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substitute teachers. I conducted an informal survey of my own
which revealed how unhappy substitutes around the area were
with their working conditions and with their treatment by
staff and students in a school. I attended the Alberta
Teachers’ Association Substitute Teachers’ Conference and
found that at the top of the list of substitutes’ concerns
were lack of professional regard and and professional
development opportunities and the issues over wages and
benefits. Then I began to read the literature on substitute
teaching. We substitutes in Alberta were not alone in our
concerns. The plight of substitute teachers was an issue all
over North America, and in Britain and Australia as well.

The literature indicated to me that substitute teachers
were unhappy with their lot for the same reasons as my local
colleagues. The literature also revealed that substitutes
felt that they were fully trained teachers capable of doing a
good job in the classroom but were not receiving the
professional regard due them. Furthermore, they felt that
they were trying to do their job in what researchers Clifton
and Rambaran (1987) referred to as a ‘marginal situation’.

Professional status was the main concern for substitute



teachers including the lack of professional regard, lower
wages, few or no benefits, and no opportunities for paid
professional development pertinent to substitute teaching.
Unfortunately, superintendents, principals, and
classroom teachers have, in the past, viewed substitute
teachers as little more than babysitters, hired to keep some
semblance of control when the regular teacher is away from
the classroom (Clifton & Rambaran, 1987; Drury, 1988; Parsons
& Dillon, 1979; Shreeve, Nicely-Leach, Radebaugh, Morrill,
and Slatton, 1983). Much has been written by educators on
their dissatisfaction with substitute teaching (Drake,1981;
Kraft, 1980) and according to Clifton and Rambaran (1987)
there has been little attempt to find why so many educators
are unhappy with substitute teaching. Substitute teachers say
that they are frustrated with the gulf which exists between
their professional aspirations and what realtly happens to
them 1in the schools and classrooms (Rawson, 1981).
Consequently, the literature abounds with numerous
suggestions and recommendations on what should be done to
improve the professional status of the substitute teacher.

Because educators are dissatisfied with substitute
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teaching and because substitute teachers are making their
professional concerns known, in many of the states in the
U.S. and in several Canadian provinces, teacher
organizations, school districts, and researchers are
addressing the question of the professional status of
substitute teachers. The aim has been to improve the
professional status of the substitute teacher, thereby
enhancing the effectiveness of substitute teachers in the

classroom.

Statement of the Problem
Koelling (1983) and Rawson (1981) found that substitute

teachers have indicated two main issues concerning their
professionalism: First, the lack of professional regard, and
second, the problem of low wages, few or no benefits, and no
professional development.

Substitute teachers in Canada have a low professional
status relative to other teachers (Gilliss, 1984) despite
attempts to strengthen their position within schools and
school districts. Substitute teachers often feel isolated and
unaccepted in the schools they frequent. They feel that they
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are considered less than adequate as a teacher both in the
classroom and in the staffroom. They are not regarded by
principals and teachers as having positions of authority.
Often they are not given the tools to carry out their job as
a teacher in the classroom or as an authority in the school.
For them there is little manifestation of the professional
regard to which they aspire.

Substitute teachers often feel that they have little
clout within their professional organizations. They receive
less salary and fewer benefits than their regular classroom
teacher peers. They have little bargaining power and because
of this are sometimes subjected to more stress than necessary
in the workplace - stress such as extra supervision. Setdom
are they offered professional development in matters of
classroom management and curriculum.

The above are the conditions within which substitute
teachers consider a need for professional improvement. The
suggestions and recommendations have been aired. Scant
research has been done to determine if satisfaction with
substitute teaching through the improvement of substitute

teachers’ professional status has been accomplished. Several
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studies (Brenner, 1980; Collins 1982; Drake 1982; Jackson,
1981; Koelling, 1983; Nelson, 1983; Sconzo & Connor, 1987;
Summers, 1982) have made suggestions and recommendations to
superintendents, principals, and teachers concerning ways to
resolve the professional concerns of substitute teachers.
Have the suggestions and recommendations been carried out by
educators? Do substitute teachers now enjoy the same
professional status as other members of their teaching
profession? In Southern Alberta, are the recommendations of
what should have been done to improve the professional lot of
substitute teachers being transferred into reality? The
questions for this research project are two:

1. Are substitute teachers in Southern Alberta regarded by
superintendents, principals, and teachers as professional
equals?

2. Do substitute teachers in Southern Alberta enjoy
professional equality with superintendents, principals, and
teachers apropos wages, benefits, and paid professional

development opportunities?



Significance of the Study

Although there have been numerous suggestions on what
should be done to improve the lot of substitute teachers,
“there has been an absence of theories that can help us
understand ... how to improve the professional status of
substitute teachers” (Clifton & Rambaran, 1987, p.311).
Consequently, the professional status of substitute teachers
is often vague and undefined as superintendents, principals,
and teachers including substitutes themselves, struggle to
understand where the substitute teacher belongs in the
education profession.

To fully understand the professional status of
substitute teachers we need to place the story of substitute
teachers within the framework of the sociology of
professionalism and to apply these sociological models and
writings to defining the professional status of substitute
teachers. Significantly, we are looking for what is really
happening to substitute teachers professionally. There are
many guidelines and recommendations suggested to all
educators for the improvement of the professional status of

substitute teachers. This study may provide substitute
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teachers with an understanding of what it is that they must
commit themselves to if they are to obtain and enjoy
professional status.

What constitutes professional status for substitute
teachers and the reality of that professional status, will
contribute significantly to the literature on the role of the

substitute teacher as educator.

Organization of the Study
The study has 7 chapters. Chapter 1 sets forth the

rationale for the study.

Chapter 2 contains the literature review beginning with
an introduction into the background and source of the
literature on substitute teaching and a substitute teacher
profile. The chapter finishes with a summary of the
literature findings.

Chapter 3 explains the conceptual framework through
which the professionalism of substitute teachers may be
understood. The chapter ends by relating the review of the
literature to the framework.

Chapter 4 contains the research methodology. The
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introduction discusses substitute teaching. It presents a
short statement of the the main issues in the study, an
explanation of the construction of the survey instrument, the
selection of the sample population, the administration of the
instrument, and the treatment of the data.

Chapter 5 presents the results of the survey and a
discussion and analysis of the data. The main topic of the
chapter is an analysis of the findings on the professional
status of the substitute teacher for each group of
participants. The analysis covers six categories of the
survey based on the questions for the research. There is an
analysis of the additional comments of the participants. A
summary of the data analysis, including five questions posed
by the results, completes the chapter.

Chapter 6 reviews the questions resulting from the study
findings and discusses how the sociology of professionalism
may explain these findings. These findings are then
discussed in the light of the conceptual framework to clarify
why there is a need to look at the reality of the
professional status of substitute teachers in Southern

Alberta. The implications for educators as to understanding
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where the substitute teacher belongs in the teaching
profession and how educators can improve the professional
status of substitute teachers are discussed. The role of
substitute teachers in their own professional awareness is
also discussed. Theories retating to how educators can help
substitute teachers to improve their professional status are
formulated.

Chapter 7 contains the final summary of the study.

Recommendations for further study will be suggested.
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Chapter 2
Review of the Literature

Introduction

The literature on substitute teaching in the 198@s
concentrated on two areas: First, the literature identified
the issues and concerns facing substitute teaching and
substitute teachers; and second, the literature produced
numerous suggestions and recommendations to educators on how

to deal with these issues and concerns.

Identifying Issues and Concerns Related to Substitute
Teaching

The literature on substitute teaching revealed that

substitute teachers felt that they are considered less
professional than regular classroom teachers within the
education system (Drake, 1981; Gunderson, Snyder, and Hillen,
1985; Kraft, 1980; Mastrian, King, and Pietro, 1984; Nelson,
1983; Randall, 1980). Not only were classroom teachers
failing to help their substitute teachers (Heckman, 1981;
Recker, 1985) but also there was no clear definition of

substitute role expectations from administrators and
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classroom teachers (Frosch, 1981; Rawson, 1981). Collins
(1982) also found that educators could not clarify the role
expectations of substitute teachers; consequently he felt
that the role of the substitute teacher needed defining. In
fact, as Bontempo and Deay (1986) charged, substitute
teachers are a neglected part of the teaching profession. In
their study Bontempo & Deay found that nothing much had been
done to improve the professional concerns of substitute
teachers or to improve the quality of the experience of
either substitutes or their student clients.

Bontempo and Deay contend that substitute teachers
needed to be accepted as part of the education picture if
their teaching is to be improved. They suggested that school
boards, school staffs, students and the public do not see
substitutes as professional teachers who are part of the
school system. Furthermore, Koelling, (1983); Shreeve,
Nicely-Leach, Radebaugh, Morrill, and Slatton, (1983); and
Summers, (1982) found that because substitutes felt neglected
and poorly paid, working conditions appeared to be the
biggest issue surrounding substitute teaching. They also

found that the majority of administrators and regular
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teachers were unaware of substitute teachers’ concerns about
working conditions.

Shreeve et al. (1983) from their study on the plight of
the substitute teacher deduced that substitute teachers were
a professional contradiction. The study found that although
substitute teachers considered themselves professional, they
felt isolated; they felt that they were treated as “temporary
help, fill-ins or ignored altogether™. Many substitutes felt
that other teachers considered them less capable, unable to
get a regular position, or as having an easy job with less
responsibility. Typical is the reaction of one substitute
cited in the Shreeve study who felt that administrators just
wanted someone in the classroom, but did not care who.

