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Designing an innovative regional teacher preparation program:
Reflections on early phases.

ABSTRACT   Professional workers in rural and regional areas are
often required to be more multi-skilled than their urban counterparts.
Education workers are no different from other professional, regional
workers in this respect. This paper provides reflections on the early
phases of development and implementation of an innovative degree
designed to provide for multi-skilled professional rural/regional
workers in education.  This degree program has a 1-10 focus that
delivers innovative primary and middle schooling preparation with
particular attention to living and working in rural and regional
contexts.  This paper discusses two significant challenges evident in
early phases of the development of this degree.
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Designing an innovative regional teacher preparation program:
Reflections on early phases.

INTRODUCTION
In Australia professional workers in rural and regional areas are often
required to be more multi-skilled than their urban counterparts. This is
usually a product of the fact that regional and rural workplaces are
smaller and thus skilled generalists are required to work beyond one
specialised area of skill. Consider, for example, the way in which
regional accountants need to have strengths in areas like public policy
as well as traditional accountancy. Consider too, the appeal of those
graduates in with computer science expertise as well as other business
(MIS) or digital media skills.

The Faculty of Regional Professional Studies at ECU South West
Campus (Bunbury) in Western Australia takes its regional location
seriously. It is providing innovative degrees to graduate professionals
equipped to enhance the capacity of rural and regional areas to be part
of the much-vaunted ‘clever country’. Given the social, economic etc.
challenges facing rural and regional communities it is critical that
universities/campuses located in these areas commit to regional
capacity building as this multidisciplinary faculty has.

One of the new degrees the Faculty is implementing in 2004 is a
Bachelor of Business (Hospitality, Tourism, Wine Studies and
Regional Enterprise. This degree very clearly illustrates the multi-
skilling approach the Faculty believes not only works in the interest of
professional work contexts but indeed, works in the interest of regional
professional workers themselves. To be specific, the degree is shaped
to the needs of regional professional workers insofar as it equips them
to work across a number of substantive areas rather than in merely one.
This is useful in a rural and regional context where a professional
worker may need to move across areas to seek promotional
opportunities and be able to remain in the region. Note too that the
regional enterprise skills work within hospitality, tourism and cellar
door additionally, open up the possibility of careers in retail. Thus this
Bachelor of Regional Enterprise provides options for the professionals
it graduates and, importantly, mitigates against the phenomenon of
‘brain drain’ from regional communities.

It also works in the interests of rural and regional work contexts insofar
as it provides professionals with knowledge in substantive areas in
which there is commonly a fusion of interests. For example, consider
the usefulness of knowledge of hospitality fused with knowledge of
wine, knowledge of wine and aspects of tourism including food and
wine tourism etc. In addition, the regional professional worker is
equipped through this degree to carry out the varied tasks required of
workers in work contexts where specialists are not able to be employed
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for all aspects of the operation. Thus, these professionals graduate with
a range of skills including computer skills, accounting skills, human
resource skills etc. that enable them to contribute positively and
productively to their work places as newly graduated staff.

TEACHING IN A RURAL/REGIONAL CONTEXT

The demands on teachers in rural and regional areas to be multi-skilled
are no different to other professional work contexts. For example, the
very existence of 1-10 schools variously known in Australia as ‘high
top’, ‘district highs’ etc. means that commonly teachers, regardless of
initial training, will be used to fill positions on either side of the
primary/secondary school divide. The expectation is that teachers will
adapt and provide these skills. Given some of the recent accounts of the
difficulties new teachers have at the point of induction to the
profession, and given the massive attrition rates experienced in
teaching (see, for example, Cormack & Thomas, 2003; Manuel, 2003)
it seems teacher education could be playing a more positive role in the
preparation of teachers for the varied work contexts they may
encounter.

Note that the teacher preparation program under discussion in this
paper has been developed in a Faculty committed to becoming the pre-
eminent Australian provider of regional professional studies. Note that
it believes it can achieve this vision by providing regionally
relevant/appropriate programs. Given what has been said, the program
needs to do at least two things. First, if teachers in rural and regional
areas are being required to breach the primary/secondary schooling
divide, then their preservice preparation needs to prepare them
adequately for this task. Significantly, in Australia the majority of
Education Faculties offer degrees either in primary education or
secondary education.  The relative lack of teacher education programs
in middle schooling/young adolescents phase of development
(Dickinson et al., 1997) suggests that both the concept of middle
schooling embedded in a comprehensive 1-10 degree, appears
relatively innovative. (Charles Sturt University provides the only K-12
degree in Australia while both Queensland University of Technology
and ECU have middle schooling emphases.)

