misunderstanding often leads to resignations within a very short
period of the recruit's arrival, such as the example of one new recruit in 1990 who
flew in with the mail plane and flew out with it when it left. Obviously in this
case, the image that the teacher had of the community was not borne out by
reality.
The problem however is greater than just a low retention rate of teachers, for it
can also lead to poor professional performance and stress in those teachers who
elect to stay on in the Territory. As Crowther notes:
The real problem in this recruitment process was that the teacher who
felt to have been informed incorrectly carried considerable animosity or
disappointment for a long tinie and perhaps through out an entire
career (Crowther 1988, 21).

For teachers in their first year, there is the added difficulty of what Veenman
discusses as transition shock:
In general, this concept is used to indicate the collapse of the missionary
ideals formed during teacher training by the harsh and rude reality of
everyday classroom life. (Veenman 1984, 143)
This is particularly true for new teachers of urban white cultural backgrounds who
are beginning their teaching careers in the very different classroom of the
Aboriginal community school. In the worst case, a beginning teacher may
fantasise what teaching will be like, and develop highly romanticised ideas of
working with Aboriginal people. The reality may be so different that it may lead
to resignation.

Housing
In Crowther's findings, housing availability and quality rate very highly in the list
of major concerns for teachers new to the Territory. As Crowther reports:
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Not knowing what to expect in terms of the quality of accommodation
probably causes more worry to the new teacher than any other
factor.. .many teachers reported that, regardless of what personal and
professional supports are provided when first they arrive to take up an
appointment, if their housing goes wrong or if the quality of
accommodation is below expectation, "their whole world just crumbles"
(Crowther 1988, 22-23).
As is demonstrated in the case study of Angela in Chapter 4, this problem of
housing is further exacerbated in some communities if the new recruits do not
feel that their accommodation provides personal security.

•

Professional support

Professional services and support are vital for teachers in small or isolated schools.
The Northern Territory Strategic Plan for National Aboriginal and Torres Straight
Islander Education Policy (Department of Education 1990a) recognises the shortage
of qualified and experienced professional development advisers for teaching staff
as a major factor influencing the effectiveness of Aboriginal education.
This support is not only necessary to ensure curriculum and pedagogy, but expert
assistance is also needed to ensure that the school is operational (service on
equipment, maintenance of generators, air conditioning etc).

Further, as Crowther notes, professional support services also help to alleviate the
feeling of isolation:
The visit of an advisory teacher was reported to be more important for social
reasons than academic or professional. Remote teachers reported the
personal significance attributed to the visit of a fellow professional (Crowther
1988, 23).
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As all new teachers to the Northern Territory Teaching Service are on probation
in their first year, they should be given regular professional support, particularly
in their first semester. As discussed in Chapter 1, often the only way that they can
have a peer panel is for regional office staff to be on the panel and this ensures that
they receive regular visits. Unfortunately, given the limited staffing of regional
offices, this rarely occurs.

•

Aboriginal health

Aboriginal health is tied to the broad&r issue of cross cultural relations. Yet the
issue of health is by far the most open and noticeable and hence creates the major
impression on new staff. Conductive hearing loss in Aboriginal students is an
example of the health problems that affect teacher's methodologies. An estimated
70 to 80 per cent of all Aboriginal students suffer from some form of hearing loss
(Department of Education 1990a). There are many other health problems that can
profoundly affect new teacher's perception of Aboriginal children, and their
willingness to work closely with them. Many teacher's report on the very strong
negative impact that observing poor Aboriginal health (and living) standards has
on their own feelings of self-worth and satisfaction.

Poor Aboriginal health also directly threatens the safety of the new teachers who
have to work and live amongst them, as some ailments are contagious. This is an
important factor in the beginning teachers' early concern for for their own
'survival'.

Aboriginal substance abuse and attendant behavioural disorders also have a major
impact on new teachers to communities. This abuse also causes high student
absenteeism from school.
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Crowther particularly notes the problems facing teachers of inappropriate role
modelling behaviour amongst Aboriginals, particularly where Aboriginal youths
who have been jailed have returned to the settlements in seemingly better health
and condition, and have become role models for younger children;
In many cases the experience of a gaol term in Darwin for a young adult
male provided a 'rite of passage'. ..Such modelling presented teachers
with many problems. Adolescent males appeared to consider it a trivial
matter to break into a school classroom or office, to stone a teacher's
house, or harass a female teacher (Crowther 1988, 26).
This is an extreme situation. In most situations, such behaviour is strictly
controlled by the community elders and the police.

•

Stress and teacher health

The most common problem facing new teachers to the Territory and who are
living amongst rural Aboriginals, is that they are themselves unfamiliar with the
appropriate health precautions to take for living in the tropics or in rural
conditions, and, as a result, they suffer greatly in their first year from many
different physical ailments. These include such common complaints as infected
insect bites, heat rash, fungus infections, stomach disorders, poor diet, and
dehydration (Department of . Health 1989). Unfortunately, this is particularly
difficult for new teachers who bring their families to the Territory, for young
children from southern states are particularly susceptible to tropical diseases.

Stress and teacher health are of major concern to teachers. The harsh conditions
and lack of facilities and fresh food in remote locations, cause great stress and
hardship. From Crowther:
Body sores which would not heal, colds that returned with increased
frequency, bouts of diarrhoea, eye and ear infections were some of the
common problems which face white families (Crowther 1988, 26)
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Loneliness and isolation also lead to stress, as new teachers often find the
separation from their families and friends is very difficult.

•

Promotional opportunities

Promotional positions in Aboriginal and small schools are very limited. The lack
of perceived opportunities for career advancement creates problems for teachers.
It has been regarded as necessary for teachers in Aboriginal schools to transfer to
white schools to be promoted:
The stigma has arisen from a widely held view that teaching in White
schools demanded academic rigour and commitment to curriculum
planning and preparation, while teaching in Aboriginal schools required
little attention to academic performance of pupils (Crowther 1988, 28).

Lack of pre-service training or appropriate pedagogy for teaching in

•

isolated and Aboriginal schools
Goodlad (1983) has asserted that teachers teach as they were taught in school
themselves, rather then as they are taught to teach in colleges and universities. If
this hypothesis is correct, then the beginning teacher recruited to the Northern
Territory who finds himself or herself in an Aboriginal and or isolated school will,
in general, be in all sorts of trouble, for very few of the teachers recruited to the
Northern Territory would have attended school themselves, in isolated
Aboriginal schools. If Goodlad's hypothesis is incorrect, and teachers do teach as
their training would have them do, they will still have problems, for very few
teacher training institutions prepare teachers for the pedagogy required for
effective teaching in Aboriginal schools. This lack of pedagogy is manifest in:
team teaching with Aboriginal Teacher Aides,

•

Chapter 3

;

Literature Review

-

84

teaching in Bilingual schools (60% of all Aboriginal schools in the NT)
in which the majority of classes are taught in the language of the region
and not English,
understanding Aboriginal hand signals and their importance in
teaching Aboriginal students,
teaching with limited access to resources (eg: no libraries, films/videos,
or sharing of resources with other schools),
teaching with limited technological servicing capabilities (no service for
the copying machines, or any other school resources or buildings), and
the lack of understanding of Aboriginal culture and customs.

Other than Crowther's work, few researchers have addressed the problems of
teachers who have had to move and resettle to take up a teaching position. The
only recent study is that of McCahon (1985) in her study of beginning teachers in
the state high schools of central Queensland mining towns. This study researched
the problems that new teachers have in moving to new towns to take up
employment.

McCahon notes that:
•

the small size of the populations resulted in teachers feeling that their
effectiveness as teachers was being constantly monitored and evaluated
by the community;

•

the new teachers, who were in the main used to living in large cities
(even those from the country lived in large cities during their studies
and teacher training), found the lack of facilities for entertainment,
shopping and professional support very disturbing;

•

the teachers were not seen as 'belongingt and that, as a consequence,
establishing effective relationships with students, gaining their respect
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and developing a classroom situation that enables good management
were very difficult.

On the basis of her findings McCahon recommends that:
first year teachers should be appointed to schools within the town/city
in which they live, and
new teachers appointed to mining towns should be familiarised with
the values and attitudes of mining town students before the teaching
year commences (McCahon 1985, 82).

To sum up this section, as the majority of beginning teachers are new to the
Northern Territory, part of this study will investigate the self reported personal
problems that teachers are having in their personal orientation. Crowther's
research lists a number of difficulties of teachers living in isolated parts of the
Territory such as misinformation at recruitment (including misunderstanding on
behalf of the recruits), housing, professional support and service, Aboriginal
health, stress and teacher health, and promotion for teachers. These provide a
valuable base point for this current enquiry. An essential part of moving to the
Northern Territory is the cultural change that beginning teachers encounter in
working with Aboriginals. Beginning teachers can often experience difficulties
not only in living in the community, but also in teaching, as very few teacher
training institutions specialise in preparing teachers for the pedagogy required for
effective teaching in Aboriginal schools.
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SUMMARY

As stated at the beginning of this chapter, the literature dealing with the induction
of beginning teachers is extensive. This chapter has selected from the literature to
address the following issues:
•

why induction is an important study, with consideration of the calls for
induction, both currently and historically, across Australia, what the
literature says about the objectives of induction courses, and what other
researchers have found to be the problems of inductees;

•

the induction of beginning teachers as a sociological study, emphasising
the debate over the importance of socialisation in the induction of
beginning teachers, the importance of teacher development models as a
tool for understanding what occurs in the induction period, and in
defining why a quantitative methodology was selected for this current
study;

•

the importance of technical controls in the transition period, the
problems of inductees that result from a move to a different
environment, and in particular, the problems of teachers in isolated
regions that have provided a background against which this current
study can survey the problems of the Territory's inductees.
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CHAPTER 4
CASE STUDIES

The following case studies are given to provide the reader with a 'snap shot' of
induction in the Northern Territory. They are useful as illustrations and are
typical examples of the teachers recruited to the Territory. They are not meant to
be detailed case studies, or socialisation studies, nor are they intended to provide
generalisations on induction.
These particular case studies were taken from a series of interviews of 20 of the
new teachers to the Territory in 1990.
CASE STUDY 1: Angela
ANGELA graduated from the South Australian College of Advanced Education,
as a primary teacher specialist. At interview for a position with the South
Australian Department, she was informed that she would most likely be offered a
contract position in a rural school. As a result Angela applied to teach with the
NTTS, and was given an appointment to a two teacher 'bush' school in Central
Australia.
I preferred the NT offer because the Territory is more appealing, in some
undefinable way, more 'romantic', more challenging, more like the last frontier.
I was also unhappy about the impermanence of a contract position as opposed to
the permanence that the NTIS seemed to be offering.

I arrived in the Territory ten days before the start of school in time for the central
and regional induction courses. Up to this time I had learnt the name of the
school to which I was being posted, and knew that it was a two teacher school, but
very little else, other than what I could determine from an old school atlas.
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I found the induction programs to be of value, but a little too much of an overload. I particularly liked the chance for making friends and contacts (and I made a
good friend at the central induction who has been wonderful in putting me up on
two of my trips to Darwin). One thing I did not like was the talk on tropical
diseases prevention, which did nothing to prepare me for the problems of living
in the desert.

My first impression when I arrived in the school, was of a grave beside the
caravan in which i now live. This was the grave of the last female teacher to live
in the caravan some years before, who had died there and was subsequently buried
beside the school. This left me with quite an indelible impression let me tell you
The caravan itself was in a very poor condition. It was actually condemned as
unsafe for human habitation by the visiting Department of Health medical officer
a couple of weeks after I arrived and was thankfully replaced within about fifteen
weeks.

The school and caravan are powered by a diesel generator, which requires refilling
from the diesel storage tank, a 44 gallon drum, every two days. This is a task that
requires a lot of hard work, hand pumping and lifting of fuel to a two metre high
stand. If nothing else I'll have enormously strong arms by the end of my time out
here. This is of course my first experience of a generator of any size. Fortunately
Pam [the other teacher at this two teacher school, also a female] is in her second
year and has been taught the 'knack' of starting and stopping the machine.

I really love the children, and I really think that the teaching is the only saving
grace of a terribly desolate existence. The main problems with teaching at this
school are that there is a lack of any sort of support, the poor living conditions and
not feeling safe at night. I must admit to feeling quite threatened by the
Aboriginal people at night when they have been drinking, and living in a caravan
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does not help, especially if I have to leave to go out and tend the generator or go to
the toilet.

CASE STUDY 2: Debbie
DEBBIE was recruited to a small urban secondary school in Central Australia in
March 1989, but was transferred (on request) to a one teacher Aboriginal school in
an isolated area. She has had 12 years teaching experience, but this is her first
Aboriginal school posting. She comes from South Australia and is single.

I was originally recruited to .High School in March 1989, and because of the late
..

start I missed the induction program. The staff gave me great support at that
school, particularly the Band 2 [senior teacher].

Since transferring to 'R D', however, I find that it has been a matter of 'sink or
swim'. The only school based support I have had so far is that the Education
Officer, Student Services visited for 24 hours, and helped sort out some of the
mess. She also assisted greatly with programming and advice.

I was also shown the 'Hand Over 'book at the Tennant Creek Regional Office, and
the regional Superintendent showed me where the school was before I was
transferred.

In order, I would say that the main problems that I have had have been, getting an
assistant and janitor for the school, keeping up with all the paper work, keeping
power and water supply going, effecting repairs (eg the water pump, and the
phone all went on the 'blink'), and dealing with the wide range of ages (4 14
-

years).

This school has had three teachers this year. Sheryl left at the end of term I and
was not replaced (she married a jackeroo from the station, and went to South
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Australia with him), the station manager's wife filled in for a few weeks, before
the school was again unstaffed, and I started in the middle of term 2.

Induction recall would be VERY VERY valuable and it would be ideally at the end
of every term.

The lack of having someone to talk to, like another teacher, about work, and if you
are doing the right thing, makes things very difficult at times. No counselling is
available when you need it.

I have found teaching at the one-teacher school to be the hardest job I have done,
after 12 years of teaching. The heavy work load and long hours could not be
anticipated. I can't see how a first year out teacher could possibly survive!

However, I do enjoy the kids and the program, so I hope to be here next year.

CASE STUDY 3:

Jodi

JODI is single, a neophyte teacher from the Australian Capital Territory. She is a
Social and Cultural Education specialty teacher, with classes from year 7 10. She
is in her first year of teaching. Jodi is teaching at an isolated area school in a
mining town where the total school enrolment is 260 students.
-

My stay up here has been terrific! I'm really enjoying the year. The only thing
that has been a major problem is like... financial. I missed getting airfares, like
others out here, so it is really expensive going home on holidays. It's not very fair
really.

Resources in my area are hard to get a hold of. The library does not seem to have
anything very much, not anything new anyway. So I spend a lot of time ringing
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around all over Australia getting hold of videos. The school is excellent. They've
let me make all these calls tracking down resources. Fve really enjoyed the
teaching. The day-to day stuff is great. Its really what I expected it to be I like being
a teacher.
I really did not have any expectations about what the Territory would be like at all,
and I did not know what to expect of 'A'. When I first received my posting up
here my friends thought that I was mad, and they all advised me against coming,
especially my parents, but I really could not find anyone who had actually been up
here who could describe it for me. I suppose I thought it would be more tropical
than it is.
Living here has been terrific. I've really enjoyed it. The club is great, and the
people are a lot of fun.
Of course I teach in a white person school, so there's been no trouble in getting
used to Aboriginals or anything, which is a problem that a lot of my friends at
other schools have had. I share a three bedroom house with another teacher,
which is fine. The only grumble is that the mining people get free electricity, so
they have their airconditioners on all the time, while we pay far more rent and
have to pay heaps for power. It's not fair really.
I will certainly be staying for the rest of this year, and maybe next year as well, but
I'm not sure after that. It really is very expensive flying home to see everyone,
and this is a long, long way from home up here.
Who know's what might happen ?
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CASE STUDY 4: Peta
PETA is an older women, with over 25 years teaching experience.
She is from Victoria, where she taught in three different schools in Melbourne.
She is married and has two sons and one daughter. One son is up here in the
army, the rest are in Melbourne still. Her husband is employed with another
Government Department. She was recruited as a school counsellor to N high
school.

My husband drove up with our son in 1988 when he was coming up to join the
army up here. He said that I would never want to leave if I came up and he was
right. We came up for a holiday last year and that confirmed it for me. In fact, I
applied for a position up here during that time. My husband was also able to get a
transfer up to the Power and Water Authority, which was good for this
Department for they paid for the cost of our transfer. We came up in November
1989 so we have had a chance to get settled.

Housing is so cheap ! Although that is the only thing that is cheaper then
Melbourne.We looked at an absolutely height of luxury house in Brinkin for
$275 000, which is $100 000 less than what we sold our house in Melbourne for

I really miss my daughter I must admit. I have two sons, but I really miss Tanya.
I am in the process of getting her enrolled at the Northern Territory University to
do her fourth year. She is already a teacher in Melbourne, but as a primary school
teacher she might not get a job in Darwin. I am told that if she studies at NTU she
is almost guaranteed to get a position here. She wants to do special education,
then she can work in special education units in schools in Darwin. She is not so
keen on "H" school, but I am going out there to look at it for her tomorrow.

Our son is in the Army up here as an apprentice cook, He's enrolled at the NTU in
computing courses. I went along with him for the first few lectures because I
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know a fair bit about them, but it was in a real turmoil. I hope the teaching
courses are better run.

My last school in Melbourne was just fantastic ... but N is even better. I just love it
here.

The Central Induction was excellent, I pick up on a lot about the Department up
here that I needed to know. Everyone made us feel so very welcome, including
the 'upper echelon' who in 25 years of teaching I have never even seen in
Victoria.

The education system up here is so much better. For example, in Victoria we had
no teacher aides ! no resource teachers ! and no special units at schools ! The
teachers up here don't know how well off they are.

Here we have a special unit, an Aboriginal unit, and an impaired unit. We also
stream students which I had not seen before, and I must admit I was dubious
about. But the students gain an enormous amount from it. It really works.
Students in the lowest level do not seem to mind, in fact are proud of it, and
students often voluntarily drop from the highest levels to level 2 because of stress.
It is great. Also we can suspend students for up to a month! In Victoria, we
could only suspend up to ten days, and then there was a special ministerial
enquiry. I have set up a system of Peer Support, which includes interviewing
students after suspension with their parents and setting up care programmes.

No I'm never going to leave Darwin. My husband and I have found a place that
really suits us. If my daughter can get a job teaching up here, that is all I need.
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CASE STUDY 5: Bernadette
BERNADETTE has been recruited to an isolated Aboriginal school, she has three
children, between the ages of two and six, and an unemployed husband. She has
seven years previous teaching experience, the last three years on the northern
New South Wales coast.

We have been adopted into an Aboriginal tribal family which is fantastic
especially for my kids.

I think that we should have been better prepared for what to expect. We should
have brought a video and TV and a 4 wheel drive truck. I think that that is
important, having everything organised and bringing things with you that you
will need. New teachers coming here for the first time lack that, and it makes it
much harder for us to really settle in.

The accommodation is great. We've got a fantastic house. It's actually the
Assistant Principal's place, but she's single and we got it because of all our kids.
She's had to move into one of the demountables. I feel a bit bad about that.

My husband is at home with the two little ones, but has scored the cleaning
contract for the TAFE unit, which is fantastic, because it means that he only has to
work a couple hours a day, which is all he has left.

Our six year old is really loving the school here and is really excited by it all. She
keeps coming home excited with new words, not that she's learnt in school but
from playing with all the kids after school. Her class only has 13 kids.
I think this is just the best place to bring up small kids. When they get to high
school it is different, but it is great at the moment.
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I also love working with Aboriginal children. With white kids you have to keep
thinking up new ways to keep them occupied, to keep their attention, Aboriginal
children never say .they are bored. Its great. Also it is not lonely for me having my
family with me, and having my husband here is also great for peace of mind.

I guess the main problem is that the communications are very difficult. There is
only one phone line with a half hour schedule for the school each day. Things
like not having anyone who can cut hair, and a lack of doctors for the kids is also,
I guess, a bit difficult. The kids do seem to get sick an awful lot, and I worry about
the mosquito bites and infections.

Fresh food stuffs are also a problem for the kids. We make them take multi

-

vitamins every day to make up but its not the same.

Our oldest really misses her friends from NSW which is a shame, but I'm sure
she'll get over it.

In general though it has been a good move for us, and I do not regret it.
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NTHERN TERRITORY UNIVERSITY Lt:.

CHAPTER 5
METHODOLOGY

In this chapter, a description is given of the aims, the research tools used and the
procedures followed in this study. The limits of the study are outlined and an
explanation is given of the perceived bias. Figure 5.1 summaries the approach
adopted.

The most popular methodological procedures that have been used in induction
research are the use of surveys, the use of interview, biographical case studies and
observation. Other less common methodologies include anecdotal reconstructions
(which involve beginning teachers writing about their responses and activities
after the event) and case studies based on beginning teacher responses to
problematic situations (see Shulman 1989).

This study is descriptive research based on surveys, designed to show the
effectiveness of the existing induction process, and to illuminate the problems that
inductees have in their first ten weeks of moving to the Northern Territory and
taking up teaching. Of this type of research, Cook and LaFleur (1975) note that no
type of descriptive research is probably more familiar or more widespread in
education than survey research. Since a survey is primarily the way in which an
educator answers the "What exists?" type of question, the kinds of questions that
lead to surveys are often of great importance to educational decision-making.
Survey research serves local purposes such as aiding in management decisions,
and this is the reason why this methodology was selected for this study.
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Figure 5.1 A model of the study
THE GENERAL PROBLEM

LITERATURE REVIEW
The importance of induction programs for beginning teachers.
The socialisation of teachers.
Induction as personal orientation.

RESEARCH PROBLEM
personal needs of inductees
pedagogical concerns of inductees
bureaucratic concerns of inductees
school based induction, perceptions of inductee's principals and departmental officers responsible for induction.
Departmental induction programs, including evaluation of existing programs.

DATA COLLECTION
Questionnaires
1)1989 recruits (trial)
2)1990 recruits
Selected Interviews

Questionnaire
Selected Interviews

Selected Interviews

Questionnaire

DATA ANALYSIS of DESCRIPTIVE SURVEY
Description of induction process
Difficulties of inductees development of list of difficulties based on perspectives of inductees and principals
Commentary on the structure of the existing induction process, with an emphasis on the extent and quality of
school-based induction
-

[CONCLUSIONS AND RECOMMENDATIONS
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The purpose for undertaking this study is to provide the descriptive basis for
effective decision making on future directions in teacher induction. Thus, it is
important that the outcomes of this research provide generalisations that can be
used in the systematic planning of improved induction practice.

As Tisher writes of his own study of induction, also based on the use of surveys,
no research into induction can ignore factors of professional socialisation:
It is assumed that the induction of individuals into teaching or into new
roles within the profession is part of the process of professional
socialisation.....What is done during induction contributes to an individuals
professional development (1987, 36).

In agreement with Tisher's point of view, this study can also be considered to be a
study in socialisation. This is, however, not a socialisation study in which
socialisation is merely used as a synonym for acculturation and/or enculturation.
For, like Battersby and Ramsay (1983, 73), it is believed here that such a study of
socialisation would not be the best vehicle for providing generalisations, about the
problems of inductees in the Northern Territory. Therefore, it is not the intention
of this study to describe in detail the individual experience of beginning teachers,
nor is it longitudinal research to describe the changes that occur through the
course of the induction process, although it is recognised that such studies are
important in providing valuable insight into the overall induction of new
teachers.

The key issue in this study is the determination of the factors that impinge upon
the inductee's success in his/her first ten weeks of teaching. Thus the study is
based on a descriptive survey of the 1990 inductees which has also been crossreferenced to a survey of principals in schools.
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The study also draws upon supporting evidence and insight from the relevant
literature, interviews with inductees, and interviews with departmental officers
involved in the induction process.

RESEARCH QUESTIONS
The following list of questions puts into perspective the aims of this study:
•
Is induction important for all new teachers to the Territory?
•
What should induction consist of?
•
What is happening across the Territory in induction?
•
Can induction assist in overcoming some of the problems that lead
to teacher resignation ?
How useful was the tripartite formal induction program for
inductees ?
•
What are the main problems that inductees face in their
professional orientation to the Department of Education and
teaching in the Northern Territory ?
•
What are the main problems that inductees face in their personal
orientation to living in the Territory ?
•
How effective is the mandatory probation panel system in the
induction process ?
•
How extensive is school based induction?
Do principals/inductees consider probation to be the only formal
school based induction process ?
How extensive are mentoring schemes in Northern Territory
schools ?
•
What support do principals believe inductees need ?
•
What support do principals give inductees (eg; reduced loads, visit
other schools, information before starting, etc)
•
Do the needs of inductees to Aboriginal schools differ from the
needs of those going to urban schools?
•
What are effective strategies for induction, both school based and
Departmental ?
•
What would be an effective and practical model of induction for all
new teachers to the Northern Territory ?
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DATA COLLECTION AND ANALYSIS

As a descriptive study this research is based on the information gathered from the
following surveys
•

Trial questionnaires were posted to all of the 1989 inductees who
attended the central induction program. Eighty were sent in February
1990 of which there were 47 returns.
Survey questionnaires were sent to all 1990 new recruits to the
Northern Territory Teaching Service (NTTS) who began in January,
February, or March. 135 questionnaires were distributed in April 1990.
Of these 100 were returned by 7 September 1990

•

Surveys were sent to all principals and head teachers in schools where
the principal is Band III or IV, thus excluding the small schools of less
than 5 staff. 75 were distributed in July 1990. 65 were completed and
returned by the 7 September 1990.

The trial survey of beginning teachers was developed based on:
the surveys used in two previous Australian studies on the professional
needs on beginning teachers of McCahon (1985) and Davis (1985).
the findings of the studies of Crowther (1988) on the personal needs of
all teachers in isolated areas of the Northern Territory.

Other questions in the survey are based on the researcher's own experience as a
Senior Education Officer with the Department of Education responsible for
induction.

A copy of the Beginning Teachers Survey is attached as Appendix I. Table 5.1,
following, summarises the questions that it contains.
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Table

5.1

Summary

Northern

of

the

questionnaire

Territory

in

for

Q

7a

Q

7b

Q

8

Q

8a

Q

9
10

Q

11

Q

of

the

intent

Identification of the
problems that inductees
have in beginning to teach
and in moving to the
Territory

13

Positive things about being in the NT

Q 14 Reasons for coming to the NT
Qi 4a Is the NT what you expected it to be
Q 14b If not, how is it different

Q 18

summary

Common problems that new teachers
encounter in their teaching
Comments on perceived problems of new
teachers
Other problems that new teachers have
Common problems that new teachers face
in moving to the NT
Other problems relating to living in the
NT

Q

Q 17

A

Evaluation of the induction
programs organised by the
Department, excluding
school based induction.

Q

Q 16

the

Rate the value of the central, regional, and
recall induction programs
Comments on ratings of induction
programs
If you did not attend an induction
program would you like to?

12a Spouse /dependant adjustment.
12b Reasons for spouse failing to adjust.