Many substitute teachers said that they are considered
no more than babysitters (Ciifton & Rambaran, 1987; Drury,
1988; Parsons & Dillon, 1980; Shreeve et al., 1983). Yet
because of their training and often their experience in the
classroom Shreeve et al. found that because substitute
teachers consider themselves professional they feel that they
should have the same professional status as regular teachers.

Eventually the research and writing on substitute
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teaching turned to issues regarding professional matters and
professional development for substitute teachers. Mastrian et
al. (1984), developed questionnaires to help principals
evaluate the effectiveness of their substitute teachers and
to help contribute to setting up of programs for effective
substitute teaching in the United States.

Canadian researchers and educators have contributed to
the literature on substitute teaching over the years. The
issues and concerns are not unlike those of substitute
teaching in the United States. Canadians Parsons & Dillon
(1981) recognized that substitute teaching needed to be a
more rewarding experience for substitutes and principals in
Canadian schools. This recognition was substantiated by the
work of Gilliss (1988), whose research found that the
professional status of substitute teachers in each Canadian
province and territory as of 1984 was low despite attempts to
improve it. She covered such subjects as : bargaining; legal
status; membership in teachers’ organizations; salary;
employee benefits; local hiring practices; and specific
concerns about professionalism and professional regard.

Gilliss®’ findings were confirmed by such researchers as
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Bigler (1991), Corrigan (1984), Fodor (1990), Malcolmson,
(1993) and Urquhart (1993) who found that professional
development needs and wages were always areas of concern for
substitutes and needed to be attended to.

Another Canadian survey, (Dendwick, 1993), concurred
with the above research. Dendwick found that substitutes
considered themselves as foreigners in a school. They were
often faced with negative attitudes and lack of support from
both administrators and teachers. Students did not respect
substitutes because they were never in the classroom long
enough to gain authority or respect. Dendwick also found that
substitutes were seldom made aware of school policies. Their
problems were often directly attributed to ‘negligent
classroom teachers’ who failed to inform the substitute of
classroom rules. Lastly, the lack of a relationship with a
teaching staff and little or no professional comradeship with
a school’s staff members left substitutes with a feeling of
exclusion and a lack of professional commitment.

Clifton & Rambaran (1987) concluded that there was
little attempt in Canada to find out why so many educators

are unhappy with substitute teaching. They also concluded
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that substitutes are marginal educators in marginal
situations and need authority to legitimize themselves.

At the same time as the above issues were being
addressed many substitute teachers were writing about their
experiences in the classroom. Demas (1985), Kryzanowski
(1982), McHugh (1992), Stewart (1991), Wilson (1985), and
Vanderlinde, (1986) shared their days in the classroom as
substitute teachers and offered suggestions for improving the
professionalism of substitute teaching.

What did substitutes and other educators have to say
about substitute teachers and substitute teaching? Clifton
and Rambaran (1987) 1interviewed substitute teachers,
superintendents, principals, and regular classroom teachers,
and found the following:

1. Regular teachers are recognized as holding official
positions and are paid on the basis of their expertise
and experience. This is not generally true of substitute
teachers;

2. As a rule, substitute teachers are not considered as
part of the regular staff and are often treated with
indifference in the staff room; .

3. From students’ perspective, the temporary position of
substitute teachers indicates a lack of authority.
Substitutes are seen as having little expertise and
little relevant experience. As a result of being given
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“busy work” for which they can only supervise,
substitutes are seen as incompetent in the eyes of the
students;

4, Teachers reinforce this student attitude by saying
that substitutes are ‘guests’ in the school or by
leaving non-teaching exercises and generally inferring
that substitutes are not part of the school setting;

S. Regular teachers do not consider substitutes as
competent professionals. They warn school administrators
about things substitutes cannot do in their classrooms
and often reteach material the substitute covered;

6. Many substitutes felt that consistent ‘checking up’
on them in the classroom by other teachers and
administrators indicated to both substitute and students
that the substitute was not capable of handling the
situation. As both substitutes and students know,
competent and expert professiondals do not have to be
supervised in front of a class; and

7. The low pay to substitute teachers indicates apparent
lack of professional expertise and authority.

The study concluded that “when the position of substitute
teacher is seen as legitimized within the school, substitute
teachers will probably have more authority in the classroom”
(Clifton & Rambaran, 1987, p.325-326).

Numerous other surveys were undertaken to gather
information on the professional concerns of substitute

teachers. One of the most comprehensive was a survey
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completed by Bontempo and Deay in 1986. One hundred seventy-
five substitute teachers in West Virginia identified eight
categories of professional needs of substitute teachers:
discipline; classroom plans; classroom procedures; knowledge
of programs; learner differences; organizing/managing
learning experiences; professional role; and school rules and
regulations.

A British study (Trotter & Wragg, 199@) found that
isolation, aloneness, and the feeling that as a substitute
one is not part of the teaching community was a major concern
to substitutes. Not being welcomed into the school or told
anything about school or classroom policy was also cited as a
major concern. The researchers also found that substitutes
felt demeaned by teachers who asked them how they were able
to do such work as substitute teaching and that they as
regular teachers would never consider such a job. Substitutes
often pointed out that work left for them was not
appropriate. Pay was also mentioned; in the matter of wage
negotiations substitutes were treated as less than
professional. Finally, professional development needs were

mentioned. Substitutes claimed that exclusion from inservice
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inhibited substitutes’ professional development and that
gaining a permanent position was jeopardized by not being
kept up to date in curriculum matters.

In an informal survey of my own - ‘The Substitute
Teacher’s Voice’ completed at The University of Lethbridge in
June 1993 as part of Education 5500, I surveyed twelve
substitute teachers and found that issues of professional
status were uppermost in their minds. Nine thought that being
treated as a ‘real’ teacher and accepted by staff and
students as such would enhance their professional status.
Three of those surveyed mentioned that they wished that the
Alberta Teachers’ Association would help substitutes with
their concerns about pay scales and working conditions. Seven
substitutes also 1indicated that they could offer good
teaching to their classes but were often thwarted by lack of
help and preparation from classroom teachers and principals.
Finally, four said that they would like to be on a salary
grid thereby giving them pay for their years of training and
experience.

The literature then, has identified professional status

as the main 1issue surrounding substitute teaching.
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Substitutes were concerned with two areas of their
professional status. These were professional regard and

working conditions.

Recommendations to Solve the Issues and Concerns
By the mid 1980s in the United States, articles and

research began to deal with ways in which principals and
school districts could help substitutes with professional
concerns (Bontempo & Ardeth 1986; Chu & Bergsma, 1987;
Recker, 1985;). From her study of 422 educators in Alabama,
Burdette (1987) found that superintendents, principals and
teachers in that state did not support the traditional view
of substitute teachers as babysitters. Consequently, a
majority of respondents favored an increase in pay scales and
the school systems’ assistance for the ranks of substitutes.
Rose, Beattie, and White (1987), Soares (1988), and Tracy
(1988), reported that substitute teachers and schools were
being encouraged to push for the professional concerns of
substitutes. Such things as concerns about low wages and
isolated working conditions, continued to plague substitute

teachers (Koenig, 1988; Sconzo and Conner, 1987). These two



issues were still considered top priority.

As a result of these issues being brought to the
forefront in the late 1980s in the United States, many school
districts eventually tackled the professional concerns of
substitute teachers. Given their leadership role, Burdette
(1987) recommended that principals be responsible for leading
the way to improved professionalism of substitute teachers.
Burdette suggested that principals introduce the substitute
to the staff on the first visit to the school and supervise
the substitute for the purpose of evaluation and improving
effectiveness. She also suggested that principals require
teachers to leave lesson plans, create a supportive
environment for students, staff and substitutes, and assign a
‘buddy’ to substitutes for assistance and information.
Finally she proposed that substitute teachers should be
recognized for effectively performing their duties and be
encouraged to form their own professional organization.

Subsequently, principals were bombarded with
recommendations and ideas on how to implement programs
concerned with substitute teachers’ professional needs (Ban,

199@; Brace, 1999:; Frosch, 1989; Johnson, 1989; Kaufman &
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Hunter, 1991; Tracy, 1988). Augustine (1987) and Sconzo &
Conner (1987) recommended workshops and inservice for
substitutes focusing on classroom management and curriculum,
handbooks containing school and classroom policies and
procedures, and salary improvements. Professional substitute
teacher institutes were recommended (Kaufman & Hunter, 1991)
and many school districts felt obligated to support
substitute teacher professionalism and make substitute
teachers an integral part of the education process.
Researchers (Augustine, 1987; Mastrian et al., 1984; Soares,
1988; Petersen, 1991) surveyed principals and school
districts and put together comprehensive outlines of the many
programs school districts and schools in the United States
were busy developing. Purveys & Harvey (1983) identified the
roles and responsibilities of school districts by outlining
the components of an effective substitute teaching program.
Rosborough, Sherbine, and Miller (1993) wrote about key
elements for the professional development of substitute
teachers. Gaffney (1989) described a program designed to
enhance the communication between classroom teachers and

substitute teachers. Jackson (1989) referred to a successful



25

inservice and orientation program for substitutes in the
state of Georgia.