Not only is a 1-10 or middle schooling perspective in teacher
preparation programs commonly not addressed this is compounded by
the lack of effective preparation of teachers for the rural context of
schooling (Yarrow et al., 1999). Given most teachers in Australia teach
in rural and regional contexts at some stage in their careers, the lack of
adequate preparation is highly problematic and perhaps inevitably
implicated in the appalling statistics evident for the retention of rural
and regional students beyond age 16 in Australia. A recently released
set of figures from the Australian Bureau of Statistics (2003) indicates
that in urban contexts 82% of males aged 16 and 87% of females aged
16 were attending a secondary school.  Thus a second demand on a
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regionally relevant program is that it provides preparation to equip
teachers to work successfully with their socially and culturally diverse
clientele in rural and regional areas. Here we take success to mean
work in ways that promotes social reproduction rather than social
transformation (Grundy & Hatton, 1995).

It is an attempt to address these areas that has led the Faculty of
Regional Professional Studies to design a new innovative 1-10 rural
and regional education degree that we believe is cutting edge in its
concept, partnerships, research and social and cultural transformations.
At the early planning stage, three broad phases were articulated;
namely, phase one, reculturation, phase two, improved pedagogies and
phase three, restructuring and implementation. The point of this paper,
however, is not to provide an account of the degree per se nor is it to
provide an account of all phases of the project. Rather this paper will
provide an account of the two significant challenges embedded in the
reculturation phase of the implementation process. They were first, the
change management processes necessary to establish the critical
learning communities needed within the tertiary system and, second,
the establishment of partnerships.

Before turning to this discussion it is important to indicate the
perspective of the authors of this paper.  Both authors have taken a
leadership role in the development of the degree and this involvement
obviously provides a filter for their discussion of phase one.

RECULTURING TEACHERS EDUCATORS’ WORK:
MEETING THE CHALLENGES

Why reculture?

That teacher educators’ work might require reculturing might seem a
strange notion to those teacher educators who know they are leading
innovation and change both at preservice and inservice levels.
However, not all teacher educators are similarly placed. The histories
of institutions can mitigate against the acquisition of skills, knowledges
and dispositions that keep teacher educators at the forefront of
educational innovation and change. Such is the case in the institution
under discussion. Indeed, the earlier history of the campus prior to the
acquisition of Faculty status in 1998 was that it was a collection of
programs owned by Faculties based in Perth and staffed by lecturers
who were accorded a very technical role of delivering a program
designed by others in accordance with the dictates of the parent
Faculty. Not only did the regional staff not participate in course
development they even had unit outlines complete with assessment
provided for them.

 Moreover, many of the staff were not involved in ongoing professional
development let alone taught the rules of the game about furthering
their career prospects through qualifications and research in the unified
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national system. Even in 2003 some lecturers are annoyed at the
University’s expectation that appropriate postgraduate qualifications
are necessary and are struggling with the task of completing
qualifications under what they perceive as heavy workloads (see
Hatton, 1998).

Additionally, the connection between the program staff and schools is a
relatively weak, non-strategic one.  In 2003, for example, it is not
possible to identify strong partnership relationships with particular
schools or even educational researchers conducting research in schools.
This history is a result of historical circumstances and the lecturers
concerned should not be ‘blamed’ for these.  The point of the
discussion is to set a context for a strong resistance to abandoning the
current Perth based primary teacher preparation program and engaging
in the challenges of course development to construct a regionally
relevant one.

To some extent, retooling of staffing can address some of these issues
and careful attempts are being made to ensure new staff members are
committed to new directions.  This, however, is a partial solution.
Attempts must also be made to reculture the teacher educators already
on staff.  Thus the need to have all teacher educators able to work in the
near future as productive, innovative, interdisciplinary critical learning
communities able to deliver middle schooling pedagogies provided one
of the significant challenges in this introductory design stage of a 1-10
education degree.

 Dealing with this cultural change was, therefore, the first factor to
address.  Another significant challenge was to address the perception of
the rhetoric/reality gap between schools and universities in teacher
education programs through the formation of partnerships.