Q

to

General information on
respondents

Q 1-6

7a

new

1990

Questions

Q

teachers

Who has been the most help to you in
settling in the NT
Are you having any difficulties with the
Department of Education
Has the NT Teachers Federation being of
assistance to you.

To examine the extent of
spouse support for inductees
To counter the deficiency
bias, what are the positive
points that the inductees can
identify.
Identification of the reasons
given for coming to the
Territory, to discern the
expectations_of inductees
Support systems. What
help and assistance do
inductees feel they have
been given

(Continued)
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Table 5.1 continued
Q 19 Are you involved in a formal school-based
induction program
Q 19a How many minutes a week spent on
school based induction
Q 19b Who has been the most help in your
school based induction
Q 20 If no school based induction, would you
like this assistance
Q 21a How helpful has your probation panel
being to your settling in
Q 21b How often did you meet with your
probation panel in term I
Q22
Q 23

Changes that the Department could make
that would help induction
Any other comments on the first year of
teaching in the NT.

To determine how
extensive and effective is
school based induction

To determine the
effectiveness of the
probation system in
providing peer support for
inductees
A section for open
comments from those
surveyed.

The principals' questionnaire was developed out of the final beginning teachers'
questionnaire. It had a two fold purpose: firstly, to seek information that would
confirm or contradict the self-reported problems of the inductees, and secondly, the
questionnaire was designed to survey the principals' perceptions of the induction
assistance that schools currently provide, and their perception of the forms of
assistance inductees need. Prior to distribution, the principals' questionnaire was
trialled with five senior education officers who had been school principals within
the Northern Territory and so were familiar with the issues being investigated.

A copy of the principals' questionnaire is attached as Appendix 2. Its contents are
summarised in Table 5.2 below.
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Table 5.2 Summary of the Survey of Principals/Head Teachers on
Beginning Teacher Induction
Questions
Q 1-4

Q5
Q6
Q9
Q 9a
Q9b
Q 9c
Q 10
Q7
Q8
Q 11
Q 12
Q 13
Q 14
Q 15
Q 16
Q 17
Q 18
Q 19

Summary of intent
Background information on
the schools

Evaluation of the booklet School based
induction sent to schools
Rate the importance of school based
induction programs
Does your school have a formal
induction program
How many minutes a week for•
induction
If no, define your schools position on
induction
Describe the induction program.
How important are BI, BIT, BITT, Master
Teachers & Principals to induction

To determine the extent and
effectiveness of school based
induction programs

Rate the central, regional and recall
induction programs
Should new teachers who missed
induction be withdrawn to attend

To determine the principals'
perception of the value of the
central system of induction
support

Are beginning teachers encouraged to
meet/visit other schools
Are peer support networks set up for
beginning teachers
Does your school have a one-one
mentoring scheme
Did you send information to new
teachers before starting school
Were new teachers shown through
before the start of school
Do beginning teachers have reduced
loads in your school
Do new teachers get to teach their
preferred classes

To survey the level of
support given to inductees by
schools

Rank the common problems of
beginning teachers
Rank the areas where beginning
teachers need assistance

To determine the principals'
perception of the problems of
inductees

(continued)
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Table 5.2 continued
What is the role of probation
Q 20a
To determine the
20b
Q
How often should the probation
panel effectiveness of probation
in
meet in term I
assisting inductees
21
Any other comments?
I Open comments from
ci
In the analysis and compilation of

the survey results, the computer pac

kage Stats

View 512, and the spread sheet and
dat

a base of Micro Soft Works 2.0 a,

were used.

DELIMITATIONS AND LIMITATIO

NS OF THE STUDY

In a study of this kind there are par

ticular concerns that need to be rais

ed in regard

to the possibility of bias, ethical con

siderations, and to the interpretation

s that are

placed on the data itself.

In regard to the possibility of bias

in this study, there are three main

concern:
The researcher, as stated above, is

areas of

an employee of the Department of

Education who has major responsib

ility for the organisation of the

Central Induction Program. This

was known to the inductees who

may,

as a consequence, be wary of expres

sing an honest opinion to the

questionnaires, given their source

. Further, the information they

provide may be interpreted from

existing perceptions of the author

The inductees, almost by definition
struggle of surviving their first yea

, may be too busy or involved in the

r to voluntarily commit time to

completion the survey accurately,

or at all. Thus bias may occur, if the

only surveys returned are from ind

uctees who are not experiencing

major difficulties in their first yea

r in the Northern Territory. Similar
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ly,

bias may also arise, if the only teachers to return the surveys are those
who feel that they have been unfairly treated, or have a particular
complaint that they want to air' to the Department of Education.

3.

The third area of concern in regard to bias is in the use of closed survey
questionnaires. The choice of questions in surveys can bias the
responses received. In particular, because closed questions can only elicit
specific information, bias can be a problem if the questions are not
selected carefully. The most common drawback to the use of
questionnaires is if they are developed on the premise that there is
something wrong that needs clarifying, a deficiency conceptualisation,
which can become a self-fulfilling prophecy. This is to avoided by
careful trialling of the questions, and by providing scope for a balance of
positive and negative outcomes.

To compensate for these possible points of bias:
•

the surveys do not ask for identification, no names are involved;

•

the surveys have a pledge of confidentiality;

•

information gained is cross-validated against the 1989 inductees;

•

information is cross referenced to interviews and biographical case
studies;
questions used in the survey are based on the findings of previous
research, or are open questions; and

•

questions used are a balance of open and closed items that enable the
respondents to provide both positive and negative answers.

Ethical considerations are also of prime concern. In particular, no part of the
information gathered in this research must be able to be used in any way to
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disadvantage any beginning teacher or his or her school. To ensure this the
following five concepts developed by Van Dalen (1979) have been adhered to:

Privacy: It is accepted that human subjects have the right to privacy, the right to
choose the extent to which and manner in which they will share or withhold
information about their behaviour, attitudes or opinions. In particular,
individuals rights of privacy will be recognised in information gained on
inductees from other sources, such as principals of schools. No specific
information on individuals will be used unless the express consent of the
individual is obtained.

Anonymity: In this research the identity of the participants will be divorced as
fully and effectively as is possible. No names will be recorded, and there has been
no checking of returns to see who has or has not responded.

Confidentiality: No information will be given out from individual questionnaire
responses, case studies or interviews, bearing the respondents' name or other
identifying information. Only group data will be made available for public
scrutiny.

Consent: The consent of the Department of Education has been sought to
undertake this study, through the Superintendent of Professional and Career
Development and the Superintendent of Research and Assessment. The consent
of individual respondents is inherent in their volunteering to complete the
survey forms, and interviews.

Integrity of investigators: Acknowledgement of the support given in this research
by individuals will be clearly stated. The extent of their input and assistance in
data collection will be clearly defined.
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With regard to the limitations on the use of the information from questionnaires
it must be stressed that this is a problematic study. The research draws upon the
opinion of principals and teachers freely given, and as a result is based on the
premise of truth. That is, it is assumed that the information given in the replies to
the questionnaires is true, and not given purposefully or inadvertently to distort
the reality of the inductees experience.

However, as with all questionnaires, the information gained must be used warily.
For even with the most selective use of questions and exhaustive trialling,
questions may still be open to interpretation, and, a further consideration is that
closed questions may lead to misleading responses because they do not give the
reasoning or rationale behind the respondents' reply.

If decisions are to be made based on the generalisations that can be drawn from this
research, it must be clear that other information sources should be used to support
the findings. As Griffin (1985, 45) says, a dilemma associated with using research
findings as sole or even primary sources for decisions about what new teachers are
expected to accomplish or demonstrate is the tendency to place expectations of
teachers and their activities at what might be called the "lowest common
denominator" standard.

SUMMARY

The key issue in this study is the determination of the factors that impinge upon
the inductee's success in his/her first year of teaching, as is self reported by
inductees and perceived by principals in schools. Thus the study is based on a
descriptive survey of 1990 inductees and this has been cross-referenced to a survey
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of principals. The study also draws upon supporting evidence and insight from
interviews with inductees, principal and interviews with Departmental officers
involved in the induction process.

The use of questionnaires to gather data has its limitations. However, for the
purposes of this study, it was chosen as the best methodology, because it can
provide generalisations that can in turn be used to indicate ways of improving the
induction process. Care must be taken in taking specific findings of this survey too
literally, however. For, as with all such studies, the conclusions from the data are
only representative of a sample of the population, and individual teachers and
schools will have their own reality.
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CHAPTER 6
BACKGROUND INFORMATION
ON RESPONDENTS

The purpose of this chapter, is to provide background information on the
inductees who responded to the survey. Information is presented on the
inductees' gender, marital status, teaching experience, length of time spent in the
Territory, and, if they were interstate recruits, their reasons for coming to teach in
the Territory.

GENDER OF RESPONDENTS
The following Table 6.1 gives a comparison of the relative percentages of male and
female inductees in the survey of beginning teachers. Over 67% of the inductees
in all schools are females. This reflects the disproportionate percentage of
males/females in the total teaching service. The last release of Department
statistics (June 1986) show that 81 % of primary teachers and 57% of secondary
school teachers in Northern Territory schools were females. This ratio is also
reflected in Australian wide statistics, as demonstrated by the 1989 profile compiled
by the Australian College of Education, which reports that 61% of all teachers are
females and 39% males (Logan et al 1989). Thus the Northern Territory has
recruited slightly more than the 'usual' percentage of female staff, although these
figures are not significant.

The high proportion of females recruited to Aboriginal schools, however, is
significant, for it has the potential to create cross cultural problems, unless the
Chapter 6
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Table 6.1 Gender of inductees, Aboriginal, urban and all schools
Gender
Aboriginal schools n=49
Urban schools n= 51
All schools n=100

Female %
69
65
67

.

Male %
31
34
33

teachers are willing to learn and accept the traditional customs of the communities
in which they are to live. Such customs include a prohibition on females being
able to approach elder males (Aboriginal community leaders), on matters of
significance unless invited to do so. The issue of the place of women in Aboriginal
society is well debated in Traditional Aboriginal Society by Edwards (1987). This
has implications for the induction of these new teachers. Cross cultural courses
must ensure that new teachers going to Aboriginal communities are fully aware of
local customs and traditionally acceptable behaviour. This includes standards of
dress for both men and women teachers. For example, in many communities such
articles of dress as shorts or singlet tops are considered unacceptable for women.
As Harris (1990) notes, in general, slovenly dress is not acceptable to most
communities.

While the number of female recruits is slightly higher than the national average,
and the number of females in Aboriginal schools is higher still, there has been no
attempt to statistically analyse links between gender and specific induction
problems. Although Kremer-Hayon (1989) report that male teachers in Israeli
secondary schools experience less difficulties than females, and anecdotal evidence
suggests that young white female teachers in Australia may have problems in
accepting Aboriginal cultural differences such as sexual inequality, such links were
not immediately obvious in this study.

The next chapter will examine in depth the perceived problems of the inductees. It
is worth noting here, however, that while 38% of the male respondents reported
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having difficulties with their teaching, only 30% of the females reported being
concerned. On the other hand, only 33% of males expressed concerns about
settling into the Territory, whereas a much more significant 44% of females
expressed similar concerns.

MARITAL STATUS OF INDUCTEES

The following Table 6.2, compares the relative frequency of married/defacto and
single recruits. From these figures it can be seen that the majority of new teachers
to the Northern Territory Teaching Service are either married or in a defacto
relationship. This was an unexpected result, for it was thought that the Northern
Territory Teaching Service's recruiting would be most attractive to young single
teachers.

Table 6.2 A comparison of married/defacto and single recruits to all
schools
n=100

Married / defacto

Single

Aboriginal schools

54%

46%

72%

28%

64%

36%

Urban schools
All schools

____

The figures also show that a higher proportion of single teachers are recruited to
Aboriginal schools than to urban schools. Again this may be of significance, as
anecdotal evidence suggests that newly recruited teachers to Aboriginal schools
who are accompanied by a partner would appear to have a support system that
single teachers do not have and are therefore able to adjust to community life
more easily, as is typified in the comments of Bernadette (see Chapter 4) who
stressed the value of the support and sense of security that her husband provided.
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PREVIOUS TEACHING EXPERIENCE
Unlike other induction studies which have only concentrated on neophyte
teachers (teachers in their first year), such as that of McCahon (1985) or Davis
(1985), this study, with its aim of improving the induction process, examines the
problems of all teachers who are new recruits to the Northern Territory Teaching
Service. Thus it is important to describe the experience of the recruits, in
particular to show the number of neophytes in this study. As is demonstrated by
the figures in Table 6.3, the majority of teachers are not in their first year of
teaching. In fact, of the 100 respondents to this survey only 42% are neophytes
while 14% have between one and five years and 44% have greater than five years
previous experience.

Table 6.3 A comparison of the length of teaching experience of new
recruits to the Northern Territory
Inductees,
all schools %
n=100
42
0-12 mths
14
12-60 mths
20
60-120 mths
greater than 120 mths 24
Time in months

Inductees to
Aboriginal
schools % n=49
43
22
14
21

Inductees to
urban schools %
n=51
41
10
22
27

THE LENGTH OF TIME THAT THE INDUCTEES HAVE LIVED IN THE
NORTHERN TERRITORY
Another unique feature of the Northern Territory Department of Education, is the
number of teachers that currently have to be recruited from interstate, and who are
therefore unfamiliar with living in the Territory, or the Territory education
system. As Table 6.4 reveals, the majority of inductees have spent less than twelve
months in the Territory. These figures suggest that 64% of new teachers to urban
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schools and 57% of new teachers to Aboriginal schools are, at the same time, new
residents of the Northern Territory. This has important implications for the
induction program, for the majority of new teachers will be concerned with
personal problems resulting from their move to a new community and new state.

Table 6.4 A comparison of the length of time that recruits have spent in
the Northern Territory
Time in months

0-12 mths
12-60 mths

Length of time
in the NT, all
inductees (%)
n=100
11 63
1 15
I ll

60-120rnths
greater than 120 mths 1 11

Inductees to
Aboriginal
schools %
n=49
57
20
16

64
10
8

7

18

Inductees to
urban schools
n=51

NORTHERN TERRITORY TRAINED RECRUITS
Of those surveyed only seventeen percent (17%) had gained their qualifications at
the Northern Territory University. This is the only university that trains teachers
in the Territory. Batchelor College is a specific purpose training institution that
trains Aboriginals to become teachers within their own communities, but there
were no Batchelor College graduates involved in the survey sample, as there were
none in the initial intake of teachers that formed the basis of this study.
From this statistic it can be seen that the majority of teachers to the Territory have
not been specifically trained to teach within the Territory education system.
This is supported by the statistic that over 63% of the recruits to the Northern
Territory Teaching Service.had spent less than twelve months in the Territory.
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STATED REASONS FOR TAKING UP A NORTHERN TERRITORY TEACHING
POSITION
As noted above, the majority of recruits to the Northern Territory for the start of
1990 were from interstate. Figure 6.1 presents the relative frequency of the coded
reasons that the interstate recruits gave for coming to the Territory.

Figure 6. 1

Common coded reasons given for coming to the
Northern Territory

0

Challenge
Aborigines
Work avail
Climate
Prom/security
Spouse
Returning

28.8%
20.2%
16.3%
16.3%
7.7%
6.7%
3.8%

The reasons given by recruits were grouped into common themes. The following
list gives them in rank order based on frequency of responses:
A challenge/ escape existing lifestyle/want to travel/adventure
To work with Aborigines
Availability of work/availability of a type of teaching
Climate/weather! the people/ outdoor lifestyle
Promotional opportunities/job security
Spouse transferred/ spouse found employment here
Returning to the NT

Chapter 6

Background information on respondents

115

Some of the ungrouped responses included such unusual reasons for coming.to
the Northern Territory as:
Can you imagine living in Tasmania all your life? [B63]
Cheap housing, and a no traffic lifestyle [B41
Opportunities for spouse to work in the same location [BIO]
From this data it can be seen that the main reasons that interstate recruits gave for
coming to the Northern Territory to take up teaching are because it is either a
challenge (meaning a lifestyle change), or because they want to work with
Aboriginal people. However, if you add together those who reported availability
of work (meaning that they could not get the teaching position they wanted in
other states) and those who reported promotional opportunities or job security
(not wanting to be a contract teacher is other systems), then employment
opportunities also becomes a major reason for teachers moving to the Northern
Territory. These reasons are consistent with the fact that the majority of new
teachers in 1990 were not neophytes, but are experienced teachers.

Of interest is that fact that only 7% reported that their reason for coming to the
Northern Territory was to accompany their spouse, it was expected from anecdotal
evidence that the number of new recruits that came to the Territory for this reason
would be much higher.

PRINCIPALS SURVEY

In all, the Territory has over 100 government primary schools including 63 in
Aboriginal communities. There are a further 13 catholic primary schools of which
five are in Aboriginal communities. There is also one independent Aboriginal
school. There are fifteen government secondary schools through out the
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Northern Territory and six non-government schools that offer secondary
programs. TAFE and secondary bridging programs are located at eight Community
Education Centres (CECs) which are large schools in Aboriginal communities. It is
estimated that some 70 percent of Aboriginal primary level children are enroled in
Aboriginal schools, and that many others receive their education through one of
the 46 outstation education programs, which are supported through twenty
government 'hub' schools.

Of the principals surveyed, 40% of responses were from Aboriginal schools, and
60% from predominantly white schools. This is a direct reflection of the small
number of Aboriginal schools that have more than four teachers (Chapter 2). Of
the 60%, twelve were from secondary schools and twenty five were from urban
primary schools.

SUMMARY

Significantly, and contrary to expectations, the majority of new recruits from other
state systems are not teachers in their first year, but are teachers with experience.
Although they are experienced teachers, 63% of the 100 respondents had only just
arrived in the Northern Territory to take up their teaching appointment, and a
further 8 % had lived in the Territory for less than two years. Thus the majority of
beginning teachers are new to the Territory, and are unfamiliar with the Northern
Territory Department of Education.

Unlike teachers who begin their teaching careers at schools within the same
system as they have themselves been educated, the new recruits to the teaching
service are in general totally unfamiliar with the system, its structure, culture and
traditions. Moreover, they have a need to become orientated to living in the
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Northern Territory. Moving to the Territory involves leaving friends, family, and
established lifestyles. Thus beginning teaching in the Northern Territory not only
requires professional orientation, but also personal orientation. Finding housing,
making, friends, adjusting to climate, identifying support services such as doctors,
dentist and video rental outlets, all of these activities take both time and create
problems for the beginning teacher.

These are difficulties that both neophytes and experienced teachers face,bUor
neophytes they can be particularly daunting for this may be the first time in their
lives that they have had to do these things, especially if they are young and have
lived at home or at a college in their "home towns" during their teacher training.
It would seem that female inductees have a greater concern with settling into the
Territory than male inductees. Although this link has not been examined in detail
in this present study, it is something that is worth pursuing in later research.
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CHAPTER 7
INDUCTEES PERCEIVED
DIFFICULTIES WITH TEACHING

This chapter presents an understanding of the professional difficulties that new
teachers to the Northern Territory face in their first ten weeks of teaching. The
professional problems presented here are compared to the findings of Veenman
(1984), Carpenter, Foster and Byde (1982), and Katz (1972) as discussed in Chapter 3.
Results of the beginning teacher survey have been analysed to show the
difficulties of inductees in the three cohorts of beginning teachers in all schools,
inductees in Aboriginal schools, and inductees in urban schools. The principals'
perceptions of the professional difficulties of beginning teachers are also given.

The findings contained in this chapter are important in providing direction for
induction organisers, including school administrators, in the systematic planning
of induction programs and assistance for new teachers. The chapter has been
divided into four sections which contain respectively:
an analysis of the rank order of the seven most common difficulties of
inductees to the Territory, based on the seven most common difficulties
identified by Veenman (1984);
a comparison of the seven most common difficulties by cohorts,
including the principals' perceptions of inductees problems;
a commentary on the overall low frequency of inductees who have
reported experiencing problems with the seven most common
difficulties; and
a discussion of other difficulties that individual inductees have
commented on.
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The chapter concludes with a summary and recommendations for induction
practice.

PROFESSIONAL DIFFICULTIES OF NEW TEACHERS
Tables, 7.1, 7.2, and 7.3, show the rank order of the difficulties that new teachers
face in their teaching in their first ten weeks. The fourth table, Table 7.4, provides
the rank order of new teacher difficulties as perceived by principals in schools.
Table 7.1 Self Reported Difficulties of Inductees to All Schools
(n=100) (a)
% of
Rank
Problem
respondents
order
25
Dealing with individual differences
1
23
2
Assessing students
18
Motivating students
3
16
4
Content
13
Classroom discipline
5
13
Dealing with parents
6
112
7
Problems of individual students
(a) Rank order of self reported problems of new teachers to the NT, based on the percentage of
respondents who reported the problems to be of extreme difficulty or high degree of difficulty to their
teaching. In all cases, the percentage of respondents who rated the problem as extremely difficult or
difficult is less than the number who rated it as not difficult or of no difficulty at all

The findings of Veenman (1984) and Carpenter, Foster and Byde (1982), rank
classroom discipline as the most important difficulty facing beginning teachers.
However, this is not supported by this study. The ranking of difficulties by the
cohort all teachers (Table 7.1), only places classroom discipline as fifth, behind
dealing with individual differences, assessing students, motivating students and
teaching content. In part this reflects the fact that only 39% of the beginning
teachers are neophytes. Thus, unlike a cohort consisting of all first year teachers, it
is expected that many of the inductees in this study would have overcome their
problems with classroom discipline in their previous teaching positions.
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This result cannot, however, be entirely discounted because of the percentage of
neophytes, for it also reflects the specific problems unique to teaching in the
Territory. An understanding of these problems is best reached through examining
the findings in regard to the specific cohorts of, inductees to Aboriginal schools
and, secondly, inductees to urban schools.

Table 7.2 Self Reported Difficulties of Inductees in Aboriginal Schools
(n=51) (a)
Problem
% of
Rank
order
1
2
2
4
5
6
7

Dealing with individual student differences
Classroom discipline
Motivating students
Assessing student work
Individual student problems
Relations with parents
Content

respondents
23
18
18
17
16
14
13

(a) Rank order of self reported problems of new teachers to the NT, based on the percentage of
respondents who reported the problems to be of extreme difficulty or high degree of difficulty to their
teaching. In all cases, the percentage of respondents who rated the problem as extremely difficult or
difficult is less than the number who rated it as not difficult or of no difficulty at all
The rank order of the self reported difficulties of inductees in Aboriginal schools,
is a direct reflection of their first concern with survival which, as many
researchers note, is the first stage of the beginning teachers' socialisation (Fuller &
Bown 1975, Ryan 1979, McCahon and Carpenter 1987) (see Table 7.2).

The three highest ranking concerns of teachers in Aboriginal schools are:
dealing with individual student differences,
classroom discipline, and
motivating students.
These can be concluded to be directly related to the teachers concern with
survival. As noted in Table 3.1, Veenman found "classroom discipline" to be the
most important difficulty facing beginning teachers (neophytes) in their survival
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stage. This does not apply to inductees in Aboriginal schools. For them,
classroom discipline is not the major factor in survival. Due to the major
cultural differences that the teacher must face, dealing with individual
differences is most important followed by classroom discipline, motivating
students, assessing student work, dealing with students problems and finally
content.
That dealing with individual student differences was rated as the most difficult
problem by the Aboriginal school cohort reflects the situation for teachers where
the students, because of their cultural differences, present pedagogical and
methodological problems. In Aboriginal schoOls, class sizes are usually small
relative to urban schools which reduces the difficulties associated with discipline.
The day to day problems of their 'children' assume considerable significance,
however, such as childrens' health problems, the highly erratic attendance
patterns, and the 'strangeness' (to a white Australian) of their family support
system. All of these things make understanding and relating to their students
very difficult. This is particularly true for those inductees who have been
recruited to a bilingual school, where all lessons (except English and maths) are
conducted in the Aboriginal dialect (twenty one Aboriginal schools are now on
the bilingual program).

A further consideration in reducing the significance of classroom discipline, is
that most teachers in Aboriginal schools have an Aboriginal teacher's aide to
assist them. This aide is usually an experienced person who is able to assist in
exerting classroom control.
While cultural differences explain the particular concerns of teachers in Aboriginal
schools it could be expected that the difficulties experienced by new teachers in
urban schools would conform to Veenman's (1984) or Carpenter et al (1982) rank
order. However, this is not the case, for these studies rank classroom discipline as
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the most difficult problem, while motivating students was ranked respectively,
second and third. For new teachers in the Territory, classroom discipline is ranked
last ( eight percent of respondents) and motivation is ranked fifth (ten percent of
respondents) (Table 7.3.). The three highest ranking difficulties are assessing
students' work, subject content and dealing with individual differences. These
results perhaps indicate that teachers are not so concerned with survival as with
developing effective classroom practice.

Table 7.3 Self Reported Difficulties of Inductees in Urban Schools
(n=49) (a)
Rank
Problem (urban schools)
% of
order
respondents
1
Assessing students work
21
2
Subject content
18
2
Dealing with individual differences
18
4
Relations with parents
12
Motivating
students
10
5
Dealing with the problems of individual students
6
8
Classroom discipline
6
18
(a) Rank order of self reported problems of new teachers to the NT, based on the percentage of
respondents who reported the problems to be of extreme difficulty or high degree of difficulty to their
teaching. In all cases, the percentage of respondents who rated the problem as extremely difficult or
difficult is less than the number who rated it as not difficult or of no difficulty at all
In part, the high ranking of assessing students work and subject content as
difficulties reflect the problems that all new teachers to the Territory encounter
with the Department's core curriculum and its assessment requirements.
As one inductee stated at interview after ten weeks in an urban primary school;
On my first day at school I was given a whole lot of core curriculum
documents and was told that I had to teach it to my class [a primary year
4/5 composite]. This was one day before the students arrived!
I must admit that I still do not know what part of the science core I am
supposed to teach, and there does not seem to be anyone else who
knows either. I am also very confused about how we are supposed to
test the kids on core skills. All I do know is that there is an external
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assessment program in core Maths and English sometimes towards the
end of the year that I have to prepare the kids for (Personal comment
1990).

The teaching and assessment of the core curriculum is mandatory in Northern
Territory schools. Coming to terms with these requirements can be expected to
dominate the concerns of teachers new to the service in their first ten weeks.

The high importance attached to dealing with individual student differences can
be seen as directly attributable to the high proportion of students from a diverse
multi-cultural background and that many classrooms operate in an English as a
Second Language (ESL) environment. As one secondary inductee stated at
interview after ten weeks:
I still have not got used to having so many ESL students in my physics
classes. Reading the year 11 physics text book is hard going for any kid,
never mind someone who does not speak English at home. Having the
ESL support teacher come in twice a week is a 'God-send', and I could
not do without her but I often wonder what she thinks of my teaching
(Personal comment 1990).

In view of the previous discussion, it is interesting to note that principals report
that the problems of individual students and dealing with individual student
differences are the least most difficult problems facing beginning teachers (Table
7.4.). In their opinion, subject ttcontent" is the inductees greatest difficulty
although teachers in Aboriginal schools rate it as the least of their problems.
Why this is so cannot be answered from the evidence alone, but most likely
reflects the teachers' concern with surviving rather than teaching specific
information while principals are primarily concerned with learning outcomes.
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It is certainly the case that programming and assessing core curriculum are seen
as major challenges for urban inductees, who therefore rank problems with
content quite highly.