In Canada, as a result of earlier research, the British
Columbia Teachers’ Federation (Campbell, McErvel, and Palmer,
1994) has published an up-to-date resource manual for
substitute teachers. The manual contains information on
professional development, collective agreements, and
evaluation of substitute teachers. All these programs,
studies and reports have been designed to enhance the
professionalism of substitute teaching and the life styles of
substitute teachers within school systems.

Articles have been written advising superintendents on
how to promote substitute teacher professionalism among their
principals and teachers (Candoli, Cullen, and Stufflebeam,
1994) and on how to treat substitute teachers equally
regarding matters of professional regard and wages (Burdette,
1981).

As pointed out numerous articles have been written with
recoomendations for principals and teachers. On the other
hand, too often the role of the substitute teacher has not

been understood by substitute teachers themselves (Burdette,
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1987). Burdette concludes that substitute teachers must
become aware of the need for their own professional
development and develop an understanding of their
professional role.

The literature revealed little research to determine
whether these recommendations and suggestions to
superintendents, principals, teachers, and substitute

teachers have been carried out.

Substitute Teacher Profile

Not surprisingly, the literature has provided us with a
profile of the substitute teacher. Surveys show that nearly
ninety percent of substitute teachers are women (Malcolmson,
1993; Trotter & Wragg 1999). These women have family
responsibilities and are not likely to be pushing for
professional concerns (Malcolmson, 1993). Most of them have a
professional background, are in their thirties and forties,
and had left their regular teaching occupations to become a
mother (Trotter & Wragg, 199@). When their children were of
school age they took on substitute teaching to help with the

family finances, to get intellectual stimulation, and to get



back into the job market.

In a 1994 survey, the Alberta Teachers’ Association
[ATA] found that only one third of substitute teachers in
Alberta wished to have access to benefit packages. The same
survey found that only 18 percent of substitute teachers
reported being active in their ATA local. These results
confirm that substitute teachers as a profession have little
interest in pursuing benefits and professional development
(Burdette, 1987; Leggatt, 1970).

Another influence on the profile is the lack of teaching
positions available to newly graduated teachers. Many of
these are men who have now joined the ranks of substitute
teachers. My own observations suggest that male substitute
teachers were not only disenchanted with career prospects and
working conditions but were also upset at the lack of
professionalism and authority that substitute teaching
brought them. Like many of the female substitute teachers I
surveyed, the men were also upset with not being able to
obtain permanent jobs. As a result the profile of substitute

teachers may be changing.



Summary

The issues of professional regard and working conditions
including wages are the main professional status concerns of
substitute teachers. The literature has focused on the
professional status concerns of substitutes 1in that
substitute teachers know that they have professional
qualifications as teachers and feel that they are
professionals but also feel that they are not treated as such
in the workplace.

Conditions such as isolation within the schools, lack of
professional development, lack of help in the task of
teaching, lack of authority, and low wages are the issues
recognized and confirmed by school districts, administrators,
and educators. Lists of suggestions and recommendations such
as professional development in the areas of classroom
management and curriculum, welcoming substitutes to the
school, handbooks, orientation sessions, and better wages and
benefits have been given to superintendents, principals, and
teachers. As a result, programs for substitute teachers have
been set up by some school districts and resource manuals

have been produced.
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My own observations suggest that substitute teachers
are changing from women who were interested in working a few
days a month and not pursuing a full time teaching career to
newly graduated teachers unable to get teaching positions.
These new teachers are committed to understanding their
professional needs and want to be involved in their own
professional development. Still, the role of substitute
teacher is vague and studies show that substitute teachers
need to become aware of their professional responsibilities.

The literature to this point appears to lack a
theoretical framework that would help educators understand
how to improve the professional status of substitutes.
Perhaps by placing the issues and concerns of substitute
teachers within the framework of the sociology of
professionalism we can clarify their professional status and
determine what educators in Southern Alberta need to do to
bring equality to substitute teachers within the teaching

profession.



Chapter 3
Conceptual Framework
Introduction
What constitutes professionalism? Are substitute
teachers professionals? What do substitute teachers mean when
they talk about professional status? How does the story of

substitute teaching fit within professionalism?

Current Sociglogical Concepts of Professionalism and their

Application to the Substitute Teacher

Although the study of professionalism began with the
work of Carr-Saunders in 1933, it was not until the late
196@°’s that research on professionalism and occupations
became a topic of sociological significance (Lockhart, 1991)
in that the sociology of work concerned itself with how the
working conditions of professionals differed from the working
conditions of other occupations. These differences gave
professional occupations certain ‘traits’ which were thought
to distinguish them from other occupations. Millerson (1964)
contended that these traits would entitle an occupation to

call itself a profession.
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A number of attributes, which were considered the ‘core’
elements of a profession, emerged. These traits varied, but
according to Millerson (1964), the sociological literature
most frequently mentioned six:

1. skill based on abstract knowledge

2. provision for training and education, usually

associated with a university

3. certification based on competency testing

4, formal organization

5. adherence to a code of conduct

6. altruistic service
This became the trait model of professionalism and until
recently many occupations, including teaching, were content
to define themselves according to this model. Indeed, in a
recent paper (Kruse & Louis, 1993) discussing the
professional role of school teaching in the community, the
concept of teacher professionalism was predominately based
on the trait theory. As for defining professionalisnm,
sociologist Terence Johnson claimed that because these traits
refer to the original three occupations of medicine, law, and

theology, professionalism has, over the years, come to mean
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“a prestige occupation defined by means of a checklist of
professional attributes” (Johnson, 1972, p. 155-156).

Whether teachers were considered professionals and
teaching a profession was another matter. According to
Leggatt writing in Professions and Professionalism (Jackson,
1970), teaching was often labelled a semi-profession because
of the high number of women members and because of the
bureaucratic control to which teachers were subjected.
Teachers lose their professional autonomy because they are
under bureaucratic control; their wages and working
conditions are at the discretion of the school districts
which hire them and as educators, they are constantly under
public scrutiny. Government funding policies for education
determine the budget allotted for teaching. Teachers have no
say in the numbers in their classrooms because government
budgets make small classes impossible. As a profession,
teachers have little or no say in their fee for service. Yet
some sociologists, Leggatt being one of them, did not agree
with the term semi-profession. Leggatt maintained that the
term semi-professional “seems unlikely to become a stable

category” and that “it would be foolish to deny teachers the
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title of professional which is enshrined in popular usage and
census classification” (Leggatt, 1970, p. 160). Most
recently, Freidson affirmed the professionalism of teachers
for “they are concerned with the development and practice of
their spectalized body of knowledge and skill and committed
to the goals and purpose of their craft” (Freidson, 1994,
p.178).

Teachers were deemed to be professionals (Leggatt,
1970). Recently, teachers have been researching their own
professional responsibilities (Kruse & Louis, 1993). Krause
and Louis found that educators believe that because of a
teacher’s relationship with student clients, teachers are
professionals. Substitute teachers, because of their
training, experience and possession of the same occupational
traits as teachers, should be seen to be professional as
well.

Authority means being “legitimized within the school”
(Clifton & Rambaran, 1987, p. 326). Thus, substitutes should
be seen as credible teachers who provide quality teaching.
Yet, substitutes say they lack authority in their work place;

that is, in the classroom and in the school. They say that
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they are not treated as professionals by other educators.
They feel that they are not an accepted part of the education
system. They say they are not given the same pay or benefits
that their professional peers receive. They have begun to
question the circumstances surrounding their working
conditions and acceptance by their peers and have attempted
to make their professional concerns known (Parson & Dillon,
1980).

What is professionalism? Eliot Freidson, in his latest
work Professionalism Reborn, offered a definition of
professionalism as “a method of organizing the performance of
work” (Freidson, 1994, p.170) whereby members of a
specialized occupation, in determining the content of the
work they do, control their work. Freidson also pointed out
that the status of a particular profession, although relative
to that of other occupations, cannot be dominated by other
occupations in a structural work setting. In other words,
professional status arises from the professional power of a
particular occupation in its work place. He suggests that
possible conflict of power can arise among some members of a

profession. This conflict is caused by competition among
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various members of the profession. The conflict, he says, is
often one of professional status and can be alleviated by
making clear rules as to the roles of member workers and by
eliminating economic conflict through basic income grids.
Based on the substitute teacher’s concern about lack of
authority in the work place, lack of professional regard or
prestige among professional colleagues, and lack of economic
privileges such as equal pay and paid professional
development days, it is no wonder substitutes feel they lack
professional status. Substitute teachers, as professionals,
are in conflict with other member teachers in their workplace
as the findings of Clifton and Rambaran (1987) would suggest.
For substitute teachers, the conflict shows up as one of
professional status. Of importance are two issues: the
special circumstances of the substitute teacher’s job which
contribute to the issue of professional status; and the
definition of the professional role of the substitute
teacher. Accordingly, Freidson (1994) claims that people are
capable of controlling themselves by a cooperative,
collective means and those who perform work in certain

circumstances are in the best position to see that it is
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understood and gets done well. This professional model
applies to substitute teachers seeking to gain professional
recognition from those educators with which they share an
occupation.

