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ABSTRACT:

o . Itis perhaps fair to say that the relief (substitute) teacher should be viéwe&f; as an

- “extremely important educational resource. Reviewed literature spanning the bettér part
of twenty years indicates that in parts of Australia, the United Kingdom and the United
States, many students spend as much as one full year (or more) of their K-12 education
having curriculum delivered to them by these individuals. Unfortunately, the literature
also indicates that many relief teachers are still viewed by many as less than “real”

.teac'hérs in terms of perceived competence, skill and capability.

U In addition to this, the existence of a number of pervasive, eriduring systemic problems
- have been identified as being present in the educational systems of the above-

mentioned regions, which have been seen to impact negatively on the relief teacher,
| making the difficult job they do, even more arduous. There is rcason to hypothesise
that as a result of exposure to these probiems, relief teachers could be expected to
suffer from feelings of alienation and further “disconnection” from tenured (or

contracted) colleagues, and that this may further marginalise them from the rest of the

- greater educational community.

' The purpose of this study was to ascertain whether feelings of alienation were present
© in relief teachers servicing Western Australian government metropolitan primary
schools, and if so, what they identified as contributing to those feelings. Additionally
the research attempted to ascertain what (if any) support strategies for relief teachers

~were actually offered by the schools that had been serviced by the subject population.

The research itsclf was qualitative in nature, using semi-structured interviews as the
main data gathering tool, with twenty “currently serving” relief teachers being

interviewed.,

The current study established strong positive links between feelings of alicnation in the o
subject population and exposure to a number of major systemic problems, whi'ch"v '

currently exist within the educational “system” of this state.



“The present research also identified a number of support strategies offered by some

3 ..,éphools, which indicates some cognisance of the problems faced by relief ._tﬁa.cihers

-_'du_ring the course of their work.

. -As a result of the research findings, several recommendations for,'ﬁinhél"".action
~emerged. Implementation of these should, logically, go some considerable wa§ toward
| '. reducing feelings of alienation and disconnection among relief teachers, and more
importantly augmenting their effectiveness as an arguably increasingly important

. educational resource.
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Chapter 1

Dverview of the study

Introduction

Chapter one introduces the reader 10 the research. The first section discusses the
background of the study, in effect setting the scene for the reader. The next section
desis with the significance of this rescarch, justifying its importance to the field of
education. Sections three and four discuss the need for and purpose of the research,
while the fifth section defines the specific research questions that this study bas
shtempted to answer. The penuliimate sechion provides & basic outling of the research
itseif, and the final section lists important key assurptions of the study,

Background

Resesrch both in Australia and overseas {United Siates and Unlted Kingdom in
patticular) has for many years identified teaching in primary and secondary
government schools as being # profession which carries higher levels of stress, job
dissatisfaction and consequent “drop out” rates than many other skilled occupations.
Some Western countries {parts of the United States, the Upited Kingdom and
Australia} now face significant problems regarding falling numbers of teachers (Bruce
& Cacioppe, 1989 Gonzales, 2002; Woods, 2004), and the consequent difficulties
experienced by school districts in being able to adequately service existing students’
needs, Much of the research also shows that the highest rates of feacher resignation
appear t0 be graduates with 6 years or less experience (Bruce & Cacioppe, 1949,
Departinent of Education and Training, 2003; Gongales, 2002; Woods, 2004}, leading

to ageing workforces,

There is reason to speculate that, partially as a result of the ahove frends, the
importance of the relief teacher as an educational resource Is increasing. Other reasons
for this heightened importance include the emphasis being placed on professional
development and other in service training for tenured educators, meaning yet more

time which students will spend away from their regular teacher(s}.



A review of the relevant lterature reveals that over the cowrse of a student's
kindergarten to year 12 education, significant amounts of time are already being spent
with relief teachers—in some instances, & year or more {(Abdal Haqq, 1997; Brace,
1996, Edelman, 2003; Gonzales, 2002; Longhurst, 2000} If this trend is on the
ingrease, there is lite doubt that the relief teacher needs to be as effective as the

regular teacher in the continuation of curriculum delivery in the classroom setting,

Unfortmately, the above does not appesr to be {he case. Relief teachers are still
generally seen by the broader educational community as somewhat “lacking”
regarding their capabilities as professionsl educators {Black, 2002: Cardon, 2002;
Hardman & Tippetis, 2001). Negative perceptions from tenured or contracied
colleagues, students and school leadears, coupled with low expeclations (Abdal Hagg,
1997; Black, 2002; Cardon, 2002; Hardman & Tippetts, 2001), marginalise the relief
teacher from the cutset. Lack of in-service training and professional development
opportunities {Crittenden, 1994; Lunay, 2004}, real problems with in-class and
administrative back up, and peneral lack of respect for the difficult job they do, are
ofher maior issues facing these educators (Black, 2002; Crittenden, 1994; Gonzales,
2002, Hardman & Tippetts, 2001 ; Shilling, 1991}, These probiemns are often additional
to the well-recopnised problems faced by the teaching profession in general,

The review of the available literature on the subject of relief teachers identified several
recurrent themes, which when analysed further, could reasonably be expected to
produce strong feelings of alienation and disconnection from tenured/contracted
counterparts angd the broader cducation comynunity in general. 1 indeed, these feelings
do exist, questions newd to be asked which address how much effect this has on the
ability of the relief teacher to function at full capacity, and what can be dose to assist

in the overall reduction of this esirangement and disconnection,



Significance

The uniqueness of this stugdy is considered to be a major reason why research of this
nature should be undertaken, An exhaustive review of availsble literature on the
subject of relief teaching has identificd several recurring systemic problems, which
could reasonably be considered to negatively impact upon relief teachers. However, no
literature could be found which actually determines whether this is in fact, the case.
Indeed, no background literature that discusses in any real depth the possibility of
negative psychological andfor emotional effects arising from the special nature of the

work in which these professionals engage appears to exist.

In conducting research of this type, it is hoped that some foundation for further inguiry
might be laid, which will begin a conscious process of actively developing the relief

teacher as an effective educational rescurce.

Need for the study

The comparative lack of research into relief teaching in general, coupled with the faot
that relief teachers’ contributions to the provision of educational services appear fo be
increasing both in frequency and importance, provide strong reasons for looking

deeper into the problems these professionals face,

Further, most research that hes been carried out concentrates mainly on issues facing
relief teachers in North America or the United Kingdom. Scant research on this group

of educators exists in Australiz, and almost none is relevant to Western Australia.

The results of this study might hopefully begin to portray the specific problems faced
by relief feachers in Western Australia, explore the possibility that these individuals
are experiencing high (and often totally unnecessary} levels of alienation, and provide
some basic pointers to what can be done by the educational bureaucracy and school

administrators to reduce these feelings.



Purpose of the study

The intended purpose of this study is first, to identify if feelings of alienation do in fact
exist among relief teechers, and second, to investigate which areas of concem produce
the strongest feclings of alienation. In addition, it is mtended to identify any other
problems experienced by relief teachers, which might cause feclings of alicnation, that
have not been identified by relevant literature, and to determine what support strategies
schools actually provide for relief teachers. In answering these questions, it may
become possible o further explors this problem, and perhaps develop strategic

initiatives designed to address the issues.

Research Quesiions

The body of this research focussed on determining the existence of feelings of
slienation being experienced by relief teachers workiag in Westem Australian
government metropolitan pnmary schools, Specific reference to arear of concemn
identificd by the literature, which impact either solely on reliel teachers, or, counld
reasonably be expected to affect relief teachers to the same degree ss their tenured
colieagues, were also examined. In addition, focus was placed on other possible
sources of alienation identified by relief teachers themselves, as opposed to those
identified in the available literature, along with identification of any support systems

actually offered to relief teachers by the schools they have been servicing.

The above was distilled inte two broad research questions:

1. {a} Are relief teachers servicing Western Australian government metropolitan

primary scheols feeling alienation as a consequence of their work?

(b} I alienation is confirmed, what do Western Australian government
metropolitan primary school relief teachers identify as contributing fo these

feelings?

7. What idestifled support strategies/systems have been offered to relicf teachers

servicing Western Australian government metropolitan primary schools?



Specific research aims and objectives
This study will atiempt to:

¢+ Determine sources of alienation among relief teachers servicing Westem

Australian government metropaolitan primary schools.

¢ Investigaie other possible sources of alienation among the above group, which

have not been identified by previous research,

¢ Determine what types of support sirategies are offered to relief teachers by thoss

schools utilising their services,
Definition of key terms

In order to onsure that no confusion exists, it was considered necessary io clearly
define and clanfy the terms relief (Australia), substitute (Novth America), or supply
{United Kingdom], teacher from the outset. This study focuses only on the "casually”
employed teacher who may be called to cover for a class’s regular teacher during
planned or unplanned short~term absences. Such absences could inchwde sick, personal
or professional development (PD) leave. Relief teachers may be called to cover such
absences for periods ranging from half-day placements, through to periods of several
weeks, although “usual” placements will typically Jast from one to several days at a
time. Relief teachers are distinct from tempaorary/contract teachers, who are employed
through the Wesiern Australian Department of Education and Training (DET) for
“blo k" periods usually Iasting from one term to a complete schoo! year, and usually
remain in one class or schoof for the duration of their contract. These teachers usually
receive all the benefits of tenured full and part-time educators, including sick, annual

and professional jeave,



The term “alienation™ also requires clanfication. This concept can hold many different
meanings to different stakeholders, and is very widely used io a multitude of different
“arenas” {Ray, 1998, p. 67). For the purposes of this study, afienation has besen
defined as persistent negative feclings that some relief teachers may experience

during the course of their work within Western Australian _goverpment

gaetropolitan primary schools. These feelings may be expressed as powelessness,

meaninglessness, or 1soelation, and may in fact be expressed in combinations of these
constructs. Alienstion as it relates fo the context of this research is fully discussed in

chapters two and three.

Outline of study

Chapler two presents a review of the available literature. This review focuses on the
literature that relates to the alms and objectives of the study. These include the
identification of the presence of feelings of alienation among relief teachers servicing
Westem Australian government metropolitan pomary schools, probable causes of
these feclings {identified by the Jiterature), and possible other sources of alienation,
Therefore, the review of literature will include the definition and
sociological/psychological explanation of alienation, a clarification of the term “relief”
teacher (as oppoesed to other temporary forms of teacher employvment), relief teacher
demographics, identified systemic problems facing these individuals, and suggested

improvements to carrent practice.

Chapter three focuses on the conceptual framework of this study. A psychological
concept of alienation is used in the study, and an Alienation-Non-Alienation model has
been adapted from Carlsen (1995) and Finn (1989), that helps to explain the various
dimensions along which these negative feclings may manifest themselves, Chapter
four discusses the methodology used in this research including its design, procedure,
instruments and materials 1o be used, analysis of dats, possible weaknesses, and
defines the specific target population. Chapters five through eight discuss and analyse
in some detail, the findings of the curmrent study and chapier nine summarises these
findings. Chapter ten highlights a series of recommendations which emerged from the

rescarch findings, and prevides a brief conclusion fo the study,



Assumptions

Four key assumptions underlie this study,

¢ The relief teachers’ responses to the open-ended guestions at interview, actually

represented their true feelings and perceptions,

¢ The unpredictable and oflen tenvous nature of relief teachers” placements within
various and widely divergent school seitings could influence levels and types of

alienation being felt over varying periods of time.

¢ Other bio-psycho-social variables outside the actual school setting (both within and
outside the control of the individual} could have positive or negative effects on

teelings of alienation.

+  All relief teachers surveyediinteorviewed in this study are equal in competence to

that of their temured colleagues,

Stummary

This chapter has established the context in which the research will occur. The first
section provided background information identifying the importance of the relief
teacher to the educational community, discussed reasens why this impostance is
increasing, and contended thai the relief teacher is still undervalued as a legitimate
educational resource. Sections two and three discussed the uniqueness of this study,
identifying & lack of research in the arca of relief teaching fespecially in Westorn
Australia). Section three further suggested that confirmation of feclings of alieaation,
together with the reasoas for these Teelings amoang this group of professionals, may be
identified by this study. Section four cutlined the purpose of this research and sections
five and six detailed the two broad research gquestions that this study will attempt to
answer. The final section identified several important key assumptions underlying this

study.



An in-depth review of the relevant literature is presented in the following chapter,
identifying many of the systemnic problems faced by relief teachers which could
reasonably be expected to produce varying types and levels of slienation, Interestingly,
many of these challenpes were found to be common in afl countries from which this

lterature was drawn,



Chapter 2

Review of the literature

Introduction

A comprehensive review of the literature relevant to the research is presented in this
chapter. The first section provides a link between the licrature review and the
conceptual framework of the research, A general definition of alienation and a brief
description of the concept of alienation as a psychological/sociological construct then
follows. Clanification of the term “relief teacher” is included, along with a brief
discussion on the scarcity of Herature that relates to the subiject of relicl weaching in
general. The third section discusses relief teacher demographics, with particular
reference being made to identified proportions of relief teachers servicing schools and
age/gender/experience mixes identified in the reviewed literature. Section four
discusses the probable sourees of alienation experienced by relief teachers as reported
in the available Hierature whilst the ffth section identifies recommendations for
improvement to current practices (alse reporied in the literature), which if
implemented, could reasonably be expected to reduce feelings of alienation in this
group of professionals. The final section provides a conclusion and briefly summarises

the literature findings.

Lirtking the literature review to the conceptual framework

The concept of alienation among relief teachers, whether actual or percetved, 1s not
identified or discussed in any of the avaiiabie lterature. Indeed, as will become
apparent later in this review, literature dealing in any substantive way with the specific
issues relating to relief teachers or tzaching is indeed scant. This is particularly evident
in Australia, and although comparatively more literature is available which discusses
relief teacher issues in North America and the United Kingdom, the amount i still
minuscale in comparizon with published research dealing with tenured educators.
Although the available lterature fwpfied that alienation could possibly become

mianifest in relief teachers who were exposed to some or all of the systemic problems



subsequently identified, no direct links are evident. (Indeed, one of the general aims of

this research is to attempt to estublish this link.)

The available literature did, however, reveal a number of prevalent “themes” which
when analysed further, bighliphted the major systemic problems faced by relief
teachers. The logical implication of these problems is that they themselves could be
expected fo provide the “platform™ from which feclings of alienation may develop.
These themes also provided a “tight” and very natural famework for the subsequent

discussion.

The concepiual framework, however, utilises a psychological alienation-non.-slienation
model {adapted from Carlson (1995) and Finn (1989%)) and that allows any identified
alicnation amongst the target population to be explicitly expressed along a
comhipation of three continua: Powerlessaess, Meaninglessness, and/or Isolation, The
development of this model was considered essential, in order for “alienation” to be

properly guantified,

Az can he seen from the sbove discussion, this seeming “disconnection”™ presents
somewhat of a problem when attempting to draw sirong, lopical and direct links
between the literature review and the conceptual framework of the research. The
possibility of framing the literature review’s emergent themes within the constructs of
the coneeptual framework was considered. but was discarded due 1o the fact that to do
this would have led to a considerable degree of repetition. Mony of the identified
issues could well be expressed on more than one of the alienation constructs, because
of course, the social “reality™ of each individual within the target population can be
quite different from another’s {Bums, 2000; Guba & Lincoln, 1994), For example, one
Krong emoergent theme (discussed fully in the subsequent review) was an identified
lack of professional development {PD) being available for relief teachers, which 15 in
stark contrast 1o its availebility for fenured educalors. In fact, o two-tiered system of
acoess to PD currently exists, with tenured teachers recsiving this education free of
charge, whilst relief teachers are required to pay the full cost of any desired course and,
in addition, ofter having to forfeit 1 day’s pay in order to attend {Lunay, 2004). That
feelings of alicnation in relief teachers could possibly stern from this inequality of

aceess reguires no great leap of logic. However, the wer in which these feelings are

18



manifested in each individual could vary considerably, Some indwvidusls may
experience feelings of powerlessness, when attempting {and being denied} access to
PI> on equal terms to those of their fenured counterparts, whilst others may find their
alienation being expressed as isofation -fechings of being “left out” and not supported
by colleagues or the bureowicracy itself. St others may express their alienation in
terms of meaningicssness--fecling devalued as a professional of equal educational
standing and competency. Some individualz may possibly express their alienation as a
combination of these 3 constructs, and yet others may experience no alienation at g,

Most of the other emergent themes could be expressed similarly,

As can be seen frons the above discussion, framing the literature review within the
structure of the conceptual framework, might prove cumbersome, repetitive, and

woudd quite possibly ruin the natural “flow” of the work itseif.

The concept of alienation

The Collins English Dictionary {1979, p. 36} defines “alienation™ as * 1. Tuming away;

estrangement. 2.The state of being an outsider or the feeling of being isolated.”

Oerlemans and Jenkins (1998) contended that alienation as a concept was first used by
Karl Marx, in describing the powerlessness of the worker in relation to the means of
production -- specifically regarding the imbalance of power between the workers
themselves and “big business” owiiers of the time. They also indicated that alienation
as a Sociological concepr was delineated by Sceman (1959}, who added several other
broad constructsdimensions, which are discussed in the next paragraph. This
delineation, in effect, brought the concept inte 3 “modermn” framework, with
subsequent research by psychelogists and sociclogists recogmising alienation as a

“real” and quantifisble construct,

Melnerney and Mcinemey (2003, p. 456) oited Mau (1992) and Oerlemans and
Jenking {1998}, who indicated that alienation may involve three broad dimensions:
& Powerlessness, which can lead to an individual’s feelings of lack of conirol over

their lives;

1



+ Social estrangement, where an individual feels physically and/or psychologically
zolated from various social groups around them;
¢ Meaninglessness, which can include feelings of imelevancy about what is

happeniag to them.

These three dimensions can operate in isolation from one another, or "in concert”, in
any combination, and could probably be expected to chanpe in reaction io variables
such as time, specific “triggers”, and other lifestyle influences. Alienation ig
recognised as being very complex in aetiology, with probeble “roots” in a person's
big-psyche-social background (Mcinemey & Mcinemney 2002, 1. 456). in extreme
cases, severe feelings of alienation can express themselves in physical illness,
psychological disturbance, or combinations of both (Bess, 1998 Bjorkquist &
Kleinhesselink, 1999; Mclnerney & Meinerney, 2002).

Availability of literature focussing on refief teaching

Relief teaching is an integral part of the provision of education to our young, and is an
important ared crucial cog in the machinery of this service, yet seems 1o be basically
ignored by the “machineg” itself, and educational researchers in general. When
researching literature on the systemic problems facing relief teachers {and how these
could possibly lead to feelings of alicnafion), considerable time was taken to locate
refutively few arficles that provided some insight into the subject. No actual reference
refating to the levels of aliemation that relief teachers may or may not be fedling
towards their profession or teaching colleagues is sctually made by any of the
literature. The scarcity of literature on even the “general” topic of relieffsubstitute
teaching is confirmed by Crittenden {1994) who stated:

The inttial search and review of relevant literature established right from
the start that there is scant published material on the subject of relief
teaching. Very little research has been conducted in Ausiralia on the
subject, and even less information is availabie on the West Australian
scene, {p. 82)

12



Crittenden’s {1994} finding is also supported by Gill and Hand (1992), and Galloway
(1993}, (cited in Crittenden, 1994} and is in stark contrast to the vast body of
worlawide research dating back almaost a century, which focuses on educational issues

relating to tenured teachers,

The above situstion is mirrored in North America where a review of the available
literature from this location shows much the same trend. A convinging example
illustrating the “great divide™ between relief teachers and permanent staff is that of
Gonzales (2002) who, in citing Lester (198€) and Short and Rinchart {1992), noted
that hetween 1975 and 1986, over one thousand articles were written which related to
tenured educators’ job satisfaction and dissatisfaction, yet very little of this focused in

any meaningful way on substitote teachers.

Overall, the majority of the comparatively few articles that were located mostly dealt
with relief/subgtitute teaching issues in North America and the United Kingdom. One
welcome exeeption, however, was Crittenden’s {1994) ariicle, which did in fact deal
with relief teachers working in Western Australisn govemment primary schools,
Although now a decade old, many of the issues dealt with in this article are still whelly
relevant to the present study and were mirrored by much of the more recent, reviewed

literature.

Why the relative scarcity of literature on this subject? One possible reason may be that
the whole issue of relief or yubstitute teaching is not really seen as “important” enough
in which fo invest time, money and research. Relief teachers are ofien “out of sight and
out of mind”, Indeed, when attempting to access up to date figures relating to the
rumber of relief teachers working in the Western Australian (WA} government system
at present, i was extremely difficult 1o ascertain exact numbers, because the
Department of Education and Training (DET) admitted to not keeping official records
of these individuals. (Hwmnan Resources officer, Depariment of Education and
Training, personal communication, July 13, 2004} In fact, the only way to provide thig
gatn was to access pay records and identify from teacher identity numbers, those
teachers who were paid weekly, and at casual rates, (Weekly pay was about the only
way to obtain the relevant data, as all temured full dme, part time and fixed contract
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teaching staff, are paid fortnightly). The Departrment of Education and Treining proved

unwilling to take the time to access this information.

However, when revicewing the available literature refatisg ®© the general topic of
reliefsubstitute teaching, a number of prevalent “themes” smerged, which when
identified argd examined further, could be divided into 3 broad catepories: *Relief
teacher  demographics”; “Probsble sources of reliefl tescher alienation™; and
“Recommendations for improvements to current practices”. These themes provide the

framework for the subsequent discussion.

This section of the literature review introduced the reader to the concept of alienation
&5 & sociological and psychological construct, and identified the four basic
“dimensions” through which alienation can menifast itself in affected individuals.
Finally, a brief discussion regarding the relative scarcity of literature that deals in any

deptn with relief teachers and relief teacher fssues was included.

Relief teacher demographics

Section two discusses general relief teacher demographics that have been identified in
the reviewed literature. The section is essentially divided into two parts, first dealing
with identified proportions of relief teachers actually servicing schools, and second,

discussing who actually comprises the relief teacher population.

Propertion of relief teachers servicing schools

As discussed previously, exact figures for Western Australia, are difficult to ascertain,
but would be ressonably expected to fluctuate somewhat, due to the tenuous nature of
the work, and the fact that at the start of any given “school vear® varying numbers of
newly graduated teachers as yet not appuinted to permanent or confract positions,

would be seeking temporary relief work,

Cntienden (1594) reported that in WA 1o 1993 a total of 1100 relief teachers were
servicing govemment kinderganen fo vear 12 schools, representing around 14% of the
total teacher population. Abdal-Haqy (1997), stated that studies by Wyld {1995} in the
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U.S. show that an any given day, the relief teacher staffing component could be as
much as 10% of the total teacher population. Billman (3994), Nidds and McGerald
{1994) and Ostapczuk (1994}, cited in Abdal-Haqqg (1997) indicated that over the
course of a student’s K-12 education, between 5% and 10% of their education will be
provided by relief teachers. Earlier US. findings by Brace {1990} repored similar
percentages. Research undertaken by Pardini (20003, 25 reported in Gonzales (2002),
supported eartier findings, contending that students in the U8, will spend arcund one
full year of their kindergarten to year 12 education with relief teachers, and that on any
given teaching day, an average of 274,000 substitute teachers will lead classes in North
America. This is also supperied by Longhurst (2000), and Smith and Sorenson {2000)
as reported in Edelman (2003), who found that the average student will spend “..about
one full year with a substitute teacher...” {p. 22} between kindergarten and year 12,

The above figures would obviously vary from time to tdme {Terms 2, 3 and 4 being the
most favourable period for WA relief teachers to find placements, according to the
mator relief teaching placement agencies), and from school to school, with institutions
that cater for students from low socioeconomic areas possibly relying on relief teachers
significantly more than other schools, This contention is certainly supported by
research in the US by Adams (1999), {cited in Gonzales, 2003) who indicated that in
highly impacted, low socioeconomic schools, students are likely to spend around 3.5%
more time with substitute teachers. Adams’(1999) findings revealed the possibility that
students from these schools have the curriculum delivered 1o them by many different
teachers over the course of their educational lives. If the above really is the case, then
this is of sonte significance, and could ke the cause of some concern. There is also
possible reason to believe that the reliance schools place on relief teachers has been
increzsing in recent years, due in part to the higher importance being placed on
professional development for tenured teaching staft (Crittenden 1994; Gonzales 2007;
Shilling, 1991), and the “drain” of young teachers from the profession into other aress
of employment (Gonzales, 2002, Woods, 2004; Department of Education and
Training, 2003).
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Who makes up the refief teacher poptdation?

This question, like many others relating to this field of inquiry, reveals no hard and fast
data that is especially relevant to WA, Research by Gonzales {2002) provided some
interesting demographic information regarding relief teachers in northern California,
An analysis of relief teacher gender showed 33% male and 67% female; 33% of reltef
teachers were aged between 21 and 40, and interestingly enough, 52% were aged
between 41 and 60 years, A staggering 49% of these teachers had been in educafion for
more than 5 years. These figures indicate a well-seasoned, expetienced and mature
educational resource. (Demographic information sourced from the target population of
this research revealed strikingly similar percentage-spreads, and is highlighted in
chapter fivel.

More research in this ares might possibly reveal some interesting information about
WA, Suffice to say at this stage, that many of the relief teachers in service at any given
time In WA are looking for permanent postings, as evidenced by Crittenden (1994)
who cited Hemmings (1985} and Clark (1983), both of whom commented that “.,.a
large component of the relief teaching population in Austrelia is made up of newly

graduated teachers not yet sppointed to full time positions™ (p. §3).

This section of the literature review discussed the proportions of reliel teachers
servicing schools, and noted that dependent on location and several other factors, these
professionals could be providing somewhere between ten and fifteen percent of a
typical student’s kindergarten to year 12 odocation. This represents around one {or
even more) full vear of curdculum delivery, and should be viewed by educationsa!
authorities with some concers, particularly if relief teachers are not being utilised to
their maximum ¢ffectiveness. This section also identified and discussed & small
demographic study of a population of relief teachiers servicing a northem Californian
educational district. Interestingly, the study showed significant percentages of well
seasoned, experienced educators, indicating the presence of a valuahle gducational

ITSOUNCE,
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Probuble sources af relief teuchers” feelings of alienation

Several recurrent areas of concern that have been identified by the reviewed literature
are discussed in this section. These problems have been discussed separately, and
indicate how and why refief teachers might well experience feelings of alienstion as a
result of having to deal with any or all of the following problems. There are two
general “parts” to this section. The first part discusses two broad arcas that, singularly
or in combination, have been recognised by the Hierature ss problems fucing the
teaching profession in general. These problems could reasonably be expected fo
negatively impact on teachers regardless of how fhey are employed, although may in
some instances, possibly impact more heavily on relief staff depending on certain
variebles, The second part of this section focuses on problems identified by the
literature as more specific to the nature of relief teaching. These areas of concem
appear o be recurring in nature, having been identified and discussed at some length in

various literature articles for the past fiflcen years af least.

There appears to be reason to speculate upon the possibility that reliefsubstitute
teachers suifer from greater feelings of alienation than tenured teachers, although a
review of the available literature revealed that no “hard and fast” data is avatlable,
which directly addresses this issue. However, the probiem is infemred in much of the
research. The literature revealed several common and recurring “themes™ explaining
this professional group’s possible feelings of disconnection, “undervaluedness” aﬂd

general estrangement.
Significant levels of general Yeacher "discontent” and job dissatisfaction

The subject of teachers’ dissatisfaction with their profession has been studied in depth
by researchers over the previous 30 years, and shows that teachers are generally more
Hkely to become dissatisfied with their jobs and leave the profession in significantly
greater proportions than other professions. Perceived lack of support in the execution
of their duties, and physical working conditions were two main arcas leading to
teachers’ dissatisfaction (Black, 2002; Gonzales, 2002).
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A study conducted by the Metropolitan Life Insurance Company (Nonh America)
cited in Gonzales (2002, p. 35) reported that §1% of tenured teachers felt a lack of job
support resulting in less incentive to stay in the teaching profession. Some teachers
went so far as to say that a lack of suppori from colleagues as well as from
admirsstrators were specific reasons for actually leaving the profession. Woods {2004),
¢ited Colbert and Wolff (19923, noting a lack of administrative support and low levels
of perceived collegiality coupled with offen restrictive curriculs were causing fledgling
U8, teachers to leave in “droves”™: “Improving teachers” job satisfaction is paramount
in an era when 50% of new teachers drop out of the profession in the first § vears.” {p.
118}

Working conditions {physical and otherwise} were also identified (Gonzales, 2002) as
real detractors to teachers’ motivation to remain, The Metropolitan Life Insurance
Company study cited in Gonzales (2002) reported that 36% of surveyed teachers
wlentified poor working conditions as the direct reason they [eft the edwation
profession. {p. 36} Specific issues included decrepit buildings, minimal classroom
supplies, increasing class sizes, excessive teaching loads, a sense of isolation and

urrgasonabie parents.

A study by Bmce and Cacloppe (1989) inte reasons why teachers resigned from
Western  Australian government secondary schools produced similar findings,
indicating that fifty five percent of the study’s respondents had left the school system

by age 32 {p. 73).