Table 7.4 Perceptions of the Difficulties of Inductees by Principals of
Schools with Greater than Four Staff, all Schools (n = 64) (a)
Rank
order
1
2
3
3
5
6
7

Problem
Content
Dealing with parents
Motivating students
Classroom discipline
Assessing students work
Problems of individual students
Dealing with individual differences

% of
respondents
36
28
27
27
23
19
114

(a) Rank order of problems of new teachers to the NT, based on the percentage of respondents
(principals) who reported the problems to be of extreme difficulty or high degree of difficulty for new
teachers. Those difficulties in italics are where the percentage of respondents who rated the problem
as extremely difficult or difficult is less than the number who rated it as not difficult or of no
difficulty at all

On the other hand, the principals' concern with "content" reflects their position
as head of the school, which gives them the overall responsibility for ensuring
that the teachers' programs cover all aspects of the mandatory core objectives and
recommended curriculum of the Department.

Further, the principals' concerns for curriculum may reflect a concern for
achievement in system wide assessment. To illustrate, the Department of
Education's system wide assessments include: assessing core curriculum
attainment in both primary and secondary schools, the primary assessment
program, year 10 Maths and English external examinations, year 11 English and
Maths moderation, and external examinations at year 12. Thus, rightly or
wrongly, the principals may believe that inductees should be more concerned
with content and student assessment.
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In reviewing these responses, it is clear that they do not fully support Veenman
or Carpenter et al's findings. This is not to dispute, however, that the inductees
are in a survival stage of development. On the contrary, it supports the belief
that teachers, in the first ten weeks, are mostly concerned with matters of
survival but that the specifics of that survival depend upon the contexts The
difference in reported difficulties is due to the nature of teaching in the Territory,
and the different problems that teachers face in order to survive.

This has direct implications for the planning of induction programs. Any
systematic induction program designed to assist all beginning teachers, should,
first and foremost, concentrate on assisting teachers to deal with individual
differences and problems. This should take the form of assistance with multicultural methodologies, particularly of teaching in an English as a Second
Language environment, and with the availability of student support services.

Induction designed specifically to assist urban teachers should include guidance
with assessment and subject content. In particular, primary teachers require
assistance with understanding and programming for core curriculum
requirements. Assistance should also be given with teaching strategies in multicultural education. Induction programs designed specifically to assist teachers new
to Aboriginal schools should emphasise multi-cultural awareness, teaching
Aboriginal students and working in an Aboriginal community.

COMPARISON OF THE COMMON PROFESSIONAL DIFFICULTIES OF
INDUCTEES AND THE PERCEPTIONS OF PRINCIPALS
In this section a comparison is made of the reported professional difficulties of
new teachers in urban and in Aboriginal schools and is, in turn, compared with
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the perceptions of principals. These comparisons identify a number of issues of
importance in the planning of specific induction programs.

Classroom Discipline
Figure 7.1, indicates that classroom discipline is not a major concern of teachers
new to Territory schools. The frequency of those teachers who reported that they
are not having difficulties with classroom discipline is high for all cohorts:
inductees in all schools (58%), those in urban schools (53%), and those in
Aboriginal schools (63%).

Principals however have a different perception of the degree of difficulty that new
teachers have with classroom discipline. Only 33% of the principals (all schools)
believe that the inductees do not have any problem with this aspect of teaching. As
stated by one principal:
It is often the case that young teachers do not know enough to know that
they have a problem with discipline. Unfortunately, it soon catches up
with them, when the poor control that they have exerted early in the
year makes it extra hard for them later on (personal comment from a
principal of an urban primary school 1990).

From these findings, it would appear that classroom discipline is of relatively
minor importance for central induction programs, although there is perhaps a clear
message that school based induction programs should be designed to include
assistance for new teachers in identifying their problems and realistically
evaluating their performance.
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Figure 7.1 Classroom Discipline
Comparing the degree of difficulty that classroom discipline has caused inductees in the cohorts,
urban schools, Aboriginal schools, all schools, and including the principals' perceptions.
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Classroom discipline
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5
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Motivation
While it would appear that new teachers to the Northern Territory do not have
difficulties with motivating their students (Table 7.1 and Figure 7.2), there are
significant differences between inductees in Aboriginal schools (approximately 26%
report that motivating students is difficult or extremely difficult), and inductees in
urban schools (only 10%). These differences relate to the added degree of difficulty
that cross cultural differences in Aboriginal schools make when trying to develop
strategies to motivate students. It may also be due to the added difficulty caused by
Aboriginal children's perception of the irrelevance of 'white' schools to their life
style. This is further reflected in the high levels of absenteeism in Aboriginal
schools (Department of Education NT, 1990a).

As with classroom discipline, the principals' perception of the degree of difficulty
that inductees have in motivating students is higher, at 26%, than is self reported
by the inductees. However even principals do not appear to be particularly
concerned with this aspect of inductees' teaching.

Induction programs designed specifically for Aboriginal schools should include an
emphasis on strategies for motivating Aboriginal students (cross cultural
strategies). Motivation strategies are not of primary concern to new teachers in
urban schools in this first ten weeks, although, and based on the theories of
development (Fuller and Bown 1975, Veenman 1984), it may be assumed that they
will assume greater significance once a sense of survival has been achieved.
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Figure 7.2 Motivating Students

Comparing the degree of difficulty that motivating students has caused inductees in the cohorts, urban
schools, Aboriginal schools, all schools, and principals' perceptions.
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Dealing with Individual Student Differences
New teachers in Aboriginal schools found dealing with individual student
differences to be a significant issue, with approximately 31% reporting difficulty
with this area of teaching (Figure 7.3). This contrasts with the self perception of
urban inductees who did not find this to be such a problem, with only 18%
expressing concern.

This indicates a major difference between teaching in Aboriginal and urban schools
and, as was discussed previously, relates to the difficulties that new teachers have
in adjusting to what to many of them is an 'alien' culture. Regardless of teaching
experience, new teachers to Aboriginal schools are often faced with culture shock.
Aboriginal students in rural schools are often different from what the teacher has
been prepared for, thus the high ranking of their self reported concern with
individual student differences.

Of the principals, only 14% perceived inductees to have any difficulty in dealing
with individual student differences. This is close to the self reported difficulties of
inductees in urban schools.

Based on these figures, induction programs should include a large component of
assistance with dealing with student's individual differences. Such assistance
should include sessions on multi-cultural awareness, assistance in teaching
students for whom English is a second language, and awareness of Aboriginal
students' needs. In particular, induction programs for teachers going to Aboriginal
schools should have, as their primary concern, studies in Aboriginal culture and
strategies for working successfully with Aboriginal children.
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Figure 7.3 Dealing with Individual Differences
Comparing the degree of difficulty that classroom discipline has caused inductees in the cohorts;
urban schools, Aboriginal schools, all schools and principals' perceptions.
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Relations with Parents
It can be safely stated from this data, that beginning teachers do not believe that
they have a problem in their relations with parents (Figure 7.4). With only 14% of
teachers in Aboriginal schools, 12% of teachers in urban schools and 13% of all
teachers reporting having any difficulty in this aspect of teaching. Principals'
perception is significantly different, however, with approximately 28 % reporting
that beginning teachers have difficulty.

The result from inductees in Aboriginal schools is quite surprising, for it was
expected that new teachers to Aboriginal schools would have difficulty in dealing
with Aboriginal parents. The small percentage reporting difficulties is perhaps due
to the value placed on education by the majority of Aboriginal community parents,
the involvement of the community in the school, and the use of Aboriginal
teacher aides who know the parents quite well. In some instances, new teachers to
communities are 'adopted' into an Aboriginal family, as was the case for Bernadette
(see Chapter 4). This adoption assists the teacher to form close ties to the parents of
their students. In many cases the school is also the 'hub' of the Aboriginal
community and as such the parents are often involved in the school.

The principals' perception that new teachers have a greater degree of difficulty than
they self report, can be in part due to the different expectations of the principals and
the new teachers. The inductee, concerned with personal and classroom survival,
may not rank parent liaison as importantly as principals do at this time of the year.
Thus what the inductee sees as satisfactory dealings with parents, may be
unsatisfactory to the principal.

From these findings, dealing with parents should not have a high priority in
induction programs, although the importance of using parents and community
members as a teaching resource in Aboriginal schools should be emphasised.
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Figure 7.4 Relations with Parents
Comparing the degree of difficulty that classroom discipline has caused inductees in the cohorts;
urban schools, Aboriginal schools, all schools, and principals' perceptions.
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Dealing with the Problems of Individual Students
Dealing with individual student problems does not seem to be a major problem for
inductees (Figure 7.5), with only 12% of inductees in all schools (16% of inductees
to Aboriginal schools and 8% of urban schools) ranking the difficulty of individual
student problems as being of importance to them. Even the principals' perception
does not contradict this rating, with only 18% reporting that it was a difficulty for
inductees. The slightly higher percentage of new teachers in Aboriginal schools
who expressed concern with individual student problems may be because the
students' problems are physically more noticeable. Such problems as poor
nutrition and ill health cannot be easily ignored.

This overall low rating by new teachers, may reflect the low concern that inductees
have at this stage for the individual problems of their students. Fuller's model of
development suggests that beginning teachers do not show concern for pupils'
social and emotional needs, their learning, and how they as teachers relate to
individual pupils until the very last stage of their development. Fuller suggests
that at this time, during their first ten weeks, they would be most concerned with
matters of survival (Veenman 1984, 64).

If this is the case then dealing with individual student problems may not be a
major feature of induction programs. New teachers should certainly be informed
at induction of the availability of student support services, such as specialists who
can help them with gifted children, behaviour modification, hearing impaired
students, and other learning disorders. For teachers going to Aboriginal schools,
the induction program should also include a special extended session with
Aboriginal health workers on the health disorders experienced by Aboriginal
children.
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Figure 7.5 Individual Student Problems
Comparing the degree of difficulty that dealing with individual student problems has caused
inductees in the cohorts; urban schools, Aboriginal schools, all schools and principals' perceptions.
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Assessing Students' Work
Assessing students' work (Figure TO is perceived to be difficult or of extremely
difficulty by approximately 23% of all teachers, which includes 21% of urban
inductees and 26% of inductees to Aboriginal schools. This is also supported by the
perception of principals of whom 24% believed that inductees have difficulties in
this area of their teaching.

In part, assessment can be seen to be a problem for new teachers because their
inexperience and insecurity makes looking for the appropriate assessment tools
one of their first priorities. As one principal commented in the survey:
Every new teacher arrives with a basic list of queries. Firstly, assessment,
what to use officially and what is useful, secondly curriculum and
textbooks, what resources should they be using. [A1281

In essence, student assessment is the key to the teachers' own self evaluation. If
they feel that their students are achieving the desired end points in the school's set
of assessment criteria, then they feel that they have fulfilled their role as a teacher.
This is made more difficult by the fact that new teachers are not able to set
themselves appropriate standards, often demanding too much or too little of their
students and themselves. It is therefore important that one of the immediate goals
of the school orientation program, in both Aboriginal and urban schools, be to
inform new teachers of the basis of assessment and types of assessment that are
used within the school and as directed by the Department.

Mentor schemes, or the buddy system of peer support, would play an important
role in assisting inductees with assessment, particularly in assuring new teachers
that their standards of assessment are appropriate.
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Figure 7.6 Assessing Students' Work

Comparing the degree of difficulty that assessing students' work has caused inductees in the cohorts;
urban schools, Aboriginal schools, all schools and principals' perceptions.
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Inductees' Content Knowledge
From Figure 7.7, it can be seen that principals strongly agreed that content
knowledge is a difficulty for beginning teachers (36%). This is at odds with the self
reported degree of difficulty of teachers in all schools (16%). In urban schools, 18%
of inductees report a difficulty with content and 14% in Aboriginal schools. This
difference in ranking can be partly explained in terms of the principal's role in
monitoring the academic standards of the teachers' programs, and partly due to the
fact that the main questions that new teachers ask of principals in this first ten
weeks relate to content, that is, what to cover in their programs and what
curriculum texts to use.

The teachers, although unsure of what needs to be covered in the specific
curriculum of the Northern Territory, do not believe that they have a problem
with the content itself. Rather, their difficulty lies with sorting out what content
has to be taught to which students and when. As noted previously, for teachers
new to the Territory the core objectives and recommended curriculum of the
Department of Education may provide the content and the answers to these
questions, but in the first ten weeks, and especially in the first few days, being
presented with the core curriculum documents can create confusion.

Induction programs should include sessions explaining the Department's core
curriculum requirements, and give the new teachers time before their students
arrive to assimilate this information. Ideally, new recruits should be sent the
appropriate core documents immediately upon their notification of recruitment, to
give them time to prepare programs and assemble resources before the start of
school. Mentors, or buddy system peers, could also have a major role to play in
assisting teachers with problems of content, and the associated problems of
selecting the appropriate resources.
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Figure 7.7 Content

Comparing the degree of difficulty that content has caused inductees in the cohorts; urban schools,
Aboriginal schools, all schools and principals' perceptions.
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In summary, classroom discipline would appear to be of relatively minor
importance for teachers in urban or Aboriginal schools, although induction
programs should include session that assist new teachers in identifying their
problems and realistically evaluating their performance.

Motivation of students is not of primary concern to new teachers in urban schools
at this stage of their induction. Induction programs designed specifically for
Aboriginal schools should, however, include an emphasis on strategies for
motivating Aboriginal students.

Dealing with individual student differences is a major concern for all inductees.
Induction programs should include a large component on assistance for new
teachers in dealing with students individual differences. Such assistance should
include sessions on multi-cultural awareness, assistance in teaching students for
whom English is a second language, and awareness of Aboriginal students needs.
In particular, induction programs for teachers going to Aboriginal schools should
have, as their primary concern, studies in Aboriginal culture, and strategies for
working successfully with Aboriginal children.

Dealing with parents should not have a high priority in induction programs,
although the importance of using parents and community members as a teaching
resource in Aboriginal schools should be emphasised.

Dealing with individual student problems is not a major concern for induction,
although it should be covered in detail in later inservices as the inductees advances
beyond immediate survival concerns. New teachers should, however, be informed
at induction of the availability of student support services, such as specialists who
can help them with gifted children, behaviour modification, hearing impaired
students, and other learning disorders. For teachers going to Aboriginal schools,
Chapter 7

A comparison of the professional difficulties of inductees
141

the induction program should include a special extended session with Aboriginal
health workers on the problems of Aboriginal children and, in particular strategies
for dealing with hearing impaired children.

Assessment is a major concern of new teachers. It is therefore important that one
of the immediate goals of the school orientation program, in both Aboriginal and
urban schools, is to inform new teachers of the basis of assessment and types of
assessment that are used within the school and as directed by the Department.
Mentor schemes, or the buddy system of peer support, should play an important
role in assisting inductees with assessment, particularly in assuring new teachers
that their standards of assessment are appropriate.

Content is a concern for new teachers. Induction programs should include sessions
explaining the Department's core curriculum requirements, and give the new
teachers time before their students arrive to assimilate this information. Ideally,
new recruits should be sent the appropriate core documents immediately upon
their notification of recruitment, to give them time to prepare programs and
assemble resources before the start of school. Mentors, or buddy system peers,
would also have a major role to play in assisting teachers with problems of content,
and the associated problems of selecting the appropriate resources.

Other Perceived Difficulties
As previously discussed, the seven most common difficulties that the inductees
were asked to report on were taken from the research findings of Veenman (1984)
and Carpenter et al (1982). To ensure that this did not inject a particular
predetermined bias, inductees and principals were asked to report on any other
difficulties that inductees might face in beginning to teach in the Territory.
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Specifically, inductees were asked to list any other concerns that they have in their
teaching, other than the seven common difficulties listed.

There were 32 responses to this question. These can be grouped into six common
themes (Figure 7.8):
Aboriginal and cross cultural education was a difficulty commented on by
26 % of the respondents. For example:
I have a lot of difficulty with Aboriginal education and teaching in a
cross cultural town [Bli
Racial problems viz racial dominance and assertiveness, is an
enormous problem in my school and community as a whole [B8811
Motivating Aboriginal kids is a major problem for me [B7911

Student attendance and community apathy was a difficulty reported by
16 % of respondents. For example:
How to teach children who come very irregularly [B32]
The lack of regular attendance is a major problem [B731
Children not turning up to school is very frustrating [B811

Programming difficulties and a lack of understanding of course content was
reported to be a problem by 16 % of respondents. For example:
Programming is a problem as this is my first year. [B26]
Subject content is a major concern. Would like a course designer from
Darwin to meet with our English staff to discuss objectives, units etc.
[B83]
The availability of resources, information on reading schemes etc. [B61

A small number, 13 %, reported problems with understanding the Northern
Territory Education system as a bureaucracy. For example:
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I have a great deal of difficulty in understanding the global NT
education system, and how it operates. Nothing is very clear to me yet.
[B35]
I am having problems with integration into the school system, I am not
getting information. [B89]

(5) School administration, form filling and other bureaucratic paper work
caused difficulties for 13 % of respondents. For example:
All the paper work that I cannot see the reason for, for example,
Movement Requisitions. [B55]
Administration duties have posed a problem however I am learning
more gradually. [B70]
Communicating with senior school staff is a major problem
in this school. [B45]

(6) A lack of teacher support was cited by 13 % of respondents to be a problem.
For example:
I lack support and positive reinforcement in my school. Am I doing the
right thing? I dontt know as it is my first year teaching in Australia.
{B40]
There is not much support for Adult Education. It is made too difficult
to start courses, no money for Part Time Instructors etc. [B76]

Figure 7.8 summarises the frequency of responses. It can be seen that the most
frequent comments were related to the difficulties pertaining to Aboriginal
culture or other cross cultural problems. Interestingly, most comments reflecting
a concern with Aboriginal culture were from inductees in urban schools, and only
five of the respondents in Aboriginal schools reported Aboriginal or cross cultural
difficulties.
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Figure 7. 8

Self reported problems of inductees other than the
seven most common difficulties. n=32
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NT Ed System
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25.8%
16.1%
16.1%
12.9%
12.9%
12.9%
3.2%

Most of the inductees in Aboriginal schools on the other hand, reported
difficulties related to surviving in their school and community. Such comments
as "operating the off road vehicle", and "poor attendance of students" are typical

These self reported problems in general support the observations of senior
Departmental Officers involved in Induction program planning meetings in 1990,
that all beginning teachers regardless of whether they are going to be teaching in
Aboriginal schools or urban schools, should have a major component addressing
cross-cultural issues in their induction program.

Principals were also asked to comment on any particular difficulties that they
believed inductees had in their first period of teaching, other then was specifically
mentioned in the list of common problems. Many principals from Aboriginal
schools commented on the difficulties of inductees had in adapting to the
Aboriginal culture in their teaching and to living in their new community, while
many urban principals commented on the perceived difficulties that beginning
teachers were having with programming.
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Other comments made by principals that were significant include:
Many new teachers have difficulty coming to grips with the stress and
strain of a real teaching load. [A105]
Some beginning teachers have great difficulty in settling into dealing with
adolescents from a teacher's perspective rather than as a fellow student.
[A24]
Teachers lack relevant support, particular beginning teachers. [A96]

SUMMARY
In this chapter, a description has been given of the difficulties that inductees to the
Northern Territory Teaching Service have in their teaching. The rank order of
common problems has been determined and a comparison made between the
common problems reported by teachers in urban and Aboriginal schools.
The principals' perception of the problems of inductees have also been compared
to the self reported difficulties of inductees in all schools. Further, this chapter has
presented insight into other difficulties of inductees that do not rank in the seven
most common problems.

Any systematic induction program designed to assist all inductees should, first
and foremost, concentrate on assisting teachers to deal with individual student's
differences, assessing students, and content. This would take the form of
assistance with cross cultural pedagogies, and student support services. Many
teachers report difficulties resulting from a lack of understanding of Aboriginal
culture and working with Aboriginal students. Thus, cross cultural inservice
should be included for all teachers not just those going to Aboriginal schools.

For the induction of teachers going to Aboriginal schools, matters pertaining to a
teacher's survival rate very highly. Orientation programs should contain practical
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assistance with day-to-day teaching, particularly emphasising understanding and
relating to the problems of individual Aboriginal students, motivating Aboriginal
students, and skills in classroom control.

The principals' perception of the professional difficulties of inductees is often at
variance with the self reported difficulties of teachers. This can be partly explained
in terms of the different perspectives of principals and teachers, but is
nevertheless a problem that needs to be addressed in terms of the management of
schools. Principals need to be cognizant of their new teachers needs, in order to be
able to provide the most effective assistance in school based orientation programs.

New teachers do not rate their difficulties with teaching very highly at all,
particular inductees to Aboriginal schools. In part this may be due to the high
percentage of experienced teachers (not neophytes) that make up the inductees
recruited to the Northern Territory. However, it is normal to expect that in such a
questionnaire as this, inductees would be hesitant to self report a high level of
difficulties. It is also true that many teachers at this point in their teaching
(within the first ten weeks) have not as yet evaluated their teaching or determined
their problems, and so are still unsure of what their difficulties may be. Positive
induction programs would assist the inductees with self assessment of self their
teaching and to evaluate their difficulties both honestly and critically.

RECOMMENDATIONS

•

It must be recognised that the needs of all inductees are unique.
Induction programs should be tailored to provide the assistance that
each cohort of beginning teachers requires, and this may vary from year
to year. [In 1990 the new recruits were comprised of a majority of
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experienced teachers and not neophytes, thus as a group their induction
requirements are different from what can be predicted from such studies
as Veenman (1984) or Carpenter et a! (1982 ).]
•

Induction programs designed to assist inductees' teaching methodology
in all schools should emphasise assisting them to deal with individual
student differences, the assessment of students, and the selection of
appropriate curriculum content. Further, as all teachers in the Territory
will at some time be involved in teaching Aboriginal students,
Aboriginal learning styles, appropriate pedagogy, and cross cultural
approaches to education should also be included.

•

Induction programs for those teachers in Aboriginal schools should, in
addition to those issues in 7.2, emphasise dealing with individual
student differences and Aboriginal education matters. Inductees to
Aboriginal schools should have a separate induction program

•

As it is clear that teachers in their first ten weeks in Northern Territory
schools are most concerned with matters pertaining to ?survival? any
assistance or support should be aimed at overcoming this concern.
Inservice relating to improving the teacher's impact on students, for
example content knowledge, alternative methodologies, and the like,
should be left until their 'survival phase' of development is over.

Chapter 7

A comparison of the professional difficulties of inductees
148

CHAPTER 8
THE PERSONAL DIFFICULTIES OF
TEACHERS MOVING TO THE TERRITORY

This chapter, which focuses on the personal difficulties encountered by teachers
new to the Northern Territory, complements the discussion in chapter 7. The
purpose of this chapter is to identify those personal issues which the planners of
induction activities should address, particularly in the first few weeks when the
effects of transition to a new environment are most pronounced.

This transition can be particularly difficult for teachers appointed to schools in a
remote Aboriginal community but can be equally so for those appointed to schools
in the centres of Darwin or Alice Springs. While both cities have many of the
features of urban centres elsewhere, they are small (chapter 2) and isolated from
one another and from any other large centre. Teachers recruited to the Territory
would also, in general, find themselves in environments that would seem harsh
and unfamiliar.

Crowther's (1988) identification of the problems faced by all teachers who have to
adjust to living and teaching in remote areas has provided a framework for this
chapter. In particular, his work helped to shape question 10 in the new teachers'
questionnaire (Appendix 1), responses to which, summarised in Table 8.1(a) (c),
-

have laid the bases for the following discussion.
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THE RANK ORDER OF THE PERSONAL DIFFICULTIES
REPORTED BY INDUCTEES
The following Tables 8.1 (a) (c), present the rank order of self reported problems
-

of new teachers to the Northern Territory, based on the percentage of respondents
who reported the problems to be of extreme difficulty or difficult. Those
difficulties in italics are where the percentage of respondents who rated the
problem as extremely difficult or difficult is less than the number who rated it as
not difficult or of no difficulty at all.

Table 8.1 (a)
Rank

Inductees in All Schools

Problem of inductees in all schools n=100

% of
respondents

1
2
3

High cost of living
Lack of fresh fruit and vegetables
Miss friends

43
42
36

4
5
6
7
8
9
10

Lack of family support
Distance and feeling isolated
Lack of leisure activities
Climate
Poor housing standards
Difficulty in making friends here
Relatively poor standard of living

order

Table 8.1 (b)

29

27
23
21
20
14
12

Inductees in Aboriginal Schools

Rank
order

Problems of inductees in Aboriginal schools n=49

% of
respondents

1
1
3

High cost of living
Miss friends
Lack of fresh fruit and vegetables

4
5
6
7
8
9
10

Lack of family support
Distance and feeling isolated
Poor housing standard
Climate
Lack of leisure activities
Difficulty in making friends here
Relatively poor standard of living

37
37
34
22
22
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16
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Table 8.1(c)
Rank

Inductees in Urban Schools

Problem of inductees urban schools n=51

order
I
2
3
4
5
6
7
8
9
10

% of

respondents
Lack of fresh fruit and vegetables
High cost of living
Miss friends
Lack of family support
Distance and feeling isolated
Lack of leisure activities
Climate
Poor housing standards
Difficulty in making friends here
relatively poor standard of living

51
49
37
35
33
31
24
22
18
16

The two difficulties ranked highest by inductees would be reported high on the list
of difficulties of all Territorians. The high cost of living and the lack of fresh fruit
and vegetables are common complaints. Thus it is not unexpected that new
recruits would find these items difficult as well. The impact of these problems is
revealed in the following comments of one inductee who, at interview, stated:
My wife has had a lot of difficulty in finding a good place to buy fruit
and vegetables. We are used to eating quite a lot of greens, but find that
since we have been up here the quality and availability are not only bad
enough but the price that you have to pay is nearly four times what we
are used to in South Australia. This has a big impact on the hip pocket,
because we are really only getting paid about the same amount, but the
cost of living is so much higher. Rents here are nearly double what they
are in Adelaide. We were renting a three bedroom house in Adelaide
for $120 per week. Up here the best we can find so far is for $220 per
week. That is a big difference in terms of what is left from the weekly
pay-packet.
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This is not a unique comment. Many inductees have remarked on the high cost
of rental accommodation in Darwin and Alice Springs. This does not apply to
teachers in Aboriginal schools, however, for accommodation is supplied to them
at a fixed rental. Finding suitable accommodation at a reasonable rate is made
more difficult by the impact of the large intake of teachers at the beginning of the
year on the small housing rental markets in both Darwin and Alice Springs. New
recruits arrive in late January and usually have about ten days in which to find
accommodation before schools starts. If recruits have difficulty, the Department
will pay a housing subsidy for the first three weeks. This house hunting coincides
with the house hunting of many others because the period just after Christmas is
the peak arrival time for people moving to the Territory to begin work in many
fields and professions.