As a result of studies on substitute teachers and
articles written by substitutes and other educators on the
issue of substitute teaching, educators in the early 1980s
began to campaign for improvement in both professional regard
and equal wages for substitutes. The need to clarify and
define the professional role of substitute teachers was also
encouraged (Rawson, 1981). As we have seen, the literature
revealed that superintendents, principals, and teachers had
little or no difficulty 1in making or accepting
recommendations and suggestions for improving the
professional regard of substitute teachers or allowing them
more -authority in the schools. The literature is scant
regarding the matter of principals and teachers opting to
allow substitute teachers equal wages or paid professional
development days. There is no literature on the professional

role of substitute teachers.
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The Sociology of Professionalism as it Relates to the Review

Literature on Substitute Teaching

Conflict between occupations over power in the workplace
translates into which occupations have authority. This
conflict then becomes a matter of professional status
(Freidson, 1994). What 1light might the theories on
professionalism shed on the issues brought forth from the
literature on substitute teaching? By examining the following
concepts, we can acknowledge that the different theories
within the sociology of professionalism tend themselves to
the professional status issues concerning substitute
teachers. The concepts are:

-trait theory (Millerson, 1964)

-professional status: professional regard and authority

in the profession (Freidson,1994)

-professional status: equal wages, benefits, paid

professional development (Freidson,1994)

-professionalism defined (Freidson, 1994)

Firstly, trait theory 1is still considered by
teachers as a measure of their professionalism (Kruse &

Louis, 1993). By virtue of their skills, training, conduct
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code, and the fact that they enjoy substitute teaching,
substitutes claim professional status. In Alberta substitutes
are certificated teachers. They have the qualifications to
teach and to be in a position of credibility in the
classroom. This research will attempt to determine if
substitute teachers are regarded as having equal professional
status with other educators because of their professional
traits. If the results show that substitutes are not seen as
professionals in the workplace, the study may determine why
this is so.

Secondly, Eliot Freidson (1994) points out that
professional status gives a profession power 1in the
workplace. He postulates that the question of status between
those with power and those without power within a profession
is caused by a belief by some of the members of that
profession that authority means status. The literature on
substitute teaching reveals that substitute teachers have
little authority in schools (Clifton & Rambaran, 1987;
Dendwick, 1993; Parsons & Dillon, 1981; and Trotter & Wragg,
1990) because they are not seen as credible in the eyes of

students, and teachers seldom allow them to teach lessons.
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Instead, substitutes are instructed to give students busy
work. Sometimes substitutes feel that they are considered as
fill-ins and ignored altogether. All this denial of authority
- that is not to be seen as credible teachers who are members
of the teaching profession and who offer quality teaching
(Clifton & Rambaran, 1987) - in the work place leads to a
lack of self-esteem. This 1is compounded by the isolation
substitute teachers feel in schools. Furthermore, Freidson
(1994) suggests, there can be conflict among occupations as
to what constitutes professional status. This suggests that
there can be conflict among members of an occupation as to
what constitutes professional status for its various members.
It may be that the professionalism and professional status of
one group (substitute teachers) within in a profession
(teaching) can be affected by the dominant group (classroom
teachers) within that same profession. The task of this
research is to determine if substitute teachers are regarded
by other educators as professional equals. The results will
determine whether competition with substitutes causes
conflicting feelings among principals and teachers (the

dominant group) toward the issue of equal professional
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status. The discussion of results will examine if principals
qnd teachers are aware that substitutes want more authority
and more acceptance in the school. If the results determine
that principals and teachers are not aware of substitutes’
concerns over authority, then the role of the substitute
teacher needs to be clarified.

Thirdly, Freidson (1994) suggests eliminating economic
competition between professionals within the same occupation.
The question of obtaining professional autonomy and equality
with other teachers, in the matters of wages and benefits and
professional development, is an issue of great concern among
substitute teachers (Koelling, 1983; Mastrian et al., 1984).
School districts in Alberta do not have salary grids for
substitute teachers. Instead, a daily salary is negotiated
with the board. Benefits are not included in these
negotiations. In Southern Alberta, budget restraints and
district policy do not allow for professional development
funding for substitute teachers. Again we can speculate that
the professionalism and professional status of one group
(substitute teachers) within in a profession (teaching) can

be affected by the dominant group (classroom teachers) within
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that same profession. The purpose of this study is to
determine if principals and teachers agree with equal wages,
benefits, and paid professional development days for
substitute teachers. Perhaps the results will find that
substitutes’ need for parity and paid professional
development are tied to the budgets of educators who dominate
the profession. As well, the results may show that principals
and teachers may see substitutes as competition for educattion
funds.

Fourthly, Freidson (1994) defines professionalism as a
way of organizing work performance in order that members of
an occupation can control the work they do. Substitutes began
to make their professional issues and concerns known by
determining what job they did as substitutes and what
principals and teachers could do to help them in the
classroom (Bontempo & Deay, 1986; Heckman, 1981; Recker,
1985, and Shreeve et al., 1983). Furthermore, Freidson (1994)
claims that when workers understand and control their own
work they will not be alienated from it. The literature
indicated that substitutes functioned the same way as

teachers but felt that teachers and students ltooked upon them
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as incompetent and lacking authority (Clifton & Rambaran,
1987). The literature also indicated that substitutes do not
have the same privileges a contract gives to regular teachers
and therefore cannot control what they do (Koelling, 1983;
Parson & Dillon, 1980; Shreeve et al., 1983; and Trotter &
Wragg, 1999). The purpose of this research is to investigate
whether substitute teachers in Southern Alberta take the
responsibility for understanding what their work is as
professionals. The research may find that substitutes in
Southern Alberta have so little control over their work that
they are alienated from it. The study will investigate
whether substitutes are responsible for their own
professionalism and if they have the power which leads to
professional status.

Believing that they are trained professionals but not
treated as such, substitutes began to question the
circumstances surrounding their working conditions (Parson &
Dillon, 198@). The literature on substitute teaching shows
that substitute teachers feel that they have the professional
traits but are not treated as professionals (Gilliss, 1988;

Parson & Dillon, 1981; and Shreeve et al. 1983). Substitutes
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have no authority in the schools; their wages are low and
their benefits non-existent (Clifton & Rambaran, 1987). They
have little collegiality with their peers and often feel
isolated from a schools’ staff (Bontempo & Deay 1986;
Dendwick 1993; and Trotter & Wragg 1990). For substitute
teachers, the nature of their job is difficult, yet there
seems to be no indication in the literature whether
substitutes tried to 1improve their plight through
representation by, or membership 1in a professional
association. Since substitutes have questioned their job
circumstances it may be that these job circumstances are
different. This study will investigate whether the
circunstances of substitute teachers’ jobs are different from
regular teachers’ jobs and discuss what constitutes a
professional substitute teacher. Perhaps these different
circumstances may signal to substitutes that they are
responsible for turning substitute teaching into an
occupation with the professional status they so desire so
that they can be treated as professional people. The task may
be that substitutes need to sit down with principals and

teachers and talk about substitute concerns. Substitutes need
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to assure teachers that they are not competing with teachers
for their jobs and their money. Teachers and principals need
to assure substitutes that they will be g@ven some authority
in the classroom and in the school and that students and

staff know this.

Summary

The study will examine the professional status of
substitute teachers in the two areas determined by the
literature on substitute teaching: equality of professional
regard; and equality in matters of wages, benefits, and
professional development. Questions and contradictions
arising from the results will be analysed in the context of
the current theories of professionalism. Hopefully, the
sociology of professionalism will 1lead us to the
understanding of the professional status of substitute
teachers so that educators can discuss how to improve the job

of substitute teaching.



Chapter 4

Research Methodology

Introduction

The literature on substitute teaching identified several
critical factors and concepts regarding professional status
issues facing substitute teachers today. Suggestions and
recommendations to improve these concerns have been numerous.
The literature on the sociology of professionalism suggested
concepts which may help to understand the professional status
of substitute teachers. The two questions for research are:
Are substitute teachers 1in Southern Alberta regarded by
superintendents, principals, and teachers as professional
equals? and Do substitute teachers in Southern Alberta enjoy
professional equality with superintendents, principals, and
teachers apropos wages, benefits, and paid professional

development opportunities?

Factors and Concepts from the Literature which Influence the
Make-up of the Survey Questions

Substitutes believe that they are professional but feel

that they are not treated as professionals in the work place.



The two major areas of concern for substitutes are:

- Professional regard for substitute teachers which
covers issues such as: isolation from school staff; lack of
help from schools to allow for credible teaching in the eyes
of students; lack of authority in the classroom and the
school; and professional status in the eyes of their peers.

- Economic conditions which cover issues such as: low
wages; few benefits; and the lack of opportunity for paid
professional development opportunities.

Other areas of concern indicated by the literature, are
the lack of a definition of the role of the substitute
teacher as a professional and the lack of responsibility
substitute teachers take with regard to their own
professionalism.

Current concepts of professionalism as they apply to
substitute teachers are:

- Substitute teachers have the same professional traits
as regular classroom teachers. Substitutes should be seen as
professional and be made to feel as professional.

- The circumstances in which substitute teachers teach

are different from those of regular classroom teachers. These
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differences may be the reason why substitutes feel both
isolated and unsanctioned in the workplace. These differences
may also allow for the conflict caused by competition between
substitutes and other educators in matters of economic
policies and professional status.