The highly stressfid and demanding nature of the job

A large amount of research has shown that the mature of teaching is particularly
demanding and involves high levels of job-related stress. In a review of relevant
Hiterature, Gonzales (2002) indicated that many articles had been written, and much
research undertaken on teacher job satisfaction and dissatisfaction, and that regular
{and substitute) teachers continug to leave the profession *. . in numbers that are not

characteristic of other professions” (p. 54).
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In WA Bruce and Cacioppe’s (1989) research identified issu2s such as working
conditions {(discipline and consequent stress-related problems), perceived lack of
adminigtrative suppori, relations with superiors, lack of prometion opportunities and
fow salary, as major reasons for resignation, In addition, their research revealed that
the majority of their respondents had resigned *.., within 6 years of commencing their

teaching careers in WA” {p. 78).

Other WA research conducted in the 1990s sopported these findings, revealing the
highly stressful nature of teaching, and indicating quite strongly that teachers face a
range of specific issues which appear o confribute to higher levels of job
dissatisfaction | .« consequently higher levels of resignation) than members of other
professions (Lock, 1993; Hutchinson, 1996).

A decade later the Department of Education and Training (2003} conducted a survey
measuring attitudes to the teaching profession of educators in WA government
schools, Again, key findings indicated that many of the surveyed teachers reported

concerns with key areas of their chosen profession:

Young teachers reported that the expectation that they deal with all
gspects of student development, as well as planning, assessing and
delivering lessons could be pverwhelming. Teachers in hoth early and
later phases of their careers showed similar concems in regard to
workplace sivgss and the workloads associated with teaching. In addition,
riany respondents reported a lack of satisfaction with their salary as i
related to their responsibilities. (Department of Education and Training,
2003, p. 5)

The survey also noted the disturbing fact that up to 50% of young teachers were
considering changing careers. {p. 5) This finding is similar to the already mentioned
US studies that indicate similar percentages of “drop out” from the profession in some
parts of North America. (Gonzales, 2002; Woods, 2004)

The highly stressful and demanding nature of this work may well be magnified for the
relief teacher who often needs o deal with sdditional problems, including unfamiliar
students [who often see relief teachers as “fair game” {Abdal-Hagq, 1997, Edelman,

2003)}, poorly defined or non-existent lesson preparstion, unfamiliar surroundings and
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staff, undefined expectations and wnexplained procedures (Black, 200Z; Brace, 1999;
Duehber, 2000; Gonzales, 2002). Also acknowledged i1s that relief teaching can be
extremely demanding (Shilling, 1991), an issue summarised succinetly by Duebber
{2000} who stated: “There is probably po harder job in education than substitute
teaching, with the possible exception of driving a school bus!” (p. 57}

Crittenden {1994) supported this view when quoting Cliftor and Rambaran {1985).

The common theme running through these papers is that relief teaching is
beset with difficulties. In fact there is hardly anything positive to read
ahout substitute teaching. {p. 82}

These comments suggest that the relief teacher needs to be “top quality” (Black 2002,
p. 5%), and it is widely accepted that this individual seeds to be tough, adaptable,
lateral-thinking and possess excellent classroom masagement techniques to survive

long-term in this profession (Lunay, 2004).

The naturc of contingent work

The nature of contingent/casual work (which is the standard forrn of employment
offered to relief teachers) has been identified in studies as having the potential t0 cause
feelings of powerlessness, disconnection and alienation amongst individuals employed
in this manner, even before other industry-specific variables are considered. The natwe
and unpredictability of contingent work may well serve as  factor in the alienation of
the relief teacher. Bjorkquist and Klieinhesselink (1999) maintained that the
relationship between workers and their work has been a concern through much of
recorded history, beginning as far back in time as ancient Greece. For much of history,
work was viewed as a means of ennobling and uplifiing the worker (Bjorkquist &
Kicinhesselink, 1958, p. 5). Today, however, the purpose for working is scen by many
as # means to a financial end, rather than an end in itself, although the positive and
negative emotional, sccial and psychological “spin-offs” of working are well
recognised, During the past decade, much of the “Western World™ has gravitated o
“casual” or contingent work, with increasing numbers of employess being hired by this
method. Figures quoted by Biorkquist and Kleinbesselink (1999) showed that in Spain
70% of 372,000 new jobs in 1995 alone were for contingent workess. In the USA,
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temporary employment giew 10 times faster than permanent employment during the
19805 and 20 times faster in 1993 alone. Significant increases in the creation of casual
employment were also apparent in the UK, France and the Netheriands (Bjorkquist &
Kleinhesselink, 1999, p. 63.

The movement towsrd contingent workers is part of a long term strategy
by management 1o cut wages, and avold paying for costly benefits like
heslth care, pensions, paid sick leave and vacations, {Rifkin, 1995 cited
in Bjorkquist & Kleinhesselink, 1999, p. 8}

The negative effects of “casualised” employment on workers, present problems not
only for the workers themselves, but for their families and society in general.
Contingent employment can offen dehumanise, isclate and depersonalise employees
(Feldman, 1995, cited in Biorkquist & Kleinhesselink, 199%) and this can {and often

does) lead to significant levels of alienation among these groups of people.

Economically, psychologically and socially, contingent employment hag
the potential to further slienate warkers. The organisation of continpent
work reduces the confrol of workers over the purpose and product of
their work effort, the overall organisation of the workplace, and the
immediate work progcess itsell Insecurities of disrupted employment,
Toss of benefits ...and not holding steady jobs can weigh on contingent
workess  economically, socially and emotionally. (Bjorkquist &
Kleinhesselink, 1999, p. 11}

Bess (1998), when analysing some of the negative consequences of contingent work in
the higher academic field, also contended that one of the “prices” paid by “casnal™ (or
contract) staff for this tyvpe of employment, was possible aliepation from the

workplace, and that this in itself, should be cause for major concern:

The prices we pay for worker alienation are staggerdng: underpraduction,
poor quality, sabotage, turnover, absenteeismn and aleoholism Clearly,
motivating workers remains one of management's primary concerns and one
of its most difficuli tasks. (p. 10)
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Low expectations and negative perceptions of reficf teachers

The reviewed literature indicated that relief teachers can face somewhat negative
perceptions by the education community i peneral, and that expectations of these

professionals do not mirror those of their tenured counterpants.

Ask members of ihe K~12 schoo! community how they regard substitute
teachers and, depending on whether the informant is an educator or a
student, vou might get some of the following answers: baby sitter, fair
game, stop-gap, ebject of pity, warm body... Rarely do students, teachers
or administrators regard substitutes as full professionals who meet
accepted standards of practice. — Wyld {1995} and Ostapezuk (1994),
cited in Abdal-Hago, {1997, p. 1)

This statement seems to sipnal a generally low expectation of the selief teacher as a
prefessional edueator. Cardon (2002} stated that general perceptions of relief teachers
in the US are *...almost invariably negative™ {p. 29), and that this gssumption has
persisted for the better part of a century. He added that, “Substitute teachers ate
labelled over and over. They're labelled a5 .. warm bodies. . babysitters. . .a necessary
evii,” (p. 33) Black (2002} painted a similar picture in the United Xingdom: “...the
supply teacher needs to be a top guality teacher. lronically, their status within schools
is often the opposite: they are Just the supply teacher.”™ (p. 35)

Hardman and Tippetts {2001, p. 21) reinforced this notion, citing research undertaken
by Tremt and Ghiloti (1972) which showed a great disparity between how substitute
teachers rated their performance in the classroom ¢high), and how the regular teachers

ard administrators rated the substitute (significantly Tower),

Cardon (2002 attributed many of the negative perceptions of relief teachers 10 two
distinct reasons, First and foremost, relief teaching is simply not a pdority. Substitutes
are seen as the last individuals deserving of district resources, and as such, are “left
out” of many or most new initiatives, Second, relief teachers tend only 1o be nobiced if
there is ¢ problem in a classroom at some particular point in the day and as such are
more likely to be evaluated on a complaint basis, leading to recognition for weaknesses
rather than strengths (p. 34}
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A pereeived lack of administrative support and in-class “back-up”

On-the-job support was one of the most commonly reported problems experienced by
relief teachers and was a prevalent theme in the reviewed lierature. Relief tcachers are
ofien expected to perform the jobs of their full-time counterparts without the back-up
given fo tenurad stafyf (Shilling, 1991} Hardman and Tippetts (2001 ) discassed the fact
that teachers and administrators rate instruction and classroom management highly, yet
poorly prepared lesson materials and classroom plans are common and recurrent
problems facing the substitute teacher on any given teaching day, Crittenden’s (1994
research identified that it was pot unicommen for relief teachers to amive in a given
classroom and find no educationa! program, and no work set for the class, Sixty six
percent of respondents indicated that they brought their own lessons in the event that
no wotk had been sel. Black {2002) supported this fading, indicating disuppointment
with the “.. lack of systems, support and accountability in the present system” (p. 55).
In addition so this, Gonzales {2(102} indicated it is quite ofien the case that when
regular teachers do leave lesson plans, there is g high probability that the “how to™
element has been left out {p. 34). Clearly, if relief teachers constituie a significant
poriion of a student’s K-12 education {as the litermture would seern to indicate), these
professionals should be expected to offer a little more than simply a behaviour-conirol

service with some “busy-work™ thrown in. Brace (1990) contended:

Studiey show that students spend as snuch as 5-10% of their actual class
timne with substitute teachers. If substitutes are prepared to function only
as baby sitters and law enforcers, then students could be losing a
significant amount of instruction. Subsiitutes should be expecied to
maintain class continuity and move the currculum forward. But they
should not be expected to walk in, pick up a room key fromn a secrefary,
and then feel prepared to make 2 significaid contribution to academic
learning. {p. 73)

Classroom managerment challenges
Classroom management 1s probably one of the most difficult problems facing the relief
teacher during the course of higher teaching day. The teaching profession, in general,

rates this issue as one of its most important and challenging. Schools, education

districts and policy-makers, invest large amounts of time, mopey and energy
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addressing existing problems, and developing new strategies to better manage students
and their behaviour. Teacher training institutions devole significant instructional time
to ensure student teachers graduate with the tools, strategies and tratning to be ableto
deal with this complex and demanding issue. Managing student behaviour is difficult
enough for the regular teacher, who knows individual students’ personalitics, has an
understanding of their particolar clase’s group dynamic and has developed certain
relationships with the group or specific individuals. Consequently, it is of litle
surprise, that substitute teachers rate the management and contro! of classrooms as one
of the job's most stressful demands. Paradoxically, the Hterature revealed that this
important issue is all but ignored by many administrators and teachers, indicating
sgain and again, that relief teachers often walk into classrooms at the start of each day,
with absolutely no information on classroom seating arangements, Managing Student
Behaviour (MSB} policies, teacher expectations, “st-risk” students and special
behaviour management strategies possibly employed to control challenging behaviour
ane/or students. Black’s (2002} research in the UK, summed up these concerns by

stating:

This data indicates that too few schools are providing a discipline policy,
which all of the [surveved] supply teachers see as important and is
identified elsewhere in the research as the major problem facing supply
teachers. Other areas of concern [were] ... cxpectations of the supply
teacher, contact names, classroom expectations and what to do if a
problem arises. Supply teachers cannot feel confident if they do not
know the school’s policv on these matters. (p. 58)

The above concems are mirrored in the US. Hardman and Tippetts (2001) stated that
classroom management is the fourdation upon which instruction takes place, but that
control of student behaviour is “...the overnding difficulty {faced byl the substitute
teacher”, Studies conducted by Gomzales (2002}, indicated that 58.5% of surveyed
relief teachers claimed that lack of administrative suppor!, missing or incomplete
lesson plans, and inappropriate student behaviour were divectly responsible for their
desire to leave the profession. Eighty percent of surveved relief teachers commented
that the lack of respect and unruly behaviour of students, confributed to their desire to

leave the profession.
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Studies by Crittenden {1994}, in Western Ausiralia, reported that of the school
principals surveyed in her research, all either agreed or strongly sgreed snbout the
importance of providing details of Managing Student Behaviour (MSB) policies to
relief teachers, however, only one admitted to actually doing this. Of the relief teachers
who were surveyed, §7% reported that principals did net provide this information at
all, and “...only 26% of relief teachers [were] toid of difficult children, and only 20%
fwere] told of children with special needs” (p. 86).

School community and siaffroom dysamics

Loneliness and isolation often accompany the relief teacher during the course of a
teaching day. Unfamiliar surroundings and faces (both ¢olleague and student) can be
daunting to even the most hardened substitute {Harmdman & Tippetis, 2001; Shilling,

1901}, especially when newly encountered on a daily basis.

The reviewed literature identified the relationship between relief teachers and the rest
of the school community™s xtaff as a cause of some concern. Crittenden's {1994)
research identified that whilst all surveyed principals agreed that i was important {o
have a gystem wherchy relief teachers were “introduced” to the rest of the staffroom,
this did not always happen, and vaned dramatically from school to school (p. 86). The
lack of appropriate systems {and other types of “survival packs™ which introduce relief
teachers to their professional colleagues and assist in orienting them to unfamiliar
surroundings) has been identified by much of the reviewed literature together with
recommendations o implement these as 2 matter of priority (Black, 2002; Brace, 1990;
Gonzales, 2002; Hardman & Tippeits, 2001; Simmaens, 1991),

The lack of effort by many school communities to “meet and greet™ relief teachers

leads many of these professionals to feel “alone”, undervalued and generally

disconnected from their colleagues.

25



Unttenden {1994) reported:

The [relief teachers] surveyed, reported a high incidence of teacher
indifference or unfriendliness. This is substaniiated by Mullett {1589}
cited by Gallowsay {1993, p.1653), “Pifty eight percent of her respondents
had worked in some schools where they found no welcome and no
support”. Observations of [relief teachers] in staffrooms confirms this
data. The unknown [relief teacher] is often left sitting alone and not
spoken to. Informal discussions with other [relief teachers] has verified
this as a not uncommon fact. {p. 87)

Brace {1990} supported these findings, when commenting that:

Unintentionally, substitutes can be treated ay “outsiders”™, not really part
of the staff, This lack of wpport is evident in absence of lesson plans,
seating charts, orientation to the building, and orientation to the school
schedule and operating procedures, {p. 73}

Lack of ongoing in-service training and professional development

All tenured and contract teachers within the Western Australian school system have
access to professions! development and other in-service training 1o enable the updating
of teaching skills, curricalum changes and/or innovations. This is usually carried out al
facilities close to teachers’ place of work {if not at their place of work), is normaily
undertaken during standard work houwrs (meaning no foss of pay for participants), and
costs the participants nothing in the way of up-front fees or charges. Relief teachers, on
the other hand, are not provided with any of these services. Quife possibly, for a relief
teacher to actually indertake professional development of any kiand, will mean bearing
a double financial burden in the form of up-front fees for the actual course itself, along

with forfeiture of a day’s pay in order 1o simply he free to undertake the program.

In addition to this, the relief/substitute teacher, by the very nature and unpredictability
of his'her work, is often least able to afford the cost of professional development. This
inequity has lead to a two-tiered level of availability to the ongoing development of the
professional skills of the edugator, and should be viewed by policy-makers and the
educational bureaucracy with gsome concern {Lunay, 2004} This is confirmed by
Crittenden {1994) who stated that relief teachers ofien fill vacancies ¢reated by tenured

staff who are absent whilst receiving professional development and ask the question of
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how, when and where they themselves will receive this knowledge, Gill and Hand
{1992) as cited in Crittenden {1994) stated:

...[relief teachers] had appeared not to be invelved with much in-service
activity. When asked if they felt their in-service needs were taken as
seriously as full time teachers, they responded overwhelmingly in the
negative. {p. 87}

I addition to this issue, there is real concem as o how the WA Coilege of Teaching’s
views on professional development will affect relief teachers. The College (recently set
up by an Act of Parfinrnent in September 2004) bears similarity to those professional
bodies currently in existence, which govem legal, medical and other important
professions, and will have control over registration of all teachers working in
government and non-government schools, One of the reguirements for mitis! and
ongoing registration concerns “adequate’” amounts of professional development being
wrrdertaken by all teachers.

In acknowledging the professional status of teachers, evidence of
pngoing professional leaming will be a requirement for renewal of
registration 2s @ feacher in Western Anstralia, (bttp:/www.collegeof
teaching.wa.edu.au/)

The question of how, when and who wil] bear the cost of this ongoing training remains

unanswered at this juncture.

The problem of equitable ageess to professional development has been identified and
discussed in Anstralia and especiaily North America at length for many years, yet little
appears to have heen done to address the issme. Tracy {1988} contended that
appropriate and ongoing professional development was as necessary for relief teachers
as it was for tenured staff, and this was supported by Crittenden (1994), Abdal-Hagqq
{1997} and Simmons (1991). Yet schools and educational districts claim that funding
is not readily available 1o make this happen (Abdal-Hagg, 1997, Cardon, 2002;
Crittendesy, 1994), Black {2002) and Shilling (1991) confirmed that this is siill very
mixh the situation facing supply teachers in the UK {p. 54), although OFSTED (the
Office for Standards in Education} has flagged thig and other issues as areas in peed of

further study and possible change.

27



Pay, conditions and procurement of employment

In Austrslia, relief feachers must he gquslified fgachers and be registered with the
States” various statutory professional bodies {such as the WA College of Teaching) in
order to practise 13 elucators in government schools. Until 1684, WA relief teachers
were able to secure work through the Depariment of Fducation and Training (as it is
now named) by being placed in a “pool” that was managed by this authority, Schools
that required a relief teacher would contact DET whe would then allocate g suitable
candidate for the period required {Crittenden, 1994}, Since 1985, this arrangement is
no longer the case. Relief teachers have been effectively “cut Joose” and are now
required to make their own arrangements with individual schools when attempting to
procure assignments. This in itsell can be a lonely and frustrating experience, as
evidenced by Crittenden (1954):

Whether or not the [relief teacher] succeeds in securing work is largely
dependent upon personal motivation and a whole range of chance
variahies, as much as upon personal qualities and professional skills, It is
quite common for & teacher to register with 40 to 50 schools at the
beginning of the school year, despite the inevitghility of obtaining work
from only a handful of thesc. {p. 81}

Seme reliet teachers in WA use the services of 2 or 3 temporary employment agencies
that specialise in the placement of these individuals into various schools, at no cost to
them. The school, however, is charged for this service, which obviously impacts on
{already tight) budgets,

The UK experience is currently much the same, with supply teachers expending
considerable effort {and sometimes hard-earned cash) to obtain placements in distict
schools. Black (2002, p. 54) noted the fact that those relief teachers who utilise the
services of placement sgencies often lose up to 25% of their wages in agency fees. {In
the UK, it is the supply teachers themselves who are charged, rather than the schools.)
The employment procurement situation in North Amencs varies widely, being
dependent on state and educational district, with substitute teachers utilising previously
discussed mechanisms, or in isolated situations are actually employed by an education
district as “full-time” substitutes, fcaching at s number of schools within that disirict
{Gonzales, 2002; Cardon, 2002; Abdal-Haqy, 1997}
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Pay and other conditivns for relief teachers are aiso scen as an area that needs positive
and definitive action. The reviewed literature confinned without exception, that levels
of pay end other associated conditions of employment were well below what could be
considered adequate for substitutes’ skills, responsibilities and professionalism. Black
(2002, p. 54) noted that supply teachers in the UK are denied the same conditions as
their tenured counterparts, citing lack of holiday pay, no pension rights and no access
to paid PD gs cause for some concern. This observation is supported by Shilling (1991,
p. 53 who contended that supply teachers have provided local education authorities
(LEAs) with great financial flexibility, as these individuals can be employed without
the same levels of remungration or security levels that inast be afforded their fuli-time
sounterparts. The most widely varying scales of remuneration and conditions occur in
the US with daily pay rates ranging anywhere from US 345 per day te around US 5120
per day {Abdal-Haqq, 1997; Cardon, 2002; Gonzales, 2002). This huge variation is due
in part to the widely differing qualifications requived by the various states, and
education districts within those states (Abdal-Hagg, 1997). This sees many substitutes
living in effect below the poverty-line.

Pay and conditions in WA are similar to those in the UK. At present, relief teachers
receive the same daily pay rate as their terured counterparts, plus an additional 15%
loading. This, howevcr, is the start and finish of any and all benefits. In WA, relief
teachers have aceess to 200 days per year where the opportunity of work i classrooms
actually exists. This in some cases, reduced to 198 days at the beginning of 2005, due
to the state government’s decision to remove “pupil free days” (professional
development days for tenured siaff), and incorporate these into one week’s exira
holiday for students at the end of each school vear, No holiday pay, sick pay or any
other financial “secunity” exists; relief teachers can be hired for as little as half a school
day, and can of course be terminated at any point. A pension plan of sorts does exist in
the form of compulsory employer contributions to an elected superannuation scheme,
however, this is of course limited to the amount of hours a relief teacher actually
manages o secure wark., Also tied in with the munber of hours worked by a relief
teacher, is the issue of pay increments for years of service, The Department of
Education and Training will only advance a relief teacher’s remuneration 1o the next

“eved” after a fully completed “teaching year”. Depending on the amount of wark the
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relief teacher is lucky enough to securs, advancement to the next pay increment may in

actuality take two or three vears to achieve.

Litigation issues

Relief teachers are, by the very nature of their work, often totally unfamiliar with the
studenis in their charge, physical layout of schools and their grounds, and the specific
details of daily procedures that ensure student safety. Yet duty-of-care expectations
and legal responsibilifies apply with equal force to the substitute (Gonzales, 2002;
Hattaway & Novak, 2003; Longhurst, 2002; Lunay, 2004). With society becoming
more Htigious, there 1§ couse for some concem as to whether of not relief teachers are
in a position i adequately prepare themselves against the possibility of lawsuiis, An
example of this issue is the questionable practice (in Western Australia at least) of
often assigning the rehief teacher to recess duty when not really necessary, Lunay
{20047 contended that this practice places relicf teachers at greater risk of litigation as
well a5 contributing to relief feachers’ feelings of alienation and cstrangement from
colleagues:

Many times, I have found myself standing in an unfamiliar setting,
overseeing numerous epergetic youngsters who 1 have absolutely no
information about, and unsure of the specific rules and regulations
pertinent to that situation. Yet my legal responsibilities and Duty of Care
requirements are exacily the same 28 a teacher who has been at that
school for years, knows mast of the children, and essentially has the
knowledge needed to stop trouble and injury often before it starts,
Sometimes, | know for a fact that the feacher whose duty 1 s replacing
1s not the oile whose class T am actuasily teaching for the day. but one
who i3 sitting in the staffroom, drinking coffee with colleagues,
Professionally speaking, ! find this rather lacking. From a personal point
of view, 1 feel devalued as g professional and can understand why so
many other relief teachers might feel the same way. (p. 25}

The preceding scetion examined, in some detail, probable sources of relief teachers’
possible feclings of alienation. Major identified areas of concern included the well
recognised problems of teacher stress, and high levels of general teacher discontent
and job dissatisfaction which in themselves have historically shown 1o contribute to
high levels of “drain™ from the profession. These probiems could impact on both
tenured and relief staff. The nature of contingent work was examined next, along with

the contention that this alone, has the potential fo trigger feelings of estrangement and
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disconnectedness from other work colleagnes, even before other industry-specific
variables are considered. Also digcussed were several problems centring on the notion
of lack of in-class, administrative, and other important sources of relief teacher “back-
up” and support. These problems were seen to add to other areas of concern such as
management and control issues, and the perception held by much of the eduocational
community that relief teachers are in soine ways less compelent than their temared
counterparts. Loneliness and feelings of isolation from peers when on placement in
sorne schools was also ideniified as a serious concemn by many surveyed relief
teachers, Finally, the general issue of equity was examined, with the Hterature
identifying marked differences between tenured and relief educators in access to
professional development, allocation of pay and working conditions, and possible

increased litigation sk to relief teachers.

The reviewed litersture whilst nat directly identifving the discussed problems as
definitively causing feelings of alienation, ceriainly appearsed to infer that this could
indeed be a possihie outcome for retief teachers who were continually exposed o one,

all, or eombinations of the sbove circumstances.

Recommendations for improvement to current practices

The reviewed literatuire not only emphasised overwhelmingly the need for
improvements to be made to the way relief/ substitute teachers are procured, used, and
regarded by the various identified education communities, but glso suggested solutions
to many of the previously discussed problems. Most of the recommendations were
shown to be grounded m “common sense”, and implied tmplicit enderstanding of the
firancial constraints in which most education districts and authorities are forced to
operate. Logically, if implemented, these recommendations could be reasomably
considered (o go some significant way towards reducing relief teachers’ levsls of
glienation and disconnection from the rest of the educational community.
Recommendations were subseguently categorised info one of two central themes:
“Professional Collegiality™ and “Professional Equity, Access and Support™,
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Professional Collegiality

Meet and greet procedures

The creation of a school policy, which determines wha in the scheool will officially
meet the relief teacher at the start of an assignment was recognised in the literature as
important. Assisting the relief teacher in sefiling into the school/glass routine as
quickly and “seamlessly” as possible should be an integral component of any support
systemn, Brace (1990} maintained the view that this responsibility should be undertaken
by the “administrator”, *,.at their earliest convenignce. This brief contact
acknowledges edministrative awareness of their presence and subtly emphasises their
importance™ {p. 76). He also added that “touching base” with the rclief tescher at
stratepic points during the day would help to reduce potential problems. Crittenden
(1994} supported this contention, stating that it is important to have a system in place
which "imroduces” the relief teacher {p. 91} Meet and greet procedures were also
identified by Polter (2001) who mainisined that the school principal should neet
substitute teachers before the commencement of classes, Introductions te other suppornt
staff and a brief “walk around” could be included in the meet/greet protocol In
addition to the benefits such practices would create, feelings of professional

collegiality, dignity and respect would be fostersd,

Buddy system

The implementation of 2 buddy systems Is widely practised when settling young
newcomers inte school, so why not for the relief teacher? Hardman and Tippets (2001}
aptly described the positive difference that a “buddy system” could make for reliel
teachers who find themselves working with unfamiliar students in unfamiliar

surreundings:

Many substitute teachers feel Isolated when they go to their assigned
classroom, When the door closes, the substitute can be frighteningly
glone... When swareness is given of who can help him or her and how,
that subs@itute and those students are much better off, {p. 22)
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All that is needed is & simple school protocol, which automatically selects a regular
member {or members) of staif (dependent on such issues as year level being tanght,
proximity to the relief teacher’s classroom and other specific variables). This staff
memtber could be responsible for the “nicetics” of the day (which could include
walking the relief teacher fo the staffroom, providing introdections and “ice-bresking”
assistance, and generally making the new arrival feel at case), and could possibly
double as the “go-to” staff member, should in-class assistance or advice be needed.
This is consistently supgested by the literature and is exemplified by Gonzales (2002),
who maintained ©, . School site administrators should assign a staff person to supervise
substilute teachers and provide needed assistance” (p. 38). Brace {1990), Crittenden
{1994} and Simmons {1991) supported this sugrgestion, agreeing that “...3 buddy
systern of some fype, provides substitutes with sonieone fo whom they can tum for
help.” (Simmons, 1991, p. 97)

Gratitude / respect / prafessional stains

Brace (1990} contended that the relief teacher must be made to feel that they are
treated as professionals, and that they are valued as an iroportant part of the staff team
{p. 74). This comment was supported by Crittenden (1994, p. 92) and Simmaons (1991)
who contended that substitutes need to be afforded .. the recognition they deserve”
(p. 98}, and that a5 much a3 possible, “.,.substitutes should be thought of as [part of]
the school family” (p. 98). Cardon (2002) suggested that the “public dignity” of
substitute feachers suffers greatly through negative perceptions (p. 37}, and that this
can be reversed through “.. .managers who recognise that producing positive images of
substitute teachers and substitute feaching is a critical aspect of creating change” (p.
42). This contention was supported by Gonzales (2002} who viewed the issue of
appropriate respect and recogunition being afforded to relief teachers, as falling firmly

on the shoulders of schoo! leaders.

Substitule teachers play an essential role in student learning but often
work in different classrooms every day. They seldom receive the
appreciation bestowed on regular classroomn teachers and are ofien not
included in school events. It is increasingly important that schoo] leaders
take an interest in substitute teachers. {p. 62) '
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Alihough the literature indicated this issue as a school-eadership responsibility, i
should probably be viewed as 2 whole educational community responsibility {albeit
one that is perhaps initiated and initially driven by school leaders), The students have a
responsibility to view the relief teacher in the same (hopefully positive) light as their
regutar teacher, which means that school policy needs to reflect this value and to
enforce it as needed. Classroom teachers need io be aware that part of their
responsibility lies with continuity of instruction, and that means effective forward
planning. Principals and administrators need to create a culture of valuing the relief
teacher along with the positive effects that emanate from the contribution that these
professionals bring to the education community. Educational bureaucracy needs to
foster the professional status that should be accorded &l relief teachers. Parents and
guardians also need tp be educated into viewing the relief teacher in the same positive
light as the regular teacher of their children, and o expect the best from these
tndividuals.