The availability of fresh fruit and vegetables is also made more of an issue at this
time, because the survey was conducted after the recruits' first ten weeks in the
Territory. This coincides with the January /February/ March period, which is the
height of the Northern Territory 'wet' season. During this time, because of the
monsoonal rains, the supply of fruit and vegetables is limited in comparison to
the supply during the 'dry' season, and costs are much higher. This is particularly
so for those teachers recruited to Darwin, although not so noticeable for those
recruited to Alice Springs. Inevitably, however, recruits would find the price and
availability of fruit and vegetables is limited and more costly in comparison to
most other states, because most of the produce sold in the Territory is not grown
here but is transported in from farms and markets interstate.

It is difficult to see how the induction program can make the problems of high
costs, and the lack of fresh fruit and vegetables, any easier for new recruits to the
Territory. These things can only be addressed by salary loadings and
accommodation subsidies. However, there is an important issue that should be
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addressed by the recruitment staff, and that is that prospective new recruits must
be clearly informed of the high costs of living to ensure that they are at least
expecting the difficulty, and are not taken totally unprepared. As one principal
stated after handing in his questionnaire:
New recruits must be made very clear of what to expect, before coming
to the Territory. Most of them [inductees] do not have a clue about
living conditions or the costs. Recently one teacher with a husband and
three young kids arrived with their clothes, and about $50 to their name.
I had to lend them money just to survive the first week. Unprepared
teachers are the first to leave, which is a big waste of the Department's
money and my time. (Personal comment, principal of an urban school
1990)

A part of the induction process must therefore be to send early information to
recruits about the cost of living and their expected expenses upon arrival.
Reducing the shock of unexpected living conditions is most important. For
inductees to Aboriginal schools, it has been suggested that videos of the
community, school and accommodation would be an excellent way of making
their expectations realistic. But it would be unrealistic to think that this would
solve all the problems for as Crowther notes
Even when provided with high quality media presentations, long
personal interviews and the opportunity for subsequent telephone
interviews, the possibility of misunderstanding was strong. This
appeared particularly to have been the case when recruits were trained
in urban or metropolitan institutions where little focus was given in
their courses to factors in rural and remote teaching and living
(Crowther 1988, 21).
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This Department's current practice of paying new recruits a three hundred dollar
cash advance on their first pay should continue, for it partly alleviates the
immediate difficulties of recruits (such as rental bond money, changing licences
and car registration, etc).

The low frequency of inductees reporting the availability or standard of housing to
be a problem is an unexpected result. It was expected from anecdotal evidence
collected before this study, that housing would be the most serious difficulty that
inductees, particularly those to Aboriginal schools, would encounter in settling
into the Northern Territory. Crowther's 1988 paper presents housing as one of
the most important personal problems of teachers to remote schools. As he notes:
Many teachers report that regardless of what personal and professional
supports are provided when first they arrive to take up an appointment, if
their housing goes wrong or if the quality of accommodation is below
expectation, their 'whole world just crumbles' (Crowther 1988, 23).
It is therefore heartening to find that the majority of 1990 inductees did not
consider that housing standards was a difficulty at all.

Similarly the low frequency of inductees reporting climate as a difficulty is also
unexpected. Given that many of the inductees at the central orientation programs
complain about the heat (and humidity in Darwin) it was expected that many
would find the change in climate very difficult in both urban and Aboriginal
communities.

In regard to the difficulty of missing friends, this must be seen to be a very real
problem by the Department, that does lead to many teachers, particularly in
isolated Aboriginal schools, resigning to return to their home systems. Airfare
entitlements to allow inductees to return home regularly on holidays may
provide some relief. Inductees comments highlight these concerns:

Chapter 8 Personal Problems of Inductees

154

Lack of incentives to live in Bush, high cost of holidays, no opportunities
to find partners for singles this should be compensated, Hep B cost should
be refunded, lack of travel days. [B14]
High expense of getting home on holidays. [B97], and
The high cost of living makes saving to visit family very difficult. [B82]
Salary and airfares are outside the province of induction programs. What central
induction programs can provide, however, is the opportunity and assistance for
the new recruits to build support networks amongst the inductees who will be
living in similar communities. School based induction can assist inductees to
build support networks amongst existing teachers and members of the wider
community.

Teachers in small isolated schools can be greatly assisted by the provision of
subsidised communication systems, such as phones, by frequent visits by advisory
staff, and by allowing and funding frequent inter-school visits of new staff. In this
regard it is interesting to make comparisons with private enterprise. Many large
private companies recognise the impact of these factors on their recruits and
transferees to the Territory and offer incentives to overcome them. For example
the Shell Oil Company, in recognition of the difficulties their employees face in
settling into the Northern Territory and in particular the relatively high cost of
living, provides the following list of incentives:
•
•
•
•
•
•

•

10% pa of pensionable salary as a tropical allowance
$1,800 pa as a high cost of living allowance
$590 as a tropical outfit allowance
5% pa of pensionable salary as a home leave allowance
Economy class airfares Darwin to Adelaide annually for family
Re-establishment allowance
one months salary
reimbursement of actual expenditure incurred as a direct result of
relocation up to a total of $2,040.00
Company allocated furnished housing, with an employee contribution
of $56.25 [this represents in real terms $300.00 a week subsidy for
employers to find own furnished accommodation].
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•

Company car for unlimited personal use (including petrol and
servicing)
(Shell Company 1990)

Obviously such generous conditions could not be applied to all teachers.

A COMPARISON OF INDUCTEES IN ABORIGINAL AND URBAN SCHOOLS
A comparison of the urban and Aboriginal teachers' frequency of reported
difficulties shows that the main difference, is in the ranking of the top three
difficulties that they identify.

That 'missing friends' is ranked at number two by the new recruits in Aboriginal
schools can be partly explained by the isolation of Aboriginal schools, and the
loneliness that new teachers to these communities face, particularly in their
settling in period. For teachers in urban communities, there are many
recreational pursuits, including night life and places where they have the
opportunity to meet and make new friends who can provide support for new
recruits and so reduce the likelihood of missing old friends.

That a higher frequency of urban teachers rank the lack of fruit and vegetables as
difficult can be partly explained by the greater expectation that they have of
obtaining such consumable items. For teachers who have chosen to go to isolated
Aboriginal communities, there would hopefully not be the expectation that they
will be able to get the goods and services that they were able to in their home
states. This is perhaps in part explained by the responses to Q.14 a and Q 14 b of the
beginning teachers survey. This question asked inductees if the Northern
Territory was as they expected it to be. The majority of teachers to Aboriginal
schools were 'pleasantly surprised' meaning that they had expected and were
prepared for much worse conditions than they found. For example:
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Better accommodation than I expected {B49]
Not as remote as I had thought, not as bad as I had thought it would be
[1146] ,and

E. is much more comfy than I had expected, I thought it would be one
huge dust bowl/never-ending heat/lonely & inaccessible. It is NOT
[B84].

For new teachers to urban centres, however, the difference in the availability of
goods and services may be unexpected. Many recruits to Darwin or Alice Springs
may not be expecting there to be too great a difference from their own home cities.
They do expect the Territory to provide career opportunities and a challenge
professionally, but the cost of living may not have been considered. This can add
to environmental transition shock, and adds weight to the argument that new
recruits should be well informed about the changes to expect in coming to the
Territory.

Another difference that arises from the comparison of the urban and Aboriginal
schools, is the unexpected overall lower frequency of responses to each of the ten
common difficulties from inductees in Aboriginal schools. For example, the
highest ranking difficulty for Aboriginal schools concerned only 37% of
respondents, where the highest ranking difficulty for urban schools was reported
by 51% of respondents.

From this result, it can be surmised that new teachers to Aboriginal schools are
less concerned with such personal problems than their counterparts going to
urban centres. Perhaps this is a reflection of the immediate and more pressing
problem of the adjustment to living in a cross cultural situation, and to the needs
of survival that this entails with such factors as Aboriginal health (and
subsequently their own personal hygiene), and gaining acceptance into the
community.
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Some examples of the concerns expressed by new teachers in Aboriginal schools
are given to show the range of problems that they are concerned with.
Direction in education, as an individual what does future hold at this
Aboriginal school, the state of Aboriginal education. [B83]
Differing opinions and solutions to Aboriginal education. Lack of
communication in administration of school. [B86]
Professional isolation, lack of Department support and I have had an
enormous increase in workload by moving to this school. [B12]
No support at school because of the number of teachers [small]. [B56]
Sometimes I would really love a glass of wine or beer [lives in a 'dry'
Aboriginal settlement where alcohol is banned]. [B40]
Can't swim in the sea [Due to marine jelly fish, coastal waters cannot be
swum in from September to May]. [B70]
Things take so long to be processed and for action to happen eg: hair cuts,
dentist, return of papers etc. [B84]
Relaxed dress standards and poor punctuality. [B21
Crime, violent & non-violent and problems with drunkenness. [B7]

The lower frequency of responses, may also be due to the fact that in their first ten
weeks, the new recruits to Aboriginal schools may still be enthusiastic and
undaunted by the newness and challenge that their completely different life style
involves. A third reason could well be due to the 'better than expected' nature of
the communities, as previously discussed.

IMPORTANCE OF SPOUSE CONTENTMENT FOR
NEW TEACHERS TO THE TERRITORY
Crowther's study (1988) was a major resource in determining the ten major
problems discussed to this point. What emerged in the conduct of this research,
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however, was the importance of the high cost of living, and of particular concern
because it was mentioned many times by teachers and principals, was the effect
that the unhappiness of a teacher's spouse can have on his or her professional
workload, and even on the length of stay in the Northern Territory. Specifically,
many long term Territory residents commented on the problems arising when the
teacher is content with teaching and living in the Territory, but the spouse and/or
dependants may be very unhappy about living here. As a result, the teacher's
performance suffers professionally and eventually he or she leaves to return to
live closer to home states. The contentment or otherwise of the teacher's spouse
was such a common theme in anecdotal research into the difficulties of teachers
that it has been treated separately for specific analysis.

Table 8.2 The Contentment of New Teacher's Spouse
Inductees' spouse
content living in the
Northern Territory.
Yes
No

Percentage of beginning
teachers n=64
71%
29%

As is represented in Table 8.2, the percentage of inductees whose partners or
dependants are unhappy living in the Northern Territory (husbands, wifes, defacto, or children) is 29%. Of the 100 respondents 64 have a spouse or dependants.
So this means 18 inductees stated that their spouse or dependants were unhappy
here in the Northern Territory. Of these, 16 gave reasons for their
discontentment. The most common cause cited the lack of employment
opportunities or poor employment prospects (six responses). The second most
common cause related to difficulties with the adjustment children face through
missing their friends and peers, or through illness (five responses). These reasons
are summarised in Figure 8.1. Other responses included:
Sexually accosted by a drunk in the main Street. [B7]
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Difficult having to put up with cliques that have formed in community,
that is, new-old residents [non-Aboriginal]. [B60]

Figure 8.1 Reasons for Spouse Discontentment

I UNEMPLOYMENT 37.5%
El CHILDREN
31.3%
31.3%
I OTI-ER

The low percentage of respondents who reported that their spouses were. unhappy
living in the Northern Territory was pleasing but unexpected. Anecdotal
evidence from teachers and education advisors presents the view that many
teachers' dependants are not happy living in the Northern Territory, particularly
those living in remote Aboriginal communities. The low response to this survey,
may be in part due to the excitement and 'challenge' of being recent arrivals in the
Territory, and thus may change over time.

Nevertheless, the low frequency of beginning teachers who have self-reported
difficulties in settling in due to their spouse or dependants being discontent is very
heartening, for it can be interpreted to mean that this is at least one problem that
most beginning teachers do not have to worry about in their orientation. More
than this, a supportive spouse is a major asset for new teachers trying to establish
themselves in the Territory and in teaching. A supportive spouse can mean that
the inductee is not as concerned with some of the other problems of getting started
in the Territory such as missing friends and isolation. Having someone to share
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experiences also can act as a safety value, enabling the new teacher to reduce stress
and tension resulting from the stress of transition of a fresh start in a new system.
Of those whose spouses are discontent, the most frequent source of unhappiness is
the lack of suitable spouse employment. This relates particularly to the lack of
suitable employment in small communities. Unfortunately, this does create a
problem that should be addressed, for beginning teachers with spouses are
certainly preferred to single recruits in isolated small communities to overcome
isolation, for support, for security, and other related personal reasons.

Assistance can be provided to inductee's spouses through orientation programs.
Such programs should include assistance in finding employment, joining clubs,
and sporting organisation, finding schools for children, and the formation of
support groups.

SUMMARY

The most commonly reported personal difficulties encountered by teachers in
settling into the Northern Territory are the high cost of living, the high cost and
lack of fresh fruit and vegetables, and missing friends that they have left behind.
These are the only problems where the number of respondents that reported them
as a difficulty is greater than the number who reported it as not being a difficulty at
all.

The fact that inductees find the high cost and availability of fruit and vegetable to
be a difficulty in settling into the Territory is in itself not unexpected. Indeed
many long term residents also find these factors to be difficult, and it is a major
factor in the poor retention of teachers in the Northern Territory (Hill 1985).
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A key issue in reducing the impact of this difficulty is in ensuring that new
recruits to the Territory are aware of the cost of living and have an accurate
expectation of living conditions, both in remote and urban areas.

Another factor thought to be responsible for the poor retention rate of teachers in
the Northern Territory is the unhappiness of their spouses and or dependants.
From these results it can be reported that inductees in general, do not have a
problem with this, although it must be stressed that they have only been settled in
their new situations for a short time.

In comparing the self reported problems of the new teachers in Aboriginal schools
and urban schools, there is very little difference. Other than a re-ordering of the
top three common difficulties, perhaps the only major difference, is that the
overall frequency of inductees in Aboriginal schools that have reported having
difficulties, is less than for urban schools. Interestingly, this is also the case for
professional problems reported in Chapter 7 and may require closer investigation
than provided in this study.

The frequency of inductees who found the 'high cost of living', 'the lack of fresh
fruit and vegetables', and 'missing friends' to be difficult or extremely difficult is,
overall, greater than the number of inductees who encountered difficulties with
'individual differences, assessing students', and 'motivating students' (Table 7.1).
This may indicate that personal problems are of more importance than
professional problems at this point in the inductee's career. It may also mean that
inductees are more eager to discuss their personal rather than professional
problems. But if we take the former position, then the change resulting from
moving to and settling into living in the Northern Territory is of greater concern
than starting teaching, the 'environmental shock' being more profound than the
'transition shock' of coping with the classroom.
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RECOMMENDATIONS

•

Recruits should be given complete and realistic information about the
cost of living and availability of consumable items.

Inductees require orientation programs on the lifestyle in the
communities in which they are going to be living. This should include
tours of the community, information on shopping and ordering
requirements, clubs, sports and support organisations.

Orientation programs should be organised to assist the spouse and/or
dependants of inductees to settle in the Northern Territory, including
assistance with finding employment, settling into schools, joining clubs
or organisations, and the formation of support groups.

•

Teachers in small isolated schools can be greatly assisted by the
provision of subsidised communication systems such as phones, by
frequent visits by advisory staff, and by allowing and funding frequent
inter-school visits of new staff.

•

Assistance should be given to teachers in urban schools with finding
accommodation.

Chapter 8 Personal Problems of Inductees

163

CHAPTER 9
SCHOOL BASED INDUCTION

In this chapter a description is given of the effectiveness of school based induction
in Northern Territory schools. School based induction takes many forms. It can
include formal programs designed by school administration in which new
teachers have structured time set aside on a regular basis for inservice. It can also
include informal induction such as the support given to inductees by their peers,
and by senior staff in an ad hoc manner.

As noted in chapter 1, it is very difficult to evaluate informal induction processes.
As Tisher points out, the effectiveness of informal support given to teachers is
very difficult to document and it is even more difficult to guarantee that a
majority of teachers will receive informal support when needed or sought (Tisher
1987, 36). This study will therefore concentrate on the formal induction processes
of school based orientation practice, including structured school based programs,
mentor or buddy schemes, and probation. These make up the four sections of this
chapter.

The first section deals with how extensive formal school based orientation
programs are throughout Territory schools, and how useful these structured
programs are in the opinion of the inductees and principals. The 1990 inductees
were asked to report if their schools had provided any formal structured programs,
and, if so, how useful these programs were to their settling in. Those inductees
who reported not having any formal orientation programs in their school were
asked if they would like to be involved is such programs. Principals were also
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asked to report if their schools ran formal structured orientation programs, and if
they believed such programs to be of any value to inductees.

The second section deals with how widespread the use of mentor schemes is
throughout Territory schools. Mentor schemes or 'buddy systems' are highly
regarded in the literature for the assistance that they give inductees in their
development (Hale and Starratt 1989). Formal mentor schemes involve the
school providing the structure and support that allows experienced teachers such
as Master Teachers (Advanced Skills teachers) to act as mentors or role models for
inductees. In some instances this may involve the school formally establishing
one-to-one links between inductees and appropriate peers. Informal mentoring
also occurs in schools. This is where inductees develop a supportive relationship
with other teachers in their own right.

The third section deals with probation panels. As discussed in Chapter 2, all
inductees in the Territory have to undergo a period of twelve months probation.
This is a period of formal peer assessment in which a panel is formed that serves
the dual purpose of support and assessment of the new teachers eligibility to
become a member of the teaching service. It has been argued in the literature that
probation schemes, or other systems in which the person providing assistance to
inductees is also assessing the inductees worth, are not the most useful way of
providing school based induction. McCahon and Carpenter (1987, 28), for
example, draw attention in their study to the considerable problems which can
arise when the person/s who are responsible for induction in the school are also
those responsible for assessing inductees. In this section, the confusion between
probation and school based assistance is defined, and the value that inductees
place on their probation panels in providing them with assistance is presented.

The fourth section contains a summary and conclusion.
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SCHOOL BASED ORIENTATION PROGRAMS
School based induction programs are not widespread in Territory schools. The
evidence for this conclusion has been drawn from the frequency of inductees who
report that their schools provide them with formal programs of induction, and
the frequency of principals who say that their schools offer inductees this form of
assistance. The effectiveness of school based induction is also shown by the length
of time that inductees report that they spend on structured induction programs in
their schools.
Table 9.1

Inductees' Reported Frequency of School Based
Induction Programs
Does your school offer a Percentage of inductees
n=100
formal school based
induction program?
20%
Yes
80%
No

As shown in Table 9.1 only 20% of the inductees surveyed reported that their
schools had a formal school based induction program. This is not to suggest that
80% of schools do not offer any inductees assistance at all. It only states that, in the
opinion of the inductees themselves, no formal induction program has been
offered to them in their schools.

Of the 20% of teachers who said that they were involved in a formal induction
program, 78% stated that it was for an hour a week or less (Table 9.2). No
respondents indicated that their school based induction was longer then three
hours per week. The majority of inductees (67%) said that it was of less then 30
minutes per week. Effectively, this means that of the 100 beginning teachers who
responded to this questionnaire, only six (6) reported that their school provided
more than 30 minutes a week in structured teacher orientation programs. Again,
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this does mean that there were no schools with school based orientation
assistance, but in the clear majority of schools the inductees were not aware of any
structured programs.

Table 9.2

The Length of Time Inductees Spend in Structured School
Based Induction Programs

Minutes per week spent in organised
induction sessions
less than 30 mins
30-60 mins
60-l2Omins
120-180mins
greater than 180 mins

Percentage of inductees n=20
67%
11%
16%
6%
0

This is not because inductees did not want to be involved in school based
programs. Of the 80 who stated that their schools did not offer a formal program
of school based induction, 55 made a comment about the desirability of such
assistance (Table 9.3). Of these, 66% indicated that they would like to be involved
in such a program. This points to a high unmet demand for school based
induction.

Table 9.3 Inductees Currently Not Involved in a School Based
Induction Program, Who Would Like to be
Would you like to be
involved in a school
based induction
program?
YES
NO

Percentage of inductees
n=55
66%
34%

To provide further evidence on how many schools offer their inductees school
based programs, principals were asked to report on whether their school offered
structured orientation programs for new teachers (Table 9.4).
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Table 9.4

Principals Reporting on the Provision of Formal School
Based Induction Programs
Formal school based
induction program
Yes
No

Percentage of principals
n=64
47%
53%

Of the 64 principals who responded to this survey, 30 reported that they had a
formal school based orientation program in their schools and 34 reported that they
did not. Thus over 50% of principals report that their schools do not provide
structured school based support for inductees. This is a high figure when
considering the Department of Education's commitment to induction, but it
contradicts the low self reported frequency of the inductees who are involved in
formal school based orientation programs (20%)

This apparent contradiction can be explained in part by a belief among some
principals that probationary panels are the main element of formal school based
induction. It may also point to a situation where schools may be providing school
based programs without inductees being consciously aware of them.

However, there is also a contradiction between the number of principals who
report that their schools are offering school based induction programs and the
frequency of principals who have rated the concept of school based induction as
valuable or extremely valuable (Table 9.5). Of the principals approximately three
quarters (74%) rated school based induction as extremely valuable, and a further
23% rated it as valuable. Only 3% of principals rated it as NOT valuable.

One inference that can be drawn from this difference between the value that
principals place on school based induction and the low frequency of their
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Table 9.5.

Principals' Rating of the Value of School Based Induction
Programs
Formal school based
induction program
Extremely Valuable
Valuable
Of some value
Of little value
Not valuable at all

Percentage of principals
n=64
74%
23%
0
0
3%

provision is that schools must find it very difficult to organise and run such
programs. As both principals and inductees want school based induction
programs, the problem may lie in the practical application of providing the
inservice. As Schlechty and Whitford (1989, 443) describe of such problems, they
are related to the fact that inductees should be able to participate in experiences
specifically intended to assist their induction into teaching in this system. Such
participation, however, requires both time and money.

The problem is typified by the following example. A principal of a large secondary
school wanted to offer a structured induction program consisting of regular
weekly meetings of new staff. These regular meetings were to involve,
alternatively, 45 minutes of presentations by experienced staff and advisors in one
week, followed the next week by 45 minute sessions in which new teachers could
have their programs reviewed by peers under the buddy system of peer support.
Unfortunately this proposal was not implemented, and the school does not offer
any structured program of induction, other than a half day presentation at the start
of the year by the Assistant Principal of staffing, and what is offered under
probation.

There are two main reasons why the program was not implemented. Firstly,
problems of time-tabling and programming inhibited its introduction. It proved
all but impossible to timetable all new teachers and their mentor Master Teachers
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onto lines in the program that would allow them to share common 45 minute
time slots away from the classroom. The only realistic time that they could hold
meetings was before or after school. Even lunch times proved to be inadequate
due to other commitments on the teachers time.

Which brings us to the second major problem, that of support for the program by
experienced teachers. In principle, the teachers were supportive of the program,
but they were hesitant to spend their preparation time or after school hours in the
program without any compensation. It can be argued that the senior staff and
Master Teachers get extra pay to fulfil the role of providing assistance to beginning
teachers, but extra pay does not provide extra time in schools. The only way that
the extra time can be found is to restructure the school, and school time-table to
allow it to occur, and in this case such major restructuring of the timetable was
considered to be impractical.

This difficulty in arranging time for inductees to meet is especially applicable to
primary schools in the Territory. Teachers in these schools do not get preparation
time unless relieved by administration staff. It is therefore very difficult for all
inductees and their mentors to be relieved at the same time to undertake
induction activities (unless the number of inductees is very small). Thus as in the
above example, induction meetings would have to be arranged before or after
school hours, and this requires an extra time commitment on behalf of both the
inductees and experienced teachers.

MENTOR SCHEMES
If as the evidence suggests, structured school based induction programs are not
common in Territory schools, the situation regarding the use of mentor schemes
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in Territory schools, and the value placed on such schemes by inductees and
principals, is somewhat improved. Nevertheless, only 44% of the 96 inductees
who responded to this aspect of the survey, reported that they had been assigned a
'mentor' for one to one support (Table 9.6). It would appear from these results that
the majority of new teachers have not been assigned, a mentor or buddy to assist in
their induction.

Table 9.6

The Extent of Peer Support Systems
One-one teacher
support
Yes
No

Percentage of inductees
n=96
44%
56%

Of those teachers who had been assigned a 'mentor', 98% responded that they had
been helpful. Of those who had not been assigned a mentor, 65% said that they
would like this sort of assistance. This again demonstrates an unmet need for
increased school based induction assistance.

The 56% of negative responses is much lower than the 80% of inductees who said
that their schools had not organised any structured induction program. But the
higher positive response may be explained by the possibility that many of those
who have reported having been assigned a mentor, may be referring to their
official probation panel members. It is apparent that there is confusion in the
minds of many inductees between the role of mentors and the probation panel.

The higher positive response may also be explained by suggesting that a school
may assign a mentor to inductees without providing any other formal structure or
systematic program of activities to assist the new recruit's professional
development. In many schools, the assigned experienced teacher could be the
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teacher's Senior or Assistant Principal, who would also have responsibility for
many other new teachers, and is not in the true sense a 'peer' mentor.

In small schools (with up to ten staff), as has been pointed out in many of the
comments from inductees and school principals, there is no need for a formal
assigning of mentors. Because the school is small means that theoretically, all
inductees have access to the assistance of all of the school's staff members.

Recruits going to one teacher schools, however, obviously do not have the
opportunity to be assisted by their peers. For them, involvement in a mentor
program becomes very important, for it would be the only way that they can seek
peer support as well as other forms of induction assistance. Mentor programs for
teachers in this situation would be expensive, for it would involve the cost of
travel for the teachers. But the value that teachers in one teacher schools would
gain from regular visits by peer teachers from another school should far out-weigh
the cost. In 1990, of the 100 beginning teachers surveyed, only two had been sent to
one teacher schools.

Thirty eight (38) respondents provided written comments on their perceptions of
the mentor schemes. Sixty percent of these can be classified as positive comments
in that they indicate that the inductee is happy with the situation regardless of
having someone specifically assigned to assist them, or not. For example:
Although there has been no one specifically assigned to assist me, we all have
an Aboriginal support teacher assigned to us who has been very helpful. [B5]
I have felt encouraged and supported by all staff. [B54}
No assigned mentor, but having a very helpful senior has helped a lot. [B96]
I am a professional, have intelligence, CAN ask, take initiatives etc. [B80]
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Forty percent of the comments are negative in that they reflect a dissatisfaction
with the assistance given to the inductee in settling in, or a disagreement with the
concept of individual assigned assistance. The following are representative:
I had to cop it all by myself. [B68]
I think that all new recruits would benefit by having an experienced person
for a few days to help in getting started. [B73]
It took a good week to find out where everything was kept. [B73]

This 60% frequency of positive comments indicates that not all of the inductees
feel greatly disadvantaged by not having been formally assigned a mentor or
'buddy'. In most schools where there is no formal scheme, informal peer
support is reported to be of great benefit to the inductee. Support from senior
teachers is also reported to be of significance in taking the place of mentor
schemes.

As a cross reference to the figures on the frequency of inductees who reported
being involved in mentor scheme, principals of schools were asked if their schools
offered this type of assistance to their new recruits (Table 9.7).