- Substitute teachers, as are regular teachers, are
controlled by the objectives and technical procedures which
are determined by administrative budgets and policy
decisions. Budget cuts are not conducive to other educators
sharing the funds with substitute teachers and as a result
substitutes have little or no autonomy.

The purpose of the research is not to determine if
substitute teachers are a professional body within the
teaching profession nor to see if they are considered
professional or semi-professional by professions other than
teaching. The purpose is to determine if substitute teachers
enjoy the same professional status as the educators they work
with. In reality do substitute teachers have professional
equality with their peers in the professional status matters

which have been identified.



onstruction the Survey Instrumen

The reality of the professional status of the substitute
teacher in Southern Alberta pertinent to the construct of the
literature on substitute teaching and the sociology of
professionalism may be clarified and defined through a survey
of superintendents, principals, teachers, and substitute
teachers. This chapter discusses the procedures used to
conduct the study, including a description of the survey
instrument, the selection of the sample population, the
administration of the instrument, and the treatment of the
data.

In order to glean from superintendents, principals,
teachers, and substitute teachers the actual professional
status of substitute teachers and to make comparisons among
the four groups, I constructed a survey instrument. A survey
can cover many topics. My questions are straightforward and I
wanted to survey a fairly large, heterogeneous sample.
Surveys can generate a substantial amount of data quickly and
inexpensively. It was to my advantage to use this method of
data gathering.

I used a five point frequency scale: never; seldom;
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sometimes; often; and always; as well as simple ‘yes-no’
items. A frequency scale is better than a Likert scale here
because it measures what is really happening with substitutes
regarding professionalism instead of what educators feel
should happen. The literature has already pointed out what
should be done regarding the professional status of
substitutes.

However, the Likert scale is used to measure five items
on the surveys to principals and teachers (see Appendixes B
and () Two of these items (#23 and #25 on the Principal
Survey; #21 and #23 on the Teacher Survey) have to do with
recoomendations that have not been implemented by the school
district surveyed. This fact is verified by asking the
superintendents to answer ‘yes’ or ‘no’ to these items (see
Appendix A). The purpose of the items is to measure what
principals and teachers in Southern Alberta think should be
policy. These items are based on the recommendations from the
literature and deal with substitute salary and professional
development days. The other three items on the Likert scale
ask about substitute benefit packages, school-based

substitutes and whether substitute teachers enjoy



professional status with their peers.

Superintendents are also asked if substitute teachers
are more effective if based in one particular school, and if
they believe that substitute teachers have the same
professional status as their peers. These two items are on a
frequency scale. Rather than finding out what superintendents
feel about substitute placement 1in one school and
professional status, I wanted to find out what their
experiences have been regarding substitute placement and
professional status or if indeed, as senior administrators,
they have even considered these matters.

Appropriately, the survey instrument was divided into
two sections. These sections are (a) the survey of the four
groups of educators - superintendents, principals, teachers,
and substitute teachers - on the professional status of
substitute teachers in Southern Alberta; and (b) demographic
information about each of the respondents. Space was provided
for additional comments. Each group had its own survey;
therefore, there are four separate but parallel surveys.

Section A consisted of seven items to be answered by

each group. The remainder of the items in section A were
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geared toward the particular educator surveyed.

The items for the survey have been based on the concepts
identified in the literature on substitute teaching and on
professionalism.

1. Substitutes believe that they are professional in
that they have the same professional traits as teachers
believe themselves to have. However, the different
circumstances under which substitutes teach may be the reason
why substitutes feel that: they are not credible in the eyes
of students; they have little authority to provide good
teaching in the class room; they are isolated within the
school; and they 1lack credibility with students. The

questions for the survey are:

For all recipients
- substitute teachers are no better than babysitters;
- substitute teachers provide quality teaching in the
classroom;
- substitute teachers enjoy collegiality with their
districts’ teaching staff; and

- substitute teachers’ names and phone numbers are



included in their districts’ ATA roster.

For superintendents

I do not hire substitute teachers who are able to

1

substitute teach only one or two days a week;

- I give substitute teachers priority for full time
teaching positions when they become available;

- I include substitute teachers in any professional
recognition sponsored by the school district; eg. 5-
year; 10-year; service awards;

- T require substitute teachers to attend an orientation
session for substitutes when first accepted by the
school system;

- I provide substitute teachers with a handbook which
contains the system’s educational philosophy; local
programs; and school policies;

- I have passed on to principals the Monographs and
substitute teacher kits sent to me by the ATA;

- Substitutes teachers based in a school are more
effective than substitutes called form a substitute

list every day;
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~ Substitute teachers based in a school would be more
effective than substitutes called from the substitute
list; and

- Substitute teachers have the same professional status

as regular classroom teachers.

For principals:

- I indicate to students that a substitute teacher is
another teacher hired to replace the regular classroom
teacher;

- In my school opening remarks to parents I mention
what is expected behavior from their children when a
substitute teacher is in the classroom;

- I give substitute teachers priority for full time
teaching positions when they become available;

- I provide substitutes with school policy handbooks
which might include information on: facilities;
schedules; and special procedures required by my
individual school;

- I see to it that teachers leave lessons plans,

classroom routines, and seating charts for the



substitute teacher;

I see to it that teachers leave discipline

procedures for the substitute teacher, for example:

a student gets a demerit point for misbehavior;

I have evaluated substitute teachers for professional
certification;

I give substitute teachers other teachers’ supervision
duties;

I personally take time to welcome a substitute teacher
into the school;

I designate a specific person responsible for
substitute teachers at my school;

I take an active interest in the issues and

concerns of substitute teachers;

I see to it that my school’s office staff are
available to help g substitute teacher during the day;
I see to it that substitute teachers get the same
respect as regular classroom teachers from my school’s
support staf¥f;

I invite substitute teachers to my schools’ staff

meetings; and



- I discuss educational issues with substitute
teachers when they are at my school; and

- Substitute teachers based in a school would be more
effective than substitutes called from the substitute
list; and

- Substitute teachers have the same professional status

as regular classroom teachers.

For teachers:

I indicate to students that a substitute teacher is

]

another tegcher hired to replace the regular teacher
in the classroom;

I indicate to my students what is acceptable

behavior when a substitute is in the classroom in any
directions I give my students at the beginning of the
year;

I leave meaningful lesson plans which will enable

substitute teachers to teach;

I leave substitute teachers a seating chart of my
classes;

I leave substitute teachers an explanation of my



classroom discipline procedures;

I have made use of the ATA materials available to
help me make a substitute teacher’s day in my
classroom rewarding and productive;

I expect substitute teachers to have the discretion to
use their own professional knowledge and expertise in
executing my lesson plans;

I introduce myself to substitute teachers who are at
my school;

I invite substitute teachers to the staffroom;

I offer to show substitute teachers where things are
in the staffroom;

I offer to help substitute teachers during the day;

I take an active interest in the issues and concerns
of substitute teachers;

I discuss education issues with substitute teachers
who are at my school; and

I would engage in professional development activities
to better prepare myself for having a substitute
teacher in my school and in my classroom;

Substitute teachers based in a school would be more
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effective than substitutes called from the substitute
list; and
Substitute teachers have the same professional status

as regular classroom teachers.

For substitutes:

Teachers indicate to students that a substitute
teacher is another teacher hired to replace the
regular classroom teacher;

Teachers indicate to their students what is acceptable
behavior when a substitute is in the classroom in any
directions they give their students at the beginning
of the year;

Schools provide sufficient guidelines to students

on what is appropriate behavior for when a substitute
1s in the classroom;

Teachers provide me with seating charts

Teachers provide me with meaningful lesson plans which
allow me to teach effectively;

Teachers provide me with enough classroom

information;
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- Schools’ office staff are available to help me during
the day;

- Principals welcome me to their school;

- Principals invite me to their schools’ staff meetings;

- Principals discuss education issues with me;

- Teachers introduce themselves to me;

- Teachers invite me to the staffroom;

- When I am at a school for the first time I go to the
staffroom;

- Teachers show me where things are in the staffroom;and

- Teachers discuss education issues with me.

2. To repeat, substitutes believe that they are
professional in that they have the same traits of
professionalism as teachers believe themselves to have. Yet
such issues as low pay, few benefits, and lack of opportunity
for professional development may show that substitutes do not
receive their professional due because they would be using
funds allotted to other educators. To see if substitutes are
in economic competition with their peers the following items

were asked all recipients:
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- substitute teachers have access to inservice programs
on classroom management; and
- substitute teachers have access to inservice programs

on current and new curricula;

For superintendents
- In your district substitute teachers are paid
according to their years of training and expertise
rather than on a fixed amount per day; and
- In your district substitute teachers are allowed paid

professional development days.

For principals and teachers

- Substitute teachers should be paid according to their
years of training and experience experience rather
than on a fixed amount per day;

- Substitute teachers should have access to the same
benefit and retirement packages as teachers under
contract; and

- Substitute teachers should be allowed paid
professional development days.
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3. There is a need for substitute teachers to understand
their own professional role. They must become responsible for
their own professional status. To see if substitutes in
Southern Alberta are aware of their professional
responsibilities I constructed the following ‘yes - no’
response items for substitute teachers:

- I know who my substitute teacher representative is on

my local ATA;

- I have attended the substitute teachers convention;

- I have made use of the ATA substitute teachers’
materials available to help me with my professional
development; and

- As a substitute teacher I understand my

professional role as an educator.