Reculturation and change management in teacher
education

One of the more dismal findings about teacher education is the limited
extent to which changes occur in teacher education (see, for example,
Cooper & Jasman, 2002; Ramsey Report, 2002).  Fullan (1993) argues
that the complexity of change process requires new skills, behaviours
and attitudes/beliefs and understandings to be formed.  Thus, on this
view, designing an innovative education degree is about creating
effective meaningful and moral partnerships (Hargreaves, 1997, in
Fullan, p.14) and effective change management involves more than
‘rearranging the deckchairs’.

As Smith (2000) says of the innovative programs in which he is
involved: ‘If society is changing, so too must teacher education change
in what is taught and the way it is implemented’. However, as Tinning
(2000: 156-7) says:
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Importantly, it is not just that ‘times are
a’changin’. According to educational
researchers such as Green and Bigum (1993)
and Smith, Curtain and Newman (1996), kids
are also changing. Indeed, many of these ‘new
kids’ are now student teachers in our
universities (see Sacks, 1996). I take seriously
the point made by Smith et al. (1996) that a
siege mentality (in this case regarding teacher
education) is not an appropriate response to the
impact of ‘new times’ and that we need to begin
to ‘imagine the unthinkable and [begin] re-
envisioning’ (p9) teacher education.

The dynamics between the existing primary program, its conservative
content and practices, and a desire for a transformational agenda by
industry in particular, created interesting forces to combine and
operationalise. Thus, the first challenge was to create a framework for
managing the change that reflected the middle schooling philosophy
and allowed all teacher educators to work in interdisciplinary, critical
learning communities.

Building on many successful educational change suggestions such as
by Fullan (1993, 1997), the framework used was to capture the holistic
complex task at hand: to restructure, reculture (Fullan, 1997) and to
improve pedagogies (adapted from Smyth, 2003).  The emphasis in the
first phase of re-conceptualisation of a new degree lies with reculturing
which is the main emphasis of this paper and in the second phase on
improving pedagogies.  Given that these two phases encapsulate the
two main reasons why educational reform fails (Fullan, 1993), it was
crucial they be adequately addressed.

While we have spoken specifically of the need to reculture teacher
educators, it is necessary to point out that reculturing was viewed more
broadly and was taken to include not just the tertiary context but also
rural and regional education and community involvement, school
culture and teaching and learning systems.

Leading the reculturing process

Redefining roles, attitudes and leadership, in order to reculture and
build a learning profession, is necessarily a time consuming affair.
The approach chosen for this process is ‘leadership intervention’ (The
Centre for Research and Learning in Regional Australia, 2002).  This
approach was chosen to reflect the nature of the new degree - to better
meet the increasing complexities and challenges of rural and regional
schools and their communities by providing a reconceptualisation of an
education degree before the existing degree is publicly recognised by
others as inappropriate to meet school needs.
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The processes involved a continuum of informal (for example, staff
meetings, informal dialogue with colleagues etc.) to formal processes
such as the establishment of an industry consultative committee and
whole and half day collaborative workshops in which all partners in
the process revisit visions and goals and examine new problems and
opportunities.   Continual review mechanisms as part of the leadership
intervention process and the authors are committed to recognising the
need for fora such as these if the reculturing process is to succeed and
the new degree is able to go significantly beyond rearranging the deck
chairs.

Significantly, we have been informed by Peterson (1993 cited in
Fullan, 1997, pp. 121-122) who suggests that five values are needed for
leadership: openness to participation, openness to diversity, openness to
conflict, openness to reflection, and openness to mistakes.  Thus, to
begin the process of re-conceptualising and designing a new degree, it
was acknowledged that leadership values needed to be explicit to
stakeholders and that leadership needs to be shared with all sectors of
the learning community (Burstein et al., 1999).

The collaborative process: Defining the challenges

It was imperative to recognise a number of challenges at the
preconceptualised design stage.  They included establishing or
enhancing a collaborative culture, developing a cross-institutional
position, changing organisational structures, generating administrative
support, and understanding that restructuring takes time and
perseverance (Burstein et al., 1999).

As already indicated, changing and/or enhancing the collaborative
aspects required reviewing input from many aspects of ‘culture’ and
challenging many pre-existing conditions and perceptions.   Therefore,
the initial significant challenge was to establish ongoing collaborative
cultures, within the university and with industry, one where all
opinions/perspectives are valued and all collaborators take on some
type of leadership role in redesigning the new degree.  It was
considered that these challenges and leadership values form the
backbone of the collaborative processes and that collaboration does not
mean consensus (Fullan, 1993).