Table 9.7

Principals Reporting on the Provision of Mentoring
Schemes
Mentoring scheme for
inductees
Yes
No

Percentage of principals
n64
41%
59%

The majority of principals, 59%, reported that their schools did not offer mentor or
buddy schemes to help their inductees. The principals' response of 59%, supports
the response of 56% of the inductees who reported that they did not have anyone
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specifically assigned to help them to settle in. Taken together, it is clear from these
figures that mentor schemes, where new teachers are assigned experienced peers
in a supporting role, are not common in Territory schools. This is a cause for
concern because mentoring or the 'buddy' system of support for beginning
teachers is considered by a number of researchers, to be the most effective form of
assistance and support that schools can provide (chapter 2). The value of the use
of peer teachers to provide new teachers with induction assistance in all aspects of
settling into the school and the community, is well documented. Yet in Territory
schools its use is not widespread.

PROBATION

As noted in Chapter 2, probation is compulsory for all inductees. It is based on
peer assessment, and, from the guidelines (Department of Education 1990 c), its
aims are to provide both support and the assessment of the worth of the beginning
teacher. In this section the effectiveness of the probation system in providing
induction assistance is questioned.

The Frequency of Probation Panel Meetings
The frequency of panel meetings is one indicator of the effectiveness of probation.
It is recommended by the Chief Moderator of the probation system that, for panels
to be effective, they should meet at least three times in the first term. All new
teachers have compulsory probationary panel meetings (unless they are rejoining
the service with less then a two year absence). The majority of teachers (72%),
however, report that they only had one or two meetings in the first ten weeks of
their teaching (Table 9.8).
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Table 9. 8 Frequency of Probation Panel Meetings in Term 1
Numbers of meetings of the
probation panel in term 1
1
2
3
4
5
weekly

Percentage of beginning
teachers n= 100
38%
34%
13%
8%
0
7%

Given that probation is to assess, and where required, give assistance and support
to beginning teachers, it would seem that during the most important and difficult
time for inductees, which is the first ten weeks of the year, that this would be
when the probation panels would be the most active. Considering that the first
meeting is to establish the panel, and for the beginning teacher to meet with the
panel, and the second meeting is to sign the Form B report (the first report due at
this time), this in fact means that very few inductees have formal probation
meetings for purposes of support or assessment.
Caution is necessary however. The low percentage of reported panel meetings
may not give a true picture of the function of the panel, for the panel may be very
active without holding formal panel meetings. Individual peers or the panel may
be involved in assisting inductees, and informal meetings may occur in which the
progress of the inductee is discussed and assistance is planned.

Of the 100 respondents, only one new teacher was exempt from probation as that
person was re-joining the Northern Territory Teaching Service after an absence of
less than two years. Of the remaining inductees, 89 gave written comments to this
question, of which 25 can be grouped as negative and 64 as positive responses.
The negative responses are defined as those comments which are grounded in one
of the following two typical responses:
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Comments that indicated that the inductees believed that the Probation Panel
was only for reasons of assessment and not assistance or induction. For
example:
The role of the panel is to assess your desirability as a teacher for the
Northern Territory Teaching Service. [B431
The panel does not seem to have any role except to fill out a progress
report as necessary. I have not seen any of the paper work but know it has
arrived. I have chosen a peer. [B3]
The role of the panel is to see if I am suitable for the job. [B35]
Only assessment. [B94]
God only knows what the panel is supposed to do. [B1611
The panel is supposed to provide support. Instead my panel visited me
less than a week after a major community upset which involved the
school they were unimpressed & clearly did not understand the
significance of the problem. [ff12]
-

The role of the panel is to monitor my program and report on me, to offer
support, advice which has happened but in a very casual way. I want help
with my program and day-book, but this has not been given. [B99]
Have not had a meeting yet, to judge whether I am a suitable teacher for
the Northern Territory and worthy of permanence. [B83]
Comments that expressed a personal view, indicating conflict with the aims
of probation. For example:
Very little role. I have been teaching for eight years and have gone
through three Probation panels due to changes in address. I am a
professional and will get on with the job to my best of ability, panel or no.
[B80]
Probation for experienced teachers is professionally insulting. I see the idea
of probation is to mould everyone in a similar way is once again
professionally insulting. [B55]
The positive responses on the other hand, are those that indicated:

Chapter 9 School based induction programs

176

That the inductee understood the probation system to be as laid down by the
Northern Territory Teaching Service Act, as one which provides induction,
support and counselling, and to ensure that new members of the Service are
competent to carry out the duties at the level to which they were recruited.
For example:
A guidance group who offers assistance with any problems. [B2]
To guide /advise/ support new teachers and to make sure the children's
welfare is looked after by new teachers. [B13]
To subtly keep an eye on teachers. Foresee any problems and suggest
strategies to overcome them, support teacher through difficulties.
Reaffirm positive work of teachers, help with academic problems teachers
encounter. [B42]
Expressed a personal satisfaction with the probation system. For example:
I am an experienced teacher and I know the panel is there if I require
assistance. [B51]

With 72 % of the responding inductees making positive comments about their
probation panel, it would seem that most inductees have found their panels to be
useful and supportive. However, the difficulty with this result is in knowing
how many of these comments are a true reflection of what the inductees believe
and how many comments are merely statements of what the inductees have been
told or have read about the role of the probation panel. Given the low frequency
of reported meetings, panels must have provided a lot of support in informal
ways.

That this may be the case is pointed to in the rating that inductees give to the
value of their probation panels (Table 9.9). Of the inductees who responded to
this questionnaire, 38% reported that their probation panel had been helpful or
extremely helpful, 34% reported that it had not been helpful, and 20% were
undecided.
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Table 9. 9

Inductees Self Reported Ratings of the Value of their
Probation Panels

How helpful is your probation panel
Extremely helpful
Helpful
Undecided
Helps sometimes
Of no help at all
Nil response

Percentage of Inductees n=100
20%
18%
20%
8%
26%
8%

The frequency of positive responses, in which inductees have rated their
probation panels to be of value or extremely valuable, is only marginally higher
than the frequency of responses of those inductees who state that their panels
have been of no value to them. The proportion of positive responses (38%) is
much lower than the 73% of inductees who made positive comments about the
role of the probation panel. The contradiction between the figures supports the
view that many of the positive comments made about the role of the panels was
merely a case of inductees repeating what they had been told or had read about the
panels, and was not based on experience.

This must be understood in regard to the number of probation panel meetings
that have been held. With 72% reporting two or less meetings, it is no wonder
that many inductees would be unsure as to the role that their panel would finally
take, and would perhaps be hesitant to put a negative view but would instead be
more inclined to define the role of their probation panel as they had been told that
it would function. This is particularly true, as the first meeting of the panel is
merely to inform the inductee of the panel membership and its function.

It should be noted that, although formal panel meetings may be low in frequency
and of uncertain value, informal panel assistance may occur regularly by peers, but
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this may not have been interpreted to be probation panel assistance, rather as
assistance from a friend or colleague.

Principals on the Frequency of Probation Panels
In order to further clarify the effectiveness of probation panels in the induction of
new recruits, principals were asked to report on their perception of how often the
probation panels should meet in their schools (Table 9.10). This has been
compared to the frequency of meetings as reported by the inductees themselves
(Table 9.11).

Table 9.10 Principals Self Reported Frequency of Probation Panels
Probation panels should Percentage of principals
n=64
meet in term 1
8%
I (once)
19%
2
30%
3
6%
4
11%
5
2%
10 weekly
24%
Nil response

The most common response from principals, was that the probation panel should
meet at least three times in the first term (30%). Of those principals who gave a nil
response, many commented on the importance of not having a fixed number of
meetings. Rather, that the probation panel should only meet as the need arises
and that this would vary depending upon the individual beginning teacher.

The probation regulations leave the number of formal probation panel meetings,
to the discretion of the school, although, as noted above, the Chief Moderator of
the probation panels stated at the central induction program that inductees
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should expect at least three formal meetings in the first term (ten weeks). The
regulations only insist that regular meeting must be held, and that the form B is to
be completed through these meetings by the end of ten weeks. Considering that
both neophyte and experienced beginning teachers are on probation, the number
of meetings can be be expected to vary.

This frequency of meetings, as is shown in Table 9.10, can be compared to the self
reported frequency of meetings of beginning teachers as in Table 9.11 below. This
comparison demonstrates that there is a discrepancy between the principals
expectations of practice and the actual frequency of probation panel meetings as
reported by the inductees themselves. There are fewer meetings reported by
inductees than principals suggest their schools should provide.

Table 9.11 A Comparison of Reported Meetings of the
Probation Panel
Numbers of meetings of the Percentage of principals
n=64
probation panel in term 1
1
8%
19%
2
30%
3
6%
4
11%
5
2%
weekly
24%
Nil responses
i

Percentage of inductees
n= 100
38%
34%
13%
8%
0
7%
0

Principals' Comments on the Role of Probation
Of the 64 principals who responded to the survey, 59 recorded comments that
reflect that the principal equated probation with induction. These are comments
that reflect that the probation panel is there, first and foremost, to provide the
assistance and support that the inductees needs to settle into the school. For
example:

Chapter 9 School based induction programs

180

First, to counsel in writing if necessary, second, to ensure that induction
requirements are met, and third, to observe teacher conduct. [ff105]
First to provide a formal network to assist teachers new to the service,
support/counselling and induction, secondly to monitor competency of
prospective NUS membership. [B61]
To counsel, assist, encourage and advise. An extremely effective form of
settling in a new staff member. [BI10]
Assist inductees to be assimilated into their role in their new school with
an understanding of the NT system and its clients. [B611
Support facilitation of needs ensuring material comforts and needs
(airconditioning etc). Teacher development, articulation of goals and
standards. [B125]
-

Only five of the principals recorded comments that demonstrate that they perceive
probation to be separate from induction assistance, that it is first and foremost a
system of peer assessment and monitoring of the beginning teachers performance.
•For example:
Probation panel is separate to induction. It is responsible for peer support
and works with the Assistant Principal. [B118]
Assessment rather than support. [B47]
To pass their probation. [B64]
Vital and must be done properly. Only time we can really control the
quality of our teachers. [B89]
Thus there would appear to be a confusion between formal peer induction support
and probation panels in the minds of many principals. This confusion can be
partly explained in terms of the traditional emphasis given to probation as a
period of professional training, and the fact that according to the Probation
Handbook (1990), a defined aim of probation panels is to provide support for
inductees. However, the fact remains that very few inductees can openly admit
having problems that they need assistance with to a panel of experienced teachers,
if the prime responsibility of that panel is to assess their performance and
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ultimately to either approve their permanent appointment to the service, or their
dismissal. As noted in Chapter 2 on probation, McCahon and Carpenter (1987, 28)
draw attention in their study to the considerable problems which can develop
when the persons responsible for induction in the school are also those directly
responsible for assessing the beginning teachers.

The confusion of probation and induction in the minds of principals can lead to
them believing that their schools are meeting their requirements to assist
inductees by just providing the mandatory probation panels. Thus they fail to
provide any other formal school support for the inductees.

SUMMARY

With 80% of beginning teachers reporting that they did not have any formal
induction programs and 53% of principals reporting that their schools do not offer
any such programs, the inevitable conclusion from this data is that the majority of
schools in the Northern Territory do not have any formal induction assistance for
inductees. This data is similar to the findings of Davis in Queensland, of which he
expresses the sentiment:

In view of the recommendations of the Bassett Report and the report of
the Board of Teacher Education the fact that no induction programs
were conducted in the schools of half the beginning teachers surveyed,
was difficult to understand (Davis 1988, 2).

The discrepancy between the 80% reported by beginning teachers and the lesser
53% reported by principals can be explained in regard to those principals who view
the mandatory probation panel of all inductees as providing a formal orientation
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program within their schools. This, unfortunately, combines the formal
assessment of the beginning teacher with support and assistance, and this is not
advisable.

Probation does, however, provide a mechanism for teachers to evaluate their
progress, and it can provide support through the peer system. With only 28% of
inductees reporting more than two probation meetings in the first term, however,
it is clear that the probation system is itself not operating as effectively in schools
as perhaps it should be. Given that all beginning teachers must have at least two
meetings during first term, one to form the panel and another to sign the progress
form B, it would seem that most panels have not deemed it necessary to give
inductees the formal opportunity to seek assistance or express concerns about their
performance.

This is, however, not to underestimate the importance of informal meetings. On
the contrary, as has been pointed out in many of the comments received from
principals, the informal meetings, particularly in small schools, are most
important. In small schools the teachers get to know each others teaching and
have many opportunities to interact both in and out of school without formal
meetings. On the other hand, if the probationer has any conflict with the other
staff members in a small school, it is only through the formal probation panel
meetings that this can be satisfactorily dealt with.

In primary schools where the teachers do not share open teaching spaces, the
opportunity for informal meetings is limited. In these situations, scheduled
meetings where the teachers are provided relief are essential if the inductee is to
be given the opportunity to seek assistance.
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Of the principals who responded, 97% stated that formal school based induction
programs are valuable or extremely valuable. Yet, this same cohort also report a
very low percentage of formal programs in their schools. We may perhaps infer
from this that although the principals value induction programs, they find it very
hard to implement them in their schools. This may in turn suggest that support
should be given to principals in organising school based induction. From
anecdotal evidence collected by the researcher in his capacity as Staff Development
Officer, such support would best take the form of:
•

assistance in the organising and planning of school based orientation
programs; and
a review of the structure of schools' and the Department's allocation of
resources to schools, with the express purpose of enabling principals to
provide such programs for inductees (for example; the provision of
more flexible timetable regulations, and the provision of relief teachers).

RECOMMENDATIONS

Principals and schools as a whole should be encouraged to provide
formal school based orientation programs for inductees as a matter of
urgency.

The Probation Handbook should be redrafted to make a clear distinction
between probation and beginning teacher induction. The revised
handbook should state clearly that probation panels are essentially for
the purposes of assessment and should not therefore take the place of
other support programs in the school. This handbook should be widely
distributed and inserviced.
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Probation panels should be encouraged to provide more than two
meetings in term 1 for all beginning teachers.

All large schools with inductees should be encouraged to establish
formal mentor or 'buddy' systems of peer support. In particular,
teachers with Master Teacher status should be encouraged to adopt this
role.
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CHAPTER 10
THE ASSISTANCE GIVEN TO INDUCTEES
IN NORTHERN TERRITORY SCHOOLS

Previous chapters have discussed the extent of formal school based induction and
the difficulties, both professional and personal, faced by inductees. In this chapter,
two further aspects of induction are explored, the assistance that is given to
inductees in schools, and the principals' perception of the assistance that should be
given.
The assistance given to inductees includes an examination of:
•

the existence of peer support networks for counselling inductees,

•

the extent of inter-school visits by new teachers,

•

whether inductees to the school were sent information prior to their
arrival,

•

whether inductees are assisted with extra non-contact time for planning
and preparation, and

•

whether new teachers get to teach in their preferred field of expertise
and preference (subject matter, class level, etc).

An examination of the principals' perceptions includes consideration of
whether the inductees need assistance with:
•

teaching methodologies like programming,

•

personal standards, for example dress, language, spelling etc,

•

content knowledge,

•

social needs, for example peer support, housing, club introductions, etc.

•

personal needs, and

•

teaching in cross cultural situations.
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ASSISTANCE GIVEN TO INDUcTEES

Peer Support for Counselling Inductees
An important aspect of school based teacher induction, is the counselling that
inductees are able get from their peers. Principals were asked if their schools
provided peer support systems for counselling their inductees (Table 10.1). From
these results, it can be reported that the majority of principals have established
peer support systems in their schools. These can take many different forms. It can
include the formal probation panel of all new teachers, and/or mentor or buddy
schemes of peer assistance.

Table 10.1 The Frequency of Principals that Report Peer Support
Systems in their Schools
Peer support networks
for inductees
Yes
No

Percentage of principals
n=64
73%
27%

When this result is taken into consideration with the 59% of principals who
reported that they had not established one-to-one support systems for inductees,
and the 54% of the inductees who reported that they had not been given this sort
of support, it appears that principals must be referring here to the formal peer
probation panel, or other forms of peer assistance and counselling, rather than to
mentoring or buddy schemes.

Inductee Visits to Other Schools
An important factor in inductee professional development, is that they be given
the opportunity to observe other teachers and other schools. Principals were asked
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if the inductees in their schools were encouraged and given this opportunity
(Table 10.2.).

Table 10.2 The frequency of inductees that are encouraged to visit
other schools
New teachers
encouraged to visit
other schools
Yes
No

Percentage of principals
n=64
73%
27%

It would appear that the majority of principals encourage their inductees to visit
other schools. Although, as reported in many of the comments, this is often very
hard to arrange as there is little funding for relief teachers to allow teachers to visit
other schools during school time. Unfortunately the new teachers who need to be
able to visit other schools the most, that is those from small schools where the
inductees cannot observe other teachers at work, have the greatest difficulty in
organising visits. The small schools are isolated with great distances between
them and their nearest neighbouring school.

Information Sent to Inductees Prior to their Arrival
When new recruits are offered employment with the Northern Territory
Teaching Service, they are offered a position at a school. They are not given any
other information about the school, however, other than a brief synopsis that
includes address, size and other demographics about the school's community.
Thus such important information as the school's timetable, philosophy, and the
teacher's class load is left for the school to communicate to the new teacher. It is
important that inductees are able to. find out this sort of information as soon as
possible, and preferably before they arrive at their new school. To determine the
extent to which information has being sent to inductees prior to their arrival,
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principals were asked if their schools were in contact with future inductees (Table
10.3).

Table 10.3 Frequency of Principals who Report that their School had
Sent Information to Inductees Prior to their Arrival
Information sent to
inductee
Yes
No

Percentage of principals
n=64
36%
64%

The majority of principals were not able to send the new teachers information
prior to their arrival at the school. This is mostly due to the lack of prior notice of
who their new staff will be. As the majority of teachers who are recruited to fill
vacancies over Christmas come from other states, most of the schools will not
know who they will be getting until the school holidays, by which time the
schools are closed and the principals are on leave. Thus, for the majority of
inductees, the first time they get to know about their school is only a few days
before they are due to start.

This problem is further compounded by the fact that the school administration
staff is on long vacation over the Christmas period, and, therefore, when the
recruitment office is able to fill vacancies, there is usually no one in the school
who they can inform. Some principals contact the recruitment office on a regular
basis to find out the names of new staff, but many do not.

The lack of information being sent to inductees prior to their arrival is
unfortunate, as research suggests (Veenman 1984, Bolam 1987) that prior
knowledge of their schools, including visits, are very important for beginning
teachers' induction. In particular, prior visits and receiving written material about
the school will partly overcome false expectations built up during the teacher's
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'fantasy' stage of development (Ryan 1979). This in turn will ensure that the
transition shock of the reality of the situation will not be as great.

A number of principals from small schools have commented on the importance
of being able to send new recruits appropriate information as to what to expect and
what to bring with them. This is particularly important for teachers who will be
going to live in isolated Aboriginal schools, because they need to bring with them
on the plane many items that they may not consider themselves, such as food for
the first weeks, bedding, utensils, video entertainment and the like.

Were Inductees Able to be Shown Through
the School Before the First Day?
If new teachers to a school are not able to visit their new schools before the first
day, then they only have one student free day in which to prepare their first
lessons and program. In this one day they will also have the problems of school
orientation such as finding staff rooms, class rooms, and toilets. Thus it is highly
desirable that new teachers are able to be shown through their new school before it
starts. To find out how common this form of assistance is, principals were asked if
their schools were able to show new teachers through prior to the first day (Table
10.4).

Table 10.4 The frequency of Schools that Held Visits by Inductees
Before the First Day
Inductees shown
through the school
Yes
No

Percentage of principals
n=64
72%
28%

The majority of principals reported that they were able to show their inductees
through the school before the first day, although, as many of the comments
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expressed, this was hard to organise and usually only took place one or two days
before the start of school. Principals report that the biggest difficulty in organising
such a tour is in contacting the inductees before they turn up. Most often they do
not know the new teacher's name, or, if they do, they do not know when they will
be arriving in the Northern Territory. As most recruits are from interstate, it is
also difficult to get addresses or phone contacts for the recruits that are still viable
over the Christmas period, as they are often in transit by the time of notification.

Non contact Time Relief for Inductees
-

As noted in chapter 3, much of the literature about induction recommends
strongly that inductees be given assistance in the form of non-contact time or
reduced loads (Speedy Report 1989, Griffin and Hukill 1983, Davis 1988). Common
sense suggests that neophytes, who are having difficulty with programming and
lesson planning, would benefit enormously from relief time from classes during
which they can seek assistance, sit quietly and plan, or just relax to overcome the
stress of teaching. To determine the extent of this sort of assistance in Territory
schools, principals were asked if their school were able to provide non-contact
time or other relief for inductees (Table 10.5).

Table 10. 5 The Frequency of Schools that Provide Inductees with
Non-contact Time for Planning and Preparation
Inductees have noncontact time
Yes
No

Percentage of principals
n=64
41%
59%

The arguments for non-contact time release are overwhelming. As stated in the
Speedy report:
It is known that under pressure of full time teaching many new teachers
lose confidence and resort to approaches which are neither in the best
Chapter 10

What assistance is, or should be given to inductees

191

interest of students nor in the best interest of the teacher's own
professional development. A reduced teaching load lowers stress and
allows new teachers time to adapt to their new role. The financial
constraints which impose full loads on new teachers may, in fact, in both
the short and long term be counter productive (Speedy 1989, 124)

In the Northern Territory the majority of schools report that they cannot provide
time release or reduced loads for inductees because of financial restrictions.
Particularly, many primary school principals have expressed the belief that they
are not in the position to allow inductees such relief.

Various comments from principals reflect a wide diversity in attitudes to reduced
loads. Some are obviously opposed to such assistance to inductees:
Same pay, same work. [A48]
Non contact time is NOT necessary. [A441
Where possible in the first few weeks, but we believe as a staff that it
should not go on too long. [A381
Others find that they cannot allow it to happen due to their understanding of the
limitations placed on their schools:
If possible, but the inflexible staffing formulae makes this difficult. Many
new teachers do not want this form of support. [A116]
NOT ever possible with reduced staffing in high schools NO librarian, NO
counsellor, NO resource teacher. [A6]

However other principals are very supportive and try to make it happen in their
schools, for example:
Very difficult in small schools but they do have smaller classes. [A28]
One afternoon per week release time, and smaller classes. [A56]
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Smaller classes or classes that require less discipline. [A10]
This should be policy in all schools for the Department. [A20]
It would appear that greater emphasis should be given by the Department to
reduced loads for inductees. Principals in schools, however, do have a great deal
of difficulty in rationalising their resources in such a way that it can happen,
particularly in small schools and primary schools.

New Teachers get to Teach in their Preferred Areas of Expertise
Beginning teaching in any system is made harder for inductees if they are not
given classes that match their preferred teaching expertise. At times, as anecdotal
evidence suggests, the mismatch can be acute, for example, the situation of
physical education and health teachers who are given science classes to teach in
secondary schools, and the early childhood specialist who is given a senior
primary class. Often, the preference for classes is given to those teachers who have
been in a school the longest. Some schools, however, provide special assistance to
new teachers by ensuring that they teach in their preferred areas. To find out the
extent of this assistance, principals were asked if their schools allowed new
teachers to teach in their preferred areas (Table 10.6).

Table 10. 6 Frequency of Schools that Allow Inductees to Teach in their
Preferred Teaching Areas (subject matter, class level etc)
Inductees teach in their
preferred areas
Yes
No

Percentage of principals
n=64
63%
38%

Principals report that the majority of teachers do get to teach in their preferred area
(subject or class level). This, however, is not supported by the inductees own
response to this question, in which over 66% of beginning teachers report
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difficulties in getting to teach in their preferred areas. Similarly, this contention is
not supported by the comments written down by principals, the majority of which
suggest that inductees do not get their choice. For example:
Beginning teachers have a lower priority on preference basis than do
ongoing teachers. [A106]
NOT in the bush man! [A20]
No control over this. The Department just sends someone to fill a
vacancy. [AI10I
If they have special expertise and the staff agree to switch classes. [A10I

The major problems preventing new teachers from getting the classes of their
choice are, firstly, that the classes are usually allocated at the end of the previous
year so that the existing staff can plan and organise themselves, and secondly, that
the majority of new staff come through the year and not at the start.

PRINCIPAL'S PERCEPTION OF THE ASSISTANCE THAT INDUCTEES NEED

As discussed at the start of this chapter, in order to improve induction practice in
the Northern Territory, it is not only important to obtain an understanding of the
extent of the assistance that is offered to new teachers, but it is also important to
understand what assistance principals think that inductees need.

Assistance with Teaching Methodology like Programming
A frequently heard comment about new teachers is that they do not know how to
write a program. To understand if inductees need assistance with their teaching
methodology, principals were asked if they thought that new teachers to their
schools needed this sort of assistance (Table 10.7).
Chapter 10

What assistance is, or should be given to inductees

194

Table 10.7 Assistance with Teaching Methodologies like
Programming

Assistance with
methodology
strongly agree
agree
undecided
disagree
strongly disagree

Frequency of responses
n=64
42%
28%
27%
3%
0

Of the principals, 70% agree or strongly agree that inductees need assistance with
teaching methodology such as programming. This is not supported by the
inductees self reported difficulties. As previously discussed (Chapter 6), this may
be due to the fact that within the first ten weeks the inductees may be overly
concerned with survival, problems of classroom discipline and management as
Veenman (1984), Tisher (1987), and Ryan(1979) report, and, as this survey has
indicated, problems in dealing with individual differences and individual
problems.

Concerns over programming, in the main, only arise as inductees enter the
development stage when they rise above concern for survival and start to be
concerned with their impact as teachers. Although, as Shulman (1989 ) reports
from her findings, some inductees do show immediate concern with
programming from the first day of their teaching.

Programming does, however, create major points of stress during the inductee's
first ten weeks. It is often the case that principals or other school administration
will ask the new teacher to produce, within weeks of taking up an appointment,
their programs for review and evaluation. This can create stress in inductees,
especially if at the time they are most concerned with just making it through the
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day, and then leaving school wondering if their belongings have arrived from
interstate yet. In particular, for interstate recruits to the Territory, within their first
week at the school, they are required to become familiar with the Department's
core curriculum requirements and incorporate aspects of this curricula into their
programs. This makes program writing a major concern for inductees.

Inductees' Personal Standards
Another theme of anecdotal comments often heard about inductees, is that new
teachers lack personal standards. Stories about new teachers whose dress,
language and conduct are unacceptable are common to all schools. To find out if
this is really a concern that should be addressed in induction, principals were
asked if they felt that it was a problem in their schools (Table 10.8).