Section B consists of questions which provide data
regarding age, gender, number of years as an educator,
population of the area in which the participant works, school
level at which the participant works, and whether the
participant has substitute been a substitute teacher.

To carry out this research I followed all the steps
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required by the Faculty of Education Human Subject Research
Committee. Also, confidentiality for participant educators
was assured in writing. Consent to administer the survey was
obtained in writing from the superintendents of school
districts in Southern Alberta. The study was subsequently
approved by the Human Subjects Research Committee.

To make sure that the intent of each survey item would
be understood by those doing the questionnaire, I gave the
survey to a selected group of my colleagues in the Master of
Education program - two principals, two teachers, and two
substitute teachers. The input of my colleagues along with
that of my committee regarding each survey item, has assured

that the items on the questionnaire had face validity.

Selection of the Sample Population
Support for this study was obtained from the

superintendents of Southern Alberta. Native schools were
included because of their extensive use of substitutes.
Colony Schools, private Christian Schools, and Charter
Schools were not included in the survey because of their

restricted and limited use of substitute teachers.
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Surveys and permission slips were sent to the 12
superintendents 1in Zone 6 of Southern Alberta.
Superintendents were asked to fill out the survey and return
it, along with their approval to conduct the research in
their school district, to the Faculty of Education at The
University of Lethbridge. They were also asked for the roster
of substitute teachers for their district. The list of
principals and teachers was obtained from the Field

Experiences office at The University of Lethbridge.

Administration of the Instrument

The names of the prospective participants were selected
using a random table. Surveys were sent to: 8
superintendents; 135 principals; 145 teachers and; 145
substitute teachers. Data collection began in March 1996.
Confidentiality was guaranteed to all districts and persons
participating. Two weeks after the initial deadline, reminder
card was mailed out to all participants. After the analysis
was completed the questionnaires were destroyed to preserve

confidentiality.



1. fhe study was limited to Southern Alberta. This area
may not have been representative of the province in general,
nor other areas of Canada or other countries.

2. The survey was limited to those schools and school
districts 1in Southern Alberta which use substitutes
extensively. Colony schools, private Christian Schools, and
Charter Schools were not surveyed because of their restricted
and limited use of substitute teachers.

3. Approximately sixty of the 433 surveys ( 20 each of
principal, teacher, and substitute surveys) were sent with
the ‘always’ choice preceding the ‘often’ choice in section A
before the error was discovered. Many recipients of the
survey phoned to clear up this discrepancy. Other recipients
who did not phone noted the discrepancy on their returned
survey and indicated their choices of often or always where
needed. I am satisfied that the mix-up in the two choices did
not alter or skew the data results.

4. A number of respondents did not answer specific items
(4, S5, and 6) or demographic questions (gender and age) on

the survey. These and any other items left unanswered were
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treated as no response and included as a category ‘no
response’ in the results section of the study.

5. Since the study looked at the professionalism of
substitutes as seen by other educators, students were not
included in the survey.

6. The results are limited due to the low survey return

rate by substitute teachers and teachers.

Return Rates

Twelve districts in Zone 6 of Southern Alberta were
eligible to participate in the study. Nine districts gave
permission. Eight of the nine surveys sent to superintendents
were returned. Of the 135 surveys sent to principals, 101
were returned. Of the 145 surveys sent to teachers, 75 were
returned. Of the 145 surveys sent to substitute teachers, 75
were returned. Seventy-five percent of principals and 52
percent each of teachers and substitute teachers returned the
questionnaire. Mail-out questionnaires commonly result in
response rates in the 10 to 40 percent range and low rates
may not be a problem if the nature of the volunteer bias can

be adequately assessed (Palys, 1992).
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The return rate at 75 percent on the principal surveys
was excellent. The return rates on the teacher and substitute
teacher surveys at 52 percent were lower. To determine the
nature of the volunteer bias of teachers I phoned 8 teachers
whose names were chosen to receive the survey. Of those 8
teachers, 3 indicated that they had returned the survey only
because they knew me, otherwise they did not care for
questionnaires and probably would not have filled this one
out. Two teachers said they were interested in the survey
because they had once been substitute teachers themselves.
One person did not return the survey because he “never looks
at those things” and one person was all for helping
substitute teachers even though he had not been a substitute
teacher. One teacher could not remember filling out the
survey and was so busy that it probably was never done and
returned. The fact that some of the recipients of the survey,
who live and work in rural areas as I do, saw my name,
recognized it, and filled out the questionnaire does not
influence the study results. Neither does the fact that some
teacher recipients said that they had been substitutes at one

time. The bias here was not anticipated and is not due to the
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research. However teachers, it seems, are busy people and may

not have any interest in the topic of substitute teachers.
| This disinterest could be treated as a volunteer bias and may
account for the return rates among teachers.

To determine the nature of the volunteer bias of
substitutes I contacted eighteen substitute teachers who were
on the list and to whose phone numbers I had access. Eleven
indicated that they did not receive the survey. Five
indicated that they had returned the survey and one was no
longer substitute teaching so did not fill it out. One
misplaced the survey and asked for another copy.
Consequently, I phoned the school districts and the persons
in charge of contacting substitute teachers confirmed that
indeed several substitutes whose names were chosen at random
were not sent the survey because there was no current address
for them on the substitute list or the person was no longer a
substitute teacher for that district. Perhaps the return
rates of the substitute survey reflect the fact that many of
the school districts did not give me the direct mailing
addresses of their substitute teachers because it was against

district policy. Hence, I had to rely on these school
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districts to mail the surveys for me. If the people chosen at
random from the substitute list were substitute teachers no
longer and if the school districts were unable to get the
questionnaires to substitutes then this would account for the
low return rate of the substitute surveys.

However, based on Palys’ observations regarding return
rates from mail-out questionnaires, I consider 52 percent to
be a reasonable number of both teacher and substitute teacher

surveys from which to collect enough data to validate the

study.

Treatment of the Data

As surveys were returned, responses were computer
tabulated and analysed. Descriptive analysis was done where
appropriate. First, frequency of distribution of the items
were examined. Next, cross tabulation and breakdown tables
were done. The data was used for exploratory purposes.
Demographic information was obtained and tabulated. No
demographic data was analysed because this information was
gathered for future use and the results of the study

questions did not rely on these data.
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The results of the study and a discussion of the

findings follow.



Chapter 5
Findings and Discussion of the Data

Introduction

The items on each survey sent to superintendents,
principals, teachers, and substitute teachers focused on the
reality of professional equality of substitute teachers in
Southern Alberta with their classroom peers. The data were
then used to determine the professional status of substitute
teachers in two areas: professional regard; and wages,
benefits, and professional development opportunities.

Percentages of each groups’ responses to each question
were tabulated. There are six categories in the survey
instrument.
1. Professional status of substitute teachers with
emphasis on professional regard related to substitute teacher
credibility with students.
2. Professional status of substitute teachers with
emphasis on professional regard related to fhe quality of
teaching provided by substitutes.
3. Professional status of substitute teachers with

emphasis on professional regard related to collegiality
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between substitutes and school staff members.

4. Professional status of substitute teachers with emphasis
on equality of wages, benefits, and professional development.
5. Professional status of substitute teachers as perceived by
superintendents, principals and teachers.

6. Professional status of substitute teachers with
emphasis on their own professional awareness. Items relating
to how substitutes view themselves professionally are
included here.

The findings are presented using the following
abbreviations: sup (superintendents n=8); pri (principals
n=101); tea (teachers n=75); and sub (substitute teachers
n=75). Actual numbers and percentages for all responses of
each group are given. The percentages are shown in brackets.
Percentage numbers are rounded off to the nearest hundredth.
Many of the respondents’ comments are pertinent to the
analysis of the data and are incorporated into the discussion

to expand on the figures collected from the survey responses.
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Findings and Discussion
1.Professional status of substitute teachers with

hasis on pr ional regard: Items relating to substitute

teacher credibility with students.

Item 1: Substitute teachers have credibility with students.

never seldom sometimes often always ne response
sup. 0 (@) e (@ 4 (5@) 4 (5@) 8 (@
pri. 1 QO 1 (L 47 (47) 37 (37) 14 (14) 1 (1)
teq. 9 (@ 3 (4) 50 (67) 15 (29) 7 (9)
sub. e (@ 3 (4) 34 (46) 23 (31) 14 (19 1 (L

Fifty percent of superintendents think that substitutes
are often credible in the eyes of students while the other 50
percent think that credibility happens only some of the time.
Substitute teachers see themselves as being credible more
often than classroom teachers see substitutes as credible.
Sixty-seven percent of teachers feel that substitutes have
credibility with students only some of the time. Many
substitute teachers (34%) also feel that they have
credibility with students only some of the time.