Secondly, establishing an extensive industry collaborative committee
and other minor industry collaborative workshops developed the cross-
institutional position.  Additionally, secondments from the Department
of Education and Training were also formalised to assist with the
designing and delivery of the new degree and strengthening the
collaborative process and assisting with the degree at ‘cutting edge’
level.  This was positively received by industry and administration from
the university.  However, unsurprisingly elements of ‘balkanisation’
appeared within some of the academic staff but overtime this mellowed
amongst some only to prove that the ‘key to productive process of
change is a mindset that conflict is inevitable’ (Fullan, 1993, p.77).
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Thirdly, a necessary later challenge, has been identified and prefigured.
This is the structural and organisation procedures that will be
challenged to ensure the modelling and delivery of middle schooling
pedagogies within the program.  It is anticipated this changing
organisational structures will also develop stronger course/program
collaboration within the university and the wider community by
utilising some of the existing units and staff expertise from other
programs within the Faculty.  The structural changes will include an
examination of delivery modes from lecture theatres to accessibility in
the rural and remote regions.

Fourth, the Dean and Head of School attending all staff and industry
meetings not only signalled high level support, but also in taking a
range of different roles from participant, researcher, presenter and/or
facilitator, signalling involvement in the process.  It was vital for this to
occur as an integral part of the collaborative process, to help alleviate
any ‘us’ and ‘them’ attitudes.

Finally, an adequate and achievable timeframe was negotiated to ensure
full implementation by 2005.

Overall, the initial phase of collaboration included exploration of
structuring for shared responsibility (improved partnership between
schools and the university); examining program needs (a needs
assessment and/or collaborative committees representing key
stakeholders); establishing guiding principles for the teacher
preparation program (standards and developmental approach), and
redesigning or designing the degree program, with possible future links
to a Masters or professional development course.  Thus, partnerships
proved to be and will continue to be, a significant challenge for the
successful implementation of an innovative degree.

The rhetoric/reality gap
Change and reform is inevitable in the educational setting. Teachers are
constantly dealing with changes perhaps never more so than since the
late 1980s.  Fullan (1997: 139-142) summarises five streams of
complex challenges currently facing teachers: reforms in subject matter
teaching (standards, curriculum, pedagogy); reforms centred on
problems of equity among a diverse student population; reforms in the
nature, extent, and uses of student assessment; reforms in the social
organisation of schooling; and reforms in the professionalisation of
teaching.

To keep the new degree relevant to, if not in advance of, industry
needs, educational reforms, innovations, the question that quickly
emerged was if teachers are grappling with such complex
change/reform who is best to teach novice teachers about dealing with
these challenges – classroom teachers or university teacher educators?
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One possible answer is that classroom teachers have a ‘limited
knowledge base for understanding and shaping teacher education’
(Hatton, 1994).  On the other hand, there is the view that indicates that
teacher educators are ‘out of touch with students and today’s schools
systems … their experience is obsolete (Totaro, 1991 and Harmon in
Hatton, 1994) and perceived as irrelevant (Hatton, 1994).  Overall, the
distance between schools and university settings is well recognised in
the teaching profession (Smith, 2000).

The question of how teacher educators might address the problem of
their growing distance from classrooms is variously addressed.  The
view taken by the authors is that university-based teacher educators are
seen to be credible if participating in school-based research, staff
development and curriculum consultancy and in the supervision of
practicum (Turney & Wright, 1990, in Hatton, 1994). Given many of
these activities are not part of current practice, this issue had to be on
the agenda as an early challenge in the reculturing process.

ESTABLISHING EFFECTIVE PARTNERSHIPS

Why school university partnerships?

School-university partnerships are ‘imperative’ (Darling-Hammond, in
Ginsberg & Rhodes, 2003) and are co-dependent on each other ‘for
excellence, simultaneously facilitating renewal and change’ (Burnstein
et al., 1999: 106).  Partnerships have been developed for the purposes
of supporting the design and delivery of teacher education, professional
development, fieldwork, as well as research, development and closing
the ‘gap’ between universities and schools.