Professional Eguity, Accest and Support

Reltef teacher “survival packs™

“Survival packs” do exist in some schools, and should cost Httle to produce if carefully
and judiciously created.  All basic information necessary for the relief teacher w0
discharge their daily duties according to legal and intra-schoo! protocols should he
listed, and could include school daily and emergency procedures, building “mud
maps”, managing student behaviour (MSB) policy, contact details of specific “go-to
persons”, bell times, and other essential information, Crittenden (1994) noted that this
was of great importance, if the relief teacher was to .. fit into the school easily and
harmoniously” {p. 91). This comment i3 supported by Brace {1990}, who suggested a
T-point comprehensive substifute support program, including the introduction of a
“special school handbook™ (p. 74). Hardman and Tippetts (2001} referred to the
_necessity for a “substitute teacher folderkit” which would contain basic ¢lassroom
information as well as “other invaluable tools” (p. 22}, whilst Edelman (2003)
suggested the development of a “school handbook™ {p. 23). This latter supgestion was
also supported by Gaonzales {2002} and Lunay {2004},
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Classroom specific procedures, information, expeciations, and adequate lesson

preparation

Aspects concemning the classroorn are recognised as one of the most important 1ssues
relating to the yelief teacher’s ability to cffectively control the class, along with
sctually moving the curriculum forward. There is no question that to effectively
manage # class, a relief reacher needs knowledge of seating arrangements, standard
classroom procedures, feacher expectations, potential behaviour and discipline
probslems, and any other information specific or pertinent to that class’s smooth
functioning. Regular <lassroom teachers need also to understand that regardless of
planned or unplanned absences, the need for students’ continuity of instruction is
paramourt. Regular forward planning of lessons is essential. Simmons (1991)

vnderlined the crucial importance of this by contending,

Repular teachers should never leave substitutes in the Jurch
Unfortunately many of the problems experienced by substitutes are
directly attributable to nepligent classroom teachers...explicit {lesson]
plans must be left for substitutes, In addition, a class rofl, current seating
chart, name of student assistants and suggestions for scheduled activities
should be readily available. .., If schedules are clear, materials accessible,
lessons organised and rules enforced, substitutes should have litle
difficuity assurning the reins of leadership. {p. 97)

This view was mirrored by Edelman (2003, p. 243, Gonzales (2002, p. 38} and Potier
2001, p. 27). Interestingly, Crittenden’s (1994 rescarch revealed a rather “fractured”
finding on this point, contending that results had shown “Expectations between
teachers and [relief teachers] over following the teacher’s set program, marking of
student work and monagement of student behaviour.. reveal a high rate of divergent
opinion™ (p. 91). However, it was stressed that principals and teachers did feel stropgly
about the relief teacher™s ability to deal with student behaviour problems, even though

few of these individuals gave the necessary asgistance and input to meef expectations

{p. ¥1).
Logically, a system whereby the regular teacher documents (and regularly updales)

classroom specific information {and includes regular forward planning of lessons and

activities) and, through school operating procedures makes this information available

35



to substitutes, should be vigwed as a matter of priority. Hardman and Tippetis {2001)
contended that the absence of this information creates management problems right
from the start, due to the fact that finding the appropriate “resources” usually ©.. takes
place in the critical momenis at the beginning of class when control is usually won or
fost” {p. 22},

Professional Development

Lack of access to professional development for relief teachers should be addressed,
and has been identified by much of the literature as an issue that has been “discussed™
at fength for well over a decade-and-a-half, yet still remains unresolved, Black (2002,
p. 55), Heace (1990, p. 75), Gonzales {2042, p. 37) and Simmons (1991, p. 96),
reported that professional development should be accessible to relief teachers in the
same way it 15 currently available to tenured educators. Crittenden {1994, p. 92}
suggested that relief teachers in WA should be inchuded in school-based professional
development wherever possible {aithough this may not be practizal today, as much

professional development now oceurs during “pupil free days™).

At present, in WA, there exists a twodtiered level of availability to ongoing training
and development (Lunay, 2004), which sees tenured staff receive this as g matter of
course, whilst relief teachers not only have to pay for this training, but in many cages
must also forfeit a day’s pay in order to attend. However, while professionai
development is not cheap, strategies should be implemented that wilt at least begin to
defray some of the cost of ongoing training faced by this group of professionals. If
relief teachers are to be held to the same standands of professionalism, teaching ability
and up 1o date keowledge of new strategies and curriculum advancements, access to
this ongoing training ultimately needs to be provided on the same basis as full-time

teachers.
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Evaluation and prafessional feedback

Fotter (20013, in 1dentifying studies undertaken by Purvis (1991}, showed that 89% of
substitute teachers were not formally evaluated, and contended that:

This is not condusive to quality performance, and all districts should
have procedures to evaluate substitutes regularly and frequently...most
substitutes welcome commenis because they want o do the best job
possible {p. 28}

A three-way system of monttoring a relief feacher’s performance that involves the
relief teacher, regular class teacher and the principal has been suggested (Simmons
1991, p. @7} and that appropriate feedback procedures be included. Intetestingly, Potter
(2001} suggested that this fecdback loop should also invelve student input to some
extent {p. 28} Brace {1990, p. 76) stressed the importance of systematic feedback for
{and from} substitutes, and this was supported by Black (2002, p. 62), who highlighted

the niecessity of relief teacher accountability for the students in their care,

There &8 a need to identify and recognise “good” relief teachers, as well as to identify
possible “problem™ teachers, in much the same way that performance reports and other
evaluation techniques are utilised to assist permanent teachers to identify and correct
shoricomings within their own knowiedge and experience, At present, research shows
that many relief teachers are quickly recognised for negative outcomes within
classroom situations (many of which can be argued as stemming from systemic issues
that are beyond their control}, Ongoing evaluation can help fo further “professionalisg”
the work of these individuals.

This section discussed at some lenpth, the recommendations for improving corrent
practices identified by the literature. Most recommendations centred on one of two
separate “thernes”. First, a theme of “Professional Collegiality”™ emerged, which
included recommendations such as meet and greet procedures 1o assist the relief
teacher at the start of each new placement, and buddy systems to reduce feelings of
lonediness and isolation from professional colleagues. Suggestions were also made that
stressed the importance of gratitude, respect and the according «f a more professional

status to the relief teacher. In combination, these recommendations might be seen ag
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powerful methods for substantially tncreasing relief teachers’ feelings of inclusion and
acceptance as full members of a complex and demanding profession. The second
theme that cmerged was one of “Professional Eguity, Access and Support”. This
included suggestions for the infroduction of “survival packs™ for relief teachers,
important and regularly updated information on classmom specific procedutes,
behaviour management programs, specific ioformation about all at risk students,
regular teacher expectations and other useful information. Adequate lesson preparation
was also discussed and was identified by the lierature as being of paramount
importance in keeping the curriculum moving forward, regardless of which
professionsl is delivenng it. Other recommendations central io the second theme
included equity of professional development access for relief teachers and the
development of feedback and professional evaluation systems for relief teachers

similar in nature to those corrently supporting tenured staff.

Conchusion

The reviewed literature klentified the importance of the relief teacher, and indicated
that over the comrse of a student’s K-12 education, relief teachers might be providing
over ong full year of instruction and curmiculum delivery. This is 2 significant
proportion of students’ education, and should be viewed with scme concern if the
quality of this instruction is not comparable o that provided by the regular feacher.
Research indicates that reliance on the services of these professionals is increasing.
Some reasons for this trend include higher levels of absence of tenured staff for
professional development and related training and high levels of job dissatisfaction
amongst tenured teaching staff leading to an exodus from the profession. In addition,
some reports highlight low levels of enrolment into teacher training institutions,
coupled with the fact that up fo 50% of new graduates are leaving the profession

within 3 years m some education distriets,

Although the rellance on relief teacher populations is increasing, the hterature
identified systemic problems within the education community as a whole, which are
contributing to the muwginalisation of substitutes as credible, professional and

competent educators, and that most of these issues have been kaown about for well
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aver a decade. Several distinet areas of concern were identified as major detractors fo
the status, image and ability of substitutes to provide an educational service that in ail
reality should be close in quality and expertise to that of the regular teacher. The
identified areas of concern supgest the probability that these professionals are
experiencing significant levels of alienation from their tenured counterparts, students,
administrators and other stake-holders within the broader educational commurity. That
this band of educators appears to be 5o marginalised and in effect, often “wasted”,
when their value as a significant educationnd resource has been well established shouid

he of great concem to educational communities.

Much needs o be done to reverse this situation, Through additional research, and the
consequent “light” that is shed on these issues, positive change might slowly begin to

QLCUT,

Summary

Chapter two was divided into several distinct sections. The first section provided a link
between the litsrature review and the conceptual Framework of the research, whilst
section two defined alienation as a general term, before discussing the concept from a
psychological/sociological standpoint. Also included was # clarification of the term
“relief teacher”, and acknowledgment of other terms used in the US and UK w0
describe this type of educator. A distinction was then drawn between “relief” and
“temporary/contract”™ teachers. A discussion followed which detailed the relatively
scarce availability of Hicrature that concentrates in any meaningful way on the subject
of relief teaching in general. The majority of the sourced literature concenirated on
relief teaching in the US, although several articles dealing with the subject from the
UK perspective were found. Literature that is relevant to Australia is indeed scant,

Relief teacher demographics were discussed in the thixd section, focusing primarily on
the numbers servicing government schools in various parts of the world, The
percentage of time spent with relief teachers over the course of a student’s K-12
education appears to represent around one full vear, is believed to be increasing over
time, and varies {o some extent according to the socioceconomic ares in which schools

are located. Alse discussed, were details of a recent demographic study conducted in
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northem California which indicated the presence of a well-scasoned, experienced and
mature relief teacher population. A more comprehensive study in Western Australia

might possibly reveal similar results and could be a worthwhile undertaking.

The fourth section discussed systemic problems identified by the Jiterature ag possibly
contributing to relief teachers' feclings of alienation. Essentially, these problems were
divided info two general aveas or “parts™. The first part idemified problems that could
impact on both tenured and relief educators, namely, the highly stressful nature of
teaching, and, the fact that the teaching profession suffers from high levels of job
dissatisfaction and consequent “drain” from the job, {much of which appears to ocour
within 3-6 years of graduation). The second part provided a discursive overview of
identified problems that were more specific to the reliel teacher. These included
nepative perceptions of relief teachers by much of the edueational community, lack of
professional back-up, classroom management issues, loneliness and isolation
problems, equity of access 1o professional development and equal pay/conditions, and
finally, the concerning issue of increased risk of litigation. Sadly, these probiemns have
been well known and acknowledged for over a decade; however, to date, little appears

5 have been done to address them,

Section five discussed suggested improvements to current practices, which if
implemented in a timely and sensible manner, could logically be expected to markedly
improve conditions for relief teachers, Two themes were identified, and
recommendations grouped under each before being discussed further, “Prafessional
Collegiality ” refers to the way in which relief teachers should be viewed and treated
by the cducational community at iarge. Included within this theme were suggested
improvements {o meet and greet procedures, the creation of buddy systems, and a call
to the whole educational community to begin viewing the relief teacher with gratitude,
respect and a long overdue increase in general professions] status. The second theme
“Professional Eguity, Access awd Support” contends that for a relief teacher to
functivn as a fully professional educator, the educational community aeeds fo provide
the fools for this 1o ocour. Recommendations identified in the lierature included
equitable access to professional development, proper administrative and in-class

support, professional evaluation and feedback, and pravision of all information neeided
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to not only manage the classroom, but to mwove the curriculom forward. A brief

conclusion and summary of the overall discussion was provided in the final section,
The conceptual framework of the research is discussed in the following chapter, and

includes details of the psychological model of alienation specifically developed for this
stucly.
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Chapter 3

Conceptual Framework

Introduction

The conceptual framework within which this research was underigken is coutlined and

discussed in this chapter.

‘When describing the purpose of a conceptual framework, Lock (1993) cited Miles and
Huberman (1984}, who contended that the conceptual framework explains ©. either
graphically or in narmrative fonm, the main dimensions o be studied — the key factors or

variables and the presumned relationships among them™ {Lock, 1993, p. 1111

The above parameters enable the researcher to become critically selective about which
sspects of the research should be concentrated on, and consequently, what information

should be collected and analysed.
Psychological mode! of alienation

In the context of the present study, a psychological alienation-non-alienation model
has been adapted from Carlson {1995) and Finn (1989) as the conceptual framework

within which this research was undertaken.

Oerlemans and Jenking {1998) contended that alienation as a concept, was first used by
Kar} Marx, in describing the powerlessness of the worker in relation fo the means of
production--specifically with regard to the imbalance of power between the workers
themselves and “big business” owners of the time. They also indicated that alienation
as a secivlogical concept, was delineated by Seeran (1959), who added several other
broad constructs/dimensions {see below). This, in effect, brought the concept into a
contemporary framework, with subsequent rescarch by psychologists and sociclogists

recognising alienation as a “real” and quantifiable construct,
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Carison (1995, p. 467) in citing Dean {1961), Calabrese {1884), and Seeman {1959),

contended that alienation (when viewed from 2 sodial science perspective) could be

“expressed” in one of three psychological constructs:

* Powerlessness, which relates o individuals who feel & lack of control over general
or specific personal situations,

¢ Isolation, referring to feelings of withdrawal and isolation from, or rejection by,
peers or pecr groups, of 4 general sense of being “alone” either socially or
emotionally.

¢ Meaninglessness, which relates to feelings of a lack of personal meaning when ina

specific situation,

As previously stated in chapter one, for the purposes of this study, afienation wss

defined as persistent negative feelings that some reliel teachers may experience
during the course of their work within Western Australisn government

metrepolitan primary schoels, These feelings may be expressed as powerlessness,

meaninglessness, or isolation, and may in fact be expressed in combinations of these

constracts,

Figure 1 shows in diagrammatic form, the model adapted for this study.
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The intrinsic factors listed in this model include personal or situstional variables that
may reasonably be expected to impact in some way, on the relief teacher’s perception
of his’her work., These include {but would not be limited o} self-efficacy, ability,
personal reasons for relief teaching, general level of job satisfaction as an educator,
self-esteern and long-term professional goals. The gbove factors should be viewed as
more or less “constant” and would not be expected to change on a short-term basis.
They could, however, be expected to have some kind of impact on the individual,
possibly “predisposing” that person to feclings of alienation {or non-alienation} even

before walking into a placernent at the start of each day.

Extrinsic factors are those varisbles that impact on the relief teacher as a result of
extemal influences beyond the control of that individua!l. These can be further divided
nte two groups:

# Fairly constant and unchanging: These include difficulty of access fo professional
development; pay, conditions and procurement of employment; and the nature of
casuat work.

¢ Situational factors {vonstantly changing according to placements): These include
schoo! environment variables such as expectations of the retief teacher; stoffroom
dynamics; level of administrative and in-class support; specific classroom

management chatlenges; and other issues specific to a particular placement.

The above factors (of course unique in combination to each relief teacher) combine to
form some kind of meaning for each individual, and it is from this point that the
process of feelings of aliepation or non-alienation begin to develop. Each personal
experience could be seen to generate certain feclings (vither positive or negative), that
are gxpressed along a continuum of the three construcis of alienation discussed earlier,
The culmination of this process either results in foelings of alienation, or feslings of
non-alienation. The model suggests thet this process is an engoing cycle, with resultant
positive ¢ negative feelings feeding back fo a point where making meaning of the

situation begins once apain.
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The concept of alienation means many different things to many different researchers
and stakeholders. Ray (1998) vostended, “Alignation is one of the most widely uscd
construets” {p. §7). Many different models, instruments and scales exist, and represent
various other facets of alienation, including political, racial, physical, sociological and
many other conceptions of the termy, Ray {1998) also contended that over the caurse of
just one 5 year period, *...no less than 24 scales and indices measuning alienation or
related construets...” {p. 7] were ideptified by researchers in the sociological field

alone.

In the context of the above discussion, this mode! should be viewed only as an attempt
to describe the major dimensions/constructs of alienation as they apply to the ferget
growp of this research, and to display some of the interrelationships between the major
variables that have been identified by the Jiterature as possibly contributing to fechings

of alicnation among these individaals.

Summary

This chapter introduced the reader to the conceptual framework of the current study.
The first section explained the purpose and necessity of mclusion of a conceptual
frammework into formal research, whilst section two described the psychological model
of alienstion that was specifically adapted for the purposes of this study. A working
definition, along with a brief discussion of the terrn “alienation” {as it applies to the

context of this research) was also provided.
The next chapter discusses the methodology of this research, including its design ond

nature, the instrumenis and materisls used, ethical considerations, target population
and analysis of collected data,
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Chapter 4

Methodology

Iniroduction

The rescarch methodology is identified and discussed in this chapter. The ethical
considerations pertinent {o this resgarch are discussed first, whilst section two
identifies the target population of this study. Section three discusses the design and
nature of the research and section four describes the data gathering tool that was
emploved. The fifth section of this chapier indicates the besic procedure that the
resecarch followed whilst section six deseribes how the obtained data were analysed.

The final section addresses the perceived imitations of the research,

Ethical congiderations

Prior {o the commencement of the data-gathering phase, an APPLICATION TO
UNDERTAKE RESEARCH INVOLVING HUMAN SUBJECTS document was
forwarded to the Edith Cowan University Ethics Commitiee, which is mandatory
University policy when dealing with research issues involving human subjects. A copy
of the interview questions was also submitted to this committee for perusal. This list of
epen-ended {prompt} questions also doubled as the franscript of interview page(s).
Responses were initially handwritten hy the researcher onto this instrument, then word
processed opfe duplicates for ease of conient analysis and further codification.
Appendix one contains all interview transcqpts, including the exact Hst of prompt

questions asked of each interviewee.

The main ethical concerns regarding this study were:

¢ The maintenance of respondents’ anonymity, which was ensured by using only
a coded number system {R1-R20) and designated pender fo identify each
respondent in the study. All other identifying information, including names of
schools, suburbs and other individvals® names, were removed from fnsl

transeripts,
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& Ensuring participants felt no obligation to continue participating in this
rescarch, should they decide for whatever reason, to withdraw, This was
made clear to cach participant both in writing, via a standard consent letter
that was required to be signed, {see appendix two), and verbally at the

beginning of each interview,

Subject population

A very specific population was targeted for this study. Only relief teachers servicing
Western Ausirslian government metropolitan primary schools were invited ko
participate, and concentrated on only those relief teachers whose main source of
employment is through relief work. Teachers who supplement existing permanent or
gonfract part time work with the occasional relief assignment were not considered
valid subjects. This was due to the fact that these individuals could reasonsbly be
expected to not experience the types of problems that produce the feclings of
alienation that this study attempted to uncover. The subject population also represented

both genders, and quite wide variations in age and relief teaching expericnce.

Forty six potential subjects were invited to participate in this research and, ultimately,
twenty relief teachers servicing Western Australian government mefropolitan primary
schools were interviewed, representing a participation rate of slightly under forty four

pereent.

Nat re and design of research

This research was primarily qualitative in nature, and is couched in the Constructivism
paradigm of hurran inquiry, Guba and Linceln {1994, p. 107) described a paradigm as
an individual’s set of basic belicfs about the world, and his/her place in it Guba and
Lincoln {1994, p. 110-111) further contended that the constructivism paradigm
assumes that “reality”™ for any given persen is formed through an individual’s social
and experiential interactions and is “constructed” 8s a direct result of these

experiences,
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These constructions, whilst local and specific in nature, are often shared by individuals
within a particular culture, and in some instances can also be cross-cultural, *...are
alterable, and are no more or less “true” in any absolute sense, but simply more or less
informed and/or sophisticated” (Guba & Lincoln, 1994, p. 111). The constructivism
paradigm contends that the researcher and subject are interactively linked, with
research findings being literally created as the investigation proceeds. Guba and
Lincoln (1994, p. 111) also noted that the research methodology employed within this
paradigm is hemmeneutical and dialectical in nature, with human interaction between
the researcher and respondent(s) being viewed as the only way in which to elicit

relevant data (individual constructions).

The research utilised semi-structured interviews as the main data collection tool. Bums
(2000, p. 388) contended that only qualitative methods of research such as
interviewing and direct observation pemmit access to an individual’s meaning of the
world within the context of his/her daily life. This study primarily focused on the
probable feelings of alienation (and the specific reasons for these feelings) of the target
population, and as such, needed to be designed in such a way as to draw these feelings
out of the subjects. The concept of alienation is not an “absolute truth” in the same
way as, for example, physical/chemical laws. Alienation will probably mean many
different things to different individuals, but will, however, represent “truth™ to the
subjects of this study. Burns (2000) mirrored this contention by stating that “The
qualitative researcher is not concermned with objective truth, but rather with the truth as
the informant sees it (p. 388). This view is supported by Wiersma and Jurs (2005)
who state that one of the key assumptions of qualitative research is that “reality” is

determined by the individual(s) who are expericncing it.

“It is the perceptions of those being studied that are important, and, to the
extent possible, these perceptions are to be captured in order to obtain an
accurate ‘measure’ of reality, ‘Meaning’ is perceived or experienced by
those being studied, it is not imposed by the researcher.” (p. 201-202)

Semi-structured interviewing, viewed as being the most appropriate tool for the
gathering of data for this study, is distinct from other types of interview processes.
Burns (2000, p. 422-426) drew distinctions between unstructured, semi-structured and

structured interview techniques, contending that structured (or “standardised”)
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interviews usually involve the use of very “closed” questions, which provide only a
narrow range of possible responses. These questions {developed beforeband by the
researcher} are delivered in the same order fo each subject, conversationa! approach is
not fostered, and coding of responses is consequently relatively easy. This type of
interview is often employed when surveying large groups of respondents, or obtaining
¢linical  histories. Unstructured {or  “in-depth™) interviews are essentially
conversational in form, focussing on a peneral topic redevant to the interviewes, The
researcher attempts t¢ “draw owt” as much rich data as possible, relying very little on
set questions, but instead on the quality of the social interaction between interviewer
and interviewee. Subtle redirection can be used if the conversation strays too far from
the topic. Unstrectured interviews are often used when researching fife events or orsl

histories.

Semi-structured interviews are a hybrid of the above techniques. Ofien, a serigs of
general, open-ended guestions are used as a guide and the order of these is not seen a3
important. The inferview siyle is still very muich conversations! in nature, and the
responses o questions reflect the interviewee’s own language, reality and sogial
meaning. This study attempted te ascertain whether or not feelings of alienation exist
in the tarpet groop of individuals, and imporantly, whether or not these feelings are in
response to specific systemic problems thal have been identified by the reviewed
literature. As it was envisaged that certain “themes” would emerge from the
interviews, the vse of semi-simctured interviews was seen as the most appropriste

method by which to illicit relevant information.

Instruments/materials

As previnusly discussed, this research utilised semi-structured interviews as the main
data-gathering tocl. A list of open ended questions was prepared, which addressed the
concept of alienation, various problems identified by the literature as possible sources
of alienation, and asked respondents to identify support strategies for relief teachers
that have been offered by schools. This “questionnaire” also doubled as the
researcher’s transcription page. Some basic demographic information was also seught
from ecach respondent, iscluding apge range, gender, years spent as a relief teacher,

number of schools serviced during their relief teaching careers, and career aspirations.
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A tape recorder was envisaged as being used during the interview phase {providing
that penmission to use this device was granted by each respondent); however, this idea
was discarded after the firgt few interviewees indicated that they preferred not to have
their responses taped. This proved somewhat of a problem, due to the Jct that hastily
written notes therefore had to be jotted down by the researcher, in order to “keep up”
with each respondent. Some concem as to whether or not the “flavour” of the moment
had been captured {as well as specific quotes) becarme evident, because the intention
was wherever possible not to interrupt the “flow” of interviewees® responses, in order
for the researcher to “catch up” with what each individual was saying. This unforseen
problem was addressed by asking each interviewee to read over their responses just
prior to the conclusion of the interview. In some cases, this elicited further comments

or clarifications, which were then duly noted by the regearcher.

Progedure

Contacl with potential respondents was made through three avenues, First, several
schools fariliar 10 the researcher were contacted via the principals. This took the form
of a face-to-face mesting with each principal and included a deseription of the
proposed research, along with a request for the researcher’s contact details o be
provided to cach relief teacher who showed interest in participating in the study. It was
them left o the potential respondent o make contact with the researcher. Second,
contact was made with several relief teschers known 10 the researcher, who were
currently working within the system, and interested parties invited to participate in the
research. Interested participants from both above sources, were then invited to mention
this research 10 other relicf teachers known to them. The researcher’s contact details
along with an invitation fo participate were supplied, and i was again lefl to the

individual to respond in the first instance,

Subsequent to initial contact being made, interested respondents were provided with a
letter describing the nature and scope of the research, including a formal invitation to
participate, along with a consent form, which was required to be signed by both
researcher and participant {refer to appendix two.) Arrangements were then made to
conduct the interview at a time and place that was mutually convenient, Interview

sessions were subsequently conducted in a quiet, private area (thus minimising the
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potential for interruptions), were of a “one to one” nature and consisted of the
researcher asking sach interview guestion, then allowing the respondent fo answer in
their own time. Responses to each question were transcribed by the researcher, av

detailed above, before moving on to the next question.

Official franscripts were then re-transcribed onto computer, printed and teturmed to
each respondent for verification and change if necessary. This procedure not only
ensured that each participant was totally “comfortable™ with their responses, it ensured
that individual “meaning™ remained unaduiterated, thereby strengthening the validity
of findings throngh the process of tmangulation {Cresswell, 2005; Leedy & Ommond,
2005; Swinger & Dwyer, 2008; Wiersma & Jurs, 20053). {The igsue of “validity” iy
discussed in more detail later in this chapter). All names of individuals, schools and
other places, had been removed by this point. Only individually verified transcripts

were used for final analysis (see appendix one)

Anualysis of data collected

The first stage of the formal analysis process was one of overall content analysis and
familigrisation with the interview transcripis. At this point all inferviews had been re-
transcribed, verified by the respondents (and changed if necessary), printed, and copied
for ease of codification. Transcripts were read then re-read several times, in order for
the researcher o “immerse” himself into the data. As a result of this immersion, five
“meta” themes (subsequently referred to as “sections™) emerged through the research
questions, conceptual framework and to some exient the literature review, These
included alienation, demographic information, positive aspects of relief teaching,
systemic problems e¢ncountered, and identified support strategics. The following

chapters discuss and analyse these sections in some detail.

Pata were then coded fwther into the various themes and sub-themes that emerged.
The process of obtaining relevant meaning from the interview {ranscripis required a
certain amount of data reduction to take place in order to allow these themes {and later,
more specific) sub-themes to emerge. Cohen and Manion (1994, p. 286} define coding
as “...the translation of guestion responses and respondent information to specific

categories for the purpose of further snalysis.” Burns (2000, p. 432), contended that
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the process of codiag beging at the actual interviewing stage, with sirong carly themes
often emerging which further focus the researcher’s topic of inquiry, Wiersma and Jurs
{2005) state that qualitative data analysis requires obtained data to bg organised and
reduced in order for g “clear picture” to emerge, deseribing coding as *...a process of
organising data and obtaining data reduction. In essence it is the process by which
qualitative researchers ‘see what they have in the data™ (p. 208). Wiersma and Jurs
(2005} also contended that any number and categories of codes may be used, snd that
repetition and cross-referencing of these codes {or themes) is ofien evident when

research findings are discussed in some detail,

Care must also be taken by the researcher fo ensure that participanis’ perspectives are
not lost or altered when “.. .conglomerating data from a wide variety of sources...”
{Stringer & Dwyer, 2005, p. 103). During the data reduction and ¢oding phase great
care was taken to ensure that “individual meaning™ was not lost in the process by
having the respandents read the transcript of their respenses twice; prior to the
termination of the interview, and sgain, when word processed transcripts were
provided for verification. Burns (2000, p. 433) suggested that the issue of the polential
for Yoss of individual meaning is one which yields no easy answers when attempting to
assign individual meaning to specific responses. Personal meaning can differ
dramatically between individuals, However, s ezch interview was analysed further,
and themes/codes continually refined, the question of individual meaning, although

“narrowed down” to some extent, remained “valid” for each individual,

Once these “codes™ {scctions, themes and sub-themes) had been identified, the process

of labelling and discussing each became relatively simple.

Limitations of the research

Three major weaknesses have been identified in the current study. First, the issue of
respondent numbers needs to be discussed. Most research, which deals in some way
with human subjects {be it qualitative or quantitative), will produce results more
representative of the target population, when larger numbers of respondents are
uiilised. This is certainly the case¢ with the current siudy. The intention of the

researcher was to pain access 1o as many resporngents as possible {given the time and
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financial constraints} s an effort o provide findings that as accurately as possible,
mirror the general target population’s true feelings. Every effort was made to source
respondents with widely diverse demographic and experiential backgrounds in order to
(hopefully) paint the broadest possible picture, A fotal of twenty relief teachers were
interviewed for this study, and whilst this is by po means & “Jarge” number, the
resultant vesponses showed very litile variation in terms of experienced problems and

the resultant alienation that was claimed to stem from exposure to these issues.

The second potentinl weakness stems from reliability concerns that may arise when
being templed to extend the findings scross broader sections of the relief teacher

community,

The conceptual framework indicates that feelings of alienation can be “triggered” and
expressexi in different ways, and can be changenble in frequency and iofensity,
depending on an almost limitless set of variables, each of which being peculiar to each
individual, In other words, findings need to be viewed as extremely “situational” in

nature, and Iikely to change over varyirg timeframes.

Whilst the possibility exists that these findings could be representative of other relief
teachers, great caution should be taken in suggesting that this is the case. One of the
central requirements in order for rescarch findings to be considered *reliable”, is that
similar results could be expected to be replicated either in the same population at some
fater stage, or in other similar cohorts (Angus & Gray, 2001; Stringer & Dwyer, 2005,
Weirsma & Jurg, 2005). The fact that the concept of alienstion (and the sinational
factors that can trigger these feelings) is so subjective and changeable means that
research of this nature might produce very different findings sach time it was carried

out.