Table 10.8 Assistance with Personal Standards
Assistance with personal
standards
strongly agree
agree
undecided
disagree
strongly disagree

Frequency of responses
n=64
3%
17%
36%
25%
19%

The majority of principals do not agree that inductees need this sort of support
and indicate that, in general, they are satisfied with the standards of new teachers.
However there were some dissenting opinions:
The standard of new recruits to bush schools is dreadful: inappropriate
recruitment and poor counselling ensure most leave promptly. Teachers
are taught inappropriate methodologies (ie town school oriented). [A501
We seem to be recruiting from a shallow and poorly trained pool We tend
to select from what other services have passed over. [A125I
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The standard of recruits is sometimes worrying, teacher training
institutions are no longer insisting on academic excellence. [A105]

Of particular concern in regard to new teachers' standards is that of the standards
of inductees in Aboriginal schools. This issue was highlighted in the Minister of
Education's report (Harris 1990), in which he notes that poor standards amongst
teachers in Aboriginal schools is considered by Aboriginals to be unacceptable:
They [Aboriginal communities] believe a barefoot teacher, unwashed, with
crumpled clothing is a poor role model for young students. In fact some of
the few teachers concerned were said to be taking this approach in the
mistaken belief that by addressing the students in this way, they were
communicating with Aborigines on a more relevant level. Such an
approach is obviously illfounded. Worse, it would indicate to students and
their community that the service they receive from their teachers is
reflected in his or her demeanour and behaviour and is therefore of a
lower standard.
Yet it would seem from this research, that few principals in Aboriginal schools are
concerned with teachers standards.

Assistance with Content Knowledge
Principals were asked if they believed that the new teachers to their schools
needed assistance with content knowledge. In other words, were the new teachers
sufficiently educated; with an adequate knowledge base from which to teach. This
question is more pertinent to secondary schools and primary schools in urban
settings, for, as described previously, many new teachers in Aboriginal schools are
often more concerned with problems of cross cultural survival than content in
their first ten weeks of teaching. Principals were asked if they believed content to
be a concern for new teachers (Table 10.9).
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With 36% of principals indicating that inductees need support with content
knowledge, more agree than disagree that inductees have problems in this area.
This may be due to the nature of the Department's requirement of core
curriculum. New teachers from interstate may be seen to be lacking in content
knowledge, simply because they are unfamiliar with the specific content of the
core objectives and recommended curriculum that has been written by the
Department. Further, inductees may appear to be lacking in content knowledge
because their lessons and programs lack the examples and embellishments that
accomplished teachers use to make their lessons interesting. This may, however,
only reflect the nature of the the new teacher's stage of development (Katz 1972),
in which he or she is more concerned with survival than researching to expand
themes and make their lessons more effective

Table 10.9 Assistance with Content Knowledge
Assistance with content
strongly agree
agree
undecided
disagree
strongly disagree

Frequency of responses
n=64
17%
19%
48%
11 %
5%

At 42%, the greatest number of principals have said that they are undecided. This
is in part due to the independence of teachers in their own classrooms, and the
short time period in which principals have had to observe the new teachers.

Assistance with Social Needs such as, Finding Housing,
Making Friends, etc
As described in Chapter 1, inductees to the Northern Territory are, in the main,
recruited from other systems. Thus, the concerns of new teachers are often
personal as well as professional. In most case teachers are only in the community
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in which they are to teach for a matter of one or two weeks before school starts.
The Department's central induction program brings new interstate recruits to the
Territory ten days before the start of school, and this allows them only five days if
they are travelling to communities outside Darwin or Alice Springs. Thus in their
first ten weeks of teaching it is common for teachers to still be looking for
accommodation, waiting for their possessions to arrive from interstate, and be
trying to settle into a new life style and niche. Principals were asked if they
thought that inductees needed assistance from their school with these sorts of
problems (Table 10.10).

Table 10.10

Assistance with Social Needs

Assistance with social needs
strongly agree
agree
undecided
disagree
strongly disagree

Frequency of responses
n=64
19%
31%
33%
16%
1%

As 50% of principals strongly agree and agree, as opposed to 17% who disagree or
strongly disagree, it can be said that in general, principals believe that inductees
need support in their social lives outside school.

In their first ten weeks of teaching, inductees are not only concerned with
establishing themselves as teachers, but also with establishing their 'home' life.
This includes such activities as finding suitable accommodation, organising
transport, waiting for the arrival of their belongings, and joining clubs and sports
teams. If schools can assist inductees in these matters, it must assist their
professional stability at the same time.
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Assistance with Personal Needs Such as Counselling
The professional transition shock of beginning teaching (Veenman 1984), change
in lifestyle, and the added stress that interstate recruits undergo leaving their
friends and families to move to the Territory often mean that new teachers need
personal counselling support. As discussed previously, missing friends is one of
the major difficulties that new teachers face in beginning teaching in the Territory.
By leaving friends and family behind many teachers also leave behind their
counselling support. Principals were asked if in their opinion, inductees needed
assistance with this difficulty (Table 10.11).

Table 10.11

Assistance with Personal Needs
Assistance with personal
needs
strongly agree
agree
undecided
disagree
strongly disagree

Frequency of responses
28%
45%
24%
2%
I%

At 73%, principals strongly agree that inductees need personal support such as
counselling. However, when considering this statistic along with the low
percentage of schools that have formal school based support programs, and the
low percentage of principals who report that their school provides one-to-one
support, it must be that most schools rely upon the mandatory probation panels to
provide this sort of assistance to inductees or on informal, unstructured support.
As well as the principal, many large schools also have school student counsellors
who may also adopt the role of counselling teachers. The larger schools may also
have Assistant Principals responsible for staffing who may provide a counselling
role.
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The Principal and Assistant Principals in large schools may have staff welfare as a
part of their portfolio, but they are still a part of the schools management and may
therefore be seen to be threatening, particularly to new unsure teachers in need of
counselling. The Department of Education does not have a staff welfare officer to
provide independent counselling for its teachers. The Department provides
student services support counsellors, but unfortunately in keeping with the
common misconception that schools do not have the responsibility for teacher
education (see Schlechty & Whitford 1989), the majority of schools do not offer
formal teacher counselling support, nor does the Department have a identified
Staff Welfare Officer for teacher counselling.

Assistance with Cross Cultural Teaching
As discussed in chapter 2, one of the factors that makes teaching in the Northern
Territory unique is the high component of Aboriginal and other cultural groups
that makes cross cultural teaching pedagogy important for all teachers. Principals
were asked if they believed that teachers in their schools needed assistance with
this concern (Table 10.12).

Table 10.12 Assistance with Teaching in Cross Cultural Situations
Assistance with cross
culture teaching
strongly agree
agree
undecided
disagree
strongly disagree

Frequency of responses
41 %
25%
30%
1%
3%

The majority of principals (67%) agree that inductees need support in cross
cultural teaching situations. This reflects the fact that the majority of Northern
Territory schools, regardless of whether they are in urban situations or are rural
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schools, have a high percentage of cross cultural students. This includes
Aboriginal students and students of other cultural backgrounds.

This figure is supported by the self reported difficulties of inductees who ranked
dealing with individual student differences as being the greatest problem that they
face. As discussed previously (Chapter 7), individual differences are strongly
related to the cross cultural background of students.

SUMMARY

This chapter has produced an overall picture of the support that principals believe
that schools in the Northern Territory give to inductees, and the type of assistance
that principals believe that individual inductees need. The results are
summarised in Table 10.13 and Table 10.14.

Summary of Assistance Given to Inductees

Table 10.13

Category

Chapter 10

(a)

(b)

(c)

(d)

(e)

YES

73%

73%

64%

72%

41%

[
NO

27%

1 27% 1 36%

1 28%

1 59%

(a)

Peer support networks
Visits to other schools
Information on the school sent prior to inductees
arrival.
Inductees shown through the school prior to the
first day.
Extra release time/ reduced load for inductees.
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From the figures in Table 10.13 it would seem that, from the principals'
perspective, the main area of assistance that school could improve is in providing
inductees with extra release time or a reduced teaching load.

From Table 10.14 it can be seen that principals strongly support that inductees need
individual assistanëe with, teaching methodology (programming), social needs,
personal needs and teaching in cross cultural situations. Principals are, however,
not concerned with the personal standards of their teachers, or their content
knowledge.

Table 10.14

Summary of Principals' Perception of the Type of Support
Needed by Inductees
(a)

(b)

(c)

(d)

(e)

(f)

AGREE

70%

20%

36%

56%

73%

66%

undecided

3%

31%

42%

31%

22%

25%

DISAGREE

24%

44%

16%

7%

3%

4%

Category:

(a)

Teaching methodology (for example; programming)
Personal standards (dress, language etc)
Content knowledge
Social needs (housing, transport etc)
Personal needs (counselling)
Teaching in cross cultural situations

RECOMMENDATIONS
•

Schools must be given more notice of the appointment and personal
particulars of intending beginning teachers, including current contact
addresses. [This is to ensure that the school can send the intending
teachers information about the school and its community, and arrange
visits to the school as early as possible.]
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•

Inductees should be given reduced teaching loads in all situations.
Principals should be given clear directions on the importance and cost
effectiveness of reducing the stress on new teachers. To support this, the
Department of Education should make allowances in the staffing ratios
of schools to take into account the number of inductees that a school has
in any particular year.

•

Schools should endeavour to ensure that someone is available during
the holiday period before the teaching year starts to show beginning
teachers through the school and to initiate their school based
orientation. [As it is impossible to suggest that the principal should give
up his or her vacation entirely, this would be best approached on a
roster system, by which the Department's recruitment section can be
informed of the names of school staff who will be available at various
times throughout the vacation period to tour the school. For Aboriginal
schools, where the entire staff leave the community, school visits
should be arranged through the regional office staff.]

•

Relief teachers should be provided on a regional basis to allow short
term visits and exchanges of inductees between schools, particularly
with isolated and small schools. [This may also encourage the transfer
of teachers to such schools from urban situations.]

•

Inservices on programming and cross cultural methodologies should be
organised as a part of a structured school based induction program.
Master teachers within schools as well as Departmental advisory staff
may be involved in running workshops for inductees, which may best
be run in term 2 or semester 2 after the inductees have had a chance to
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overcome their problems with initial settling in. Teacher education
institutions should also be involved in these activities.

•

Schools must accept that the responsibility for a teacher's education,
training and counselling is just as important a goal as student education,
training and counselling. Schools should therefore establish peer
support systems for providing counselling to inductees.

The Department should renew its commitment to teacher counselling,
by providing at least one Staff Welfare Officer position.

Chapter 10

What assistance is, or should be given to inductees

205

CHAPTER 11
THE POSITIVE COMMENTS
OF THE INDUCTEE S

A drawback of using of closed questionnaires, as used in this study, is that they can
have a deficiency bias, that is, they can tend to illicit negative responses. By
aiming to examine and expose the problems and difficulties of inductees, surveys
can make the inductees think about, and therefore report on, the deficiencies and
deficits of the system at the expense of the positive aspects.

This chapter reports the positive comments made by inductees during this study
in regard to:
• living in the Territory,
• their expectations, and the reality of coming to the Territory,
• teaching in the Territory,
• the induction program, and
• their dealings with the Department of Education.

LIVING IN THE NORTHERN TERRITORY POSITIVE ASPECTS
-

Of the 100 inductees who responded to this survey, 95 recorded positive comments
about living in the Territory. These comments covered a variety of different
factors, and in order to summarise these comments, they have been grouped into
five common themes (Figure 11.1).
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Climate:
Thirty two percent of the comments demonstrated the inductees appreciation of
the climate and weather. For example:
The climate is great, I like the small school, and it is a very friendly town.
[B21]
I like the climate, the ease of clothing children, and the proximity to overseas. [B38]
The weather is terrific, and the people are more down to earth. [B84]
Life-style/friendly atmosphere:
Thirty percent of inductees commented most favourably on the change in lifestyle.
For example:
I love the lifestyle and the environment. It is a relatively small city but
with all facilities. It is a challenge to cope with social/cultural differences.
{B61]
I like the fact that its not crowded, and the easy going life style. [B8011
The variety of sports, the beautiful country, the lack of cold, camping, and
the very friendly people. [B82]
The people:
Fourteen percent of the inductees made positive comments about the people that
they had met and were working with. For example:
The people are friendlier and the surroundings are beautiful. [B87]
The people are very friendly, the climate is terrific with ample
opportunities for leisure and lots of space. [B61
I really appreciate the casual friendliness of people up here. [B94]
Aboriginal I cross cultural experience:
Twelve percent of the inductees commented on the positive benefits that they
gained from working in a cross cultural situation. For example:
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I appreciate the friendliness of people and the great opportunity to mix and
live with Aboriginal people. [B93]
Working with Aboriginal parents and teachers provides a rewarding
challenge. [B12]
I love the multi-cultural way of life, and the pretty settings. [B42]
Country side:
Eight percent of the inductees expressed an appreciation of the environment. For
example:
The scenery of Central Australia, and blue skies every day. {B4311
The magnificent country, the interesting place and people. [BI]
I like the country & the fact that there are not too many people around.
[ff19]
OTHER (comments that cannot be grouped as above) For example:
The fact that you can see results from your efforts. [B60]
The Department of Education is small enough to be personal. [B79]
I enjoy working with newly graduated, and motivated young teachers.
[B81]
Figure 11.1

Positive Comments about Living in the Territory by
Category

CATEGORY
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D
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From these comments it can be seen that the climate, lifestyle and the people are
major factors in the appeal that the Territory holds for its new recruits. These
features should therefore be stressed by recruitment officers in their
advertisements and interviews for new staff.

EXPECTATIONS AND THE REALITY
Veenman (1984) notes the importance of transition shock where the beginning
teacher faces a reality that may be different from what they had imagined prior to
their appointment. Veenman was writing of the shock of the reality of the
classroom. However, the idea of reality not meeting expectations may also apply
to what can perhaps be called 'environmental shock', in which the change in life
style and their new environment may not be as the new recruits imagined.

In order to investigate this discrepancy, the inductees were asked if the Northern
Territory lived up to their expectations. The majority of inductees who were
interstate recruits reported positive comments (57%) that is, their comments
reflect a Tpleasant surprise' from their expectations of what living and working in
the Territory would be like. For example:
I did not think I would like it, thought it would be hot dry and dusty. BUT
it is lovely! [B97]
It is much better than I had imagined! I thought the heat would be
unbearable but it's not. A lot more tropical than I ever imagined. [B78]
It is a lot better than I expected ie NOT all desert. [B87]
It would seem that the interstate recruits are in general very happy with what they
have encountered, but it is also clear that they did not have an accurate image of
what the teaching and living in the Territory would be like. This is of concern, for
unrealistic expectations could lead to disappointment and disenchantment.
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As previously discussed (Chapter 8), it is difficult to ensure that the image that
new recruits form of the Territory is the right one. Despite the use of high quality
visual material and detailed descriptions at interview, many new recruits still
form an erroneous image of their new environment (Crowther 1988, 21).

TEACHING IN THE NORTHERN TERRITORY POSITIVE ASPECTS
-

It is clear from the two previous sections, that inductees are, in the main, quite
pleased with their move to living in the Territory, although these are the
comments of teachers who had only been in the Territory for a short period of
time.

When asked to comment on their teaching, 63% of the inductees recorded
positive comments. For example:
I am enjoying my work with very few problems. [B2]
Teaching here is difficult but I am enjoying it. [B97]
Teaching here is challenging and presents enjoyable problems. Problems
with absenteeism are disturbing but I am coping. [B811
Teaching here is exciting. [B35]
It is interesting and exciting but at times difficult. Two officers gave special
assistance and support. [B1511
The system and my school are excellent. Thanks for your interest and
assistance. [B3]

In essence, it would seem that after the first ten weeks of term, the majority of
inductees are content with what they have encountered in their teaching,
although at this early stage, it may be that the excitement and challenge of their
first or new appointments will ensure that they are able to disregard any
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difficulties. Further studies of inductees would do well to survey changing
opinion to try to define at what point the inductees become disenchanted with
their teaching (if they ever do). The study by Hill (1986) suggests that the critical
period for retention of staff in the Northern Territory is three years. This is the
period of time that the great majority of teachers, who resigned between 1981 and
1985, had spent in the Territory.

THE INDUCTION PROGRAM POSITIVE COMMENTS
-

Throughout the survey many positive comments were written by the inductees in
regards to the Department's induction program. For example:
I think that the Department has made maximum effort in our induction
and it has paid off! [B78]
I thought that the Induction program offered in Darwin was great,
although as a Special Education teacher I would have liked a session on
this area. [B75]
Its a good Department, very friendly and from the induction, has a human
face. I like the people a lot. There is good support for teachers
professionally. [B14]
Induction was well organised and informative. All Department of
Education staff both regional and school based were very approachable and
helpful. I am very happy with the school and enjoy living in the NT.
[B34]
All parts of induction were helpful for understanding the operation of the
NTTS. [B98]
In general these positive comments are supported by the evaluation reports of the
Central Orientation programs for Darwin and Alice Springs, and the Regional
induction programs (Department of Education 1990e, 1990f, 1990g). It is clear from
these reports and from the opinion of the organisers of the various stages of
induction, that the 1990 program was greatly appreciated by the vast majority of
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new recruits. The only dissension, was reflected in those negative comments
from some of the teachers who were recruited locally, and had trained at the
Northern Territory University (NTU). They maintained that the induction
program was unnecessary for they had covered the material recently in their
courses. Unlike the recruits from interstate, the NTU graduates were
unfortunately not being paid for meals and accommodation whilst attending the
orientation programs. This may have lead to some resentment at being asked to
attend these compulsory sessions (Department of Education 1990e).

DIFFICULTIES WITH THE DEPARTMENT OF EDUCATION
In attempting to define those areas that new teachers report as having difficulties
with in their dealings with the Department, the inductees were in general very
positive about all but one aspect.

Table 11.1 Frequency of Inductees Who Report Difficulties with the
Department of Education.
Difficulty A
17
YES
76
NO
7
NIL
response

B
5
85
10

C
33
62
5

D
4
83
13

E
5
86
9

F
17
73
10

G
11
75
14

H
8
82
10

I
53
38
9

J
14
66
20

Difficulty:
A with communication,
with access to higher level officers within the Department,
B
with salaries section,
C
D with leave entitlement,
because your teaching position is not what you were lead to expect,
E
with teacher support,
F
in getting personal support,
G
H with probation,
because you are not teaching in your preferred areas of expertise,
I
OTHER difficulties.
J

Chapter 11 Positive comments on teaching in the NT

212

In general, as the results presented in Table 11.1 and Figure 11.2 indicate, there was
an overall level of satisfaction with the inductees contact with the Northern
Territory Department of Education and its officers. The major exception referred
to was disappointment at the school level in not being allocated to preferred
teaching areas, a problem experienced by many recruits.

Difficulties with the Department (illustrating Table 11.1)

Figure 11.2
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However, the overall result was reassuring particularly as the two areas which the
inductees saw as being very positive were:
•

Access to higher level officers (with 85% of inductees commenting
favourably). This perhaps reflects the open nature of the Department, as
stressed at the Central orientation program at which all Superintendents
were asked to introduce themselves and did so on a first name basis.
The Department works actively to maintain an open management style
consistent with its insistence on being a 'first name' service.

•

Teaching position is what you were promised (with only 14% of
respondents giving a negative response). This result is highly
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complementary to the Departments' recruitment process. It is very easy
for new recruits to criticise their employer, if the reality of their teaching
position is not what they had expected it would be in their fantasising of
it (Ryan, 1979, see Chapter 3). Disillusioned recruits may blame their
false expectations on misinformation built up by the Department at
recruitment, but it would seem from these results that this is not a
problem in the Northern Territory.

As noted above, the only area in which the negative responses were greater than
the positive is in regard to inductees teaching in their preferred areas of expertise.
This contradicts the principals' reports that in their schools the inductees were
given the classes of their choice (Chapter 10). This apparent contradiction is worth
highlighting (Table 11.2), for it is an issue that needs to be addressed in school
based induction programs.

Table 11.2 Teaching in Preferred Areas: a Comparison of Principals and
Inductees Opinion
Inductees teach in
their preferred
areas
Yes
No

Percentage of
Inductees n=100
42%
58%

Percentage of
principals n=64
63%
37%

SUMMARY
The design of questionnaires such as used in this research, because of their focus
on problems encountered by beginning teachers, have a 'built in' tendency to
emphasise the deficiencies of the system. The purpose of the study, is after all, to
highlight those areas of concern that need to be addressed in the planning and
conduct of systematic induction programs. In highlighting the areas of concern,

Chapter 11

Positive comments on teaching in the NT

214

however, this study has also highlighted many of the positive aspects of the
induction process in the Northern Territory. These positive aspects should be
encouraged and built upon in future induction planning. In particular, positive
feelings about living in the Territory, the induction program itself, and dealings
with the Department provide a good basis for, future development of recruitment,
induction and ongoing staff development policies and practice.

That the vast majority of inductees recorded positive comments about settling
into living and teaching in the Northern Territory, along with the data recorded
from interviews with inductees, gives the overwhelming impression of
satisfaction with their decision to teach in the Territory. In particular, new recruits
expressed satisfaction with their new surroundings (climate, countryside ),
lifestyle, and working with the children (particularly for those teaching in
Aboriginal schools). Taking this into consideration along with the inductees self
reported reasons for coming to the Territory, it seems clear that the Territory is
offering the inductees what they were looking for when they joined the Northern
Territory Teaching Service.

On the induction program, the vast majority of inductees were strongly
supportive and thankful for the Department's central, regional and recall
induction programs. They frequently commented on how the mechanism of the
programs could be improved (which was the intention of the evaluation) but were
almost unanimous in their support. The inductees commented on the 'human
face' of the Department. Department orientation programs, with the
involvement of high level officers, made them feel welcome and part of a 'family'
or group. That they could put faces to the names of the superintendents, directors
and other support officers was important. Many inductees commented on being
made to feel wanted, and, for the first few weeks, of being special.
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Of their dealings with the Department, the vast majority of inductees gave
positive responses in all aspects with the exception of getting to teach in their
preferred areas. This is a remarkable achievement, for it was expected that, if the
inductees were to complain, then it would be in regard to the bureaucratic
procedures of the Department. Instead, the inductees took the opportunity not to
expound on their difficulties, but to present a very positive image.

RECOMMENDATIONS

•

That the various orientation programs, Central, Regional and Recall,
should remain for they provide a sense of welcome and of becoming a
part of a system that is necessary for those teachers being recruited from
other states. The initial sessions need not be mandatory for Northern
Territory University graduates.

The practice of involving superintendents, directors and other
administration officers in induction should continue for this establishes
the basis upon which professional interaction within the Northern
Territory Teaching Service depends. It gives inductees a sense of
importance and worth and allows them to 'put a face to a name'.

•

The recruitment section of Personnel Branch should continue to
provide realistic information of the lifestyle, climate and living
conditions in the Northern Territory. [This serves the dual purpose of
ensuring that inductees' expectations are valid and to ensure that they
do not feel deceived upon their arrival. Many new recruits come to the
Territory because of the prospect of change and the difference that it
offers to their lifestyle from what they had in their home states.]
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CHAPTER 12
EFFECTIVE INDUCTION PRACTICE

In this chapter, the evidence of the previous chapters is drawn together with the
findings of the literature in this field, to provide the basis for producing a model of
effective induction practice. The following evidence has been used to produce a
model of induction:
the professional difficulties that inductees face in Territory schools,
the personal difficulties that they face in settling into their new
communities,
•

the assistance that is currently offered to them by the Department and
through school based programs,

•

the extent of mentoring,
the suggestions of the inductees themselves about how to improve
the induction process,
the suggested aims and objectives of induction as well as suggested
strategies for induction practice derived from a consideration of
research findings reviewed in this study.

The model, summarised diagrammatically in Figure 12.1, is an overview of, and a
guide for, individual practice. This model can be used as a basis for planning
systematic induction programs for other systems, although the context specific'
nature of induction is clearly understood.

There are eight sections to this chapter:
•

generalising about the current situation of school based induction in
Northern Territory schools,
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•

the practices and strategies of effective induction programs, from a
review of the research literature,

•

suggested induction practice taken from the comments of the 1990
inductees,

•

effective strategies for induction in the Northern Territory,

•

a model of school based induction that emphasises Continuing
Professional Education (CPE),

•

a model of Aboriginal teacher induction,

•

an example program for effective Departmental induction, and
induction arrangements for late recruits.

GENERALISING ABOUT THE CURRENT SITUATION

From the findings of this research, it can be seen that for the majority of schools in
the Territory school based induction relies upon the probation panel and informal
inductee assistance. Taking together the opinions of principals and the inductees
themselves, it seems from the results presented in Chapter 9 that only a minority
of schools offer formal structured induction programs or mentor schemes. This,
of course, is only a broad generalisation of school based induction, and individual
schools provide different types and levels of support.

As a generalisation that can be applied to many Northern Territory schools, it can
be said that beginning teacher programs of induction are treated as an 'add on', as
something extra that should be picked up by the administration and peers when
necessary and without due compensation.

Although there is a lack of structured orientation programs, all inductees do have
probation panels, for it is recognised that not all new recruits will be successful as

Chapter 12

Effective Induction Practice

218

teachers. Thus it is necessary for all new recruits to undergo a probationary period
in which the inductee has 12 months to demonstrate his/her competence and
therefore to be accepted as a member of the teaching service. In the Territory, the
inductees' peers judge their suitability, and give the new recruit as much support
as their probationary panel can provide, without any extra pay, time allowances, or
teacher release. After the successful conclusion of the probationary period, the
teacher is deemed to be a fully operational professional without further need of
assistance over and above that given to any experienced member of staff.

It seems that for many principals in Territory schools, the probation panel is seen
to be the only peer support, or indeed the only induction support that the new
teachers require. Unfortunately as has been clearly established from the literature
(Chapter 3), from the findings of this study, and based on common sense, the
probation panel, whose primary aim is to assess the inductees competence to
remain as teachers, cannot be expected to be seen by the inductees to provide
impartial support:
It is not beyond one's imagination to speculate that a new teacher who is
unsure as to whether his or her "peer teacher" is helping or providing
information about retention or dismissal may be self-protective and,
possibly, defensive in professional relations with that person (Griffin &
Hukill 1983, 127).

PRACrICES AND STRATEGIES OF EFFECTIVE INDUCTION
A number of authors have written on the most effective strategies and practices
for induction. Veenman (1984, 165) reports from his condensation of the research
literature, that common induction practices are: the provision of printed materials
about employment conditions and school regulations, orientation visits to the
school before the start of the first year, released time, group meetings between
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beginning teachers for emotional support, consultations with experienced
teachers, the assignment of an experienced teacher as a helping teacher,
conferences/workshops on specific topics, reductions in teaching load, conferences
with supervisors, opportunities to observe, and team teaching.

Bolam (1987, 753) reports from Tisher's study (1978), that beginning teachers
preferred the following induction practices: receiving written materials on
conditions of employment, receiving written materials on school matters,
accepting advice in classroom management or help in producing programs of
work, accepting evaluation of their own teaching, participating in organised
consultation with experienced school personnel, attending group meetings for
beginning teachers at school, observing other teachers' methods of teaching,
visiting other schools for observation/consultation, conferring informally with
beginning teachers from other schools, looking at local educational resources.

A list of the most effective strategies of induction programs adapted from the
Queensland Institute for Educational Administration videoSwitched-on
Administration: Teacher Induction (1990) include:
•

Assistance to settle in. That is, assistance in settling into the school and
settling into the beginning teacher's new community. The school as a
whole should assist the teacher with matters of housing, transport, as
well as the school's structure and function.

•

Awareness of school procedures, policy and expectations. This involves
giving beginning teachers orientation folders that contain all necessary
information on the school's philosophy, policy, standards, and
regulations. It should also include regular induction meetings, both
formal and informal.
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Support in and out of the class room. This should involve assistance
with classroom teaching, assistance with self evaluation of programs
and lessons plans, buddy system peer support, and the development of
personal action plans for teacher development.