The authors felt what needed to emerge was a more effective school-
university partnership and wider community partnerships, where
strengths, areas for improvement and greater collaboration and
innovation are acknowledged by all sectors.  A variety of models of
school-university partnerships were examined such as
mentorship/internship program (Sharplin, 2002); professional
development schools (Ross, 2001; Grisham et al, 1999; Fullan, 1993);
and the DELTA collaborative model (Burstein et al., 1999).

The desire for a sustained long-term relationship with classroom
practitioners not just for practica but also as a partner in the teacher
preparation program indicated that a two way process needed to be
achieved.  Classroom practitioners identified in the mentoring capacity
(Level 3 teachers or administration teachers) would be considered for
some type of ‘recompense’ (for example, the opportunity to fast track
their Masters degree when undertaking action research with their
assigned novice teacher.  These ‘Master’ teachers would assist
university lecturers with unit and course design as well as modelling
appropriate pedagogical approaches and indicating the cultural and
institutional issues that impact on teaching (Hyland, 2000).  It is
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imperative that the gap between espoused theories and theories in use
are lessened.  Phase two and three of the implementation of the new
degree will articulate clearly the involvement of such mentors.

Ginsberg & Rhodes (2003) suggest that establishing more effective
partnerships is necessarily complex and that it requires quite
fundamental changes in the assumptions concerning responsibility for
the preparation of new teacher. Thus discussing these changes
necessarily became a part of the collaborative discourse so as to move
‘the culture from them and us to a one of school-university faculty
working together for change’ (Burstein, 1999: 113).  This discourse
about change began with the academic education staff.

Academic staff and industry consultative committee involvement

Academic staff brainstormed potential aims for the new 1-10 teacher
preparation program.  The issue was how to produce the best teachers
to educate for social transformation in a rural and regional context.  The
teacher educators suggested they valued lifelong learning, commitment
to social justice, critically reflective practice, action research, catering
for change, learning communities, inclusively, participative decision
making and pedagogical knowledge (primary and middle school).
Additionally, Tom’s (1997) suggested eleven principles of conceptual
and structural teacher education redesign were used as a basis for initial
dialogue with academic staff.

An Industry Consultative Committee was formed as planning
commenced. This committee, chaired by the Dean, consisted of
principals and teachers from government and non government primary,
middle and secondary schools, academics from the education program,
parent representatives from the Isolated Children’s Parents’
Association, the District High Schools’ Administrators Association of
Western Australia, current Bachelor of Education student, a recent
graduate, inclusive schooling representative, early childhood
representations, Faculty board member, university and administration
staff including the program coordinator. The Industry Consultative
Committee’s feedback about early thoughts on the 1-10 degree was
overwhelmingly supportive of the concept.  Industry’s suggestions of
elements they would like to see in the new degree included items such
as lifelong learning, learning area specialisation, collaborative and
research partnerships, pedagogical and middle schooling foci.

CONCLUSION

This paper has discussed two significant challenges evident in the
development of the new regional degree; namely, change management
and partnerships.

In retrospect, while conflict is expected in a change management
situation, it is arguably the case that the level of conflict generated by
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the conception of this degree has not allowed the change management
process within the teacher education program to be as effective, at this
stage, as it might be. Strong personalties, perhaps accustomed to having
their practices somewhat taken for granted as ‘progressive’, have not
willingly accepted the notion that ‘reculturation’ was necessary in their
case. Indeed, it has been resisted strenuously. Moreover, some with a
technical conception of teaching have opted out of any philosophical
discussion about the degree. Perhaps though the greatest stressor for
staff was their distance from practice including middle schooling
especially compared to the knowledge of new staff close to practice.

Closing the gap between teacher education and schools was addressed
by forming more effective industry partnerships (for example,
collaborating with recognised and accredited quality teachers and
principals through a two way process). This has been the success story
of this phase of the reconceptualisation. It is interesting that the school
sector has been far more open to new ideas, new roles and practices
than have most of the teacher educators.

Note that the aim ultimately is to produce regional professional workers
who are multi-skilled and committed to principles of life-long learning.
Teacher educators themselves require this commitment before they can
engage in this task. Perhaps, at this stage, we can draw courage from
Barber (1996:205) who says:
.

If the notion of lifetime learning is to become a reality, then
education should have a beginning and a middle, but no end:
less a good story and more an unfinished symphony.

The music plays on ….
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