The third potential weakness stems from the Issue of validity. Buras {2000, p. 350)
noted that gqualitative research can suffer from validity problems, meaning that there
exists the possibility that this research will not actually measure what it 18 supposed fo
measure. This is supported {o some extent, by Wiersma and Jurs {2005, p. 215
However, Maxwell, (1992), cited in Angus and Gray (2001, p. 84), contended that

other researchers have sought to redefine the construct of validity in terms that are
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more relevant to qualitative research, and have identified four “different” types of
validity that could be used in this type of study:

¢ Descriptive validity: The extent to which there would be agreement
between different observers, regarding the information elicited from
respondents.

& Interpretive validity: The exieat to which the descriptions of clicited
information truly reflect the meaning of what respondents were trying o
cominunicate,

¢ Zheoretical validity: The exient to which the mformation successfully
addresses the theoretical constructs/research questions the researcher brings
to the study.

 Validity of generafisasions: This refers to the extent to which the accouni(s)

can be extended to the rest of the target population.

As stated previcusty, the concept of alicnation is highly subjective in nature. What one
individual perceives as glienation, may not be seen the same way as other respondents,
orf indeed the researcher. In an effor! to minimise the possibility of invalid results, the
conceptual framework of this research {psychelogical model of alienation) was
developed in such 2 way as to narmow down the broad concept of alienation to three
simple “expressions” or constructs, These congtructs include feelings of
meaninglessness within the workplace, feelings of powerlessness, and feslings of
exclusion. Each interviewee was made explicitly aware of the conceptual framework
of the research and was asked as tuch as possible, to frame their responses within the

bounds of fliese constrocts.

Triangvlation was also used to narrow the chances of invalid dala being used as
evidence in the svbsequent findings of the resemrch. Cresswell {2005) defines
triangulation as *..the process of corroborating evidence from different
individuals...types of data... or methods of data collection...in descriptions and
themes in qualitative rescarch” (p. 352). As stated earlier in the chapter, this process
was used when ensuring that each respondent was comfortable with their responses,

and is similar o the process known as “member checking”, which strengthens validity
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of findings through ensuring one or more respondents physically check the accuracy of
their acoounts (Cresswell, 2005).

Informmation gathered from multple sites can futher eshance validity (Stringer &
Dwyer, 2003), and this form of triangulation was employed when ensuring that the
subject population each had experience in servicing multiple schools, meaning in
effect that their expedences were drawn from many different sites (in some cases
twenty or more schools). In many cases, respondents also “overlapped” in their
servicing of schools. The subject population reported having serviced around two
hundred and thirty five schools between them, however, afier cross-referencing the
namey of these schools, the total number of different schools serviced was only seventy
six, The fact that a significant amount of overlapping wag evident further sirengthens
validity, due to the fact that not only were multiple sites seen to generate similar
experiences, but that in many cases, different respondents quoted similar experiences
as a vesult of exposure to the same sites, thereby providing evidence of further
triangulation (Cresswell, 20035, Stringer & Dwyer, 20035).

Summary

Chapter four provided an overview of the methodology used in the research. The main
ethical considerations regarding this study were firstly identified, and strategies to
effectively deal with these considerations, put forward. The second section described
the very specific nature of the target population from which respondents were selected
and justified why this was considered necessary, Section three discussed the nature and
design of the proposed research, indicating that the study was qualitative in nature, was
couched in the constructivism paradigm of social inguiry, and emploved semi-
structured interviews as its main data collection tool, The next section dealt with the
instruments/materials to be used for dats collection, while section five described how
this data would be analysed. The final section discussed perceived weaknesses of the
research and identified ways that these wesknesses were minimised as far as

praciically possible,

The next chapter begins discussing in detail, the findings of the current research,
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Chapter 5

Overview of interviews, and demographic findings.

Introduction

This chapter is divided into two sections. The first section of this chapter reiterates the
aims and objectives of the present research, then provides a brief overview of the semi-
structured  interviews, whilst the second section discusses basic respondent
demographic information.  In all cases, as previously outlined in chapter four, semi~

structured interviews were emploved as the major dats gathering tool.

The aims and objectives of this research were to determine, and confirmn sources of
alienation among relief teachers servicing Woestern Ausiralian government
metropolitap primary schools, investigate other possible sources of alienation not yet
identified by the reviewed litersture, and finally, determine what (if any) support
strategies are actually offered to relief teachers by those schools.

The aims and objectives were then distilled info two broad research guestions:
1(a) Are relief teachers servicing Western Australisn govemment metropolitan
primary schools feeling alienation as a consequence of their work?

(h) If alienation is confirmed, what do Western Australian  government
metropolitan primary school relief teachers identify as contributing to these
feclings?

2 What identified support strategies/systems have been offered to relief teachers

servicing Westem Australian government metropolitan primary schools?

. Overview of the semi-structured interviews

The interviews took place over a time periad encompassing term one and the first two
weeks of term two, 2005, Some degree of difficully was encountered in securing an
adequate number of interviewees, although this difficulty could have been somewhat

reduced had the considerably short timeframe of this study been extended. A total of
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farty six potential subjects were invited to participate in this research and, nltimately,
twenty relief teachers gservicing Western Australian govemment metropolitan primary
schocls were interviewed, representing g participation rate of slightly under forty four
percent, Potential interviewees were recruited from schools known to the researcher
{permigsion was first obtained from each prdncipal), and from reltef teachers also
known o the researcher. In some cases this lead to other refief teachers known to

separate inferviewees.

Each interviewed respondent was currently enpaged in relief teoching at Western
Augtralian government metropolitan primary schools, and at time of interview, vged
this type of employment as their major source of income. In all eases, Edith Cowan
University Ethice Commitiee guidelines were followed. All interviews were conducted
face-do-face with each respondent, and ali but three were conducted at the
mterviewee's place of residence. The remainder were conducted at the interviewee’s
place of work, in a “private” location and sutside of normal working hours. Each
interview lssted around one hour, with the Jongest taking one hour and forty five
minutes. The shortest interview lasted slightly over forty minutes. Verbal responses
were handwritten (by the researcher) onto a transeript page, which was then viewed by
the interviewse at the conclusion of inferview. Handwniten responses were
subsequently word processed onto computer for ease of future codification. At this
point all names and ideatifying information were removed from the transoripts and
each respondent was issued with 8 number ranging between one and twenty. Printed
franscripts were then posted (o respondents for final checking, spproval and changes if
needed. Only after this process had been completed was any information analysed and

ncluded in the research

In every case, interviewees showed a great deal of interest in the topic of discussion,
with animation and obvious enthusiasm being readily displayed. This was somewhat of
a relief, as the University’s Ethics Committee had shown some concem regarding the
possibility that the subject-matter of these interviews might eliclt some degree of
distress or re-lived negative emotions in some respondents (especially when prompted
to verbalise their feelings of alienstion and disconnection). In reality, the opposite

effect was observed, with one particular interviewee (R16) actually commenting on her
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positive feelings at the conclusion of the interview, stating that “...it’s refreshing to
talk to someone who is actually interested in relief teachers”

Once engaged, subjects were very forthcoming with their responses, and ofien built on
their own descriptions without the need for prompting or redirection from the
researcher. In general, the longer the interview lasted, the more useful and “rich” the

data appeared to be.
Respondent demographics.

Twenty relief teacliers servicing Western Australian government metropolitan primary
schools were interviewed for this research and all respondents were utilising this form
of employment as their primary source of income. Four were male and the remaining
sixteen female. Ages ranged from twenty one to fifty five, and the average age of the
subject population was slightly over thirty eight years. Figure 2 shows age ranges in
graphical form.

Figure 2
Age Range of Cohort
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20%

age 20-29
25%

age 40-48
30% age 30-39

25%

59



The length of time each respondent had been continnously yelief teaching ranged from
between four months to a maximum of eleven years. At the time of interview, ten
percent of respondents had worked as a relief teacher for less than one year, sixty
percent had worked in this capacity for bebween one and two years, and 10 percent
between two and five years, Fifteen percent of respondents had been working as relief
teachers for between five and ten years, and five percent for over ten years. The
average pumber of vears served as a relief teacher, was 2.85. Figure three below,

summarises these percentages in graphical form,

Flgure 3
Continuous relief teaching experience (years)
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The number of schools each relief teacher had serviced ranged from two, to more than
twenty, with sixty five percent of respondents indicating thet they had serviced more
than ten schools. Figure four below, iflustrates this finding.

Figure 4
Total Number of Schools serviced by cohort

<5 gchoals
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&~ @schools

18- 14 schiodds
25%

A total of seventy six separate schools were serviced by the subject population, which
Ieplesems.s%ighﬂy over twenty three percent of the three hundred and twenty four
Western Australian government primary schools (Senior policy officer, Department of
Education and Training, personal communication, June 14, 2005) situated in the
greater Perth metropolitan area. This figure was arrived af by physically cross-
referencing the names of schools that each respondent claimed to have serviced over

the course of their relief teaching carcers.
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Nearly half of the surveyed respondents {forty percent) had previously beea employed
a5 teachers in some tenwred capacily prior to practsing as relief primary school
teachers. Total teaciiing experience for these individuals ranged fom betwesn three
and thirty years, with the vast majority of this group (six cut of ¢ight) having taught for
over {en years. Three reported each having thirty years' overall experience in the
teaching arena. This cohort in itself, represents s well seasoned and highly experienced
educational resource. A total of eight respondents (forty percent} had been teaching for
more than five years. Figure 5 below, summarises total teaching experience in

graphical form.

Figue b
Total Teaching Experience {(Years)
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An analysis of the cohort’s “career aspiratiors” revealed an interesting finding, with
three categortes being identified. The expectation had been to identify only two; relief
teachers who were actively looking for permanency, and those who had chosen {(for

varying lifestyle reasons) relief teaching as their preferred mode of employment,

A total of four interviewees (twenty percent) stated that they were “actively” looking

for permanency {or long term contraet work), whilst s further seven individuals (thirty
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five percent) claimed to have either chosen relief teaching, or were “happy™ working in
this capacity,

Perhaps swprsingly, & third category emerged--relief teachers who would “prefer”
permanency {or long term coptract employment), but for various reasons had
“resigned” themselves to relief teaching, vsually due to an inshility or refusal to leave
the city in favour of long term work in rural or remote areas of the state. This category
was the most strongly represented, with a total of nine respondents {forty five percent),

Figure stx below, illustates these findings,

Figure ©
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Although not specifically included within the formal aims and objectives of this
research, basic demographic information on the subject population was congidersd
important o document. A review of the lterature showed little in the way of wip
actually make up relief teacher populations in the three countries from which the
fiterature was drawn, with the exception of two studies (Crittenden 1994, and Gonzales
2002}, Some diffieulty would dearly be expected to be experienced when attempting
to ascertain such information, due to the often transitory nature of the relief feacher’s
work, and this was certainly the researcher’s expenence when trying to establish
{through the Departiment of Education and Training) the sumber of relief teachers
currently servicing govemment scheools in WA, The Department of Education and
Training claimed they were “unable” to easily access this information because the only
way to determine such numbers was to manuaily check pay records of 2l teachers paid
by the Department. Consequently, it was felt that any information at all, that shed at
least some light on who actually make up this population, was well worth

decumenting,

Crittenden’s (1994) WA study quoted general figures relating to the estimated
population of relief teachers who were at that stage (1993) servicing WA government
kindergarien to vear twelve schools (around 1100}, and surmised that “many” of the
individuals who comprise the relief teaching population were actively looking for full
time placements. Although a small sample population, the results of the current study
may not necessarily reflect this contention, as evidenced by the above data, which
indicates that only four relief teachers are at this stage “actively” seeking tenure. Even
if the third emergent category is included in these figures {those who had in some ways
“resigned themselves to relief teaching), thirty five percent of the cohort were relief

teaching through active chuice at time of interview.

The second gquoted study {Gonzales, 2G02), looked at 2 small cohort of relief teackers
servicing schools in northern Califomia, studying in some detail variables such as age,
teaching experfence and so on, Interestingly, strong parallels between that research and
the findings of this study can be drawn, indicating that the relief teacher population

may not be as “young and/or inexperienced” as many might think,



Gonzalez's (2002} study found that 52% of that cohort were aged between 41 and 60
years of age. The current research produced similar results, with 50% of the subject
population ranging from 40 to 50-plus years of age. Teaching experience was also
worthy of comment. The relief teachers surveyed by Gonzales (2002) showed 49% had
over 5 years of teaching experience, whilst the current rescarch indicated that 45% of
the subject population had between 5 and 30 vears of experience, In both cases this
represents a surprisingly mature, experienced and “well seasoned” educational

TESOUICE.

Naturaily, the results of two small studies, half a world apart, cannot be extended to the
rest of the relief teacher population in either country. However, they do raise certain
possibilities, not the least of which could centre around the prospect that a significant
proportion of relief teachers might well bring a wealth of educational experience into

many ¢lassrooms on g datly basis,

Stemmary

This chapter was divided into two sections and dealt firstly with a recapitulation of the
main aims and objectives of the research, before discussing and providing an overview
of the semi-structured interview process that underpinned the data gathering phase of
the study. The second section discussed and analysed some basic demographic
information relsting to the respondents, and included justification as to why this data
should be included in the ressarch findings, Age range and years of teaching
experience of interviewed relief teachers were identified, and these proved remarkably

similar to findings reported in a small study carried out in the US in 2002.

The nexi chapter 1dentifies and discusses the positive aspests of relief teaching, that

were identified by the subject population of this study,
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Chapter 6

§§§si2ive aspects of relief teaching

Introduction

This chapter identifies snd discusses the major positive aspects of relief teacking as
identified by the respondents, The first section briefly identifies these emergent themes
as “unexpected” new information and provides justification as to why it is feit that they
should be included in the research findings. Section two disgusses in some detail these
identified themes,

Justification for inclusion

The question of whether relief teachers find anything “positive” in their work is not
founs among any of the literature that was reviewed in preparation for this research,
and indeed was not consciously considered by the researcher whien preparing for the
actual study. The pre-prepared interview transcript page used by the rescarcher did,
however, contain one “prompt” question which asked interviewees what aspects of
their job they “liked”. This was included not so much to ¢licit specific information, bt
rather, to start the foterview off on a “positive note”, especially in light of the fact that
the bulk of responses were anticipated to be of a rather “negative” nature. Perhaps
surprisingly, the responses to this guestion showed that the subject population did ia
fact enjoy varions facets of their work, even when showing alienation as a result of
their exposure to a variety of identified systemic problems within the schools that they
serviced. The following findings are therefore considered well worthy of note, and of
inclusion into the findings of the researgh. These findings are considered as new

information and are discussed in some detadl in the following section.



Identified positive aspects of relief teaching

Without exception, all respondents cited numerous positive aspects about relief
teaching, with eipht distinct themes emerging from the data. These sre discussed
below, whilst Figure 7 summarises in graphical form, the number of respondents who
attached specific importance to particular aspects. All interviewees identified between

two and five perceived “henefits of the job™.

Figure 7
Positive aspects of relief teaching
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“Lifestyie "ffreedom/ability to “move on’': Eleven respondents {fifty five percent}
indicated that relief teaching provided the freedom to move from school to school and
district o district. The ability (at least to some degree) to work employment around
lifestyle demnands was considered important by some individuals. One respondent (R2)
commented that being able to pet home ™. .not long after the kids [is a] real bonus.”
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Other interviewess indicated that there was 5 certsin “frecdom® in not being “tied
down™ to any particular school or district, with one relief teacher (RG) stating that not
having to return to “negative” workplaces reduced “pressure”. Another (R20)
commented on the pesitive aspect of being able to “work when 1 want to”, whilst
others made note of the fact that the ability to be able to lake time off 10 atlend to other

life-issues, was a benefit of the job.

Less marking, preparation, administrative/non-teaching duiies; Eleven respomrdents
{fifty-five percent) mentioned that as a relief teacher, far less was required in the way
of after hours and non-teaching duties. This, in some ways relates closely with the
“lifestyle™ aspect discussed above. One respondent (R7), stated that in his opinion,
relief teaching could be “less demanding” because of the reduced demand for after
hours preparation, whilst another (R16) stated that not having student reporis and
portfolios to coordinate meant “less headaches™, This was somewhat mirrored by R17
who liked the fuct that relief teaching meant that ene could *,. .come in, fand then just]
2o home”, One interviewee {R9) indicated that she had sciually made the consgious
decision o move from 4 tenured position to relief teaching based largely on the above,
Cither respondents cited vanously that the absence of extended after hours marking and

preparation were significant “bonuses” of working as relief teachers.

Fewer dealings with “unreasonable” parenssifamily-members, Two respondents (ten
percent) indicated that not having to deal with parents or guardians of students under
thetr charge was a positive aspect of working as o relief tescher, Interestingly the
cohort made some distinction between “reasonable™ and “unreasenable” parents,
indicating that the “real stress™ was experienced when having to deal with the latter

group of individuals,

Inereased aceess to diversity of werkplaces, student age and capabiiities, and subject
areq, Decreased levels of boredom: Although appearing like two separate themes,
these two aspects proved virtually impossible o analyse individually, due o the fact
that most interviewees seemed to imply that occupational “boredom™ was decreased as
a direct result of constant exposure to the diversity experienced while working as a
relief teacher. Nine respondents {forty five percent) mentioned that being zble to

experience widely varyving settings, sge and capability levels along with often
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changing subject areas, helped keep occupational stagnation to a8 minimum. One
mnterviewee (R18) described this as “. .constantly refreshing,..” Anether respondent
{R2) saw relief teaching offering “hupe diversity [if is] interesting {with] no room for
boredomn”, and this view was supported by R, who valued the ability to

*...expenience different settings and schools™.

Professional skills and classroom manugement enhancemeni: Seven respondents
{ihirty-five percent) believed that their experience in the relief teacher sefting was
enhancing their general teaching and classroom management skills. One respondent
{R135} stated that relief teaching “...makes you a better teacher”, whilst another (R}
believed that relief teaching ©...makes you adaptable.. .resourceful, increases [your]
skills.” This general view was supported by the remainder of the cohort, who variously
eredited relief teaching with exposure to different classroom settings, rules,
management strategies and student groups, and that this experience increased teaching

sidiis overall,

No involvement in “poliics”: Thiee respondents (fifteen percent) cited lack of
involvement in work-place “politics™ a5 a definite benefit of working in a reliefeonly
capacity, “Politics” was vartousiv defined as “bitching”, “backstabbing”, and “negative
work-places™. One respondent (R5) succinetly summed up the sentiment of all three by
contending that as a reliel teacher, he did not have to “..put up with pettiness. I'm not
fnvolved in all that, I1 can] walk out the door at three and not have to worry sbout all
that”,

Ability 1o “walk away™ fram behaviowr management issues, Perhaps surprisingly, this
aspect was mentioned by only two respondents {fen percent). In contrast, one of the
most quoted systemic prablems identified by the subject group ss & whole was that of
behaviour management challenges {which is discussed in detall in chapter six). There
appears, therefore, to be some inconsistency in the low percentage of relief teachers
who consider the fact that they ean in effect “walk away™ from serious hehaviowr
problems at the end of a teaching day as a “positive”, compared with the high
percentage whao identified behaviowr management problems as a serious issue. Of
course, a multitude of reasons for this aberration exist, not the least of which could

include the relatively small cohort, the order in which prompt questions were asked, or
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the possibility that this group of individuals consider serious behgviour management

issues something that should not be *walked away from™

A chance o “retwork” with other professionals. Two respondents {ten percent)
indicated that the ability to meet and share ideas with a wide diversity of teaching staff
geross a broad spectrum of different schools was a positive aspect of their job. One
interviewee {R11) stated that working in diftferent schools provided the opportunity to
meetl more experienced tenured sfaff who {upon being suitably impressed with her
work} might prove belpful to her in ber quest for permanency or ong-term contract

positions.

Summary

This chapter firstly discussed the identification of several themes, which emerged from
the data coding process, highlighting the respondents” views on the “positives™ of
relief teaching. This was followed by 2 brief description of how this data came to be
elicited, and a justification of why It was belioved this information was considered

worthy of inclusion in the results of the ressarch,

The final section of this chapter discussed in some detail these “positives™ A total of
eight themes emerged from the data, showing that a1l respondents found at least some
“henefits” in working as a relief teacher, All identified at least two positive aspects of
the job. Lifestyle issues and the perceived reduction of afier hours non-teaching duties
were the two most quoted themes, with fifty five percent of the cohort each identifying

these,

The pext chapter explores in some detzil, the types of alienation experenced by the

interviewees as a result of their work as relief teachers.



Chapter 7

“AHenation” as identified and discussed by the subject population

Introduciion

This chapter identifies and discusses the concept of “alienation” as identified by the
subject population of this rescarch. The first section briefly recapitulates the concept of
“alienation” as defined for the parposes of this research and identifies the three main
corstructs over which these feelings can be expressed Section two provides an
overview of interviewees’ general responses to the question of alienation being felt as
a result of their work as relief teachers. Section three discusses in some detail, the
specific combinations of aliemation constructs, that respondents claim io have

experienced as a result of their work.

“Alienation”’ as defined for the purposes of this research

As previously discussed in chapter two, no research appears to have been undertaken
which directly addresses the guestion as to whether differing degrees of alienation
exist among relief teachers. Certainly, this congept is not identified or discossed in any
of the available literature referming to relief toaching, Literature that substantively
deals in any real depth with the specific issues relating so relief teachers or teachung is
scarce, This is particularly evident in Australia. The literature did, however, ideutify
several distinct ongoing systemic problems that were present within the education
systems of the countries from which the literature was drawan. Rehef teachers who
were exposed 1o one, some, or combinations of these problems might reasonably be

expected 1o experience feelings of alienation.

One of the central aims of the present research was to sscertain whether exposure to
previously identified systemic problems inherent within the education system
produced feelings of alienation in the subject group, and if so, in what ways they
specifically manifested {or were “felt/expressed”™} in each individual. This formed the

basis of part (s} of the first research question,
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For the purpose of the present study, a psychological model of alienation was adapted
from Carlzon {1995}and Finn (19883, and is displayed 33 a flow-chart in figure 1.

Carlson {1995, p. 467) in citing Dean (1961), Calabrese {1984}, and Seeman (1959),
contended that slicnation {when vicwed from ¢ secial science perspective} could be

“expressed” in one of three psychological construcis:

Powerlessness, which relates to individuals who feel a lack of control over general or

specific personal situations.

Isolation, refermng to feelings of withdrawal and isolation from, or rejection by, peers

Or peer groups, or a general sense of being “alone” either socially or emotionally,

Meaningiessness, which relates to feelings of a lack of personal meaning when in a

specific gitnation.

The current study adopted the following definition of “alicnation™: Persistent negative

feelings that some relief teachers may experience during the course of their work

within Western_Awustralian_government_metropelitan_primary schosls, These

feclings may be expressed as powerlessness, meaninglessness, or isolation, snd may

possibly be expressed in various combinations of these constructs,

Relicf teacher alienation as identified by the interviewees

As stated previously, all interviewses responded positively, showing interest,
“animation”, and enthusiasm when eliciting responses to prompt guestions. Feelings of
ahienation were discussed freely and openly, with no apparent distress or other
negative foelings evident at time of response. In fact the opposite seemed to manifest
itself, in that some respondents appeared to find the experience of verbalising negative

feelings somewhat cathartic.

All three construgts (poweniessness, meaninglessness gnd {solation) were vanpusly

identified by interviewees, with some mentioning ali three, and others claiming to have
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felt only one or two during the course of their work, Interestingly, three respondents
(R3, R16 and R19) initially claimed not to have experienced any alienation at all whist
employed in a reliel teaching capacity, however, only one participant, (R19),
maintained throughout the inferview that alienation had never manifested itself during
her work as a relief teacher. She atiributed this to the fact that she works oaly at two
schouals. In the other two cases, deeper self-investigation and analysis of previously
experienced problems (and thelr consequent reactions to these situations) invited these
interviewees to identify certain coping strategies that they employed as a way to
reduce negative feelings. Thus they reported that they had indeed been experiencing
some form of alienation from €ime to time. R3 stated that she chose to be
“marginalised” ag a way to combat feclings of alienation, whilst R16 admitted that
when initially asked whether she had experienced alienation whilst working as z relief

teacher, stated “no™, but realised later, that .. significant feelings have and do, exist™.

Each interviewee {with the exception of R1%2) claimed to have felt alienated whilst
working as a relief teacher. This represents ninety fve percemt of the interviewed
cohort. Most common short-answer responses to the direct question: "Do you ever feel
left out/alienated whilst working as a relief reacher?” were, “Yes™; “Yes—oRen™
“Frequently™; “Definitely!” and in one case, “It’s daunting!” One respondent {K2),
who had been continuously relief teaching for the past eleven years, stated that she had
experienced alienation over the course of her job, however, this had reduced
significantly since (at the tme of interview} having been able to secure most
assignments at one school. This is consistent with R19°s view that the main reason she
had not felt alienated was because she had restricted her relief work to only two

schoolg,

Afienation as exprossed over the three constructs.

During the course of the injerviews each respondent was asked (after discussing
alienntion as & geners! concept), 1o Iry and describe which specific construct{s} most
closeiy reftected their identified feclings of negativity. The results were rather
interesting, with all construcis being identified individnally and five respondents
stating that they felt a combination of all three during the course of their work. In

addition, iwo combinations of two constructs (Powerlessness/Isolation, snd
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Meaninglessness/Isolation) were quoted by five respondents and one respendent
respectively. These findings have been dealt with separately and are detailed in the
foilowing pages. Figures eight (A) and eight (B) below, summarise the findings,
showing ihe number of respondents who identified cach individual construct in fotsl as

well as each separate combination.

Figure S8A
Alienation as expressed overthe combinations of consfrugts
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Isolation: This was the most frequent single {individual) construct quoted by the
respondents. Five interviewees (twenty five porcent of the population} believed that
feelings of isolation most adeguately described their reactions when confronted by
identified systemic problems during the course of their work. Some respondenis who
considered this construct to be the most representative description of their feelings of
glienation made specific remarks about how this made them feel at the time. One
respondent {R2) described “isolation” as relating particularly well to one incident in 4
context where she had been servicing one schoal for some weeks., On one occasion,
she was unable to work, and described being “. . .dropped fmmediately. . ! never heard
from them again™. Another participant (R12} felt that isolation was best expressed as
“feeling very alone—especially in the larger schools™, Still mnother participant (R 14}
described her experiences with the Department of Education end Training, discussed in
more detail later, staling that **...you’re not treated well by them—vou feel particularly

alone™,

Descriptors such as “lonely” “alone™ and “out of the loop™ were used. The general
feeling gained from this cohort was that whilst some workplaces made active efforis to
include relief staff, many did not. One tencher (R103 aptly summed op this sentiment
by siating that “,..you're often not talked to—aeven when you make the effort.”

Powerlessress: Two respondents (en percent) quoted this single construct as most
adequately describing their feelings of alienation, Interestingly, in both cases,
interviewees were aged Ofty and fifty one respectively, and each had thirty years
teaching experience. One respondent (R16) had been relief teaching for one year at the
time of interview, and had been teaching In various tenured capacities for thity vears.
Whilst considening herself essentially semi-retired and in many wavs enjoving the
freedom of relief teaching, she stated that as a relief teacher she felt devalued as a
professional, commenting “[I've] been teaching for 30 years, [I've] got a lifetime
experience to offer, but [vou're] treated as if you're 2 junion-like straight out of
teacher’s college. ... Being a relief teucher doesn’t mean vou don’t know anything”.
Still another (R8) related her feelings of powerlessness 10 a perceived lack of
advasncement opportun.ies as a reliel teacher, and a feeling that regardless of the

quality of her work, kittle difference in sthers™ “attitudes”™ was evident: “{You've] gone
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into school—done [the] job—who really cares? [You] can’t advance yourself. {You]

could do [a] good or bad job and be viewed the same way”.

Meaninglessness: Interestingly only one rtespondent {five percent) quoted
meaninglessness (on its own) as the construct most closely resembling feelings of
alienation. This interviewee (R3) was one of the previously mentioned two individuals
who initially believed that they had not experienced alienation during their course of
employment as relief teachers, but who subsequently changed her mind on this during
the latter stages of interview. This respondent was aged fifty-two at the time of
interview and had been teaching in various capacities for slightly over thirty years. She
had been working as a relief teacher in primary school settings for the past three years,
The respondent believed that meaninglessness best described feelings that sometimes
manifested when taking classes of “unruly” students, stating that she “...sometimes
feel[s] there’s no point teaching some classes {when their regular teacher is away].
[They] may as well pay a minder”. This respondent did, however, note that she had

received some **...excellent staff support” during her time as a relief teacher.

Powerlessness/Isolation: Five respondents (twenty five percent) reported feeling a
combination of isolation and powerlessness at various times during their jobs. These
feelings changed on a situational basis, and became manifest in response to
encountering different problems. However, this cohort appeared to place some
considerable emphasis on the pay and conditions of relief staff, tenured staff members’
attitudes to the relief teacher, and behaviour management issues. One interviewee
(R20) believed that “...a general feeling of being looked at as a second class teacher”
best summed up her feelings of powerlessness and isolation. Another respondent (R4}
noted feeling particularly powerless when attempting to secure work during the early

and later stages of a school year, believing terms one and four often proving
“difficult”.