Accessibility to principals and administration staff. This involves
developing the expectation in both the administration of the school and
the beginning teacher that the school's administration staff is not just
involved with students and school administration but also with teacher
training, development and support.

•

Assistance and guidance with probationary appraisal program. During
the inductees' first period as professional teachers, their major concern
is survival. They should feel that their assessment under probation is
not a 'closed book' test, but that they can expect and ask for assistance
and guidance in this matter.

In addition to these points, there have been many induction manuals and
handbooks written that provide guidelines for induction. Although each is
context specific, the following titles are some of the more relevant that provide
excellent ideas for induction practice.

Teacher induction in South Australia with special reference to the role of Deputy
Principals (Condous 1979). This paper provides a clear duty statement, for the
Assistant Principal's role in structured school based induction programs.
Of special interest are the indicators of unsatisfactory induction:
•

induction sessions are unduly prolonged and impose on the free-time of
new teachers,
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•

teachers must prepare submissions for discussion purposes at a time when
lesson preparation itself is most demanding,

•

induction session convenors use clumsy simulation techniques to develop
teachers expertise at handling difficult classroom situations (these
techniques only serve to heighten in teachers any sense of inadequacy
which may already exist),

•

the administration is seen to be entrenched conservatives,

•

conformity is demanded in terms of teacher behaviour

-

when distribution

of relief lessons and allocation of classes is seen as a potential means of
enforcing conformity,
•

new teachers are treated as inferior to other staff,

•

long, after-school staff meetings are a regular occurrence,

•

subject curriculum needs of new teachers are not being catered for
adequately (Condous 1979, 5).

School Based Induction Programs for First Year Teachers: Resource Book for
Organisers (Ministry of Education Victoria 1975). This handbook provides
excellent guidelines for school based induction practice, amongst which is the
suggestion that:
The school based induction program should not be the total responsibility
of any one person. However, there is a very good case for an appointment
of a member of staff to an area of responsibility known as "Staff
Development". This could include overall responsibility for the induction
of first year teachers, the development of staff conferences and seminars,
the rationalisation of inservice education demands and the organisation of
teacher training in the school (1975, 2).

Handbook for the Induction and Probation of Beginning Teachers South
Australian Department of Education 1979b and Induction, Development and
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Probation of Newly Appointed Teachers: Policy and Procedures South Australian
Department of Education 1981. The handbook, while recognising the context
specific nature of induction that makes generalising about induction difficult,
nevertheless provides an excellent source of ideas and suggestions for school based
induction practice. Of particular interest is the use of a four phase model of
induction. This is different to the four phase model of the Northern Territory
Department of Education as it is school based. It includes:
•

pre appointment phase,

•

the first school days,

•

the first weeks, and

•

whole school staff seminars.

Teacher Induction Program-Secondary (T.I.P.S) Inservice Education (Secondary)
Queensland. Department of Education Queensland (1981)
This is an excellent source for secondary school based induction program
organisers. Of particular interest is the stress placed on a three phase induction
process that is based on developmental stages:
Phase 1 Pre-appointment
Phase 2 Orientation the first few days or weeks at the school
-

Phase 3 Developmental ongoing throughout the year, the sessions
focussing on supportive activities for the first semester and self
evaluative for the second semester.
-

Induction in Action in the Primary School Board of Teacher Education
Queensland 1981b. Although highly specific to the context of Queensland primary
schools, this resource provides excellent suggestions for induction practice with
valuable case studies. Of interest, this document stresses the definition of
induction taken from the National Inquiry into Teacher Education (Auchmuty
1980): "Induction into the first appointment, is a critical stage in a teacher's life,
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and should not be seen as a separate process or program but as a phase of teacher
development" (1981b, 31).

Adjusting to Teaching: An Inservice Course for Beginning Teachers in the North
West Region Manual for Consultants NSW Ministry of Education 1979
and Where Am I? A Course for Beginning Teachers in Western Region NSW
Ministry of Education Western Region (1980b). Both of these are excellent
resources for Departmental officers involved in running inservice programs for
beginning teachers. They provide activities, case studies and models that can be
used in intensive induction practice. The booklets would also make an invaluable
handbook for school based officers who want ideas for regular, structured
induction sessions. The basis of these resources is that induction is not just a
matter of showing teachers through the school, but that it is true inservice and a
part of a continuum with ongoing teacher training.

From the above induction guides and handbooks, and from the findings of
researchers into induction, a multitude of ideas are recommended for good
induction practice. Another important source of ideas that must be included, is
from inductees themselves, and this is done in the next section.

SUGGESTED INDUCTION PRACFICE

-

1990 INDUCTEES

In addition to the suggestions for induction practice coming out of the literature,
suggestions and information for improved induction practice also comes from the
comments made by the 1990 inductees about how their induction could have been
improved. Of the 100 respondents to the survey, 62 made comments on the
induction program.
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•

Many inductees commented that they required more time, and
complained of feeling over loaded and unable to accomplish all that
they had to in the time provided before the start of school. Common
requests were for greater lead time in their schools before the students
arrive, greater lead time in the community before the start of school,
more time to undertake personal business before school starts (housing
etc), longer notice of appointment before being expected to start teaching.
For example:
For the future try not have induction so close to the start of termwould have liked to have been able to to have settled in first. [B13]

•

Many inductees commented that more recruitment information should
be sent to recruits prior to their arrival in the Northern Territory. Some
suggested that this should include a check list of things to be done or
brought by recruits, and information on housing, salaries, travel. For
example:
Make a check list of things to be done in the first few weeks (eg
tenancy papers etc) which tend to be forgotten when you initially
throw yourself into your job. EBb]

•

Another common request from the inductees was for more cross
cultural induction. This should include information on living in
Aboriginal communities and working with Aboriginals. For example:
Cross cultural courses for all teachers in the Northern Territory.
It's very important for all educators to contribute to good relations
with Aboriginal people. [Bi]

•

Inductees also commented that the length of time spent on induction was
too brief that there should be an increase in the length of the induction
program. For example:
Induction should be increased to one week for general NT and one
week for local school induction. [B59]
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•

A number of inductees commented on the financial difficulties that they
had during their first few weeks in the Territory. For example:
More money for contingencies such as bond (rent) even if only a loan.
[B41]

•

Some commented that they would like to have more time on curriculum
issues. For example:
A more intensive look at curriculum and how to deal with a large
range of ability levels in the classroom, is needed. [B81]

•

Some inductees commented on the lack of any Department officer who
they could contact once the initial period of induction was over. A liaison
officer is needed who can provide ongoing support and assistance for new
teachers through their first two years. For example:
Some person specifically designated as a liaison officer to help
beginning teachers through the year. [B94]

Because of the site specific nature of induction, the suggestions made by the
inductees at the 1990 Darwin Central Induction program may not be relevant to
induction practice in other systems and other situations. Nevertheless, they do
provide ideas that can be incorporated into effective strategies for induction.

EFFECTIVE STRATEGIES FOR INDUCTION IN THE NORTHERN TERRITORY

For the purposes of discussing the most effective strategies of induction, it is
appropriate to consider induction as being composed of two parts: the
Departmental orientation program and the school based orientation program,
although in reality there is no separation and both orientation programs are a part
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of the overall induction of the new teachers. Further, in this study
recommendations are made for improving the formal induction practice and not
the informal, for seemingly by definition, it is all but impossible to plan informal
inductee assistance. For example, ad hoc staff room peer support occurs or it does
not, school administration may provide convenient accommodation, and
encourage teachers to share staff rooms, but the event of informal peer assistance
cannot be relied upon to happen. As Tisher points out, it is difficult to guarantee
that a majority of teachers will receive informal support when needed or sought
(Tisher 1987, 36).

The following table is a list of practices and strategies that are highly
recommended for effective induction. It is based on the findings of research
examined in this study, as well as the results of this study of beginning teachers
and principals. As effective induction practice is always highly context specific,
this list draws upon specific examples of strategies that would make induction in
the Northern Territory worthwhile.

Table 12.1 Strategies for Effective Induction
Department orientation

School based orientation

•The provision of printed materials on:
conditions of employment, lists of
requirements and things to do before
moving, general Department
orientation information, including

•The provision of printed materials on
the structure, function, philosophy and
policies of the school prior to the
inductees arrival in the school.

meeting

senior

officers.

•Inservice at which inductees can gain
an understanding of the operation of
the Department.
Table 12.1 Continued...

Chapter 12 Effective Induction Practice

• Where possible, orientation visits to
the school in the year prior to school
starts.

227

• A visit to Curriculum Branch and an
inservice to explain the Department's
requirements of core and
recommended curriculum
'Visits and inservice on support
services, an introduction to the range of
support services available and the
personnel

Orientation visits to the school in the
week prior to school starts, including
giving inductees information of
timetables and class load.
• Assistance with housing, transport,
joining clubs, getting children into
schools etc
•

responsible.

•Inservice lectures and workshops on
Aboriginal education and cross cultural
education for teachers going to bush
schools and urban schools.
• Workshops to explain the
Department's opportunities for
advancement, including study leave,
exchanges and awards. The role of
TAFE in offering night courses, and
explanation of external study
• opportunities for teachers in isolated
places. Assistance with personal
development plans
• Inservice on peer assessment and the
probation system. An opportunity to
meet with the probation moderator and
ask questions about the system
pertaining to general matters or
specifics.
• Inservice on teacher responsibilities
and awards, including: application
forms, attendance roles, yard duty,
professional associations, dress
standards etc

• Assistance with inductees self
evaluation through meetings to discuss
their programs, lesson plans, and visits
to their classes
• Initial meeting to workshop the
schools administrative procedures and
paper work requirements. This should
include such things as: student
reporting procedures, bus ordering,
buying new resources, how to use the
photocopier, making personal phone
calls etc

Initial meeting combined with a
social event to meet staff. This should
include information on standards and
traditions of the staff of the school. For
example: staff room protocols,
expectations of the staff social club etc
• Training for extra duties. This should
include having an experienced teacher
doing yard duty with the new teacher
for the first week, and sessions on
administration procedures including
all forms and other paper work.
• Lectures on health precautions in the • Regular weekly inductee meetings
tropics and desert schools, including
with administration personnel
Hepatitis B vaccinations for teachers
responsible for staff (principal if
going to Aboriginal isolated schools.
possible).
• An opportunity to establish peer
• Arrangement by the school of a peer
networks amongst inductees, especially support system of one-one assistance (a
important for teachers going to isolated mentor scheme), this arrangement is to
schools
be reviewed to ensure that the right
mentor has been provided.
•

Table 12.1 Continued...
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and visit to
'An
services and its resources, including
external mail service of books, films
and videos.

'Reduced load for beginning teachers,
that can take the form of, lighter class
numbers, less classes, free lessons etc.
This time can be used for planning
preparation, inservice, or visits to other
Department offices like the library.
• Provision of relief teachers to schools • Reliet teacher arrangements to allow
to enable teachers to be released to
inductees to visit other teacher's classes
attend beginning teacher inservice
within their school or in other schools,
activities, or for experienced teachers to team teaching opportunities with
work with them.
different experienced teachers.
• Assistance with spouse and
• Assistance with and insistence on
dependant orientation to living in the inductees developing personal action
NT. This should include: health, social plans for professional development.
These should include long term as well
networking, shopping, sports,
counselling, support agencies.
as short term goals of survival.
and assistance with finding housing.
• Provision of guidelines and other
• Planned, structured inservice
assistance for schools in the planning of activities using external consultants
school based induction programs, also from the Department These should be
to provide advisory officers to schools
after school on a regular basis in
to act as external consultants in the
conjunction with the inductees' regular
running of school based inservice for
meetings and can include such
activities as parent teacher interview
inductees.
skills, conflict management, cross
cultural inservice, protective
behaviours, etc
• Provision of the position of a liaisor
• The school must recognise its
officer, who would be responsible for
responsibility to provide ongoing
the ongoing contact and support of all
teacher education and counselling. A
new teachers through their first two
person in the school should be
years with the Department.
identified as the Staff Development
officer with the responsibility of
coordinating induction. Personnel in
the school should also be identified as
teacher counsellors.
• Clarify that the probation panel is an • Principals in schools must not rely
assessing body first and foremost, and is upon the probation panel as the sole
therefore not to be relied upon as the
source of peer support for inductees,
sole source of peer support for
but should establish other forms of peer
inductees.
assistance within the school
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A MODEL OF SCHOOL BASED INDUCTION EMPHASISING CONTINUING
PROFESSIONAL EDUCATION (CPE)

The flow diagram in Figure 12.1 is a representation of a what I suggest is a useful
model of school based induction practice. Under this model, induction is seen as
one stage in continuing professional education (CPE). The key to this model, is
that there must be:
an expectation on behalf of the education system and schools that a
legitimate goal and responsibility of the school is to support teacher
education and training,
an expectation on the behalf of beginning teachers that they will be
involved in on-going teacher training that will involve a commitment
to further study,
an expectation that teacher training institutions will continue to
provide assistance to their students after the completion of initial
training.

This model should apply to all schools and beginning teachers. Beginning
teachers are not only neophytes but also include teachers in their second year of
teaching and any new recruits to the Northern Territory Teaching Service,
regardless of their experience. It should also be recognised that inductees in
isolated schools require the same induction opportunities as all other teachers,
and that meeting their requirements will take a greater share of the available
resources.
Under this model, induction is not seen as an uaddont, as an extra responsibility
that some one in the administration has to take on if any new teachers arrive at
the start of the year. Induction is, instead, a legitimate goal of the school and is
just one part, albeit a vital part, of the continuum of the overall school's
commitment to teacher education and training.
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Figure 12. 1

A Model of Induction

IINDUCTION AS
CONTINUING PROFESSIONAL EDUCATION
_J

INiTIAL TRAINING

POST INITIAL TRAINING
INDUC11ON
INSERVICE COURSES

EXPECFATION BY
BEGINNING TEACHERS
& SYSTEM OF
ONGOING
TEACHER EDUCATION

SCHOOL BASED
ORIENTATION
FORMAL & INFORMAL

RESIGNATIONS
FROM SERVICE

ON-GOING
CONTINUING
PROFESSIONAL
EDUCATION (CPE)

For this model of induction to become widely accepted, schools must change their
organisation and policies to ensure that teacher development becomes just as
much a part of their role as the education of students. Such changes should
include time-tabling peer support time into the teacher's timetable, along with
their class loads, and other school responsibilities. A teacher's load for example
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should be based not only on the number of classes they take, and their attendance
at staff meetings and yard duty, but also on their time-tabled involvement in staff
development activities which includes the induction of new staff.

In this scheme of things, the Department must allow schools the freedom to
change, and provide schools with assistance and with the resources for change.
This would involve guidelines and directions, and a clarification of policy that
makes schools legitimately responsible for the induction and education of its
teachers. For example, there would need to be a change in the Department's policy
on the staffing ratios for school, such that it takes into account the number of new
teachers that are recruited to any particular school, to enable the school to provide
inductees with a reduced load.

This model applies to all induction. After saying that, however, it is also
important to acknowledge the specific difficulties faced by teachers recruited to
Aboriginal schools. In that regard a refinement of the model, as discussed below,
is proposed.

A MODEL OF ABORIGINAL TEACHER INDUCTION

As described in Chapter 2 and Chapter 7, the induction of teachers into Aboriginal
schools presents a different situation to induction into urban schools. Amongst
the complications that make it so are:
the necessity to develop an effective Aboriginal teaching pedagogy,
orientation into living in a cross cultural Aboriginal community, and
•

the difficulties that isolation and small numbers of experienced staff
places on the provision of induction.
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Ideally, the model of induction for teachers going to Aboriginal schools, would be
as demonstrated in Figure 2.3, which is presented by Parish (1990) and was
originally adapted from that in operation in South Australia. As discussed
previously however (Chapter 2), the Parish model is totally impractical for two
main reasons. Firstly, the majority of teachers to the Northern Territory Teaching
Service have to be recruited from other states (and are not transferees), the names
of the new teachers recruited to Aboriginal schools are not known in the preyious
year. Secondly, the cost of such a program, while feasible in South Australia
where 33 inductees represents a minor percentage of their overall staffing budget,
would be prohibitively expensive in the Northern Territory where the percentage
of teachers going to Aboriginal schools (51% in 1989/90) is much higher and as
such represents an unrealistic proportion of the staff development budget. The
Parish model has therefore been adapted to take into account these limiting factors
(Figure 12.2).

In this modified model, recruits to Aboriginal schools would be paid to arrive in
the Territory fourteen days before the start of school. Their central program would
enable those going to the various regions to form networks, and to begin to
develop an understanding of the system as a whole. Following this, they would be
sent to visit their communities for one or two days, before being returned to the
regional office for the regional orientation program. This is essential to ensure
that at the orientation program the teachers have something on which to base
their participation, and to give them the opportunity to find out what they will
need to take out with them to survive.

The regional induction for teachers going to Aboriginal schools should be separate
from the regional induction for teachers going to regional urban schools. At this
point, the inductees need to be assisted with matters of survival as a matter of
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Figure 12. 2 Induction for New Teachers to Aboriginal Schools
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urgency: survival in terms of a crash course in Aboriginal pedagogy and learning
styles, and a crash course in personal survival down to the fine details of actually
going out to the shops with young teachers and organising what they should buy
in the way of food and consumables to take with them.

This regional induction program for teachers to Aboriginal schools would be best
conducted in two parts: firstly, on campus in Batchelor College for the northern
region and in Alice Springs for the southern region recruits. Secondly, this would
be followed by a community induction to be conducted by community leaders, the
Regional Superintendent, the Principal and Aboriginal staff of the school and
community liaison officers (from Harris 1990).

From the regional induction, the inductees will proceed to their new schools for
the commencement of the formal (and informal) school based orientation
program. Where possible this should include, first and foremost, a formal peer
one-to-one support system or mentor program. Such a program must extend
outside school matters to the inductee's personal needs of settling in, and survival
in the Aboriginal community.

For those teachers in schools who are given the responsibility of mentoring new
recruits, there must be certain remuneration. While not necessarily being extra
pay, it can take the form of release from other duties or time release from classes
(professional responsibilities are also important here). In small schools, where
this is not possible (one, two or three teacher schools), visits by regional office staff
must be regular and frequent in the first ten weeks.

After ten weeks, the inductees are to be returned to the regional location for
induction recall. This will tie in with the first three days of their school break and
may therefore be unpopular with teachers. However, the incentive for new
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teachers to attend will be that by doing so they will have had their fares and Travel
Allowance paid to Darwin or Alice Springs. The recall induction is most
important for it provides the opportunity for the beginning teachers to seek
support with the difficulties and questions that they may have formed during
their first weeks of teaching. At this point, new teachers should be given the
opportunity to resign or apply for transfer. Although they can resign at any time,
conditions must be offered that enable them to opt for this choice without
difficulty.

Following the recall program, it is vital that the expectation persists that the
inductee will be supported both in schools and by the Department. This is in
keeping with the belief that induction is a part of the on-going commitment to
Continuing Professional Development. Inductees in their survival stage of
development need support for at least the first two years in Aboriginal schools.

The models of induction practice presented above do not include specific details of
the activities or content of the session in the induction process. This is because
induction activities should be determined by actual circumstances. That is, the
content of the induction must be tailored to the specific needs of the beginning
teachers, as well as those of the school and system. To illustrate this, an example
program for effective departmental or system based induction is given in the next
section.

AN EXAMPLE PROGRAM FOR EFFECTIVE DEPARTMENTAL INDUCTION
This section provides an example of a timetable and central orientation program.
which incorporates the proposed model of induction and suggested strategies for
induction practice.
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Table 12.2 presents a possible induction timetable. This is based on a ten day
Department program of central, and regional induction, before the inductees go to
their schools and begin their school based induction. After ten weeks teachers are
involved in a recall inservice.

Table 12.3 is an example of what an effective central based orientation program
could contain. It outlines a four day inservice program, and lists session titles and
activities.
Table 12.2 An 'Ideal' Induction Timetable Using 1990 as an Example

INDUCTION TIME TABLE AND PROGRAM FOR 1991
DATES

RESPONSIBILITY

ORIENTATION

Early arrival of recruits to allow
local community orientation.
Payment of accommodation and
meal allowance from this date.
Central Induction; (8.00 12.30 only)
17 21.1.
with afternoon sessions for specific
(Wed-Sat
Excluding Sunday) purpose groups
12.1.

-

-

22 23.1.
-

24-25.1.
(Wed-Thursday)

Travel to regions
Time for personal arrangements for
those remaining in Darwin and
A/Springs (housing etc).
Regional Induction , 2 day program

26 28.1

Time for regional orientation, or
travel to schools.

29.1

Teachers resume school
School-based induction begins

-

8 9.2. (Mon -Tues) Induction Recall
first 2 days of term break
Induction inservice for new recruits
8 10.2
through the year. Three day
I 3.7
inservice
at the end of each term.
2.10
30.9.
-

Professional
Development unit
Personnel Branch
Recruitment
Professional
Development unit
Personnel Branch
Recruitment
Professional
Development unit
Personnel Branch
Recruitment
Regional staff
development
officers and
Superintendents
Regional Officers

Principals of schools

Regional Officers.

-

-

-

-
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Figure 12.3

An Example of a Central Induction Inservice Program

DAY ONE

I
2
3
4
5

6

CENTRAL INDUCTION PROGRAM
THURSDAY 17 JAN 1991
Registration payment of TA, distribute handbooks
8.00-9.00
Welcome by Secretary
9.00-9.20
Overview of Department by Director of Schools Division
9.20-10.00
Morning tea meet senior Department Officers introduced 10-10.30
at overview.
Completion of forms necessary for commencement of duty 1030 -1230
Split group rotation; (1) Housing & Accommodation (2)
Salaries & Conditions
Notices and day evaluation
1230 -1245
-

-

WELCOME LUNCH 12.30-2 pm with address by NTTS Commissioner
Afternoon Special Purpose Sessions:
• 4-Wheel driving & survival course for isolated bush school teachers,
• Darwin orientation bus tour, a tour of the more relevant locations
including Government offices, schools, and recreational establishments
DAY TWO
CENTRAL INDUCTION PROGRAM
1
2

3
4

5

FRIDAY 18 JAN 1991
Curriculum Overview Director of Curriculum & Officers 8.00-8.30
Split session
8.30-10.00
I
(2a) Curriculum 'show case'
(2bi) Schools & the Law
(2bii) School forms & admin
Morning tea Meet curriculum advisors.
10.00-10.30
Split session
10.30 12.00
(2a) Curriculum 'show case'
(2bi) Schools & the Law
(2bi1) School forms & admin
1 Notices and daily evaluation
12-12.15
-

-

-

Afternoon Special Purpose Sessions:
• 4-Wheel driving and survival course continued
• Individual appointments with curriculum officers
• Pre-school teachers special session
• Spouse and dependent orientation course.
(Table 12.3 continued...)
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DAY THREE
CENTRAL INDUCTION PROGRAM
SATURDAY 19 JAN 1991
TAFE overview by Director TAFE
1
8.00-9.00
2
Split session
9.00-10.00
I
(2a) Probation & Peer Assessment I (2b) Teachers Union
Morning tea at Library Services Branch including film
10.00-1100
3
library and postal service to isolated schools
Split session
4
11 12.00
(2a) Probation & Peer Assessment (2b)Teachers Union
Teachers responsibilities, awards, exchanges and bursaries
12-12.40
5
By Director Personnel Branch
Notices and daily evaluation
12.40 -1300
6
Afternoon Special l'urpose Sessions:
• 4-Wheel driving & survival course continued
• Professional Associations Show Case including, Duke of Edinburgh
Award scheme
• Vaccinations Hep B for Aboriginal school teachers only
• Pick up Cash Advance of Pay.
• Establishing Bush Orders at local stores, for sending food to isolated
schools.
-

-

INDUCTION DINNER SATURDAY 19.1.91 WITH AFTER DINNER ADDRESS
'FREE DAY'
ISUNDAY 20.1.91
I
• Set aside for teacher relaxation (to reduce the feeling of 'overload')
• To give teachers going to regions and isolated schools a chance to further
develop social networks. It is envisaged that new recruits would organise
such group activities as picnics and excursions, and would be assisted in
transport and other arrangements by P&CD.
DAY FOUR
CENTRAL INDUCTION PROGRAM
MONDAY 21 JAN 1991
Aboriginal Education overview
1
8.00-9.30
Split sessions Recruits to select the most appropriate for
2
9.30-10.00
their situation:
(2a) Multi-cultural awareness
(2b) Bilingual education
10.00-10.30
Morning tea
3
1030 -11.30
(2a) Understanding Aboriginal (2b) Support Services eg;
4
Behaviour management
Children in the classroom
and disabled students
1130 1200
Split sessions
5
(2a) Health concerns; living
(2b) Emergency services
(Cyclone precautions)
in the NT
11200 12.30
EVALUATION SESSION
5
Afternoon Special Purpose Sessions:
Extended session on health for those going to isolated 'bush' schools.
•
-

-
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AN EXAMPLE OF A SCHOOL- BASED INDUCTION PROGRAM

It is all but impossible to provide one model of a school based induction program,
because by definition, the programs will be specific to the needs of each individual
school. However the following example, is given as a general guide to school
based induction practice.

STAGE

PRACTICE

1.

School notified of new recruits.

2

Senior school officers 'rostered' during Christmas vacation to act as a
contact to show teachers through the school.
School sends new recruits a school based induction package including
school philosophy, timetable, classes that the teacher will teach (if
known), suggested resources that the teacher should bring, and a
demographic map of the schools community.
The Principal or Assistant Principal meets new staff at function during
the Regional induction.
A visit to the school during Regional Induction, include meeting with
faculty or form senior masters, and tour of the school. Also includes
tour of community in isolated or Aboriginal schools.
First day at school:
•

brief inductee meeting straight after general staff meeting with
principal,

•

inductees given list of possible peers for buddy or mentor scheme
assistance, by school Staff Development Officer,
inductees given list of possible peers for probation panel by
principal,

•

schedule of induction meetings arranged for first ten weeks,
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•

assistance given with immediate personal difficulties, eg; housing,
furniture, purchase of food and necessities, etc.

1.1

During second week of term:
•

first scheduled induction meeting, possibly before or after school
depending on numbers of new staff and timetable commitments,
organised by Staff Development Officer,

•

inductees decide on agenda of scheduled induction meetings (one
per week) for first ten weeks, the agenda must include inductees
program review by senior teachers, but the inductees can choose
other topics,

•

inductees have first formal meeting with their probation panel to
establish roles and expectations,

•

inductees and peer mentors arrange own first meeting and based
on guidelines, arrange a schedule of observations and team
teaching exercises,

•

social function to introduce new teachers to staff,

•

inductees introduced to school based teacher counsellor,

•

inductees assisted with personal settling by peers and Assistant
Principal (or Coordinator) for Staffing, and Staff Development
Officer. Help given in finding housing etc.

7.

Week 3 week 9:
-

•

scheduled induction meetings (one per week) for first ten weeks,
peer probationary panel meets formally with inductee at least four
times,

•

91

mentor assistance ongoing as required.