In the literature, substitute teachers claim that
teachers sometimes see them as having little authority and
credibility in the classroom. As well, the literature found

that substitute teachers are outsiders faced with the
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negative attitudes both from teachers and students in the
classroom and lack of support from administrators and
teachers (Dendwick, 1993). However, a greater percentage of
principals than teachers feel that substitutes are credible
in the eyes of students. This could be because the literature
surrounding issues and concerns of substitutes and programs
to enhance the quality of substitute teaching is directed at
principals. Superintendents, principals, and teachers in
Southern Alberta may equate credibility of substitutes with
the fact that substitutes are graduates of a university
Faculty of Education program, who may have been a teacher
under contract at one time. They may not equate the idea of
substitute teacher credibility with student perception of
substitute teacher credibility. Substitutes on the other hand
may be more attuned to the idea of their own credibility in
the eyes of students. One substitute offered her perceptions
on the matter of credibility and support in the classroom:

“As a young female substitute I find that I do not
always hold the same authority as a regular teacher. I
have often run into problems that are not dealt with
when the regular teacher comes back. Perhaps it is my
fault for not insisting to principals that teachers deal
with this. As a result students learn to treat me they
way they want to because there are no ‘real
consequences’.”
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The different notions of credibility and the vague definition
of the meaning of the word to survey respondents may account
for the survey data not agreeing with the data found in the
literature.

Credibility of substitute teachers in the eyes of
students, as an issue among educators in Southern Alberta,
can be discussed in light of survey responses to items
addressing credibility. Do teachers and principals see
substitutes as credible in the eyes of students and more
importantly, do principals and teachers make sure that their

students realize that substitutes are credible teachers?

Item 8 (pri; sub): I indicate to students that a substitute teacher is
another teacher hired to replace the regular classroom teacher.

never seldom sometimes often always no response
pri. 3 (3) 2 (@) 17 (17 18 (18) 60 (60) 1 (1)
tea. 2 (3 4 (5) 7 (@ 13 (17) 49 (65)

Item 19: (sub): teachers indicate to students that a substitute teacher
is another teacher hired to replace the regular classroom teacher.

never seldom sometimes often always no response
sub. 2 (B 10 (14) 22 (3D 22 (31) 15 (21

Although 6@ percent of principals and 65 percent of

teachers indicate that they always tell students that a
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substitute is another teacher, only 21 percent of substitutes
felt that this i1s true.

The results show that principals and teachers believe
that they are doing a good job of assuring their students
that a substitute is another teacher. Thinking that they do
so may make teachers feel that students see substitutes as
credible teachers. Substitutes seem to feel that teachers do
so only some of the time. One substitute wrote,

“Some teachers do not believe that a substitute is a
real teacher”;

another offered,

“Students often question my qualifications. I am
regularly asked if I had to go to school to be a sub”;

one half-time teacher wrote,

“Students’ perceptions of substitute teachers need to
change. In most cases having a substitute is a free for
all. I teach only in the morning and often ‘sub’ in the
afternoon. Even with my regular students I find a
negative attitude when I am here as a substitute.”

When students’ attitudes towards substitutes show ignorance
of the substitutes’ qualifications, as well as an
unwillingness to learn what the substitute is there to teach,

then substitutes see this as a lack of credibility on their



part.

Substitutes need to make principals and teachers aware
of the discrepancy between substitutes and teachers regarding
student expectations of a substitute’s credibility.
Principals and teachers then need to talk to students about
the professional status of a substitute teacher and attest
that this person is hired as a teacher to be in the classroom
for a short period of time. This person must then be given
the authority and respect in the classroom and the in school,
that leads to the same credibility enjoyed by a classroom
teacher and a principal. Recent literature (Dendwick, 1993)
points out that substitutes still feel less than professional
in their workplace. Many of these feelings have to do with
what researchers found to be lack of authority and acceptance
of substitute teachers in a classroom; in other words,

substitute credibility with students.

Item 16 (pri): 1 see to it that substitute teachers get the same
respect as regular teachers from my school’s support staff.

Item 9 (sub): I get the same respect as regular teachers from the
school’s support staff.

never seldom sometimes often always no response

pri. @ (@) 2 (2) 3 (3 20 (20) 75 (75) 1 (1)
sub. a (@ 2 (3) 8 (11) 28 (38) 35 (48) 2 (3
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Fully 75 percent of principals say they always see to it
that substitutes receive the same respect as regular teachers
from the school’s support staff. Less than half of
substitutes feel that they always get this respect. Thirty-
eight percent of substitutes feel that they often are treated
with respect; some (11%) feel this is the case sometimes, and
a few (3%) say they seldom receive respect from support
staff.

Support staff, although usually available to help
substitutes could improve upon the respect and credibility
they give the substitute teacher. One substituté commented
that she generally found the staff most helpful. Three
substitutes took time to comment on unreceptive school
support staff. “We are professionals too” one substitute
pointed out; two expressed the hope that the attitude of
school office staff would change in the future. Substitute
teachers need to suggest to principals that schools should
look at how their personnel interact with substitute teachers
on a day-to-day basis. Common courtesy should always be
shown. Students see the way substitute teachers are treated

by staff and teachers in their schools and if there is no
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indication that the substitute is a person of authority than

students see substitutes as not credible.

Ttem 21 (pri) and Item 19 (tea): I take an active interest in the
issues and concerns of substitute teachers.

never seldom sometimes often always no response
pri. 2 (2) 19 (19 45 (45) 22 (22) 11 (11) 2 (2)
teqa. 6 (8 14 (19 36 (49) 14 (19 4 (5) 1 (L

Three principals and one teacher expressed that taking a
closer look at the issues and concerns of substitutes would
be most appreciated. A teacher wrote,

“T taught for eight years. We moved and I had to
substitute teach. I really appreciate what substitute
teachers have to go through. I think that they have a
much tougher job than normal classroom teachers and
need to be recognized for this.”

All principals and teachers in Southern Alberta need to
become more aware of the issues and concerns of substitute
teaching and substitute teachers. By taking an interest in
the issues surrounding substitutes, principals and teachers
show students and the public that substitutes are a credible
part of the teaching profession and should be recognized as
such. Comments by principals confirmed this need for
recognition.

“We have some work to do for our substitutes to improve
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their situation. We should make a real attempt to work more
closely with substitutes enabling them to be more credible in
the classroom”.

“Substitutes provide a valuable service yet receive
little recognition as teachers and little thanks.”

As mentioned, the literature tells us that substitutes
need to be recognized by students as credible teachers. One
of the ways that this can be done, according to the
literature, is through recognition by school districts.
Consequently, superintendents in Southern Albertac were asked:
Item 10 (sup): I include substitute teachers 1in any professional

recognition sponsored by the school district; eg. 5-year; 10-year;
service awards.

Every superintendent answered no to this question.

Because substitutes are not seen as part of the
education community, they are being left out of professional
recognition ceremonies. Including substitutes 1in any
professional recognition ceremony may enhance their
credibility in the eyes of the teachers, school staffs, and
the public who attend. Consequently, they all may show the
substitute teacher respect for the substitute’s position as
teacher and by doing so pass on to students the notion that a

substitute is someone who deserves credibility as a teacher
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and a person in authority in the school. Furthermore, as the
literatures affirms, any policy to improve the status of the
substitute teacher in the classroom should be undertaken.
Consequently, principals and teachers were asked how they
felt about substitutes based in a school. This item is
answered on a Likert scale with SD “strongly disagree” and SA

“strongly agree”,

Items 26 (pri) and 24 (sub): Substitute teachers based in a school
would be more effective than substitutes called from the substitute

list.

SD 3] N A SA ne response
pri. 2 (D 13 (13) 18 (19 48 (49) 16 (16) 4 (4
tea. 2 (3) 8 (11) 13 (18) 36 (49) 1S (20) 1 (1)

A majority of principals (49% often; 16% always) and
teachers ( 49% often, 20X always) agree that substitute
teachers based in a school would be more effective than those
called from a substitute list. When superintendents were
asked if they saw substitutes based in a school as being more
effective five superintendents believe that this would often
be the case, and three think site-based substitutes would be
effective only some of the time.

Item 14 (sup): Substitute teachers based in a school are more effective
than substitutes called from the substitute list.

never seldom sometimes often always no response
sup. 9 (@ 2 @ 3 (38 S (63) 0 (@
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Two teachers stated that substitutes based in a school
is a sound practice.

“As a teacher I am very concerned that my program
continue while I am away. It is wonderful at our school
to have substitutes in who know our school and classes.
We are fortunate to have many people who work half time
so they are available to substitute. Our students
consider substitutes real teachers because they see them
teaching in other areas.”

“Substitutes have a higher status with younger children.
There are several substitutes who are at our school
frequently and they are familiar with the school and
know the students.”

The literature indicates that students do not respect
substitutes because substitutes are never in the classroom
long enough to gain respect or authority (Dendwick, 1993).
The literature recommends any practice that would make the
substitute’s job more credible and effective. School-based
substitutes who know the school policies and the school staff
are seen to command respect and credibility from students who
are used to seeing them around the school.

The literature often refers to the concern that the
substitute teacher has traditionally been perceived as a baby
sitter by educators. To see if educators in Southern Alberta

accept this traditional view the following item was given:
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Item 2: Substitute teachers are no better than babysitters.

never seldom sometimes often always no response
sup. 1 (13) 5 (63) 1 (13) 1 (13 Q (@
pri. 29 (29 5@ (50 17 QA7) 4 (4) e @ 1 (D
tea. 23 (31) 26 (35) 22 (3@ 3 {8 0 (@ 1 (L)
sub. 15 (21) 24 (33) 30 (42) 3 (4) 9 (@) 34

The great majority of all groups surveyed do not take
the traditional view of substitute teachers as babysitters
although almost half of substitutes regarded themselves as
such. There was no significant difference among the groups’
responses. The literature prior to 1985 indicated that
substitutes felt the traditional idea of substitute as
babysitter applied. There are no research findings on whether
students see substitutes as babysitters. However, some
researchers (Burdette, 1987), have found that the idea is now
rejected by educators. Educators in Southern Alberta concur.
The results from this section of the survey show that the
babysitting notion is not as much a concern to educators as

perhaps the matter of substitute credibility with students.