Meaninglessness/fsolation: One respondent (R1) reported that this combination best

described their feelings of alienation, stating that “[1] often feel that what you do

doesn’t seem to matter™.
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Powerlessness/Meaninglessness/Isolation: Five respondents (twenty five percent)
stated that during the course of their employment as relief teachers they had
experienced combinations of all fhree constructs, depending on situations and
problems encountered. R7 stated that this combination of alienstion constructs felt ke
a result of varying circumstances and problems encountered, and quoted issues like the
feeiing that ©,..no one wants to kaow you™ and “lack of support” as strong triggers.
However, he also stated that “[if's] very hard to pin down exuctly where [these]

feclings are coming from.”

Interestingly, these five respondents had been relief teaching for between six months
and a maximurn of three vears. All but one interviewee (13}, who was aged twenty-
one at time of interview, were “mature age” teachers, with ages ranging from thirty

two to fifty five years,

The responses to guestions regarding alienation (and its manifestations) have shown
that feelings of alienation were indeed experienced by the subiedt group Juring the
course of their employment as relief teachers, and that these feelings would appear to
stemn from exposure to 2 range of previously identified systemic problems. Of the three
constructs, fsolation. was quoted hy seventeen respondents (eighty five percent) either
singly or in tandem with other constructs, as the feeling which best described their
alienation. Powerlessness was identified by twelve respondents (sixty percent}, and

meaninglessness by six (thirty percent).

Further analysis of the findings would appear, however, & possibly raise more
questions than the current study can hope to answer piven the limitations and

constraints {time, financial and otherwise) of the present research.

Within this small sarmple, alienation exists {at least partially as a result of working
within the current system} among the subject population, This is indeed without doubt,
However, the conceptus! framework indicates that feelings of alienation can be
“triggered” and expressed in different ways, can be changeable in freguency and
imensity, depending on an almos! limitless set of variables, each of which would of
course be peculiar 10 each individual. In other words the above findings need fo be

viewed as exhemely “situational” in nature, and likely to chanpe over varying
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timeframes, A single {very subjective} “snapshot” might be an appropriate metaphor

when placing these findings in context,

The reliability and generalisability {(external validity} of the present research, as
refating to these findings should be put into perspective (and has already been bricfly
discussed in chapter 4), especially in light of the considerably small subject population.
The study found that ninety five percent of the subject population {mineteen relief
teachers in total} identified and discussed foelings of alienation. Whilst the possihility
existy that these findings could be representative of other relief teachers, great cantion
should be teken in doing so, One of the central requirements in order for research
findings to be considered “‘reliable™, is that similar results could be expected to be
veplicated either in the same population at seme later stage, or in other similar cohorts
{(Anpus & Gray, 2001; Stringer & Dwyer, 2005; Weirsma & Jurs, 2005). The fact that
the concept of alienation (and the situational Mciors that can trigger these feelings) s
so subjective and changeable, means that research of this nature might produce very
different Bndings each time i is carried out. S8uffice to say at this stage, that the carrent
research did indeed indicate that the vast majority of the subject population identified
feelings of alienation, and that these feelings were generated at least partially by
exposure fo specific “problens” encountered duting their work as relief teachers
within the government primary school system. These findings may or may not be
representative of the broader relief teacher populaiion. Chapter nine provides details of

specific recommendations, and this issue is further discussed there,
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Summary

Chapier scven discussed the research findings relating fo the feelings of alienation
expressed by the subject population. The first section briefly recapitulated the concept
and definition of “alienation” for the purposes of this research, and outlined the
conceptual framework of the study. Section twa firstly discussed the research findings
in considerable detail, identifving ninety five percent of the subject population as
claiming feelings of alienation as a result of their work. All constructs were variously
identified by the respondents, however, either singularly, or in combination with other
constructs, isolation was the most often quoted. The laiter part of section two
atiernpted to put these findings into “context”, and called for cantion when extending

the findings across broader sections of the relief teacher poputation.

The next chapter discusses and anslyses the study’s findings in relation to issues

identified by the respondents which they believe lead to feelings of sliemation.
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Chapter 8

System problems and suppor sirategies identified by the respondents

Introduction

This chapfer discusses and anafyses in some depth the research {indings relating to the
majer systemiic probleras or “issues” which the subject population variously identified
as leading to feelings of alienation, and also identifies support strategies that have beea
offered fo the respondents by some of the schools they have serviced. The first section
briefly discusses the links between the research findings and the literature review,
identifics the emergence of both themes and sub-themes as a result of the coding
process, and brings the reader’s attention to the emergence of three sub-themes not
already identified by the existing literature. Seczi;m mwo discusses and analyses these
therses in some considerable detoil, whilst the final section discusses the support

strategics offercd to various members of the subject population.

Links to the lterature revicw

A review of the available lterature (discussed fully in chapier two) identified the
existence of a number of systernic problems faced by relief teachers who service
schools within the education systems of the three countries from which the fiterature
was drawn, The existence of these problems has been variously identified and
discussed by resesrchers, in some instances for the better part of two decades, and
indicate why relief teachers might well expesience alienation as a result of exposure to

these issues.

The second major aim of the current research was, therefore, io attempt to establish
some positive links between these previously flagged problems and resultant feelings
of alienation expressed by the subject population, This formed part (b) of the first

research question.
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As & result of the coding process, several themes emerged from the data,  These were
further studied, and in seme ceses led to the consequent identification of sub-themes,
which focussed on more specific issues. These themes mostly mirrored the various
systemic problems identified by the reviewed literature, however three additions! sub-
themes were identified by respondents as contributing to feelings of alienation, which
do not appear to have been identified by previous research, These are considersd new
findings by the researcher, and sre clearly identified as such in the body of the

following distussien,
Issues identified by respondents, which lead te frelings of alienation

A total of four themes emerged from the data. These included: 1) specific in-class
chalienges, 2) relationship issues, 3) relief teacher image and perception, 4) equity
with tenured colleagues, which whern coded further, indicated the existence of twelve
related sub«themes. These are individoally identified and discussed in some detail in
the foliowing section, whilst figures pine {(A) and nine (B) below, show in graphical
form, the number of respondents who identified exposure to these problems, both by
theme ard sub-theme breakdown,

Figure A
Major systemic problems encountered which fead to
fealings of allsnation in the subject population
(by theme}
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Theme 1: Specific inclass challenges

Fifteen respondents (seventy five percent) commonly identified this pross theme.
These relicf teachers variously felt that their experiences within the clsssroom
contributed to feelings of alienation maeinly through an identified lack of basic
information that they felt was essential in order for the smooth functoning of that class
to continue in the regular teacher’s sbsence, The two most widely quoted issues {sub-
themes) revolved around 1.1, behaviour management challenges, and 1.2, a perceived
lack of daily lesson planning information being readily available. A third sub-theme,
(1.3}, identified some “miscellaneous™ problems reloting to other more general
deficiencies in classroom-specific information. Together, these issues contribute

significantly to participants” feelings of alienation,

1.4 Behaviour management
The reviewed Bterature identified elassroom management challenges as one of the
difficult problems facing the relief teacher, contending that this issue seems in many
cases 10 be ignored by tenvred educators and admindsiration staff. Black {(2002), stated
that research in the UK supported this contention, and this was reiterated by studies in
the US (Gonzales, 2002; Hardman & Tippetts, 2001). In WA, a study conducted by
Crittenden {1994} indicated that 67% of surveyed relief teachers reported s lack of

information causing behaviour management problems of students in their classes.

Ten respondents identified behaviour management challenges (either separately or in
combination with lack of sufficient daily Iearning activity information) as {ssues,
which directly contributed to feelings of alienation. Responses from relief teachers
included being faced “often” with “unwuly classes” or “disrespectful” behaviour;
classroom management being seen as a2 “big problem” or dealing with “fersl kids”.
One respondent (R1) commented that, in her opinion, it was often the older students
who provided her with the most challenges, beligving that these students viewed being
taught by a relief teacher as 2 “holiday day”. {She also believed that thig “disrespect”
was sometimes displayed by other staff), The feeling of a relief teacher being seen as
“different™ by some members of the educational community was supported fo some
extent by R20, who contended that behaviour management issues stemmed from

students seeing the relief teacher as somewhat of a “target”.



In a particularly distorbing incident, one interviewee (R17} described finding her car
vandniised at the end of the day and, while not able to prove who the culprits were,
stated that it was “commeon knowiedge”™ amongst class peers that seme of the moe
challenging children in her class had beea responsible for the damage, Some
respondents believed that at least part of the problem was due to litile or no specific
information being available to them which defailed, for example, classroom seating
information, “class Hsts”, regular teacher’s behavioural management plan{s) or
expectations. One respondent (R11) made the point that when the above information
was not accessible, the students were “thercfore hard to conirol™. This contention was
also supported by Ri3 and R15. Anather interviewee {R7) believed a different reason
for classroom control issues playved some part, contending that behaviour managemnent
was a “...huge iseue, Thowever, 1] don’t feel as if | have any say because [T'm] looked
[on} as only a relief teacher”. Clearly, issues refated to behaviour management

generated feelings of alienation.

1.2: Lack of lesson planning information

On-the-job support in the form of adequate lesson planning being provided to retief
teachers was identified by the literature as being of considerable importance o the
relief teacher, not only for the purposes of ongoing corriculum delivery, but as a way
to reduce overall classroom “disruption’” and consequent management problems,
Unfortunately, in many instances, previous research has shown that lack of lesson
planning is a commonly experienced problem, with relief teachers often facing classes
without adequate resources in this area. Hardman and Tippetts (2001} coniended that
this issue is common and recurring. This is backed up in the US by Brace (1990} and
Gonzales (2002), with Black (2002} and Crittenden (1994) citing similar experiences
in the UK and Australia respectively.

This was mirrored in the current research, with ten respondents identifving a lack of
sufftcient information regarding the dey’s plunned learning activities being available to
them. The frequency of this experience was described variously, as “never” walking
into a classroom and finding lessons prepared, fesson plans “rarely™ being avalable,
and “often” finding 2 lack of lesson plans. Sometimes, if planning was available, it
was perceived by respondents to be incomplete to some degree, with one interviewee

{RI8) describing a particular class in which she found & daily work ped with thres
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words only: “0Old Man Emu; Australia; Around™. No other texts, work-sheets or other
relevant resources were available. This experience was mirrored by another respondent
(RS} who stated that sometimes lesson plans might be available, but that the
accompanying resources are missing or “iake haif the day to find”. Another
interviewee (R17) claimed to have experienced the frustration of Gnding “wrong” and
“incomplets" lesson plans, afier being explicitly instructed to teach a certain lesson on

that particular day. Such inadequacies in planning instigate feelings of alienation.

1.3 Other in-class information
Three respondents identified other “gaps™ in information relating to their classes,
which were considered to be important in order to maintain adequate control and
smooth functioning. One interviewee (R1) described an incident in which ao class
timetable was available, and at around 9.30 that morniag the students procseded o get
up from their desks and move toward the exit. The respondent halted the children and
upon asking them where they thought they were going received the reply that it was
time for their physical education class. This incident, in the respondent’s words
“..made [me look] like 2 fool”. Another interviewee (R135), described rarely having
acgess to information on ¢hildren with documented behavioural problems, and studenis

at educational risk, Feelings of alienation became overt as these incidents occurred.

Theme 2 Relationship issues

Fifteen respondents {(seventy five percent) identified relationship issues as significant
problems which contributed to feelings of alienation. Responses can be coded info
three distinet sub-themes: 2.1, relationships with the school community (fourtsen
respondents}, 2.2, relationships with wider educational bureaucracy, namely the
Department of Education and Training {four respondenis), and interestingly enough,
2.3, relationships with relief teacher employment agencies. These latter two sub.

themes have not previously been identified by any ofthe reviewed literature,
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2.1 Relationships with school communify
The issue of how relief teachers perceive the way in which other staff “ireat” them
during the course of their work with various schools wus widely scknowledged as o
concern within the literature on which the study was conceived (Black, 2002; Brace,
1990; Crittenden, 1994; Gonzales, 2002, Hardman & Tippetts, 2001; Simmons, 1961),
The general inference that can be drawn from previous studies in this area is that relief
teachers are seen by other staff as “outsiders™, and that high degrees of “indifference”,
or even “unfriendliness” are sometimes displayed to these individeals during the
course of thelr placements. Whilst most of this is reported o he unintentional in neture,
no great leap in logic {5 required to hypothesise that significant feelings of alienation
could be expested to result in relief teachers who face this ype of situation. This
certainly is the case in the present study, with a total of fouricen interviewees (seventy
percent) mndicating that “poor relationships™ with other members of the school
carnmunity contributed to feelings of disconnection and alienation. This sub-theme on

its own was quoted by more respondents than any other singular problem or issue.

¥School community relationships” were varfously referred to as those with other
teachers in the school, other staff) students and non-teaching/general administration
staff in general. Respondents often identified statfrooms ag the origin of their feelings
of exclusion, variously describing these places sz “cold” and “daunting”, with one
interviewee (R13) contending that staffrooms can be “cold, cold places!™ Another
respondent (R8) described feelings of not being readily welcomed when venturing into
staffrooms, .. finding 30-50 staff [just] looking at you when you walk in...whete do
you {evert] sit?7” However, this individual alse stated that in one school at least, staff
had begun to highlight relief teachers” names on the staff-room whiteboard as 2
support strategy foy these individuals. Another interviewee {R12) summed up her
feelings, saying: "You don’t often get included in conversation, {you] feel out of the
loop”. Yet another (R15) stated: “Often no one talks to you--even when you try to

initiate conversation”.

Whilst staffroom dynamics were commonly mentioned, other more general responses
aften summed up perceived feelings of exclusion. One respondent noted that in her
experience, schools were “not terribly welcoming” in general. Several respondents

commented on feeling as if they were treated as “outsiders” when relief teaching at
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various schools, with one noting that this contrasted markedly with how much she felt
accepted when servicing her old sshool {used to be tenured staff), claiming that it was
a ... very different experience” (R9}. Other interviewses variously described feelings
of exclusion as “...being left out of the loop”, having . .very little interaction with
other staff”, [R10] and in one case, feeling generally “disrespected”. Ong interviewes
(R14} acknowledged that staff were offen cold towards relief teachers to begin with,
but that they “warmed™ to you over time. She pointed out, however, that this *,.Jcun
take] a lot of time”. In one case this feeling of “unfriendliness™ spilled over into the
clagsroom, with one respondent describing a tandem teaching sitwation in which she
was replacing one of the teachers for a day, stating *...{the] remaining teacher [was]
obviously friends with the one [ was replacing ---[she] was very unfriendly, and
distinctly unhelpful”, {R138}

Feclings of not being respected ner “included™ were not the only relationship issues
identified in this study. Three respondents noted that relationships with administrative
staff (school registrars and principals) ware of crucial imporiance when endeavouring
te secure, and in some cases maintain, ongoing work in 2 parhonlar school One
respondent (R2) succinctly highlighted the tenuousness of these relationships when
discussing a rather demaoralising incidest in which she had poinstakingly developed
and aurtured what she thought had been a mutually respectfisl relationship between her
and the registrar of a jocal school: ®,..1 worked with them {the school) for weeks-
almost exclusively. One moming they rang me about coming in that day—because |
didn’t get back to them within five minutes, they gave the work 1o someone glse. |
never heard from them apain”. Another commented on her perception that
administration (in this case school registrars) generally were *.. .not interested-—{they)
don’t want to deal with you once they know you've arrived. They just want to £l the
space,” {R13) Clearly, experiences of rejection such ss these are one catalyst to

feelings of alienation,

2.2: Relutionships with educationul bureaucracy
This sub-theme does not appear to have been identified by any previously reviewed
Bterature, and is considered 23 a new finding by the researcher, The issue of relief
teachers reporting that they are “negatively” viewed (and treated} by the Department of
Education and Training (DET) was identified by four {twenty percent) of the

g



interviewed respondents. These experiences direcily influence feclings of alienation,
This sub-theme is seen to be digtinet from relationships with the educational
community (schools], because the origing of alienation reporied by the identified
respondents appear to transeend the school system altogether, Adjectives used by the
respondents to describe these perceived negative atitudes included “unfricndly”,
“condescending” and “terrible”. In most cascs, it was argued that one of the reasons for
this attitude was 2 result of refusing tenured or eontract “country™ {or other) postings
when offered by the Depariment of Education and Training. One respondent, {R4} who
recently moved to WA from interstate, described being offered a position by the DET
in the North-West: *1 find the [DET 5] attitude lowards mic very condescending--cven
unfriendly. My wife and family moved 10 WA with me and we bought a house in
[suburb named]. [The DET] offered me waork in a North-West school, and becausc |
didn't take it | feel I've been shoved aside hy them ever since.” Another interviewee
described her perception of DET s attitude towards hor os “terrible™, ¢laiming that afier
spending eighteen months as a relief teacher, she is still regarded by the DET as @
“new groduate”. As a result her name simply “goes in with the rest”™ swhen being
considered for permanent or contract placements {R18). This view was mimored by
another participant {R14) who stated that she had ©. . served [the Department] well for
five years, [and] feel as if ['m] still *bottom of the heap™. The respondent went on to
say that she had received no assistance . filling out paperwork™, and that the
Depariment showed, in her opinion, no consideration for personal circumstanees.
Aggin, this respondent appearcd to attribute this poor relutionship to refusing country
posting(s}: “...you won't ‘go bush’ so the [DET] treats you as an outsider™. RIS
described a similar experience, stating that he had been offered a two year contract
position in the Pilbara region of the state. When he refused this position. he deseribed
being "“told off™” by & member of the DET, who said that they (the Department)
would not continue to offer him work if he refused offered pestings. This interviewee
believed that *...if you don't take [the] offered job-they bury you™

A fifih respondent (R 19) also commented on her perception of DET, stating that in her
opinion the Department could be quite “shon™, and “insensitive”, that thev treat
“...[youj as a number”. She commented thut her friend .. had a terrible experience
with them...”, and generally felt that things were “...not guite sight [with the

Department])”.  Astonishingly, this interviewee claimed that o  Depanment
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representative had directly told her that should she turn down an offered position
“...vou will be black-Hsted”, OFf interest here, the participant (R19) claimed to have

- felt no real alienation during the course of her relief teaching to date.

2.3: Relavionships with reliof teacher employment agencies

* The second sub-theme to be considered 2s a new finding is that of the relationship
| between relief teachers and the employment agencies that some of these individuals
uﬁiise to source day to day placements. Whilst relief teacher agencies were identified
and discussed in the reviewed literature {Blaek, 2002; Cardon, 2002; Gonzales, 2002;
and Lamay, 2004}, the context in which they were discussed was not relevant to the
findings of this study. Specifically, it was the refetionship between the relicf teacher
and the “agency or agencies” that they utilise to source placements that was mentioned
by two respondents (R4 and R1S5) as leading to perceived feelings of alicnation,
Interestingly, both were male, and both identified one particular issue regarding their
relationship with their respective agencies: that of suspecting they were often sent ©
“difficult to staff” schools or classes because they were male. One man (R4) stated that
he "seemied] to get sent fo a lot of ‘rough’ schools”™. Another, (R 8) reported that he
had eventually confronted one agency with this suspicion and, after some discussion,
was informed that this was basically the case. Relationships of this type with

employment agencies clearly instigate feelings of alienation, -
Theme 3: Relief teacher image and perception

The reviewed literature fdentified and discussed low expectations and general
“negative perceptions™ held by nuch of the educational community towards relief
teachers, This general attitude once again, appeared to be quite common across the US
{Abdal-Haqq, 1997; Cardon, 2002; Harman & Tippetts, 2001} and was quoted by
Biack (2002} as being similar in nature in the UK., In Australia, this attinade is inferred
in Crittenden's (1994} study, although net directly stated,

The results of this research would seem to firmly support contentions reported in the
reviewed literature. A total of thirteen respondents (sixty five percent) made mention,
‘i varying degrees, of feelings of being viewed in a “negative Light” by schools in

general, and in particular by tenured colleagues, leading to distinct feelings of
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alienation, By far the most common expression of this perceived attitude was that of
heing scent 33 somewhat less than a “real” teacher by other tenured colleagues, and in
‘one respondent’s experience (R2), even by education assistants. Several respondents
cozﬁmcnted that they themselves felt {or were viewed by others) as if they were litile
* more than “babysitters” or “nannies”™. This was ofien due to the perception that once
_ensconced in a classroom, no-one much cared what the relief teacher taught {or did not
teach}, This view was summed up by one respondent (R6), a twenty three year old
recenit graduate who was using relief teaching a5 a way to enhance skifls while waiting
for terure or fong term contract work: “{1'm] seen as a babysitter. | want experience,
[but 13 sometimes feel as if nobody cares what 1 teach the children”. Other respondents
vatiously described beinp “looked down upon” by tenured staff, with one (R4) stating
 that in his opinion there was often a culture of “blame the relicf teacher”, This was
supported by another {R8) who stated having encountered this attitude from various
“tenured teachers” making her feel that she had to be seon as “...perfect all the time™,
Another interviewee {R14), a forty two year old female with five years’ teaching
experience, commented that in her view, relief tcachers were treated as “jumiors, the

bottem of the heap”, regardless of age or experience.

Unfortunately, this nepative perception of relief teachers’ capabilities, in some cases,
-permestes other parts of the school population, with some respondents variously
identifying this attitude being present at most levels of the hierarchy, Fom school
children to the principal, A teacher (RD), with twenty-one years total teaching
experience stated that in her opinion . there’s a perception in some workplaces that a
relief teacher doesn’t know much™ Another interviewee (R18) described a recent
situation in which she was teaching a class, where she was, in her words, “having a
giggle” with the children, the end result being obviously a little mere noisy than usual.
A neighbouring teacher gntered her class and shouted at the children, stating that
'.aiihngh “...this ledy iz a relief teacher, she does know what she’s doing!™ This type
of reaction was mibivored by R7, who cited a similv experience in which he was
teaching & class that was apparently *noigier than normal™. A regular teacher then
entered the classroom and asked; “Why don’t you control these children?” This
“dressing down” was in the interviewee’s words, ©,..conducted in front of the students,
fand was an] absolute humiliation.” In a separate, perhaps more disturbing incident,

another respondent (R8), a relief teacher with thirty vears of total teaching experience
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{tens a5 g relief teacher), described & recent expericnce in which she taught for a few
© days in one particular school and then voluntarily attended a staff mecting {in her own
‘time). During the course of the mecting she “vemtured o comment” and was
.“chaﬁenge(i” by the principal who stated that she was g relief teacher, and asked why
she wag speaking. Participants B8 and R20 probably summed up the above theme well,
by stating respectively: “Being a relief teacher is hard work-} don't feel as if we're
really appreziated”, and, “Regular teachers don’t seem to give you much credit for the
* hard job you do”, These comments capture the sentiments that result in feelings of

alienation for relief teachers.
Theme 4: Equity with tenured colleagues

 This theme was identified by ninety percent of all respondents, and was subdivided
- inte five sub-themes. In peneral, respondents in this cobort variously felt that being a
~relief teacher either demied them access to bepefits enjoyed by tenured or contract
ieachers, or in some cases exposed them io more of the commonly recognised
“drawhacks™ of the teaching profession, than fully employed collengues might expect.
A small portion of this cohort cited having experienced examples of both during thoir

_ _.w;:a_zk as relief teachers. The examples of inequity are listed below as five sub-themes.
~* Each will be deslt with in turn.

- 4.1:Pay issucs and employment unpredictability

_’Z}:é -'oﬁen. “nepative” nature and unpredictabifity of contingent/casual work was
 swdied in depth by Bess (1998), and Bjorkquist and Kleinhesselink (1999), who
contended that the consequences of this type of employment was oflen expressed as
alienation from the workplace, along with a general dehumanisation, depersonalisation
and isolation from other {tenured) colleagues. Not knowing whether work will be
forthcoming on any particular day, along with financial insccurity and loss of leave
benefits not only negatively impacts on the individual, but often the worker’s Tamily,

and society in general.

Critenden (1994) commented on the loneliness and frustration relief teachers felt when
applying to numerous schools, despite the . ..inevitebility of @mining work fom only
a handfsl of these™ {p. 81) Indeed, the reviewed literature confirmed without
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exception, that pay and other conditions for relief teachers were below what should be

considered “appropriate” for these professionals,

The results of the presemt research confirmed that this issue resulis in feelings of
-alienation, with turelve respondents mentioning either singly or in combination with

other sub-themes, the problems associated with pay and eruplovment unpredictability.

Concern regarding the availability of work was mentioned by several respondents,
 with most interviewees describing frustration with not knowing whether or not work
~ would be forthcoming on any given day, Common responises inclided “sitting around
waiting for the telephone to ring”, and the uncertainty of “not knewing where you'li be
today”. Two respondents identified term one as being particularly difficuit in which to
find work, and onc respondent identified experiencing similar problems during term
four. Another interviewce (R18} told of applying to over cighty schools at the start of
the previous year, whilst another likened obtaining relicf wark to a “feast or famine™,
Alsoe mentioned was the fact that sick Teave or holiday pay was not made availsble o
relief teachers. One respondent (R4), a thirty eight year old married male with a young
family, described his frustration at seeding to apply for social security payments over
the holiday period between the beginning and end of cach suecessive schoo! year, and

*,..being hassled by the *department” 1o take jobs at Hungry Jack's etcetera”,

In addition to the tenuousness of work availability, several interviewees expressed
| Trustration about issues regarding payment for services rendered. Almost thirty percent
of this cohort made mention of the fact that relief tcachers axperienced issues with
their pay that would not be expected to affect their tenured counterparis. One
respondent (R14) mentioned having to wait for up fo six weeks at a time before
receiving payment, and that through no favlt of her own, she had over the years
accumulated three different Department of Education and Training (DET) tesching
identification numbers. Whilst no other respondents appeared to have expenienced this
difficulty, four made mention of experiencing frustration over DET pay scale issues.
One respondent, a relief teacher for the past eleven years, stated that pay increments
were definitely “compromised” when working in thiz capacity (R2}, whilst gnother
- {(R18), with eighteen months service as a relief teacher spoke of her frustration at still

~ being paid at the bottom level. One respondent (R15), a male relief teacher with three
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- vears experience, described spending most of his Hime on the lowest pay level due to
the stop-start nature of reliel teaching: ., reliel teaching is broken. [I's] hupely
-difficult to accrue a year’s [l time equivalent] teaching in even two years”. Another,
{R7} also made mention of the reliel teacher's inequality of access to pay when

commenting “{In the] govemment system, relief teaching just doesn't seem Lo count™,

 4.2: Access to duties other than teaching {DOTT) time
This is the third sub-theme to emerge from the research which appears to have not
‘been identified by the reviewed literature and, as such, is treated as a new finding by
the researcher. The reasons for this issue not being flagped by the literature may well
be numercus, and include the possibility that this issue was simply not viewed as
Cimportant” by previousiy surveyed velief teachers, or that in some other Jocations

DOTT time simply does not exist in the same format as # does in Western Australia,

in all Western Australian government schools, tenured teachers #rc allocated several
hours per week to rescarch and prepare lessons, or undertake other non-ieaching
- duties. This allocation, whilst equal in duration for all teachers over the course of 2
normal teaching week, is ofien spread in uneven portions over that ime in order for
“tinetabling considemtions to be properly addressed. Depending on when a relief -
teacher actually “covers” for a itenured colleague, this individual may well find
themselves with one of two periods of DOTT time being availuble to them on a
particular day, or again, may not. The following discussion relates specifically 1o those
relief teachers who covered regular teachers during times when DOTT time was

actually atlocated, and that as a result, viewed this time as rightfully theirs.

Seven respondents mentioned that they rarely received access to DOTT time when
ser?icing schools, and that this for them, produced significsat feclings of slienation
from tenured counterparts. Some respondents claimed that they were simply slotted
into other teachers’ classes when their own DOTT time was due, and the perception by
many of these individuals was onc of “being used” or “used for evervihing”. One
refief teacher (R 16} described often having no DOTT time available to prepare lessons,
“and that she now used a home photocopicr for this purpose, which in her words “costs

me 8 forfune™ Two others, (R12 and RIS} respectively summed up the cohort’s
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sentiments by siating thet “[You] very often m;&s out on DOTT tzmwyau get sintted
e szzmewhm else-—relief teachers are ased fer ev::rythmg and f‘.e yeu fcﬁi used

__ becausc you ‘rea mhef ieachcr

R 4 3: Access Ia Prejéssmzzai Eﬁeve!o;zmen{ (Pz‘."}) _
k ”i'iie reviewed Ilieramre identified that equity of access to PD for rei:ef teachers was an
f'_uzz_resolvaé issue in all three countries fom which it was drawn. Black (2002)

~ contended that the jssue of relief teacher access to in-service training had been

| _ discussed for over fifieen years in the UK, and vet still remains upresojved. Similar

findings have been discussed at length in the US {Brace, 1990; Gonzales, 2002
Simmons, 1981}, In Western Australia these findings are supporied by Crittenden
{1994} and Lunay {2004}

‘Six respondents in this research identified lack of access to PD as cause of some
concern. {R19 also idemified this issue, however, she cannot be included in the
o ﬁzzdings due io not fecling alienated). One respondent {(R16) described this inequality
between herself and tenured courderparts as “frustrating and huntful™, This sentiment
- was mirrored by another (R20} who contended that the fact that PD was never offered
- 10 her ¥ really upsets me”. Another {R8) asked the question: “How do you szay

'_‘c.urrcrzz’?” This person stated that she now pays for her own PD, which although
- means having to possibly forgo paid work, allows her fo at least choose the type of

- ‘subject arcas that inferest and are relevant to her.