Week 10 week 20:
-

•

Inductees arrange agenda for structured meetings for next ten
weeks, these meetings may be less frequent, perhaps only once
every two weeks.
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•

Staff Development Officer organises visits to other teachers
classrooms.

Week 20 week 40:
-

•

Regular meetings continue, although less frequently.

•

Staff Development Officer arranges involvement of Departmental
advisors as external consultants to run some sessions and for
inter-school visits.

Second year
As inductees are now in their second year they can be invited to
participate in the new teachers induction program, and attend regular
induction meetings. At discretion of the peer probation panel and
principal, a teacher's induction schedule may continue, if it is believed
that the teacher would benefit from this sort of support.

The general example described above would obviously not apply to all schools.
For example, small schools with limited staff numbers will vary in the same way
that primary schools and secondary schools will vary. Regardless of these
differences, school based induction based on structured workshops for inductees
and mentor or buddy schemes of peer support are vital for all schools and all
inductees.

This is particularly true for those teachers who are recruited to the system after the
start of the year and who therefore miss the central and regional programs of
Department or system induction.

INDUCTION FOR LATE RECRUITS AND INDUCTION RECALL
As discussed in Chapter 2, the formal Central and Regional induction programs in
the Northern Territory only cater for those teachers who begin service at the start
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of the year. In 1989, 103 teachers attended induction, but 471 teachers were
recruited. In 1990, 144 teachers attended induction and there have been 420
recruits. Thus for the majority of new recruits, they currently undergo only school
based induction.

As a consequence, it is recommended here that central three day induction
programs be offered at the end of every term, and that it is made a condition of
employment that new teachers will attend one of these inservices during their
first term break. The first of these would be a combined recall of initial recruits,
and first induction for those who have started during the first term. This three
day inservice would provide a similar program to the initial central program at
the start of the year, and a parallel program that acts to support those teachers who
have been in the system since the start of the year.

The recall program is especially important for teachers in Aboriginal and small
isolated schools. It enables these teachers to come together with regional
administration staff to discuss professional teaching problems and personal
difficulties. By this time, after ten weeks in schools, the inductees will have had
the opportunity to experience the school, and the community, and any major
difficulties will have been identified. It is important at this time that teachers
realise that they can find support outside the school.

The induction recall emphasises curriculum and methodology, for by now some
of the teachers will be getting to the point in their development of being more
concerned with improving their classroom performance and less concerned with
immediate survival.

For beginning teachers who are having extraordinary difficulties, now is also the
time for serious consideration to be given to applying for a transfer to another
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school or community. It is important for reasons of stress, that new teachers
realise that they have the option to change schools or to even quit teaching
altogether.

SUMMARY

This chapter has used suggestions for induction practice from the current research
literature, and the findings of this current research, in the development of:

a list of effective strategies for induction in the Northern Territory,
a model of induction emphasising the role of induction in the
continuing professional development of teachers,
a proposal for a practical model of induction for teachers recruited to
Aboriginal schools,
an example of a practical and effective central orientation program,
including timeline and daily program,
an example of school based induction practice, and
a proposal for induction recall and induction of staff recruited
throughout the year.

RECOMMENDATIONS
•

Schools should assume the responsibility for the ongoing education and
training of their teaching staff and in particular should accept that it is
the responsibility of the whole school. This should be incorporated into
school philosophies and school improvement plans.
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The Department should provide support for school restructuring that
would allow improved school based induction practice. This would
include flexible staffing formulae and extra staff for relief and to allow
reduced teaching loads for beginning teachers, and timetable changes
that enable beginning staff and their mentors time to hold meetings for
professional development purposes.

The approach to the probationary process must change so that it can no
longer be used by schools as an alternative to beginning teacher
induction programs. [Probation should be seen to be by all principals
and schools, as an assessment tool for the peer evaluation of
probationary staff.]

Inductees should be encourage to actively pursue induction support
systems in schools. [Induction in this sense is a part of the ongoing
professional development of teachers. Creating this expectation in
beginning teachers can perhaps be considered to be the role of the
teacher education institutions.]

Universities and other tertiary institutions must expect that ongoing
teacher development will involve their continuing commitment to
supporting and assisting past students. Schools should be encouraged to
seek the involvement of teacher education institutions in continuing
professional education.

•

Induction into teaching in the Northern Territory requires providing
support for inductees' personal as well as their professional orientation,
and this applies equally to neophytes and beginning teachers who have
experience gained in other systems.
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The models of beginning teacher induction and induction into
Aboriginal schools (Figure 12.1 and Figure 12.2) are recommended for
adoption.
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CHAPTER 13
CONCLUSION AND RECOMMENDATIONS

The purpose of this study has been to assess the effectiveness of induction for new
teachers to Northern Territory government schools and to provide a model and
strategies to improve this practice. Information has been collected from the
literature and by means of two surveys. The first to determine the perceptions of
inductees of the problems that they have faced and of the assistance that they have
been given in their induction programs. The second survey was designed to
determine the principals' perceptions of the inductees' problems and of the
effectiveness of induction programs.

The study findings indicated that the problems of inductees in Northern Territory
schools were real and extensive and many of their needs were not being met
formally through induction programs or informally through relationships with
others.

The Department or system based induction practice of central, regional, and recall
induction programs is highly commendable, but because it only applies to those
teachers who begin at the start of the year (approximately a third of all recruits), it
cannot be said to be totally effective. This, inevitably, places a higher importance
upon school based induction programs as a mechanism for assisting new teachers
to adjust to work and life in the Northern Territory.

From the findings of this study, however, current Northern Territory school based
induction is limited. Only a minority of schools offer formal structured school
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orientation programs and/or mentor schemes of teacher support. •A conclusion
that can be reached that partly explains this, is that the probation system of peer
assessment has been seen by many principals to replace the necessity to provide
other forms of beginning teacher assistance. Yet, as probation is primarily a system
of teacher assessment, it is not appropriate as an effective induction practice.

School based orientation is also limited in its effectiveness by the low number of
schools that provide teachers with a reduced teaching load, although this is a
major recommendation arising out of the literature about induction (Speedy
Report 1989, Griffin & Hukill 1983, Davis 1988). A conclusion that can be reached
that partly explains this, is that Department staffing ratios do not give schools the
flexibility to allow beginning teachers reduced loads.

This research has also supported the concept of the context specific nature of
induction, for it can be concluded that inductees to Aboriginal schools and urban
schools have different requirements of effective induction practice.

The three highest ranking concerns of inductees in Aboriginal schools are:
dealing with individual student differences, classroom discipline and motivating
students. These can be concluded to be directly related to the teacher's concern
with survival, given that they are working in what is essentially an 'alien'
culture.

For inductees in urban schools, the three highest ranking difficulties are: assessing
students' work, subject content, and dealing with individual differences. These
indicate that teachers are not so concerned with survival as with developing
effective classroom practice, although concern with assessment and content may
be, in part, due to the new teachers having to teach core curriculum for the first
time and not necessarily in the subject area or at the class level of their choice.
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In regard to the personal problems of adjusting to living in the Northern
Territory, inductees to both urban and Aboriginal schools perceived the same
difficulties as being the three most important. For new teachers to Aboriginal
schools the rank order was reported as the high cost of living, missing friends, and
the lack of fresh fruit and vegetables. For teachers in urban schools the rank order
was perceived as the lack of fresh fruit and vegetables, the high cost of living, and
missing friends. Regardless of the rank order, the teachers' most important
problems are the same.

From a comparison of the frequency of teachers who reported having personal or
professional difficulties, the conclusion can be made that personal difficulties were
the most pressing. This conclusion must be tempered with the understanding
that personal difficulties may have been more frequently reported simply because
they are more freely addressed by respondents to this type of survey.
Nevertheless, personal problems were of concern to inductees and should not be
ignored in induction programs. The majority of teachers who begin with the
Northern Territory Teaching Service are from interstate. This means that along
with their transition to teaching is an accompanying transition to living in the
Territory. For many this will result in 'environment shock' as well as 'transition
shock'. An effective induction program would assist inductees with both aspects
of the beginning teachers' transition.

Finally, this research has provided a model of effective induction practice. This
includes a model for Aboriginal induction and strategies for school based
induction practice.
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FOR FUTURE RESEARCH

This study has provided an evaluation of the extent of induction practice and of
the needs of inductees throughout the Northern Territory. It is based on
quantitative research and examines the induction practice for the first vital ten
weeks of the inductees' transition. This study would be supported by future
research that aims to provide in-depth qualitative and longitudinal studies into
induction practice.

Such socialisation studies would best focus on case studies of inductees, following
their induction from prior to joining the Northern Territory Teaching Service to
the end of their second year in the system. Comparisons should be drawn between
beginning teachers who have been recruited to Aboriginal schools and those
recruited to urban schools. Such studies would be able to define development
stages for the beginning teachers, and determine their times of greatest need.
Further studies of inductees would do well to survey changing opinion to try to
define at what point the inductees become disenchanted with their teaching (if
they ever do). Case studies would also 'flesh out' the findings of this current
study, providing in-depth examples of the difficulties of the inductees.

It would also be interesting for future research to compare the difficulties of
Northern Territory University teacher graduates with the difficulties of teachers
recruited from interstate. In particular, it would be expected from the findings of
this study that local graduates would not have the same personal difficulties in
settling into living in the Territory, and should be better prepared for working
with Aboriginal students in cross cultural situations.

Other qualitative studies of particular interest would be specific, detailed case
studies of school induction processes based on observation of practice. These

Chapter 13 Conclusions and Recommendations

250

would present in detail the problems that the school encounters in trying to
provide induction for all beginning teachers.

RECOMMENDATIONS

The following is a summary of the recommendations made in this study.
Chapter 7
7.1 It must be recognised that the needs of all inductees are unique.
Induction programs should be tailored to provide the assistance that
each cohort of beginning teachers requires, and this may vary from year
to year. [In 1990 the new recruits were comprised of a majority of
experienced teachers and not neophytes, thus as a group their induction
requirements are different from what can be predicted from such
studies as Veenman (1984) or Carpenter et a! (1982

).]

7.2 Induction programs designed to assist inductees' teaching methodology
in all schools should emphasise assisting them to deal with individual
student differences, the assessment of students, and the selection of
appropriate curriculum content. Further as all teachers in the Territory
will at some time be involved in teaching Aboriginal students,
Aboriginal learning styles, appropriate pedagogy, and cross cultural
approaches to education should also be included.

7.3 Induction programs for those teachers in Aboriginal schools should, in
addition to those issues in 7.2, emphasise dealing with individual
student differences and Aboriginal education matters. Inductees to
Aboriginal schools should have a separate induction program
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7.4 As it is clear that teachers in their first ten weeks in Northern Territory
schools are most concerned with matters pertaining to 'survival', any
assistance or support should be aimed at overcoming this concern.
Inservice relating to improving the teacher's impact on students, for
example, content knowledge, alternative methodologies, and the like,
should be left until their 'survival phase' of development is over.

Chapter 8
8.1 Recruits should be given complete and realistic information about the
cost of living and availability of consumable items.

8.2 Inductees require orientation programs on the lifestyle in the
communities in which they are going to be living. This should include:
tours of the community, information on shopping and ordering
requirements, clubs, sports and support organisations.

8.3 Orientation programs should be organised to assist the spouse and/or
dependants of inductees to settle in the Northern Territory, including
assistance with finding employment, settling into schools, joining clubs
or organisations, and the formation of support groups.

8.4 Teachers in small isolated schools can be greatly assisted by, the
provision of subsidised communication systems such as phones, by
frequent visits by advisory staff, and by allowing and funding frequent
inter-school visits of new staff.

8.5 Assistance should be given to teachers in urban schools with finding
accommodation.

Chapter 13 Conclusions and Recommendations

252

Chapter 9
9.1 Principals and schools as a whole should be encouraged to provide
formal school based orientation programs for inductees as a matter of
urgency.

9.2 The Probation Handbook should be redrafted to make a clear distinction
between probation and beginning teacher induction. The revised
handbook should state clearly that probation panels are essentially for
the purposes of assessment and should not therefore take the place of
other support programs in the school. This handbook should be widely
distributed and inserviced.

9.3 Probation panels should be encouraged to provide more than two
meetings in term I for all beginning teachers.

9.4 All large schools with inductees should be encouraged to establish
formal mentor or 'buddy' systems of peer support. In particular,
teachers with Master Teacher status should be encouraged to adopt this
role.

Chapter 10
10.1 Schools must be given more notice of the appointment and personal
particulars of intending beginning teachers, including current contact
addresses. [This is to ensure that the school can send the intending
teachers information about the school and its community, and arrange
visits to the school as early as possible.]

10.2 Inductees should be given reduced teaching loads in all situations.
Principals should be given clear directions on the importance and cost
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effectiveness of reducing the stress on new teachers. To support this, the
Department of Education should make allowances in the staffing ratios
of schools to take into account the number of inductees that a school has
in any particular year.

10.3 Schools should endeavour to ensure that someone is available during
the holiday period before the teaching. year starts to show beginning
teachers through the school and to initiate their school based
orientation. [As it is impossible to suggest that the principal should give
up his or her vacation entirely, this would be best approached an a roster
system, by which the Department's recruitment section can be informed
of the names of school staff who will be available at various times
throughout the vacation period to tour the school. For Aboriginal
schools, where the entire staff leave the community, school visits
should be arranged through the regional office staff.]

10.4 Relief teachers should be provided on a regional basis to allow short
term visits and exchanges of inductees between schools, particularly
with isolated and small schools. [This may also encourage the transfer
of teachers to such schools from urban situations.]

10.5 Inservices on programming and cross cultural methodologies should be
organised as a part of a structured school based induction program.
Master teachers within schools as well as Departmental advisory staff
may be involved in running workshops for inductees, which may best
be run in term 2 or semester 2 after the inductees have had a chance to
overcome their problems with initial settling in. Teacher education
institutions should also be involved in these activities.
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10.6 Schools must accept that the responsibility for a teacher's education,
training and counselling is just as important a goal as student education,
training and counselling. Schools should therefore establish peer
support systems for providing counselling to inductees.

10.7 The Department should renew its commitment to teacher counselling,
by providing at least one Staff Welfare Officer position.

Chapter 11
11.1 That the various orientation programs, Central, Regional and Recall,
should remain, for they provide a sense of welcome and of becoming a
part of a system that is necessary for those teachers being recruited from
other states. The initial sessions need not be mandatory for Northern
Territory University graduates.

11.2 The practice of involving superintendents, directors and other
administration officers in induction should continue for this establishes
the basis upon which professional interaction within the Northern
Territory Teaching Service depends. It gives inductees a sense of
importance and worth and allows them to 'put a face to a name'.

11.3 The recruitment section of Personnel Branch should continue to
provide realistic information of the lifestyle, climate and living
conditions in the Northern Territory. [This serves the dual purpose of
ensuring that inductees' expectations are valid and to ensure that they
do not feel deceived upon their arrival. Many new recruits come to the
Territory because of the prospect of change and the difference that it
offers to their lifestyle from what they had in their home states.]
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Chapter 12
12.1 Schools should assume the responsibility for the ongoing education and
training of their teaching staff and in particular should accept that it is
the responsibility of the whole school. This should be incorporated into
school philosophies and school improvement plans.

12.2 The Department should provide support for school restructuring that
would allow improved school based induction practice. This would
include: flexible staffing formulae and extra staff for relief and to allow
-

reduced teaching loads for beginning teachers, and timetable changes
that enable beginning staff and their mentors time to hold meetings for
professional development purposes.

12.3 The approach to the probationary process must change so that it can no
longer be used by schools as an alternative to beginning teacher
induction programs. [Probation should be seen to be by all principals
and schools, as an assessment tool for the peer evaluation of
probationary staff.]

12.4 Inductees should be encourage to actively pursue induction support
systems in schools. [Induction in this sense is a part of the ongoing
professional development of teachers. Creating this expectation in
beginning teachers can perhaps be considered to be one of the roles of
the teacher education institutions.]

12.5 Universities and other tertiary institutions must expect that ongoing
teacher development will involve their continuing commitment to
supporting and assisting past students. Schools should be encouraged to
seek the involvement of teacher education institutions in continuing
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professional education.
12.6 Induction into teaching in the Northern Territory requires providing
support for inductees' personal as well as their professional orientation,
and this applies equally to neophytes and beginning teachers who have
experience gained in other systems.

12.7 The models of beginning teacher induction and induction into
Aboriginal schools (Figure 12.1 and Figure 12.2) are recommended for
adoption.
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APPENDIX 1:

Questionnaire for New Teachers to the Northern Territory

APPENDIX 2:

A Survey of Principals/Head Teachers on Beginning Teacher
Induction

TTORY

1

QUESTIONNAIRE FOR

NEW TEACHERS TO THE

NORTHERN TERRITORY
(for teachers who began service in 1989 or 1990)
1. Name of your school:
male I female

2. Your gender please (delete where appropriate)

3. The date you commenced teaching in the NT:_____________________________________________
4. How long have you lived in the Territory:
yes I no

5. Did you get your teaching qualifications at the Northern Territory University
6. How many years have you been teaching altogether
(including service in other systems):

yes I no

7. Did you attend an Induction course?

IL you have already attended an Induction course. Please rate the value of the induction courses,
where 1 is extremely helpful & 5 means of no help at all
COMMENT
I
I
I
5
4
3
2
1
Central mduction program
-

Regional mduction program

5

4

I
3

I
2

1

Induction recall program

5

I
4

I
3

2

1

I

If.would you like to attend an Induction course at some time during the year
What would you like included in this course and when would you like it to be?

yes I no

8. This is a list of common problems that new teachers often encounter in their teaching.
Please indicate the order in which you would rank these problems. Where 1 is extremely difficult for
you and 5 is not difficult at all.
COMMENT
classroom discipline

I
5

I
4

I
3

I
2

1

motivating students

I
5

4

I
3

I
2

1

dealing with individual differences

5

4

I
3

I
2

1

relations with parents

I
5

4

I
3

I
2

1

dealing with the problems of individual students

I
5

I
4

3

2

1

assessing students work

I
5

I
4

I
3

I
2

1

subject content (eg; maths, science etc)

I
5

I
4

I
3

I
2

1

I

I

I

I

I

I

I

2

Do you have any other concerns not listed here?

This is a list of the common problems that new teachers face upon moving to the NT. If you have moved
to the NT to take up your teaching (or have moved from one NT centre to another)
Please indicate if these have been a problem to you. Where 1 means extremely important and 5 means on
no importance at all.
distance from other cities, feeling of isolation

I
5

I
4

I
3

1
2

1

lack of family support

I
5

1
4

I
3

I
2

1

miss friends

I
5

I
4

I
3

I
2

1

cost of living

I
5

I
4

I
3

I
2

1

I
5

1
4

I
3

I
2

1

• climate

5

I
4

I
3

I
2

• poor living standard relative to what you were
used to in previous state

5

4

3

2

poor standard of housing

I
5

I
4

I
3

2

high cost/poor availability of fresh fruit and vegetables

I
5

I
4

I
3

I
2

difficulty in making friends here

I
5

I
4

I
3

I
2

• cannot undertake the leisure activities here, that
you used to in your previous state.

I

I

I

I

1

What other factors are bothering you about living in the Territory?

Do you have a spouse (de facto or married) or/and dependants
Often new teachers are unhappy, because their spouse / dependants are unhappy
living here. Does this apply to you?
If yes why are they unhappy, (if answer the same as Q.10 please indicate)

yes I no
yes / no

3
13. There are many positive things about living in the Territory. What do you like about being here?

14. If you were not living in the NT, what were your reasons for coming to the NT to take up teaching?

yes I no

Is the Territory what you expected it to be?
If not, how is it different from what you imagined (or were told).

15. Has anyone in your school being specifically assigned to you, to assist in your settling in? yes I no
If yes have they being helpful

yes I no

If no, would you have liked this sort of assistance

yes I no

Comments:

16. Who has been helpful to you in getting settled in the NT
(Put a / the column, you can use more then one if applicable)
In joining clubs/sports teams/associations
With information about shopping and getting supplies
In making new friends
With information on getting your car serviced.
In finding housing
Other assistance that has helped you

ept office' school friend
officer

rio-one

4
yes I nol

17. Are you having any difficulties with the Department of Education?

Comment

Communication
Access to higher level officers
Problems with salaries
Problems with leave
Teaching position not what you were promised
Problems with teacher support
Problems with getting personal support
Problems with probation
Are you teaching in your prefered area (subject, class level)
Other difficulties?
18. Has the NTTF being of benefit to you in your induction to the Territory?

yes I no

19. Are you involved in a formal school-based induction program
If yes approximately how many hours do you spend in organised sessions
per week, designed to help you in your teaching and settling in.
PER WEEK (please tick box)
less then 30 mm. ...........
between 30 mm

-

1 h....

betweenlh-2h...........
between 2 h - 3 hr ..........
greater then 3 h ............
If yes who provides the most help in your SCHOOL BASED induction program?
Where 1 is extremely helpful, and 5 means 'does not help at all'.
Your pnncipal

I
5

I
4

3

I
2

1I

Assistant Principals

I
5

I
4

3

2

1I

MasterTeachers

I
5

1
4

I
3

I
2

1

Expenenced teachers

5

I
4

3

I
2

1I

Departmental officers

I
5

1
4

I
3

I
2

1

University lecturers

5

I
4

I
3

I
2

1

I

I

20. If your answer to Q.19 was NO, would you like your school to have an induction program

yes / no

5

21. In regards to your probation panel.
How helpful has your probation panel been to your settling into
teaching in the NT (where 1 is extremely helpful and 5 is
1______________________________
5
4
3
2
of NO help at all)
How often did you meet with members of your probation panel in term I,
of your first year in teaching?________________________________
What do you perceive the role of the probation panel to be?

22 List any changes that the Department could make that would help you in your induction to the Territory

23. Any other comments that you would like to make about your first year of teaching in the NT

THANK YOU FOR COMPLETING THIS SURVEY.
THE RESULTS WILL BE VERY USEFUL IN ASSISTING US
IN OUR EFFORTS TO IMPROVE THE ASSISTANCE GIVEN TO
NEW TEACHERS
All comments and information will be kept strictly confidential, NO individual
information will be given from any questionnaire
Please forward to:
Terry Quong
SEO Professional Development
DARWIN EDUCATION CENTRE
GPOBox 4821
DARWIN NT 0801

OR

PD5
via DEPARTMENT COURIER

A SURVEY OF PRINCIPALS/HEAD TEACHERS
ON BEGINNING TEACHER INDUCTION
Name of School (optional)
Number of teaching staff (full time equivalents
Urban

Categoiy of school
(Tick more than one box)

Secondary

Rural ElPrimary

CEC

El

TAFE 1-1

How many teachers are NEW to your school in 1990?
On the 4/12/89, a DRAFT booklet "School-Based Induction" was sent to all schools.
Do you have a copy of this booklet?
yes / no
Please rank its usefulness, where 5 is NOT valuable and 1 is extremely valuable.
I
5

I
4

I
3

2

5.c.If relevant, please comment on the booklet.

Please rate the importance of school-based beginning teacher induction programs
(where 5 is Not important and 1 is extremely important)
I
5

I
4

I
3

2

Please rate the Departmental; Central, Regional and Recall induction programs;
(Where 5 is NOT valuable and 1 is extremely valuable)
Please comment
I
I
I
I
5
4
3
2
1I
Centraiprogram
Regional program

I
5

4

I
3

I
2

1I

Recall program

5

4

3

2

1

How important is it, for teachers who are recruited after the 29 Jan, and who have missed
the induction program, to be withdrawn from school to attend a formal induction inservice?
(where 5 is Not important and 1 is extremely important)
5

4

3

2

1

9. Does your school have a formal program of beginning teacher induction?
(a) If yes, approximately how many hours/mm
are scheduled on average for organised sessions.
PER WEEK (please tick box)

yes I no

(b) If no, please define your schools
position on teacher induction.

less then 30 mm............
between 30 mm

-

1 hr....

between 1 hr- 2 hr...........
between 2 hr

-

3 hr..........

greater than 3 hr ............

LI]

9.c. If appropriate, please briefly describe your school based induction program.

Please rate the importance of the following, in the induction of beginning teachers in
your school; Where 5 is NOT important and 1 is very important.
Please comment on perceived role
1'
3
2
4
Band Ipeers 5

5

I
4

I
3

I
2

Bandll

I
5

I
4

I
3

I
2

Bandlll

I
5

I
4

I
3

2

Theprincipal

5'

I
4

I
3

I
2

Master
Teachers

I

1

1

I

I

Are new teachers encouraged to meet / visit other schools.

yes I no

Are peer support networks set up for beginning teacher counselling,

yes I no

Does your school have a one to one mentoring scheme,
whereby an experienced teacher is assigned to assist each neophyte?

yes I no

Were you able to send information to new teachers to your
school, prior to their arrival ?
Comment

yes / no

Was someone on your staff, able to show the new teachers through your
school prior to the first day ?
Comment

yes I no

Are beginning teachers in your school assisted with extra non-contact time
for planning & preparation ?
(eg; time off classes, lighter loads, smaller class sizes etc)
Comment

yes I no

Do new teachers to your school get to teach in their preferred fields of
expertise and preference (ie; subject matter, class level etc)?
Comment

yes I no

-

-

-

This is a list of common problems that new teachers often encounter in their teaching.
Please rank these problems from your observation of new teachers. Where 5 is extremely
difficult for new teachers and 1 is not difficult at all.
Classroom discipline

5

I
4

I
3

I
2

Motivating students

I
5

I
4

I
3

2

Dealing with individual differences

I
5

I
4

I
3

2

Relations with parents

I
5

4

3

I
2

I
5

I
4

I
3

I
2

Assessing students work

I
5

I
4

I
3

I
2

Working with Assistant Teachers (Teacher Aides)

5

I
4

I
3

I
2

(B). Dealing with the problems of individual students

Other?

19. Beginning teachers need assistance in;
(where 5 is strongly disagree and 1 is strongly agree).
(A) teaching methodology (programming etc)

I
5

I
4

I
3

I
2

I
1

(B).personal standards (eg; dress, language, spelling, etc)

5

1
4

3

2

1

(C) content knowledge

5

social needs (peer support, housing,
sports club introductions etc)

5

4

3

(E). personal needs ( someone to talk to, counselling etc)

51

4

3

2

1

51

4

3

2

1

1_ !_
4
32

working in cross cultural situations
OTHER?

20.(A) What is the role of the PROBATION PANEL?
--------------------------------------------------------------------

-------------------------------------------------------------------------------------------

20 (B) How often should probation panels meet in term 1 9
-------------------------------------------------------------------------------------------

21. Do you have any OTHER comments that you would like to make?
Eg;

on the role of the Professional & Career Development Section
on the standard of new recruits to the NTTS,
* on how we can assist them to develop and to stay in the Territory?
etc....
*
*

-------------------------------------------------------------------------------------------

THANK YOU FOR COMPLETING THIS SURVEY.
All specf1c comments and information will be kept strictly
confidential, NO individual
information will be given from any questionnaire
Please forward to:
Terry Quong
SEQ Professional Development
DARWIN EDUCATION CENTRE
GPOBox 4821
DARWIN NT 0801
I'-.' ................

OR

PDS
via COURIER
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