The issue of equality of access to PD for relief teachers will possibly become more
contentious in the near future in Westem Australis, as WACOT mandates minimum
~ amounts of PD to he undertaken by all teachers as & prerequisite 1o ongoing

~ registration.

4‘4 Yard/playground duly
“This sub-theme was discussed by the reviewed literature under the more general theme
 of litigation issues, with Lunay (2004) making specific reference to the links between
relief teachers underaking yard duty in unfamiliar settings, and the resultant increased
- exposure to the possibility of fitigation should something in effect “go wrong”. Other

" more general observations regarding litigation risk for relief teachers operating within
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~unfamiliar settings were also highlighted by Gonzales (2002), Hattaway end Novak
(2003}, and Longhurst (2002). _ -

”I"he iészze of playground duty was mentioned by two respondents. This “unpopular™
.' aspect of the tenured teacher’s job is normally shared between the staff via various
types of roster systems, which see them regularly rotated in and out of the playground
according to staff numbers, size of schoo! grounds and student population. While it is
“normal” and generally accepted that relhief teachers “step in” to replace sbsent
teachers” duty, these respondents both described being rostered for duty even when the
teacher they were replacing was nof required to undertake this duty on that panticular
- {iﬂy,. and it was this distinction which appeared to generate respltant feelings of
.afienaﬁz}'n‘ Une person {R15) stated that he found playground duty “particularly
annoying -when [thers is] no need for it", whilsi still another (R18) described
o “}i_;z%g{ing] doing others” yard duty™.

SN Dzz{;} of care issues

. }?ﬁis issue was again discussed by the literature under the general theme of “litigation™.
Concern has been expressed by various studies (Genzales, 2002; Hattaway & Novak,
2003; Longhurst, 2002; Lunay, 2004}, which identify the possibility of relief teachers
being exposed to greater risk of lawsuits, due to the fact that they often deal with
“arknown™ students in unfamiliar settings and surroundings, They are, however,

subject to the same duty of care requirements as their tenured counterparts.

The current study identified two respondents who cited duty of care issues to which
'they were exposed as friggering feelings of alienation. They described three
experiences in which they feit that the ssfety of the students in their care was
compromised, because they were replacing the normal classroom teacher for that
particular day. One respondent {R11) described two separate incidents, the first of
which invelved not being able to gain access to a locked cupboard where ADHD
medication was kept for two students in her class, In a separate incident she was
vnable to gain access to a locked drawer of the teacher's desk, where the class roll was
kept, having to wait unfi] mormning recess when a key was finally located by other staff,
Perhaps the most disturbing incident was described by R13, a newly graduated twenty

one year old female with six months teaching experience. On one particular day she
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stated that she was sent 1o a public swimming pool to oversee swimming lessons.
Three classes of children were invalved (around seventy individuals), “1 was sent to a
public pool with one other regular teacher and one TA [teaching assistant]. No MSB
fmanaging student behaviour] policy or specific information Jwas] supplied. {1} didn't
know [ihe] kids—it was scary! One regular stayed back at school looking after six
kids thai couldn’t go. Why wasn’t that lefl to me?” The respondent ventured an
opinion on why this had happened, stating that maybe the relief teacher was sent to do
the “unpopular” job whilst the regular teacher had a “slack day™.

ldeniification of support strategies offered to relief teachers by schools serviced by the

frterviewess

The literature reviewed for this research not only identified the major systemic
problems being faced by relief teachers within various schools and education systems,
but also cslled strongly for reforms to be considered. Most of these recommended
“suppon strategies” were envisgged (at least in the beginning) to be initiated at an
individual school level, were seen to be reasonably “simple” o introduce, and showed
cognisance of the often “tight” financial constraints under which most educationa]

districts are forced to operate,

The third major aim of this research was to identify some of the more important
support strategies that have been offered to the subject population during the course of
their placements, and also attempted to ascertain the frequency that these strategies are

offered. This formed the basis of the second research question.

The identification of what schools might be providing their refief teachers in the way
of support strategies was considered of some importance by the researcher for seversl
reasons. The first reason centres around the assumption that if previously identified
systemic problems present within the current system are indeed contnbuiing fo
feelings of alienation in relief teachers, there exists the strong possibility that strategies
designed specifically to reduce the negative impact of these problems may in fact
reduce feelings of alienation, Secondly, by establishing that some schools are at least
attempling to implement basic suppont strategies for relief teachers, some awareness of

the existence of these problems is evident, meaning that fo some degree these schools
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value the importance of the relief feacher a5 an educational resource, The way is then
left open to the possibility of conducting further research in this avea, whickh may
provide “pointers™ toward establishing 2 more coordinated approach across educational
districts in the provision of some of the more “expensive™ support strategies

{professional development for relief teachers, for examplel.

The data revealed a total of five support sirategies that were identified by the
respondents as being variously offered by schools they had serviced during the course
of their employment. These are discussed in some detail below, whilst figure 10 shows
in graphical form, the number of respondents who identified being offered each

: particular support sirategy.

Figure 10 _
Support strategies as indentified by subject population
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Straregy 1. Forward Jesson planning

The lerature contended that regular classrcom teachers need to understand the
importance of the need for students’ continuity of instruction, regardless of whether
absences were planned or unplanned. The need for regular forward planning was
particularly noted by Edelman (2003}, Gonzales {2002), Potter {2001}, and Simmons
{1991}. The importance of adequate lesson planning was also highlighted by much of
the subject population, who variously commented on the frustration felt when

commencing placements with little or no lesson planning information being available.

Ten respondents identified some provision of forward lesson planning being available
to them at the commencement of an assignment. “Lesson planning” was variously
defined as lesson plans, daily work pads, daily planning, and the resources/texts
associated with the above. The frequency of provision that respondents identified these
actually being offered varied between “occasionally™, “sometimes”, “some [schools]”,
and “both schoels™, One respondent (R4) estimated that arcund ten percent of serviced
schools offered pre-planned learning sctivities, whilst another (R13) commenied that
“one™ school policy was to mandate forward planning for i daswwoom twachers. One
teacher (R193 commented that she had seen some excellent daily work pads in the twe
schools she had serviced. Another, (K1) commented that “sometimes™ a daily work
pad was available, however, appropriaie resources amd accompanying texis were

sometimes not,

Serategy 2: Classroom specific procedures/information

The literature identified the inclusion of “other™ classroom specific information as also
being crucial in enabling the relief teacher {o assume “control” of the class from the
outset (as well moving the cumiculom forward). This includes student-specific
information such as seating plaps, specific behavioural or educational challenges,
general behaviow expectations, and any other information considered crucial (o the
smooth ranning of a particular classroom.  Hardman and Tippetls (2001} contended
that the absence of such information creates management problems right from the start,
often due to the fact that valuable time and effort is wested by the relief teacher during
that all-important time when coutrol of the class ig vsually won or lost. Simmons

(1991} supported this view, stating that many of the management challenges/problems
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experienced by relief teachers are attribuiable to a lack of this basic, but essentinlly

crogial, information being made available,

A total of four respondents stated that some classroom specific information was made
available to them at verious schools. Two interviewees (R11 and Ré) defined this
information as “seating plans™. The remaining two were not specific regarding what
“classroom specific information” actually constituted. The frequency that the
respondents claimed this was supplied was not great, with all interviewees stating
either “one school” or “sccasionally™. One additional respondent commented that one
Catholic school supplied her with class specific information, however, this cannot be

included in the findings as it falls outside the parameters of the research,

Stratagy 3: School-specific “survival packs”™

The provision of various types of written information by schools to assist relief
teachers f{and other “new”™ staff) to guickly orientate themselves fo unfamiliar
surroundings is another support strategy fagged by the literature as being of great
importance, if the relief teacher was to . fit into the school easily and barmoniously”
{Crittenden, 1994, p. 91}, This contention was supporied by Brace (1990), Edelman
{2003), Gonzales (2002), Hardman and Tippetts (2001}, and Lunay (2004} and shouid
take little in the way of effort or cost, to produce, if created judiciously.

Six inferviewees identified “survival packs” as being supplied by some schoals,
however, frequency of supply was not particularly high. R15 identified two schools
who had supplied this information {out of more than twenty that he serviced), whilst
two others (R14 and R7} stated that this support strategy had been offered once. These
individuats had serviced siz schoels and fifteen schools respectively dunng their time
as relief teachers. Another interviewee (R4) estimated that around ten psreent of
schools offered this support, whilst the remaining two described the frequency as
“secasionally™. Another respondent (R18) claimed that whilst she had never been
offered this form of support, she actually designed a “survival pack” for one school
herself, after searching for staff toilets and encouniering two other relief teachers who

were also looking for the same,
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Strategy 4: Meet and greet procedures

This most basic of professional “courtesies”, a simple formal grecting by a
represeniative of the school at the beginning of a placement, was recognised by the
literature as a small, hut important policy that all schools should implement, (Brace,
1990; Crittenden, 1994; Potter, 2001). This brief, but important, contact was seen as
most probably being initinted by the school principal/administrator, and would have
the positive effect of scknowledging a fellow colleague, subtly enhancing their
“importance™ and professional standing. Once again, this is a strategy that is seen as

requiring little in the way of effort or financial cost to implement.

Nine respondents identified being offered this support sirategy when first arriving
some of the schools that they serviced. This function wag varously reported g3 being
performed by anyone ranging from the principal through to administration staff and/or
the school’s regisirar, and appeared fram the respondents’ point of view to be either
“formal”™ or guite “informal™ in nature. Frequency of this support ranged from “one
schooi” (two respondents), “two schools™ (one respondent), “seme schools” (three
respondents), “very rarely” (one respondent) “around twenty percent” {(one

respondent), through to “good overall” (one respondent}.

As stated above, the “formality” of this procedure was seen to vary quite widely. Four
respondents identified the principal or deputy-principal performing this courtesy,
whilst the remainder variously identified registrars or semior teachers, or did not
specify. The “personal value” of this support was explicitly stated by one interviewee
{R14), who described her experience in one particulsr school, where she was
“officially” met by a deputy-principal, who then reiterated to the students in her class
that the rules, consequences and expectations were the same as for the regular teacher.
She stated that this made her feel “valued™.

Strategy 3: Support from other staff

The literature identified the peed for some type of “buddy system”, which when
correctly conceptualised and implemented would assign a regular teaching staff
member to any relief teacher servicing that particular school. The positive cutenmes
for the selief teacher were aptly described by Hardman and Tippetis (2001), whe

believe the provision of this courtesy as one which would see .. that [relief teacher]
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and those students...much better off”. (p. 22) This was supported by Brace {1950},
Crittenden (1994}, Gonzales (2002} und Simmons {991).

Five respondents from this study identified variovs types of suppert from other staff
when working in some schools. This support was generaily described as other regular
teachers who either “looked in” from time to Hme throughout the day, or "buddied up”
with the respondents for the duration of their time at that school, however appeared
generally “unofficial” in natore. One respondent stated that her experience of other

staft support included administration staff or a deputy-principal.

The frequency that this type of support was offered once again did not appear to be
particularly high, with the exception of R19, who stated that she experienced “lots of
on the spet support” from other staff, The other four interviewees varionsly described

the frequency as “sometimes”, “one school”, and “a couple of times”.

Summary

This chapter identified and discussed the major problems that the subject population
attributed to triggering feelings of alienation, and then described the support sirategies
interviewees had identified as being offered by some schools to assist relief teachers in

the exeoution of their dutles,

The first section identified the links between the literature review and the findings
related to this part of the research, in an attempt to seb the scene for the reader. The
second section discussed in detail the systemic problems encouniered by the
respondents as cavsing (or contributing to) feelings of alienation. Four major themes
{and a total of twelve sub-themes) emerged strongly from the data geperated by the
interviewees. “Specific in-class challenges™ faced by the relief teacher were quoted by
seventy five percent of respondents, and produced three sub-themes. “Relationships
within the broader educational community™ were also identified by seventy five
percent of the cohort. This theme produced two sub-themes, “Relief teacher image and
perception” (by other stakeholders} was the third major theme o emerge from this
study and was guoled by sixty five percent of respondents. This proved difficult to
break down further, and so was treated as its own sub-theme. The fourth theme to
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emerge from the dats, “equity with tenured colleagues™, wes by far the largest,
producing six sub-themes, and being identificd by ninety percent of the subject
population as contributing to feelings of alienanon.

The third and final section of this chapler examined the various support sivategies
specifially offered to relief teachers by schools that respondents had serviced during
the course of their caresrs to date. Five sepurate strategies were identified, and whilst
up to fifty percent of resposdents indicated that “some™ schools offered one or more of

these, the overall percentage of schools who did so, did not appear to be at all high.

Chapter nine provides a comprehensive summary of the current research, in effect
drawing the findings together.
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Chapter 8

Surnmary of the research findings

Introduction

This chapter summarises the rescarch findings in relation to the main themes that
emerged from the data. The first section provides a brief overview of the research,
including the study’s major aims and objectives, and identifies the five meta-themes
that emerged from the data. The subsequent sections then summarise the main findings

pertinent to each theme.

Overview

The aims and objectives of the current study were to determine, and confirm, sources
of uliemalion ameng relefl teochers servicing Westerm  Australian  government
metropolitan primary schools, investigate other possible sources of alienation not yet
identified by the reviewed literature, and finally, determine what {if any) suppont
strategies are actually offered to relief teachers by those schools. These aims and

objectives were then distilled into two broad mesearch questions {s¢¢ chapter 1},

Twenty relief teachiers sexvicing Western Australian govemment metropolitan primary
schoods were interviewed, and in all cases semi-structured interviews were the main

data gathering technique employed.

The findings of the present research essentially il into five distinct sections:
demographic information of the subject population, identified positive aspects of relicf
teaching, alienation as identified by the research population, the identified systemic
problems leading to those feelings, and identified support strategies offered by some
schools to their relief teachers. Further coding revealed themes relevant to esch
section, and In many cases, a number of gpecific sub-themes emerged, Each of these

have been identified and fully discussed in previous chapters,
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The firsi twe sections contained information essentially considered as “wmntended
findings” by the researcher, which did not significantly contribute to answering the
research questions or addrgssing the aims and objectives of the research, This
information was, however, considered important enough to include in the overall
findings, and justification for the inclusion of these findings was discussed in chapters
five and six. The latter three sections directly addressed the aims and objectives of the

present research, Fach section 18 summansed below,
Relief teacher demographics

The subject population consisted of twenty currently serving relief teachers. All
responden’s were utilising this form of employment as their main source of income,
and at the time of interview, werg servicing Western Australian  govermment

metropolitan primuary schools.

Four interviewees were male and the remainder was female. Fifty percent were aged
between forty and fifty five years of age, twenty five percent were aged over thirty and
the remaining twenty five percent were between the ages of twenty one and thirty

years.

The length of time interviewess had been relief teaching ranged from four months to a
total of eleven years, with fifteen percent of the cohort having been relief teaching for
over five years. The majority of the subject population (sixty percent) had been
employed in this capacity for between one and two years. Many of the respondents had
spent at least some time teaching in various tenured capacities prior to practising in a
relief capacity (forty percent}, and three respondents each guoied thirty yeass teaching
experience in total. Strong similarities between the subject population of the current
study and the population of a northem Californian relief teacher cohori were found,

gspecially in terms of both cohorts’ maturity and previous educational experience.

An anslysis of the cohort’s career aspirstions found thet thirty five percent were
satisfied with remaining in a relief teaching capacity, whilst twenty percent were
actively looking for permanency or long term teaching contracts. The remaining forty

five percent believed that they would more than likely rempin relief teaching due
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mostly to their inability or refusal 1o take tenured/contract positioas, which removed

them from the metropolitan area.

The identified positives of reficf teaching

Without exception, every respondent identified at jeast two positive aspects of their
work as relief teachers, regardless of whether thoy aspired to remain in relief teaching,
or were secking permanency or long tern contract positions. This was somewhat of a
surprise, in light of the fact that most expressed various feelings of alienation as a
result of their work, A total of eight general positive aspects (sub-themes) were
identified by the respondents, znd none of these are acknowledged or discussed in any

of the reviewed literature.

Fifty five percent of all respondents indicated that relief teaching enabled them to in
some weys improve “lifestyle”, variously quoting the ability to work their jobs around
other important aspeets of their lives, and that relief teaching afforded them some
degree of extra "frecdom™ that might not be as forthcoming with similar tenured
positions, Another fifty five percent believed that relief teaching required far less in the
way of non-teaching duties, and that this in itself was g significant benefit of the job,
The tssue of increaging amaounis of non-teaching duties required 1o be undertaken by
tenured educators is acknowledged in the reviewed literature as one of the faciors
contnibuting to significantly higher levels of stress and job dissatisfaction among
tennured staff {Bruce & Cacioppe, 1989, Department of Education and Training, 2003;
Gonzales, 2002; Hutchinson, 1996, Lock, 1993; Woods, 2004).

Ten percent of the subigot population cited fewer dealings with “unreasonable”™ parents
as a benefit of working in a relief capacity, and again ten percent believed that relief
teaching exposed them to the positive influences of decreased boredom levels due to

an availubility of widely diverse workplaces, students and school settings,

Thirty five percent of respondents believed that relief teaching enbanced professional
skiils and provided them with opportunities to increase general classroom management
skills, whilst fen percent saw relief teaching as 2 networking opportunity, by

developing professional "conneciions” through exposure to different colleagues,
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The ability o “walk away” om serious behavicural igsues, and a perception that reliel
teachers did not have to involve themiselves in negative staff politics was identified by

ten and fifteen percent of intervigwees respectively.

The following three sections summarise the findings, which directly relate to the
research questions, conceptual framework, and the findings of the literatere review of

the current study.

Alienation as identified and discussed by the subject population

A central atm of the current research was to firstly asceriain whether or not the subject
population believed that they felt alicnation as a resull of working as relief teachers,
and if they in fact did, how it was expressed, This formed part (a) of the first research

guestion,

To properly define and quantify alienation for the purposes of this study, a
psychological model of alienation-non-alienation was adapted from Carlson {1993}
and Finn (1989). This model represents the conceptusl framework of the current

resgarch

The conceptual framework identified alienation as being able to be expressed by
individuals along one or more of three separste constructs {(feelings of
meaninglessness, powerlessness and isolation). The model suggests that alienation
could be triggered by varying situational factors, as well as indicating that certain
individuat characteristics may to varying degrees predispose one to feelings of
altenation. As individuals themselves (or their situations) change, the type, frequency
and intensity of alienation may also change. The model, therefore, should be viewed as

3 *living” framework, rather than one, which remains static and unchanging,

The current research identified thet ninety five percent of the subiect population cited
feclings of alienation. The interviewees attributed these feelings o being exposed o
major systemic problens or issues, which appear to be embedded in the school or in

some cases, the broader educational system itself.
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The expression of these feelings varied considerably across the subject pupulation,
with various combinations of constructs being quoted by the respondents. Howgever,
further analysis revealed that efther singularly, or in combination with other construets,
feelings of isolation were by far the most dominant cxpression of alicnation, with
eighty five percent of the cohont quoting this construct. Sixty perceat expericnced
feclings of powerlessness whilst working as relief teachers, and thirty pereent

identified meaninglessness in various contexts.

Deeper analysis concluded that whilst the above findings certainly appesr fo indicate
thet alienation was expressed by most of the subject population, the conceptual
framework indicates that alienation can be extremely situational in nature. Thercfore,
caution should be exercised when atternpting 0 generalise these findings over broader
sections of the relief teacher population, especislly in light of the small sample

pepulation,
Issues identified by respondents, which lead to feelings of alienation

The second atr of this research was to identify the systemic problems eacountered by
the subject population, which they believed etther “irigpered” feelings of alienation, or
in seme way “magnified” existing feelings. This aim fomed part {b) of the first

research question.

A review of the available literature relevant to the current research identified the
existence of several major systemic “problems”, which have been present for some
considerable time in the education systems of the three countries from which the

literature was sourced,

The findings established strong positive links between feelings of alienation in the
subject population and the problems identified by the reviewed literature. In addition to
confirming these links, thiee additional problems/issues were identified by the subject
population, which do not appear to have been flagged by the literature, and are

considered new findings in the context of the present research,
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The coding process identified the existence of four themes, and upen further analysis a

total of twalve sub-themes emerged from the data.

Specific in-class challenges

Seventy five percent of the subiect population identificd o combination of negative
classroom expericnoes as contributing o feelings of alienation. The three sub-themes
to emerge from this data included behaviour management challenges {quoted by fifty
percent of respondents), and a perceived lack of lesson planning information and/or the
resources needed o implement these (Quoted again by fifty percent of interviewees). A
less significant third sub-theme, centring on lack of “other” imporiant classroom
information. was gquoted by Hflcen percent of the respondents. This included
informatinn such as class timetables, student-specific behaviour management plaos,
students at behavioural risk and so on. In ali cases. the literature variously identified
these sub-themes as issues that have bees known about by education systems for many

years, yel stifl continue (o negatively impact on relief teachers.

Relationship issues

The issuc of negative relationships with tesured oolleagues and an array of other
educational stake-holders was quoted by seventy five percent of the respondents. Three
sub-themes were denttfied within this theme and included relationships with the
educational community. which was identified by seventy percent of the subject
population. This sub-theme on its own was quoted as leading to feelings of alienation

by more respondents than any other single problem/issue,

The remaining two sub-thernes ineluded poor relationships with the wider educational
bureaucracy (namely the Departroent of Education and Training), quoted by twenty
percent of respondents. and interestingly, a parception by ten percent of respondents
that some relief teacher placement “ageacies™ (used by these individuals to provide
dafly work) regulsrdy sent them to more “challenging” schools beenuse they wers
male. These laner two subetheines were considered by the rescarcher to be “new
information”, because they do not appear 1o have been identificd or discussed in any

previous research reliting to relief teachers or teaching.
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Religf teacher image and perception

Some considerable thought was given fo the possibility of including this issue as an
additions! sub-theme relating to relationship issues, because in some ways the two
showed strong links to each other. One could argue that “poor image” and the
consequent negative perceptions of relief teachers’ rapabilities may well lead to poor
refationships with other educationa] stake-holders, However, this was viewed as oo

simplistic, as many other situational factors sould well come into play.

Sixty five percent of the subject population variously identified fecling alienated as a
resuit of what they perceived were “negative” attitudes displayed towards them by
soime tepured staff, The general feeling among this cohort appeared to centre around
perceptions of not being regarded by others as “real” or capable teachers, and that at
best, they were “tolerated” by other staff because no “real” tepchers were available to
do the job. Respondents variously felt that this attitude was more prevalent in tenured
teachers, however, the data uncovered instances of this negativity being displayed by

other staff, and in one instance, by a school principal.
Equity with tenured colleagues

This was the most significant theme to emerge from the data, producing five sub-
themes and being identified/discussed by ninety percent of the subject population as

fostering feelings of alienation.

The issue of “broken” employment and pay, inequality of access to leave benefits
along with the broader problems associated with “casual™ work was the strongest sub-
theme to emerge, with sixty percent of interviewces identifying these problems. Issues
revolved around the “feast or famine” noture of relief teaching, the uncertsinty of
working on any particular day, and several distinct concems regarding payment for
services rendered. The problem of being atle to access professional development (PD)
was mentioned by thitty percent of the subject population. In all cases the central
contention revolved around the issue of not being offered fhis essential in-servizing, in

line with tenured counterparts (at no cost to recipients).
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A further ten percent of respondents identified the issue of being assigned
“playgroundfyard” duty simply because they were the “relief teacher™, rather than the
fact that they were replacing a rostered staff member, as leading to feelings of
alienation. This ties in somewhat with the fourth sub-theme, which identified general
duty of care issucs. Again this was identified by ten percent of respondents, and
eentred on fhree specific experiences which placed each relief teacher at considerably
more risk of unintentiongl duty of care breach, because they were unfamiliar with

students, procedures and rules.

The remaining sob-theme to emerpe from the data was the issue of access to “dutics
other than teaching time”™ {DOTT). This issue has not been flagged by the reviewed
literature, and is therefore considered to be the third subtheme to be viewed as a
“new” finding. In oll Western Australian government schools, tenured staff are
allocated several hours per week to research and prepare lessons, or underiake other
non-teaching duties, Thirty five percent of interviewees quoted “rarely” receiving this
time during the course of their placements, and that instead, they were ofien removed
to other classes for the duration of this time to allow “extra™ DOTT to be used by those
feachers, Perceptions of “feeling vsed” and “used for everything” appesred to be the

common feeling amongst this cohott, leading to feelings of slienation.

Hdextified support strategies offered by schools w refief teachers

The third major aum of the current research was to ascertain whether any of the schools
serviced by the subject population actually provided identifiable support strategies to
relief teachers, and if so, what these strategies were. This aim forms the basis of the

second research question,

The reviewed literature, in addition to identifying some of the major problems
expencnced by relief teachers during the course of their work, alse highlighted certain
strategies {or reforms}, many of which could be initiated at a schoo! level and which if
thoughtfully and judiciously executed, need not cost much (if anything) in the way of
additional funding.
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One hundred precent of the subjects varipusly identified suppor strategies being
offered to them by some of the schools they serviced. However, the type and “quality™
of these were seen to vary considerably berween interviewees, producing rather
“factured” data. This was particularly evident when respondenis discussed the
frequency of provision of these services, with interviewees citing adjectives including
“occasionally”™, “sometimes”, “some schools”, “one school”, “both schools”, “mrely”,

and in one case “good overail”™

A total of five sub-themes, representing five distinct support strategies, were identified
by the respondents, showing that to varying degrees, some schools do appear to be
copnisant of some of the problems repularly faced by relief teachers, and have

attempted to devige strategies which reduce the impact of these,

Fifty percent of the subjecls quoted having been provided with lesson plans or
information at some of the schools they serviced, slthough the quality and/or frequency
of provision appeared to be quite low in most cases. Twenty percent of respondents
reported various provision of information specific to the class that they were teaching,
including seating plans, behavipur management policies and other information
considered necessary o keep the class “running smoothly”. Again, the frequency of
supply of this information was not seen gs “great” by these interviewees.

A further thirty percent of respondents indicated that they had been provided with
school based “survival packs™ at various placements. These information sheets
variously provide basic orientation information including campus “mud maps”, daily
routines and se on. Once again, overall frequency of supply was seen as fairly low.
Forty five percent of the interviewess indicated that they had been “officiaily” met by
8 school staff member, and in some cases, escorted 0 cluss. This “meet and greet”
strategy iy widely acknowledged by the reviewed literature as important in ephancing
the professional standing of the relief teacher, and certainly requires little i the way of
extra resources or effort to implement as © matter of course. The frequency that this
strategy was offered appeared to vary considerably, and seemed from the respondents’

point of view to range from “informal’ to “formal” in nature.
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Support from other (fenured) staff was quoted by another twenty five percent of the
subject population as vartously being offered to them during the course of their work.
The type of support was scen to vary considerably between informal “head through the
clagsroom door” to more formal “buddying up”, aithough all appeared to be informal
in origin, rather than part of any officially sanctioned support strategy. Again the

frequency of this support was seen to be fairly low,

Summary
This chapter summarised the major findings of the current study, in effect “bringing
tegether” the major points of note. The first section provided a brief overview of the
research findings and identified the sections, which emerged from the data. These were

then discussed separately in the subsequent sections of the chapter.

The final chapter provides major recommerxdations, which have emerged from the

research and also concludes the cumrent stedy.
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Chapter 10

Recommendstions and conchusion

Iniraduction

This {final} chapter is divided into two sections, The first section discusses the major
recommendations; which have emerged from the corrent study and is divided into three

categories. The second section provides a conclusion to the research.

Recommendations

A series of recommendations based on the findings of the current study are presented
below. These are divided into three catepories: recommendations for future research,
recornmendations  for  schools, and recommendations for  educational
districts’bureascracy. Each category is discussed separately. At this point it should be
clearly understood that all following recomsmendations need to be viewed within the
{previously discussed) limitations of the current study, and in patticular, the bounds

and constraints of a relatively low sample size.

Recommendations for future research

The findings of the current research have conclusively shown that feclings of
glienation exist within ninety five percent of the subject population, and thai these
feelings are at least panially penerated by exposure to specific problems that exist
within the schools that they service, or the wiler education system within which they
operate. There is a distinct possibility that these findings might well be representative
of the broader relief teacher population, however, some caution should be exercised in
making this claim without further study. Recommendations for further research include
the following:
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Redesigning the conceptual framework to include the formulation of an “alienation
scale” which could be distributed to large numbers of the relief teacher pepulation.
A properly designed “scale” might well increase the relinbility and validity of
results, and through quantitative analysis, possibly reveal a much broader
“picture”,

Including ofher reliel teacher populations in future studies, namely, secondary
government metropolitan  schools, private schools and “counfry” schools,
Comparisens might then be drawn in an effort to ascertain whether alienation
exists in similar percentages across the broader population, or whether certain

sections of fhe population appear to experience reduced alienation.

Conducting companison studies between specifically defined relief teacher coborty
and their tenured counterparts. There exists the possibility that tenured educators
may well be experiencing feelings of aliepation and disconnection as a result of

their employment {although probably in response to different issues}.

Qualitative research could be conducted inte tepured educators” perceptions of
relief teachers” capabilities and “image™. The reviewed literature identified that
many retief teachers tend to be viewed as “iess capable” by tenured classroom
teachers. Studies that were able to identify firstly, whether these perceptions have
any basis in fact, and secondly, why these perceptions exist, might prove useful

when developing appropriate support strategics for relief teachers,

Further research might be undertaken to establish what support strategies relief
teachers themselves feel would aid in increasing their perception of heing valued

and supported by the wider educational community,

Recommendations for schools

The current research established sirong positive links between feelings of alienation in

the subject population and many of the systemic problems within the educational

systemns identified by the reviewed literature, An additional three problems were also
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identified by respondents, which do not appear in previous research, In light of these
findings, several recommendations can be made, which if implemented by schools

might be expected to significantly reduce relief teachers’ feelings of alienation.

¢ The introduction of various support strategies to aid the relief teacher in the
execution of his/her duties has been identified by the reviewed literature as
important in order for those educators to be utilised to their full potential. In
addition to this, the findings of the current study would appear to indicate that
introduction of these support srategies might also go some considerable way to
reducing feelings of alienation and disconnection from the broader educational

community iseif,

Bearing in mind the already arduous task of eperating efficiently within seemingly
“{ight” budgets, there exist several important support strategies that schools should
be able o implement, with 2 minimum of extra expense or “effort”, Thess include
“buddy systems™ for relief teachers (Brace, 1998 Crittenden, 1994; Gonzales,
2002; Hardman & Tippetts, 2001; Sirnmons, 1991), meet and greet procedures
{Brace, 199¢; Crittenden, 1994; Potter, 2001}, and orientation or “survival” packs
for relief teachers {and other “new” staff) (Crittenden, 1994, Edelmarn, 2003;
Hardman & Tippetts, 2001; Lunay, 2004},

The infroduction of other, more classroomespecific support strategies should also
be seriously considered by all schools. Explicit forward lesson planning by all
tenured educators, in addition to the ¢reation, mainfenance and regular updating of
class-specific information {(Critienden, 19%4; Edelman, 2003; Gonzales, 2002;
Hardman & Tippetts, 2001; Potter 2001), necd to be recognised by regular
teachers as information crucial to the educational and emotional well-being of
students and replacement teachers alike. With some thoughiful planning and
judicious execution, Httle if any financial resources would be needed to implement
many of these sirategies, and need not take much in the way of extra time and
effort to produce and maintain. Although many of these support sirategies would
ideally be created and maintained by tenured teachers themselves, it is envisaged
that most would probably best be initiated and overseen by school administrators,
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¢ Tenured staff members® attitude towards relief teachers received strong attention
from the subject population of the current study. In particular, “poor” relationships
between these professionals, and feelings of being viewed by regular teachers as
somechow “less competent/capable™ were prevalent smong responses, If this
perception 1s shared by the broader relief feacher community, there appears litfle
doubt that feelings of alienation would be widespread among these individuals. A
culture of professional respect, therefore, needs to be created among temured
educators, which reinforces the value of the relief teacher, and subtly
acknowledges the significant contribution they make to the ongoing education of
students. Whilst this is envisaged us being a whole-schonl responsibility, it is one
which would probably be initiated and fostered {at least in 1L catly stages) by

school administrators and “senior™ staff,

Recommendations for educational districts and central office

Some findings of the current study point {o the issue of feelings of alienation among
relief teachers as transcending the individual school settine in some ipstances, This
implies that intervention at 2 school district or even central office level may be
warranted, As a consequence, severa! recommendations for this section of the

educational system ¢an be put forward,

¢ Two respondents iadicated either not fesling alienated, or experiencing significant
reductions in feelings of alienation, by reducing the number of schools in which
they worked, Working for a small, compact number of schoois can aliow for
working relationships to be built up, can allow the relief teacher to get to know
students, and in general, become familiar with the internal “workings™ of these
institutions. In shon, feelings of alienation could well be expected to reduce,
hecanse many of the problems faced by relief teachers working in unfamiliar
settings would simply diseppear. This may be achievable for a percentage of the
relief teacher population, however, it would probably not be financially sustainable

for the vast majority of this cohort, due to a multitude of ever-changing variabies.
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Prior to 1985 in WA, relief teachers were able to register with the Department of
Education and Training to be placed in a “pool” of stuff, which would then be
allocated work by the Department on a day to day hasis, dependent on varying
factors (Crittenden, 1994), For the past twenty years, however, relief teachers have
needed to source their own placements, often applying to large numbers of schools,
despite the inevitability of securing work from ouly s handful of these (Crittenden,
1994}, This can often lead to a “feast or famine” situation whereby relief teachers
may receive numerous calls from schools to work on a single day, then receive no

offers for long periods.

This situation could possibly be alleviated by the vadous education districts
retaining the services of relief teachers who might be “employed” to each service a
fimited number of schools, The implementation of such an approach might well
bring with it significant probleins, especially those related to the unpredictability of
day-to-day staff replacerment, and the resultant over and under-supply implications.
However, studies in the US {Cardon, 2002; Gonzales, 2002 and Abdal-Hagg,
1997} have identified some educationa! districts that have successfully utilized this
technique.

There is even the possibifity that several neighbouring schools may be able to
employ this technigue, In either case, the benefits to relief teachers, tenured staff
and students alike, need little explanation.

The issue of adequate ongoing professional development (PD) for relief teachers is
an important and contentious one. Identified by thirty percent of respondents a3
leading 1o feelings of alicnation, equitable access o PD is a problem with
implications reaching much further than simply alienating sections of the relicf
teacher commonity. The seemingly greater role that relief teachers appear to be
playing in the overall provision of educational services to students, coupled with
the concerted “push” to professionalise the teaching industry, mean that ongoing
access fo quality PI} is absolutely essential for alf educators. An example of the
perceived importance of ongoing in-service {raiming is illustrated by the WA
College of Teaching, which states that minimuom amounts of PD will be mandated

as a condition of ongoing registration for every teacher.
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Unfortunately a two fiered system of access to PD currently exisis in Western
Austraita (Lunay, 2004), with tenured and contracted teachers receiving this free of
charge, whilst relief teachers are often subjected 1o the doubie financial burden of
having to pay the cost of this themselves, and in some instances also forgoinp paid
empioyment in order to make themselves available to attend. In many cases the
relief teacher, by virtue of the nature of histher work, is least able to afford this

cost.

The issue of who pays for relief teachers to sttend PD i3 one thet yields no easy
answers, however, it is 2 problem which justifiably needs addressing. PD is not
cheap, 80 making individual schools bear the cost of providing this to the relief
teachers who service them is probably not financially practical, viable or “fair”,
The answer most likely lies with individual educational districts, or perhaps with
the Department of Education and Training itself. Simple records could be created
and mainteined which “track™ the location and frequency of povernment schools
serviced by relicf teachers, with these individuals genevating a certain number of
“credits/points” eacli ime they work at a particular school, (Kegping these records
should not prove perticularly onerous, becanse DET ziready has details of this
information, generated through relief teachers’ pay records). An accumulation of 2
specified mumber of these “credits™ would entitle the relief teacher io & certain
amount of PD. The cost of this provigion could be perhaps divided between DET
and each edvcational district office. Whilst not addressing the issve of relief
teachers possibly losing pay to attend PD, this golution would at least partially
sotve the mequity of the cument situation, and possibly motivate the relief teacher

to naturally concentrate targeting their services to specific schools/idistricts,

Twenty percent of the subject population cited feelinps of alienation stemming
From what they perceived to be “poor” relations with the Department of Education
and Training. The issues surrounding these perceptions essentially tock three
forms: feclings of “condescending” attitudes by DET staff who dealt with the
respondents’ queries, a perception of being “ignored” by the Depatment upon
refusal of (usually rural or remote) postings, and a perception that as a relief
teacher, the Department saw the respondents as “bottom of the heap” regarding pay

scale advancement and <xperience, espesially when being compared to new
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graduates. Whilst claims of this nature are contentious and difficult to validate,
there does appear (at least to some extent) fo be little “awareness” shown by DET,
of relief teachers in general, This was demonstrated during the literature review
phase of the current research when attempting to ascertain from the Department of
Education and Training basic information relating to the numbers of relief teachers
servicing povernment schools in Western Australia. The rescarcher spent
considerable time and effort in dislopue with various members of staff in an
attempt to sccure this information, resulting in an admission fom one staff
member that the requested information was “difficult to obtain®, because officia)
records were not kept, The only way to compile data on this subject was fo
“manually” work through all pay records to ascertain which teachers were paid
weekly {relief teachers are paid this way, as opposed to tenured/contract stafl who
are pad fortnightly). Whilst there appears litfle thi  can be done to positively
address this issue, the fact that twenty percent of the subject population cited poor
relationships with the Department of Education and Training should be cause for
possihie concemn. At the very least, the educational bureaucravy may need to
become more “aware” of the not insignificant numbers of relief teachers employed
by it, and the important function that they perform in keeping the “system™ moving

forward.

Convlusion

The purpose of this study was to ascertain whether feelings of alienation were present

in relief teachers servicing Western Australian govermument metropolifan primary

schools, and if so, what they identified as contributing to those feelings. Additionally,

the regearch attempted to asceriain what {if any) support strategies for relief teachers

were actually offered by the schools that had been serviced by the subject population.

The possible increasing importance of the relief teacher as an {equally competent)

educational colleague has been identificd in previous ressarch, which has indicated

that in the three countries fom which the literature was drawn, significant numbers of

terrured educators are Jeaving the profession in response to various “sysiem” issnes.
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The uniqueness of this study presented a problem when attempting to link the
subsequent conceptual framework with the review of available literature relafing fo
relief ieachers (or teaching), however, this was overcome with the creation of a
psychological model, which was able o adeguately define the concept of “alienation™

for the purpeses of this research.

The research itself was gualitative in nature, using semi-structured interviews as the
main data pathering tool. Forty six potential respondents were invited to participate in
the study, with twenty “currently serving™ relief teachers ultimately being interviewed,
representing 4 participation rate of slightly under forty four percent. A total of seventy
six different schools had been serviced by the subject population, and some
considerable degree of “overlap” was evident, with some schools having been serviced
by more than one respondent. Coding was wsed to identify the main themes that

emerged from the data,

The current study established strong positive links between feclings of alignation in the
subject population {with ginety five percent of respondents citing these feclings} and
exposure to 4 number of major systemic problems, which currently exist within the
educational “system” of this siate. Many of these issues have been identified by
previous research and appear to be present in 2ll three couniries frem which the
titerature was sourced. The present rescarch also identified a number of support
sirafegies offered by some schools, which indicates some cognisance of the problems
faced by reliefl teachers durng the course of their work. In addition, this study
identified several major positive aspects of relief teaching. Interestingly, despile
significant feelings of alignation being present in the vast majority of the subject

population, every respondent cited at least two positives of working as a relief teacher,

As a result of the research findings, several recommendstions for further action
emerged, and were subsequently divided into three categories. Recommendations
included the application of further research concentrating on altempting to establish
whether feelings of alienation exist in similar percentages in wider relief teacher
populations, whether these feelings are in vesponse 1o previousty identified problems,
and what can be dene to reduce these negative emotional responses. Recommendations

for individual schools, disticts and the educational bureaucragy itself, were also
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suggested, which if thoughifully implemented need not require much in the way of
physical or financial resources. Implementation of these recommendations should,
logically, ge some conskicrable way toward reducing feelings of aliesation and
discommection among reliel teachers, and more mmportantly augmenting their

effectiveness as an arguably increasingly important educational resource.

The major limitations of this research included the extremely shost time span over
which it was conducted, the small number of respondents interviewed, and subsequent
validity concerns when artempting to generalise these findings over wider sections of
the refief teacher population. However, it is hoped that this study has “opened the
door™ ag it were, to the possibility of further and deeper research imto what is felt by

the researcher to be a widely neglected educational resource,

Looking beyond the context of the present rescarch, it is perhaps fair to say that the
tgsue of whether or oot relief teachers are feeling significant alienation as a result of
their work, may not be the most important point at stake. The notion of any student in
any school being provided with the best possible educational opportunities muost be of
paramount importance to the teaching profession. As such, the notion of the relief
teacher heing viewed as & mere “stand in” for the “real” teacher during periods of
absence {extended or otherwise), needs to be dispelled sogner rather than later. Relief
teachers need to be provided with the fools, opportunities and professional recognition
to be able not simply to keep the class occupied for the day, but to move the
curriculum forward in the same way as the students’ regular classroom teacher. I these
tools are provided, not only will relief teachers be better at their job, feclings of

alienation will probably reduce, meaning benefils for every educational stake-holder.
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Appendix one: Transcripts of interviews: Respondents 1-20,

Interview Transcript.

Name: R1  Sex:  Age:25 Years teaching: I Years relief teaching: 1

Number schools serviced: 10+ Career aspirations: Looking for penmanency,

What do yon like about refief teaching”

]

Ability to experience different scttings and schools

Less admin/non-teaching duties

*  Feels like “real” teaching {not dealing with ather “stuff’)

Do you ever feel *ieft out”/alienated whilst working as o relief teacher?

Yes

H so, what do you identify as contributing to those foolings?

(Encountered problems/issues might include, but not limited t0; General feacher

discontent/stress; the nature of contingent work; low  expectations/negative

perceptions; lack of in class andfor administrative hackup; classroom management

challenges; school community/staffroom dynamics; pay, conditions, procurement of

employment; litigation issues; other issues not identified by literature.}

Often behaviour problems (especially from older students) who see relief
teacher as “holiday day”,

Disrespect—sometimes both staff and students,

Lack of classroom resources {lesson plans, daily routines etc—one class
children got up to walk out of classroom at 9,30 AM, were not prompted fo do
this. T was told *its time for PE”. | didn’t know-locked like a fool).
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Could you describe how these feelings of alienation make you feel?
{Specifically,~ powerless; meaningless, tsolated from educational compunity; or
combination?)

» Sometimes isolated, sometimes meaningless.

s “Oiten feel that what you do doesn’t seem to matter™

What support strategies have schools actuslly offered you, as a relief teacher?
{Examples might include but nof limited to: Professional evaluation; paid PD/in-
service training; Classroom specific procedures/infonmation on students; various
“survival packs”, Formal/informal gratitude/professional respect; formaVinformal
~ “buddy system™; formal/informal meet and greet procedures,)

+ Sometimes daily work pad available (but sometimes lesson plans ete are

available, but no texts/resources —~spend half the day trying to find everything).

What other problems/concerns/support have you encountered during your tirme as s

relief teacher?

Any other coraments?
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Interview Transcript.

Name: R2  Sext F Age: 42 Years teaching: 11 Years relief teaching: 11

Number schoels serviced; 20+ Carcer aspirations: Would like permanency

but won’t go “bush”

‘What do you like about relief teaching?
» Freedom to work life around my job
s Less preparation Hme/after hours work
»  Huge diversity—interesting/no room for boredom

» “Get home not long after my kids—a real bonus™

De you ever feel “left out™/alienated whilst working as a relief teacher?

Over the years yes, but reduced when working for one school,

I so, whut do you identify as contributing to those feclings?
(Encountered problems/issues might include, but not limited to: General teacher
discontent/stress; the nature of contingent work, low  expectatioos/negative
perceptions; lack of in class and/or administrative backup; classroom management
challenges; school community/stafroom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not identified by literature.)

+ Cantingent work-—waiting for the ‘phone to ring,

s Pay increments compromised.

¢ Less inclusion—{reated as an outsider.

+ (Low;j support for relief teachers out there/ Jow) in class support.

* Lesson plans——never walked into a classroom that has lessons prepared.

» Vigwed as “less than a teacher” by school community, even by ieaching

assistants!
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Could you deseribe how these feelings of slienatlon make you feel?
{Specifically,-» powerless; meaningless; isoluted from educational community; or
combingtion?}

e More isolation than other constructs, “(You) serve one school faithfully for
months, and the one time you can’t make it—they drop you immediately, One
particular school—I worked with them for weeks almost exclusively—one
moming they rang me about coming in that day. Because I didn’t get back o
them within 5 minutes, they gave the work to somebody eise—1I never heard

from them again”

What support strategies have schools achually offered you, as a relief teacher?
{Examples might include but not limited tor Professional evaluation; paid PD/in-
service training; Classroom specific procedurss/information on students; various
“supvival packs™; Formaiinformal gratitude/professions] respect; formal/informal
“puddy system”; formal/inforinal meet and greet procedures.)

» Survival pack

» Meet and greet

» Classroom specific information, One school did this out of 20 or more I've

worked for,

What other problems/concems/support have you encountered during your ime as a
reiief teacher?

Any other commenis?



Interview Transcript.

Name: R3  Sex: ¥ Age: 52 Years teaching: 30 Years relief teaching: 3

Number schools serviced: 5 Career aspirations: Nof looking for

permanency at this stage

What do you like about relief feaching?
* No involvement in “politics”

» Freedom-—suited lifestyle change

Do vou ever fee] “left out®/alienated whilst working e s relief teacher?
s (Chose to be marginalised
s Dp aot enjoy transitory nature of relief teaching—hard developing
relationships with students.

1f 50, what do vou identify as contributing to those feelings?

(Encountered problems/issues might inchude, but not limited to: General ieacher
discontent/stress; the nature of contingent work; low expectations/negative
perceptions; lack of in class and/or administrative backup; classroom management
chatienges; school community/staffroom dynamics; pay, conditions, procurement of
smployment; litipation issues; other issues not identified by iiterature,)

» Procuration of employment—not knowing where ’ll be from day to day

Could you describe how these feclings of alienation make you feel?
(Specifically -~ powerless; meaningless; isolated from educational community; or
combination?}

& Some amount of meaninglessnesy

128



What support sirategies have schools actually effered you, as a relief tcacher?
(Examples might include but not limited tor Professional evaluation; paid PD/in-
service training; Classroom specific procedurcs/information on shudents; various
“sgrvival packs”; Formmalinforms! gratitude/professional respect; formal/informal
“buddy systemn™; formal/informal meet and greet pracedures.}

¢+  Good overall

»  Meet and greet procedures (deputy principal)

s Included relief teachers in social activities (1 school)

- »  Formal/informal gratitude

What other problems/concems/support have you encountered during your time as a
relist teacher?

Any other comments?
» Kids very difficult, but excellent staff support.
s MNature of the students has impacted negatively on my teaching outlook,
Sometimes feel there’s no point in teaching some classes—may as well pay a
“minder”.
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Interview Transcript.

Name: R4 SextM  Age: 38 Years teaching: 10 Years relief teaching: 5

Number schools serviced: “Numerous™ 20+ Career aspirations: Looking for

permanency, but won’t take

family rural/remote.

What de you like about relief teaching?

L

*

Freedom o move groung

Not having to deal with unreasonable parents

De you ever feel “left out”/alienated whilst working as a relief teacher?

Often

¥ so, what do you identify as contributing fo those feelings?

{Encountered problerns/issues might include, but pot limited to: General teacher

discontent/stress; the mature of contingent work; fow  expecishions/negative

perceptions; lack of In class and/or administrative backup; classroom management

challenges; school community/staffroom dynamics; pay, conditions, procurement of

employment; Htigation issues; other issucs not identified by literature}

Looked down upon by tenured staff

Ofien a culture of “blame the relief teacher!”

Term 1 and some of term 4 difficult to get any work~wait for *phone to ring.
Having to go on social szowrity during holidays—being haossled by the
department to take jobs at Hungry Jacks cte!

Seem to got sent ¢ a lot of “rough” schoolg-reckon its because ['m male
Staffroom dynamics

Incomplete/unprepared lesson plans and in-class information



Could you describe how these feclings of alicnation make vou feel?
{Specifically,~ powerless; meaningless; isolated fom educational community; or
combination?)

» Powerlessness and isolation.

What support sirategics have schools zctually offered you, as a relief teacher?
{Examples might include but net limited to: Professional evaluation; paid PDVine
service training, Classroom specific procedures/information on students; various
“survival packs”™, Fommalfinformal gratitude/professional respect; formal/informal
“buddy system”; formal/informal meet and greet procedures.}

o Meet and greet (around 20%)

s  Survival packs (around 10%)

» Educational programsflesson plans (arcund 10%)

s Never classroom specific information.

What other problems/concerns/support have: you encountered during your time as a
relief teacher?
+ “Some schools are really friendly and helpful towards you as a relief

tescher, but these are definitely in the minority in my experience™

Any other comments?
e 1 find the Education Department’s attitude towards me very condescending—
even upfriendly. My wife and family moved to WA with me and we bought a
house in [subwb named]. The Education Depariment offered me work in a
North West school and because T didn’t take it [ feel I've been shoved aside by

them ever singe”™,
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Interview Transcript.

Name:R5  SextM Ager28  Years tesching: 5 Years relief teaching: 5

Number schools serviced: 15+ Carecr aspirations: Would like permanent
work but “choosy” about placements
Whit do you like about relief teaching?
s Freedom to move around
» Lifestyle benefits
s Different age groups and experiences

» Less politics, *Don’t have to put up with pettiness™

Do you ever feel “left oui”/alienated whilst working as a relief teacher?
» Frequently

If so, what do yoa identify as coniributing to those feelings?
(Encountered problemsfissues might include, but not limited 1o: General tescher
discontent/stress;  the nature of contingent work; low  expectationsiegative
perceptions; lack of in class and/or administrative backup; classroom management
challenges; school community/staffreom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not identified by literature.)
»  Classroom management issues
» Lesson plans rarsly gvailable and if they are, can take half a day to find proper
resourees
o Don’t feel valued. *You're often locked on as something less than a2 real
teacher”

Could you describe how these feelings of alienation make you feel?
{Specifically,-- powerless; meaningless; isolated from educational community; or
combination?}

v “Isolation—definitely isolation. Out of the loop™.
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What support strategies have schools actually offered vou, as a relief teacher?
(Examples might include but not limited to: Professional evaluation; paid PD/in-
service faining; Clagsroom specific procedures/information on students; various
“survival packs™; Fommalfinformal gratitude/professional respect; formal/informal
“buddy systent™ formal/informal meet and greet procedures.}

¢ Someclimes met by senior teacher and walked to classroom

» *“Some schools give you handouts showing daily routines—these make all the

difference” (Survival packs}

What other problems/concems/support have you encountered during your time as a
relief teacher?
¢  *You're used up—don’t get your DOTT jduties other than teaching time]

very often”,

Any other comments?

»  {Cap be very lonely out there,

i34



Interview Transcript.

Name; R6  Sex: ¥ Apge: 23 Years teaching: 1 Years relief teaching: 1
Number schools serviced: 10+ Career sspirations: Looking for permanency,

What do you like about relief teaching?
s Lifestyle
s Freedom {o move around
« “Less pressure, if not baving to deal with negative workplaces”

e Less non-teaching dutics

Do you ever feel “left ont™/alienated whilst working as a relief teacher?

¢ Yes--0ften

If so, what do you identify as contributing to those feelings?
{Encouniered problems/issues might include, but pot Hmited te: General teacher
discontent/stress; the natwre of contingent work; low  expectations/negative
perceptions; lack of in class and/or adminisirative backup; classroom management
challenges; schoo! community/staffroom dynamics; pay, conditions, procurement of
employment; Ftigation issnes; other issues not identified by literature }

« Scen 3s a “baby-sitter”

s “1 want experience but 1 sometimey feel as if nobody cares what | teach the

children™
s “Not knowing if you'll work today”
¢« “Lack of work left for you to do™
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Could you describe how these feelings of alienation make you feel?
{Specifically,-- powerless; meaningless; isolated from eduvcational community; or
combination?)

» Isolated and powerless mostly.

What support strategies have schools actually offered you, as a relief teacher?

{Examples might inchude but not limited to: Professional evalvation; paid PD/in-
service training; Classroom specific proceduresfinformation on students; various
“survival packs”; Formaliinformal gratitude/professional respect; formal/informal

“buddy system”; formal/informal meet and greet procedures.}

What other problems/coneerns/support have you encountered during your fime as a
relief teacher?

« Sometimes Iessans have boen ¢t for you to follow
Any other commeuts?

« “Being a relief teacher is hard work—1 don't feel as if we're really

appreciated™,
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Interview Transcript.

Name: R7  SextM  Age: 47  Years teaching:! Years relief teaching: |

Number schools serviced: 15+ Career aspirations: Graduated from Teacher's
College “years ago” but didn’t teach. Now

happy to remain relief teaching.

What do you like about relief teaching?
» Like most, the interaction with the children {...if you actually teach them
anything!)

+ Relief teaching can be less demanding (less preparation, after hours work ele)

Do you ever feel “loft out”/alienated whilst working as a relief teacher?
*  Yes, frequently, Can feel this in the staffroom most prominently—feel like

hiding in 2 comer,

If so, what ds you identify as contributing te those feclings?
{Encountered problems/issues might include, but not limifed to: General teacher
discontent/stress; the nature of contingent work; low  expectations/negative
perceptions; lack of in class and/or administrative backup; classroom management
challenges; school community/staffroom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not identified by literatore.)
s Professional development-—never offered
» Low expectations, One time, class noister than normal. A regular teacher
entered and asked, “Why don't you control these children?” This was
conducted in front of the students—absolute bumiliation!
» Long time to pain acceptance from other staff
s One school, change of administration. | wasn’t called back again (after very
gouod rapport established with previous deputy principal}.
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Could you describe how these Teelings of alienation make you fecl?
(Specifically,-~ powerless: meaningless; isolated from educational community: or
combination?}

s All, depending on specific circumstances.

s “Noong wants to know you™,

o “Lack of support--very hard to pin down cxactly where these feelings are

coming frem”.

What support sirategies have schools sctually offered you, as a relief teacher?
{Examples might include but not limited to: Professional evaluation; paid PDVin-
service training; Classroom specific proceduresfinformation on students; various
“survival packs™; Formal/informal gratinde/professional respect; formal/informal
“buddy systemn™; formal/informal mcet and greet procedures.}

o Never (strossed) meet and greet procedures

»  Survival pack 1 school only *.. but how much time do you have to read these

anyway?”
o Couple of times, buddy system.

What other problems/concerns/support have you enconntered during your time as a
relief teacher?
“Behaviour management is 8 huge issue—don®t feel ag if 1 have any say, because

1’m looked om as only a relief teacher,
Any other comments?

s  “The “government system™ Relief teaching just doesn’t seers to count. You

can teach for 10 years and it won’t get you any closer to permansney”™,
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Interview Transcript.

Name: RE  Sex: F Age:50  Years teaching:30 Years reliel tenching: 10

Number schools serviced: 15+ Career aspiraifons: Followed hushand around the

state now happy to relief teach

‘What do you like about reliel teaching?
» Makes you sdaptable and resourceful (increases skills)
¢  You don’t stagnste
» You can move on if you experience problems in the classroom, but often relief

teaching forces you to solve these probilems on the day

Do you ever feel “left out™/alicnated whilst workiog as a relief teacher?
¢ Yes

I so, what do you identify as contributing to those feelings?
{Encountered problems/issues might include, but not limited to: General teacher
discontent/stress; the nature of contingent work; low  expectations/negative
perceptions; lack of in class and/or administrative backup; classroom management
challenpes; school community/staffroom dynanmsics; pay, conditions, procurement of
employment; Htigation issues; other issues not identified by literature.)
e Work in first term hard to get
s Feel as if yvou have to prove yourself as a relief feacher
» Schools not ternibly welcoming
s {Staffrooms) daunting-—30-50 staff looking at you when you walk in—where
do you even sit?
e Poor imape-—encounifered this aftitude from tenured teachers. You have to be
perfect all the time. “One example: I worked for 2 days at one school—went o
a staff meeting on my own time. I ventured a comment and was challenged by

the principal who stated: *You're a relicf teacher, why are yau speaking?™”
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s Access to professional development, How do you stay current? 1 now pay for
my ewn,--] get to choose.

» Babysitter image

Curld you describe how these feelings of alienation make you feel?

{Specifically,— powerless; meaningless; isolated from educational communily; or
combination?}

“Powerlessness, You've gone into the schocl, done the job, Wiw really cares? You

can't advance yourself—you could do 2 good or bad job and be viewed the same way.”

What suppori strategies have schoals actually offered you, as a relief teacher?
(Examples might include but not Timited to: Professiopal evalvation; paid PD/in-
service training; Classroom specific procedures/informetion on students; varous
“survival packs™, Formal/infonmel gratitude/professional respect; formalinformal
“buddy system™ formal/informal meet and greet procedures,)

o (One school, putiing relief teachors’ names on staffroomn whitebeard,

What other problems/concerns/support have you encountered during your time as a
velief teacher?

Apy other comments?
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Interview Transcript.

Name:R9  Sex: F Age: 44 Years teaching: 21 Years relicl teaching: 2

Number schools serviged: 10+ Career aspirations: Was tenured. Now happy
to teach in relief capacity

What do you like about relief feaching?
» Lifestyle
*+  Made conscious decision to relief teach because less non-teaching duties. “Had

enough of ali the changes™.

Do you ever feel “left eut™/slienuted whilst working as & yelief teacher?

s  Sometimes

If 50, what do you identify as contributing to these feelings?
{Encountered problems/issues might include, but not limited to: General teacher
discontent/stress; the nature of contingent work; low expeciations/negative
perceptions; lack of in class and/or administrative backup; classroom management
challenges; school community/staffroom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not identified by litemature.)

¢  Upruly classes

» “The way you're ireated—as an outsider. There's a perception in some

workplaces that a relief teacher doesn’s know much™,
e “Feel like a babysitter™

» “Ido a fair amount of relief for my old school—a very different experience™.

Cuould you deseribe how these feelings of alienation make you feel?
(Specifically,~ powerless; meaningless; isolated from educational community; or
combination?)

» Powerlessness and isolation.
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What support sirategies have schools actuslly offered you, a5 a relief teacher?
(Examples might include but pot limited to: Professional evaluation; paid PDVin-
service training; Classroom specific procedures/information on students; various
“survival pecks”; Formalfinformal gratitude/professional respect; formal/informal
“buddy system”; formal/informal meet and greet procedurss.}

¢ Somein-class support {Lesson plans)

s Sometimes other teachers close by have “looked in”,

What other problems/conserns/support have you encountersd duving your time as a
refief teacher? '

Any other camments?
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Interview Transcript,

Name: RI0  Sex: F Age: 39 Years teaching: 15 Years relief teaching: 3

Number schools serviced: 20+ Career aspirations: Relief teaching atlows

more time with voung family

What do you like about relief teaching?
»  Less afler hours duties

e Less making/preparation

Do you ever feel “left out™ alienated whilst working as a relief feacher?
*  Yes, froquently

1f 5o, what do you identify as contributing fo those feelings?
{Encountered problems/issues might include, but not limited %o General tescher
discontent/stress; the nature of contingent work; low expectations/negative
perceptions; lack of in class and/or administrative backup; classroom manegement
challenges; school community/staffroom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not ideatiSed by literature)

* No professional development available

+  Very Bille interaction with other staff

» Children can be uoruly when relief teachers teach then _

» Pay and conditions arc less than regular teachers. “There’s no sick or holiday

pay, Work is either a feast or a famine™,

Could you describe how these feelings of alienation make you feel?
{Specifically,~ powerless; meaningless; isolated from educational community; or
comhination?)

s “Isolation mostly. You’re ofien not talked o, even when you make the effort.”
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What support strategies have schoels actaally offered you, as a relief teacher?
{Examnples might include but not limited to: Professional evaluation; paid PD/in-
servige training; Classroom specific procedures/information on students; various
“survival packs”; Formalinformal gratitude/professional respect; formalfinformal
“buddy system™; formalfinformal meet and greet procedures.)

“Sometimes lessons and resources are lefl—other times there’s nothing™.
What other problems/concerns/suppart bave yon encountered during your time as a
relief teacher?

»  “One class 1 wenl to—there wasn't even any scrap paper available, no

chalk, I now fake my own®,

Any other comments?
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Interview Transcript.

Name:R11 Sex: F Age: 24 Vears teaching: 1 Vears relief teaching: 1
Number scheaols serviced: 5 Career aspirations: Looking for permanency,

What do you like about relief teaching?
» Freedom to move arowxd
« Eghance professional skills

» Networking with others

Du veu ever feel “left sut™/aliensted whilst working as a relief teacher?

Quite often

K so, what do you identify a8 contributing to those feelings?

{Encountered problems/issues might include, but net limited to: General teacher

discontent/siress; the nasture of contingent work: low  expectations/negative

peregptions, lack of in class and/or administrative backup; classroom management

challenges; school community/staffroom dynamics; pay, conditions, procurement

employment; Htgation issues; other issues not identified by literature.)

of

e Classroom management issues. Don’t have information on children, therefore

difficult to eontrol

o Unsure of teacher expectations of class behaviour——disruptive

# In class hack-up. One occasion had no access to cupboards where ADHD

medication kept for 2 students, and could not get into teacher’s desk, Another

oceasion had to walt until recess, to get key to unlock drawer where roll was

kept.
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Could you describe how these feelings of alienation make you fecl?
{Specifically,~ powerlessy; meaningless; isolated from educational community; or
combination?)

¢ isolated, sometimes powerless .

What support strategies have schoals actually offered you, a5 a relief teacher?
{Examples might include but not limited to: Professional evalvation; paid PD/in-
service training; Classroom specific procedures/information on students; various
“survival packs”; Formalfinforma! gratitude/professional respect; formal/informal
“buddy system™; formal/informal meet and greet procedures.)

s  Occagionally classroom seating plans

» Occasionally lesson plans and resources,

What other problemsfconcerns/support have youn encountered during your fime asa

rejief teacher?

Any other comments?

»  Feeling of frustration wondering iffwhen/where I'll work today.
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Interview Transcript.

Name: R12 Sexs F Age: 41 Years teaching: 1.5yr  Years relicf teaching: 1.5yr

Number schools serviced: 15+ Career aspirations: Looking for permanency
but doubt if I'll get it (won’t leave city)

What do you like about relief teaching?
s Get to work in variety of seltings/schools

s See different sirategies, rules, class set-ups

Do you ever Teel “lefi out™/alienated whilst working as a relief teacher?

»  Sometimes

If so, what do you identify as contributing to those feelings?
{Encountered problems/issues might include, but not limited tor General ifeacher
discontentstress; the nature of contingent work; low  expectations/negative
perceptions; lack of in class and/or administrative backup; classroom rnansgement
challenges; school community/staffroom dynamics; pay. conditions, procurement of
employment; Htigation issues; other issues not identified by literature.)
e  Very often, miss out on DOTT—vou get slotted in somewhere lse—relief
teachers are used for cverything
s (Staffroom dynamics). “You don’t often get included in conversations, you feel
out of the loop”™.

s Very littie in-class support

Could you describe how these feelings of alienation inske you feel?
(Specifically,~- powerless; micaningless; isolated Fom edueational community; or
combination?}

s “Isolated. You often feel very alons—especially in the larger schools”,
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What support strategies bave schools actuaily offered you, as o relief teacher?
{Examples might inclade but not Hmited to: Professional evaluation; paid PD/in-
service training; Classroom specific procedures/information on students; various
“survival packs”; Fompalinformal gratitude/professional respect: formal/informal
“buddy system™; formal/informal meet and greef procedures.}

«  Some schools (fess than half), meet and greet by staffl Often just registrar,

What other problems/concerns/suppert haye you encounfered during yowr time aga

relief teacher?

Any other comments?
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Interview Tramscript.

Name: R13  Sex: F Age: 21 Years teaching: (.5 yr Years relief teaching: 0.5 yr
Number schools serviced: 6-7 Career aspirations: Looking for permanency

What do yeu like about relief teaching?
»  Pay{+15%])

»  Excellent expenence

Do yvou ever leel “lelt out™ alienated whilst working as o relief teacher?
* “Yes—daunting!™

If sa, what do vou identily as contributing fo these feclings?
{(Encountered problemg/issues might include, but not lmited to: General {eacher
discontent/stresy;  the nature of contingent work; low  sxpectationsinegative
perceptions; lack of in class and/or administrative backup; classroom management
challenpes; school community/staffroom dynamics; pay, conditions, procurement of
employment; litigation issues; other tssues not identified by literatare.}

s “Staffrooms can be cold places!™

o  Waiting around for ‘phone toring

= Very often, Jack of fesson plans, seating plans

s  “Admin--not interested. (They) dou™ want to deal with you once they know

you've arrived. They just want to fill the space”™.

Could you describe how these feclings of alienation make you feel? _
{Specifically,~- powerless; meoningless; isolated from educational community; or
combination?)

» Combination of three depending on situation
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What sapport strategies have schools actually ofiered you, as a relicf teacher?
{Examples might include but not limited to: Professional evaluation; paid PDfn-
service training! Classroom specific procedures/information on students; various
“survival pecks™, Formalinformal gratitude/professiopal respect; formal/informal
“buddy system”; formalAinformal meet and greet procedures.)

e File at office (1 school} showing class specific procedures

s Some schools point you in the direction of the classroom and make you feel

welcome,

s One school’s policy was to have mandatory daily planning

What other problems/concerns/support have you encountered during your time as a
relief teacher?

»  Specific incident at one school (swisnming lessons af s public pool}. Three
classes (70 children). *I was sent to a puhlic pool with one sther regular
teacher and one teaching assistant. No MSB or specific information (was)
supplied, {1} didn’t know (the) kids——It was scary! One regudar teacher
stayed back af school looking affer 6 Kids that couldn’t go, Why wasn’t
that left to me? Mayhe the refief was sent so the teacher could have a dack

dayl”

Any sther commenis?
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Interview Transcript.

Name: R4 Sext F Age:42  Yesrs teaching: 5 Years relief teaching: 3

Number schools serviced: & Career aspirations: Would like tenure but won’t

20 “bush”, {Family in city}.

What do you like about relief tesching?
» [nhances classroom management skills

e  Wark at different schools

Do you ever feel “left out’/alienated whilst working as a relief teacher?

» Yes

If so, what do yoo identify as centributing fo these feelings?

(Encountered problems/issues might include, but not Hmited tor General teacher

discontent/stress; the nsture of contingent works Jow  expectations/negative

perceptions; lack of in class and/or administrative backup; classroom management

challenges; school community/staffroom dynamics; pay, conditions, procurement of

employment; litigation issues; other issues not identified by Hierature.

« “Ape vg gemorify--mature sge relief teacher is teaied a5 a junior, Relief

teachers are “bottom of the heap™ {(but) as you get to know the school/staff,

they warm o you—but that takes g lot of time.”
= Classroom management challenges
» Employment issues—up to 6 weeks waiting for pay
»  DOTT time not ofiered
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Could you describe Low these teclings of alienation make you feel?
{Specificaily,~ powerless; meaningless; {solated from educational community; or
combination?
s “More isoletion than powerlessness or meaninglessness. (The) Education
Department especially—youre not treated well by them—you feel particularly

along”.

What support strategles have schools actunlly offered you, as a relief teacher?
{Examples might include but not lmited to: Professional evaluation; patd PDvip-
service fraining; Classroom specific procedures/information on students; various
“survival packs”; FormaVioformal gratitude/professional respeet; formalfinformal
“ouddy system”™; formal/informal meet and greet procedures.)
» One school, deputy principal officlally met and greeied. Reiterated rules,
cxpectations and consequences were the same as regular teacher’s. You feel
valued.

»  Oneschool offered survival pack.

What other problems/concerns/support have you encountered during your time as a
relief teacher?
« Education Department concerns:
¢ “8 years teaching and (F've got} 3 Identification numbers!”
& T've) served them well for 5 vears——feel us If P still hottom of
the heap”
o “Nuo help filling out paperwork”
0 “Na consideration for personal circumstances—-{this) ties in with
‘matnre age attitade’—yon won’t ‘go bush’ so the department

treats you as an outsider. No support system at all”.

Any sther comments?

o Country relief feachers—much more appreciation compared to the uty.
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Interview Transcript.

Name:R15 Sex:M Age:46  Yearsteaching: 3 Years relief teaching: 3

Number schools serviced; 20+ Career aspirations: Wouid have liked

penmanency, but now resignied to relief
teaching, Wor't leave city {financial

TEASHNS)

What do you like about relief teaching?

Freedom of not having after hours marking, preparation

Not having to deal with unreasonable parents

Do you ever feel “left out”/alienated whilst working as s relief teacher?

*

Yes, often.

If s6, what do you identify as contributing to those feelings?

{Encountered problems/issues might include, but not limited to: General teacher

discontent/stress; the nature of continpgent work; low  expectations/negative

perceptions; lack of in class and/or administrative backup; classroom management

challenges; schoal community/staffroom dynamics; pay, conditions, procurement of

employment; litigation issues; other issues not identified by literature.}

s Not knowing daily, where, if work is available

L]

Negative perceptions of relief teachers—"not real teachers”

In ¢lass confusion: Inadequate fessons or preparation left, ao clags lists,
behaviour management problems

Staffroom: “Often no one talks to vou even when you try to initiate
conversation”

Playground duty “particularly anpoying when no need for it.”

“(You) feel wsed hecause you're a relief teacher™
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Could you deseribe how these feclings of alivnation make yvou feel?
(Specifically, powerless; meaningless; isolated from educational community; or
combination?)

e Al at different times

What support strategies have schools actually offered vou, as a relief feacher?
{Examples might include but not limited to: Professional evaluation; paid PD/in-
service training; Classroon specific procedures/information on students; various
“survival packs”;, Formalfinformal gratitude/professional respect: formalinformnal
“buddy system™; formal/informal meet and greet procedures.)

e Survival packs, 2 schools

» Unofficial meet and greet procedures, 2 schools (One principal and one deputy)

»  One school, next-dour teacher unofficially “buddied up”, *{This) makes & huge

difference”.

What other problems/concemns/support have you encountered during your time asa
relief teacher?
s *Ag a male, I get the fecling 'm sent to diffieult schools, Ona sgency
refused to send me nnywhere else, {They} actually admitted this after 1

condronted them!®,

Any other comments?
» ‘“Relief teaching can be extremely satisfying—it’s almost like *pure’ teaching.
{11} makes vou a better teacher if you can think on your feet and quickly adapt
to varying situations.”

«  “We need more support out there”
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Interview Transcript,

Name; R16  Sex:F Age: 5] Years teaching: 3¢ Years relief teaching: |

Nurabor schools serviced: 5-6 Career aspirations: Now semi retired. Does not

want permanency again

What do you like about relief teaching?
s Not there ali the time
» No reports, portfolios
#  Administrative tasks; Less “headaches”™

v+ Can walk away from behaviour management problems

Bo you ever feel “lelt out™/alicnated whilst werking as a relief teacher?

o Initially thought not, but then realised significant feelings have and do exist

If so, what do you identify as contributing to these feelings?
(Encountered problems/issues might include, but not limited to: General teacher
discontent/stress; the pature of contingent work; low capectations/negative
perceptions; lack of in class and/or administrative backup, classroom management
challenges; school community/staffroom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not identified by literature.)
+ Incomplete lesgon plans (some schools), others—absolutely nothing
s “Rarcly” in-class information, especially SAER (students 2t educational risk)
and specific behavicur problems,
» DOTT time used up by other teachers. Often no time o prepare lessons, Now
do lesson preparation an my own photocopier. Costs me a fortune,

o Noaceess to PD. This is frustrating and hurtful
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Could you doscribe how these feelings of alienation make you feel?
{Specifically,— powerless; meaningless; isolated from educational community; or
combination?)
*» “Powerless mostly. What can you achually achieve? I've been teaching for 30
years—I've got g lifetime of experience to offer, but vou're treated as 2

junicr—like straight out of teacher’s college.”

‘What support strategies have schools actually offered you, as s relief teacher?
{Examples might include but not limited to; Professional evalustion; paid PDfin-
service traiming; Classroom specific proceduresfinformation on students; varicus
“survival packs™; Formal/informal gratitudelprofessional respect; formal/informal
“buddy systermn™; formal/informal meet and greet procedures.)

s Meet and greet progedures, very rarely.

What other problems/concerns/support have you encountered during your ime as a

relief teacher?

Any other commenis?

“Being a relief teacher doesn’t mean you don’t know anything!™

» Dropped one school during the year—“feral kids™, got no suppert

s  Would love some PD

«  Mixed age-group classes very difficult, (--bad encugh for the regular teacher)

s “lts refreshing to talk to semeone interssted in relief teaching™
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Interview Transcript.

Name:R17  Sex: ¥ Age: 32 Years teaching: 3 Years relief teaching: 1

Number schools serviced: 3 Career aspirstions: Would like permanency but

does not want country placement

What do you like about relief teaching?
s Freedom to move around
» Less marking/afier class work

¢ “Come in——go home”

Do you ever feel “left out™/alienated whilst working ss a relief teacher?

* Yes

¥ so, what do you identify ax coniributing to those feelings?
{Encountered problemgs/issues might include, but not limited to: General teacher
discontent/stress; the namre of contingent work; low  expectations/negative

perceptions; lack of in class andfor administrative backup; classroom management

challenges; school community/staffrcom dynamics; pay, conditions, procurement of

employment; litigation issues; other issues not identified by literaturg.)
» Classroom management “big problem-—feral classes”
» Being moved in the middie of tesching day to new ¢lass
o Treated as an “outsider™
¢ Looked on as “less than a real teacher”
» Finding “wrong'/incomplete lessons for students {after being directed to teach

s particular lesson.}
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Could you describe how these feelings of slienation make you feel?
{Specifically,~- powerless; meaningless; isolated from educational community; or
combination?)

» Combination of ali three

What support strategies have schoels actually offered you, as a relief teacher?
{(Examples might include but not limited to: Professional evaluation; paid PDVin-
service training; Classroom specific procedures/information on students; various
“survival packs™, Formalinformal gratitude/professional respect; fonmalinformal
“buddy system”; formal/infortnal meet and greet procedures.}

» Informal meet and greet by principal of one school. Nothing else.
What other problems/concems/support have you encountered during your time as a
relief teacher?

« Car damaged by some “challenging” students in one of my classes.

{Couldn’t prove this but was common knowledge amongst their peers).

Any other comments?
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Interview Transcript.

Name: RIB  Sex:t F Age: 35 Years teaching: 1.5  Years relief teaching: 1.5
Number schools serviced: 20 Career aspirations: Does not wani permanency

What do you like about relief teaching?
» Networking/meeting different feachers and smdents
» Different resources and programs
*  Exposed to wide variety of experiesces

e Makes you a better teacher

Do you ever feel “left out®/alienated whilst working as s relief teacher?

“Definitely!”

if so, what do vou identify as contributing to these feelings?

(Encountered problemsfissues might include, but not limited to: General teacher
discontent/stress; the nature of confingent work; low expectations/negative
perceptions; lack of in class andfor administrative backup; classrgom management
challenges; school community/staffroom dynamics; pay, conditions, procurement of

employment; lifigation isyues; other issues not identified by literature.)

80+ applications to schools at start of the year

“Education Department’s atiitude is terrible, towards me, as a relief teacher™

s Considered (by Depariment of Education and Training) as a new graduate, afier
18 months teaching, (18 months on same pay scale)

» Covering others’ DOTT time

e Hate doing others’ yard duty

= Siaffroom dynamics—often 2 problem

s NoPD

¢ No programs or lesson plans
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Relationship problems. Specific example: Tandem teaching situgtion.
Remaining teacher chviously took a dislike to me. “{The) remeining teacher
{was) obvicusly friends with the ome 1 was replacing—{she) was very
unitiendly and distincily unhelphal.”

Image and perception. Specific example: Recently relieving at a school and
was “having a piggle™ with the kids. Meighbouring male teacher walked in and
yelled out that although “this lady is a relief teacher, she doss know what she’s

doing!™

Could you describe how these feelings of alienation make you feel?

{Specifically,~ powerless; meaningless; isolated from educational community; or

combination?}

*

Combination of all three

What support strategies bave schools actually offered vou, as a relief teacher?

{Examples might include but not limited to: Professional evaluation; paid PDvin-

service training; Classroom specific proceduresfinformation on students; various

“survival packs™; Formal/informal gratitude/professional respect; formal/informal

“buddy system”; formal/informal meet and greet procedures.}

»

Classroom specific information (from Catholic school)

Some excelient daily work pads

No survival packs. Actually designed one mvself for one school I do work for,
after running into 3 relief teachers who were all locking for the toilets. No-one
knew!

What other problems/concerns/support have you encountered during yourtime as a
relief teacher?
Example of an incomplete daily work pad: 3 werds: “Old Man Emu, Australia,

Around®. No other texts, nothing!?

Any other conmments?
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Interview Transcript,

Name; RIS Sex:F Age:32  Years teaching: 3.5  Years relief teaching: 0.4

Number schools serviced: 2 Career aspirations: Looking for permanency, but

won’t leave ¢ity (husband started new business},

What do you like aboat relief teaching?
¢ No planning—just go in and teach/zo home at end of the day
+ Reasonable pay
e No non-teaching duties (reports, extra~-curricular activities, dealing with
unseasonable parents etc)
» Pick and chease schools

»  Can rum down work if busy

Do you ever feel “left ouf”/aliensted witilst working as a relief teacher?
No

If so, what do you identify as contributing to those feelings?

(Encountered problems/issues might include, but not Iimited to: General teacher
discontent/stress; the nature of contingent work; low  expectations/negative
perceptions; lack of in class and/or administrative backup; classroom management
challenges; school community/siaffroom dynamics; pay, conditions, procurement of
employment; litigation issues; other issues not identified by literature )

o Don’t feel alienation but some annoying issues:
o No PD—actually brought in to relieve a teacher who was going on PD

o Waiting for ‘phone to ring/no regular money “sucks”™
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Coulgd vou describe how these feelings of alienation rake yvou foel?
{Specifically,-- powerless; meaningioss; isolated from educational community; or
combination?)

» Not applicable

What support strategics have schools actually offered you, as a relief teacher?
{Examples raight include but not Hmited to: Professional evaluation; paid PD/in-
service training; Classroom specific procedures/information on students; various
“survival packs™; Formalinformal gratitude/professional respect; formal/informal
“buddy systern”; formal/informal meet and greet procedures.)

*  Lesson plang in both schools

»  Other staft—lots of on the spot support. When you're there they help yvou oul.

What other proviems/coucems/support have you encountered during yourtime as
relief teacher?

* Education Department:

o Waiting on “hold”

Staff can be quite “short”/insensitive
Not really happy with thelr treatment
“My friend had a terrible experience with them®
A feeling that “something’s not quite right™ (with the departmient}
Claims being directly told (by official frown the Department of

O o Do O

Education and Traming) “if you turn down a joh, you will be
blacklisted”

Any other comments?

» Have only worked at two schools, therefore feels like extended family. They
get to know you and will ask you back. That's why no alienation felt.
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Interview Transcript.

Name: R20 Sex:¥ Age: 33 Years teaching: 2 Years relief teaching: 2

Number schools serviced: 10+ Career aspirations: Would Iike permnanency

but won’t leave cily.

What do you ke about relief teaching?

-*

Freedom ¢ move about
Able to work when | want to

No gxtensive after hours work: (Marking, planning, pastoral care}

Do you ever feel “left out”/alienated whilst werking as a relief teacher?

Lometimes

If so, what do vou identify as contributing to those feelings?

{Encountered problems/issues might include, but not limited to: General teacher

disconient/stress; the nature of contingent worksy low  expectations/negative

perceptions; lack of in class and/or administ-ative backup; classroom management

challenges; scheol community/staffroom dynamics; pay, conditions, procurement of

employment; litigation issues; other issues not identified by literature.)

Lesson plans often not available

Behaviour management issnwes-—children see the relief teacher as a “target™—
zan be harder to control

“Staffroom—definitely the staffroom! You’re seen as an outsider, (its} very
hard o get vourself included in cligues™

No PD ever offered—"that really upsets me”,

“Regular teachers don’t seem to give you much credit for the hard job you do™
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Could you describe how these feelings of alienation make you fucl?
{Specifically,~ powerless; meaningless; isolated from educational community; or
combination?}

« “Mostly powerleseness and isolation. A general feeling of being looked atasa

second class teacher”

What support strategies have schools actually offered you, as s relief teacher?
{Examples might include but not limited to: Professional evaluation; paid PDfin-
service training, Classroom specific procedures/information on students; various
“survival packs”; Formalinformal gratitude/professional respect; formal/informal
“buddy system”; formal/informal meet and preet procedures.)

#  “Pve found very little. Occasionally there's a daily work pad”

e Sometitnes support from admin or a deputy, but often you're just on your own”

What other problems/concemsisupport have you encountered during vour time asa

relief teacher?
Any ather comments?

s | love teaching hut Pd just like to feel that relief teachers were considered as

equuls. At the moment I don't think we really are™,
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Appendix 2(a): Invitation {o participate,

Mt Lawley Campus
2 Bradfuord Street
Mi Luwley 6830

Dear

] am a Master of Education student at the sbove university, and am currently
conducting a research project that aims o 1dentify some of the specific problems faced
by relief teachers servicing Western Australian government metropolifan primary
schoals. This research forms pai of the requirements of the above degree.

Project Title:
“A study of feelings of alienation ameng relief teachers servicing WA government
metropolitan primary schools,”

Thire seems resson to speculate that relief teachers face problems in addition to
regular, tenurgd teachers, and that these problems appear to frequentiy go unnoticed by
the rest of the educational community. Specificaily, the research aims to confirm that
relief teachers often experience these problems during the course of their placements,
and that as a result, feelings of alienation often manifest themselves in this group of
prafessionals, If this really is the case, steps can hopefully be taken by the educational
community to positively address these issues.

I am inviting all relief teachers (whose main source of income is derived through this
means of employment}, to participate in this research. The research will take the form
of one private face to face micrview per tescher, and will be (audio) recorded
providing vour permission is granted, The interview will last for arourd one hour, and
wiil focus on areas of concem identified by the literature {and by you}, that “trigger”
feelings of alienation and “disconnection” from the rest of the edueationa! community.
Interviews can be arranged to occur at g time and place most convenient to you, and
naturally, complete anonymity is assured: Only psendonyms or initials will be used;
mmes of any schools mentioned during interviews will not be included in any
subsequent docurnentation, All written/printed transcripts will he stored securely, then
destrayed afier the requisite period of time. Only myself and my research supervisor
will have access {o these transcripts/tapes.

The printed transeript of your interview will then be sent 10 you for confirmation of

aseuracy, before any content is used in the research itzelf, The aundio tape of vour
interview will be destroyed upon receipt of the revised franscript,
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It is envisaged that the resuits of this study will be disseminated in reports, and
possibly in educational peer-reviewed joumnals. Naturally, such resulis will not inciude
any information, which could lead to identification of individual paricipants and/or
institutions.

Please note that participation in this research is entirely voluntary, and that you are
able to withdraw at any stage of the research process (including ihe interview itself).
Please also note that any recordings andfor transceripts of vour interview will then of
vourse be immediately destroved.

This research has been sanctioned by Edith Cowan University, and all necessary ethics
clearances will be obtained before interviews begin.

Important point of note: Because part of the interview involves subjents
verbalising/describing forms of allenation that they may (or may not) be expetiencing
as o result of their work, there exists & small possibility that some interviewees may
experience some psychological discomfort or distress. Should this be the case, subjects
are reminded that they can tenminzte  the  interview at any. point. The
researcher/interviewer is also very mindful of this possibility, and will remain vigilant
for the above signs, Should the rescarcher feel that the interview process is causing
undue distress, the interview can also be terminated by this person. Further support
will be offered, and contact details of ECU counselling service will he offered.

1 have included a consent form, which 1 would ask vou to sign and return in the
prepaid envelope, if you wish to participate in this project. Pleass also include relevant
contact details, along with times most suitable for you to be contacted.

Should you with to discuss this matter further, please do not hesitate o contact me on
i or {mobile) || GGG o ) [ o 2icrstively,
my research supervisor, Dr Graeme Lock, on 9370 6529 / glock@ecy edu au.

Independent Contact Person:

Should you have any concerns or complaints about this research and wish to talk fo an
indeperdent contact person you may contact the following:

Research/Human Research Ethics Officer
Edith Cowan University

100 Joondalup Drive

Joondalup WA 6027

6304 2170

research.ethicsfecu.edu.an

Yours sincerely

Ralph G Lunay
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Appendix 2(b); Research consent form.

R h =
DI E.LITH Comeas e

Edith Cowan Uaiversity
Mi Lowley Campus

2 Bradford Street

M Lawlsy $050
Telephone: {683 9370 6520

FAX: (08) 9370 6044

RESEARCH CONSENT FORM TO BE COMPLETED BY RESEARCH
PARTICIPANTS

PLEASE COMPLETE THIS FORM

Project Title: 4 siudy of feelings of alienation among relief leachers servicing
Western Australian government meiropelfian primary schools.

l {name) acknowledge that 1 have read and understood

the information letter and any questions T have asked have been answered to my

satisfaction. | also vnderstand:

# That shovld I have any additional questions I can contact the persons listed below
(and on the information letier)

# That participation in the research will involve a faceto face interview lasting for
around 1 howr

+ That this interview will be {audio) recorded with my consent

¢ That the information provided by me will be kept strictly confidentizl, and that oy
identity will not be disclosed without my express written permission

# That the information provided will only be used for the purposes of this research
project, and may appeat inreport or journal article formats

¢ That ] may withdraw from the researchfinterview at any time,

[ herehy give my consent fo participate in this research project, realising I may
withdraw my participation at any time without penalty or explanation,

I understand that, subject to agreement, | will be interviewed amd notes from the
interview wifl be taken. Interviews will also be tape-recorded with my permission. |
understand that any recorded interview will be erased once the interview is franscribed.

1 agree that the research data gathered for this study may be published and presented in
both report and joumal article formats,

1 understand that the project has the approval of the Edith Cowan University Ethics
Comimnittes.
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Important point of noter Because part of the interview involves subijects
verbalising/describing forms of alienation that they may (or may not} be expericncing
as a result of their work, there exists a small possibility that some intervicwees may
experience some psychological discomfort or distress. Should this be the case, subiccts
are reminded that they can terminate the interview at any point  The
researcher/interviewer is also very mindful of this possibility, and will remain vigilant
for the above signs. Should the researcher feel that the interview process is causing
undue distress, the interview can also be terminated by this person. Further support
will be offered, and contact details of ECU counselling service will be offered,

Please circle your response helow for the activities in which you agree fo participate,

T agree to my interview being recorded: YES NO
I agree to participate in the interview for the purpose of research: YES NO
Signed: Date:
Investigator: Date:

Piesse do not hesitate to contact me on [ Mobite: GG - O

Graeme Lock {Tel: 9370 6529) who will act as an independent autherity if vou have
any questions regarding these forms or the mesearch project. Thank you for your

support.

Independent Contact Person:

Should you have any concerns or compizints about this research and wish to talk to an
independent contact person you may contact the following:

Research/Human Research Bthics Officer
Edith Cowan Uiniversity

180 JIoondalup Drive

Joondalup WA 6027

6304 2170

research.ethics@ecu.edu.an

Repards
Ralph G Lunay
Edith Cowan University,

School of Edacation
2 Bradford Strect, Mt Lawley, WA 6050
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