In summary, all groups surveyed see substitutes as

credible in the eyes of students. This finding is contrary to



82

what the literature says and may be explained because the
notion of credibility may be different for substitutes than
for other educators. Although the term credibility of
substitute teachers was used often in the literature there
was no indication of what principals and teachers or even
students meant by the term. Superintendents, principals, and
teachers may think of substitute credibility as qualified,
experienced teachers and may not equate credibility as
teaching authority in the eyes of students. Substitutes feel
that they do not receive appropriate professional respect
from school staff and students. Teachers and principats could
help increase substitute teacher credibility by explaining to
students that a substitute is a teacher, by letting students
and other staff know that substitute teaching issues are
important, and by encouraging other school staff to show
professional respect to the substitute. Having substitute
teachers based in a school over a period of time also gives
them credibility in the eyes of students. Long service awards
for substitutes, by giving them further credibility in the
eyes of fellow teachers and the public, will likely increase

substitute credibility in the eyes of students. Finally,
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substitute teachers are no longer considered babysitters by

most educators.

2 .Professional status of substitute teachers with
emphasis on professional regard: Items relating to the
quality of teaching provided by substitutes.

Item 3: Substitute teachers provide quality teaching in the classroom.

never seldom sometimes often always no response
sup. e (@) 0 @ 5 (62) 3 (38) g (@
pri. 2 @ 2 (2) 44 (44) 37 37N 17 (17) 1O
tea. @ (@ 7 (D 35 (47) 25 (34 7 (M 1 (1)
sub. 0 (@ 2 (B 24 (333 29 (33) 18 (49) 2 (3)

Few respondents felt that substitutes do not provide
quality teaching. A higher percentage of substitutes and
principals than teachers and superintendents believe that
substitutes always provide quality teaching with 40 percent
of substitutes indicating that this is true. The majority of
superintendents and almost half of principals and teachers
and one-third of substitutes believe quality teaching occurs
some of the time.

Many principals commented that the effectiveness of the
substitute teacher depends on the individual - the same as

any classroom teacher. The fact that the responses to this
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item were similar to the responses to Item 1 on credibility
could indicate that educators see quality teaching as
something to do with substitute credibility in the eyes of
students. Perhaps teachers hear their students saying the
substitute was not credible. Perhaps because principals and
teachers see the results of substitute teaching - i.e., they
may have to reteach a lesson or they can continue where the
substitute left off - they are not as willing as substitutes
to say that substitutes always provide quality teaching. On
the other hand, substitutes may not contact teachers to find
out the results of their instruction thereby making
suostitutes more likely to respond ‘often’ or ‘always’ to the
item. The perception by some Southern Alberta educators that
quality teaching by substitutes may sometimes be lacking may
reflect the literature which says that principals and
classroom teachers are not helping substitute teachers to
provide a good teaching experience for substitutes and a good
learning experience for the students. The literature also
shows that there is no clear role expectation for substitutes
from administrators and teachers. Circumstances such as the

single day appearance of a substitute in a classroom, absence
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of lesson plans or other arrangements because of sudden
illness, and lack of a substitute’s knowledge of the
curriculum may cause teachers to feel that substitutes will
be less than capable in the classroom and therefore less
responsible. Consequently, substitute teachers, principals,
and substitufes should address issues relating to quality
teaching especially in areas where they can help each other.
Quatity teaching by substitute teachers as an issue
among educators in Southern Alberta can be discussed in light
of survey responses to questions addressing how educators may
provide substitutes with the means to allow for quality

teaching.

Item 9 (pri): In my school opening remarks to parents I mention what is
expected behavior from their children when a substitute teacher is 1in

the classroom.

never seldom sometimes often always no response
pri. 30 (31) 34 (35) 17 (17) 6 (6) 11 (11) 3 (3)

Item 9 (tea): I indicate to my students what is acceptable behavior
when a substitute is in the classroom in any direction I give my

students at the beginning of the year.

never seldom sometimes often always no response
tea. 3 (4) 4 (5) 8 (11 14 (19 45 (61D 1 (1)
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Item 20 (sub): Teachers 1indicate to students what is acceptable
behavior when a substitute is in the classroom in any direction they

give students at the beginning of the year.

never seldom sometimes often always no response
sub. 9 (0 10 (16) 22 (36) 21 (34) &8 (13) 14 (19)

Item 21 (sub): Schools provide sufficient guidelines to students on
what is appropriate behavior for when G substitute is in the classroom.

never seldom sometimes often always no response
sub. 1 Q1) 13 Q19) 23 (34 24 (35) 7 (18 7 (9

Only 11 percent of principals, say that they always talk
to parents about student behavior when a substitute is
present; Interestingly, 61 percent of teachers say that they
always talk to students about classroom behavior when a
substitute is present, yet only a small number (13%) of
substitute teachers believe that this is true. Although 35
percent of substitutes say that schools often provide
sufficient guidelines to students on appropriate classroom
behavior when a substitute 1s present, 34 percent say this
happens sometimes and 20 percent say it happens seldom or
never.

Principals, teachers, and parents are responsible for
attentive and respectful students. Attentive and respectful

students allow for quality teaching. Since regular teachers



87

say they can have discipline problems with their own students
when they substitute for another teacher, credibility of
substitutes may not always play a part in the eyes of the
students. Besides, a substitute can entertain a class and not
have any discipline problems because the students may see the
substitute in the role of entertainer and not the role of
substitute teacher. Most importantly, classroom management
and étudent behavior is one of the main issues cited by
substitutes as a major concern. This fact is substantiated by
the number of comments made by substitutes on the matter.

While many principals say they do not talk to parents
about appropriate student behavior towards substitutes a few
remarked that the reason for this 1s the fact that the topic
1s mentioned in their school handbook. A few others say “it
1S a given because substitutes are teachers”.

Substitute teachers do not feel that teachers talk to
their students about classroom behavior to the extent that
teachers say they do. Again substitute dissatisfaction with
classroom behavior is apparent in their comments. Several
remarked on what they called “unacceptable classroom

behavior” One individual stated: “It takes a mature classroom
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classroom behavior.” At least 50 percent of substitutes think
behavior guidelines provided to students by schools could be
improved.

The results indicate that there needs to be some
clarification among teachers, principals and substitutes
regarding each groups’ perception of how matters of
professional acceptance of substitutes are treated within
schools. To reiterate, it is a most important task to ensure
that students and their parents understand that a substitute
1s a teacher who is to be given authority and respect in the
classroom. The information package on substitute teaching
that the ATA has sent out to schools contains a brochure for
parents on the topic of the substitute teacher in the
classroom. How many principals, teachers, substitutes and
parents have read it? |

Behavior in the classroom when a substitute is there 1is
often a subject for discussion among educators, parents, and
students. Principals would do well to allude to the section
on substitute teachers in the school’s handbook if such a

section is there, when talking to parents and students. Also,
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the survey shows the discrepancy between teacher perception
of informing students about appropriate classroom behavior
and substitute perception that this information is not given.
This discrepconcy gives rise to a question of communication
between these two groups. Teachers and substitutes need to
talk to each other about the handling of the behavior issue.
Researchers Clifton and Rambaran (1987) found that teachers
view substitutes as guests in the school, leave only
exercises for students to do and infer that substitutes are
not part of the school setting. Teachers and principals seem
to feel that substitutes are satisfied with the authority
they have in the school, the acceptance in the classroom, and
the behavior of the students. Yet, since no one has asked
students, substitutes are left wondering if they really are
credible in the eyes of students. Since teachers and
principals seem to be doing their job, what responsibility
must substitutes take for behavior of students in the
classroom? Substitutes should be doing what they can to read
articles or discuss discipline strategies with teachers and
principals. Substitutes need to make known to the schools

their concerns about behavior guidelines. Schools cannot act
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on these issues if they do not hear from substitutes
regarding any concerns they may have.

Contrary to the literature, teachers in Southern Alberta
are saying that they are helping substitutes during the day
as well as expecting substitutes to use their professional
knowledge during their daily practice in the classroom.

Item 13 (tea): I offer to help substitute teachers during the day.

never seldom sometimes often always no response
tea. 2 (@) 8 (11) 21 (28) 26 (35) 20 (27)

Item 17 (tea): I expect substitute teachers to have the discretion to
use their own professional knowledge and expertise in executing my
lesson plans.

never seldom sometimes often always no respense

tea. @ (@ ¢ (@ 9 (12) 5 (7) 61 (81)

Eighty-one percent of teachers expect substitutes to use
their own discretion when executing lesson plans. Teachers
remarked that some substitutes take more responsibility than
others in doing so. Tworteachers were very positive about the
ability of substitutes to cover the material left for them,
saying that substitutes were very “competent” and “taught
everything well”. Two very important pieces of information
appear here. Teachers are willing to help substitutes in the

classroom during the day and more importantly are giving
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substitutes some autonomy in the classroom. These are two
areas in which the literature recommended improvement. These
are also two areas which could enhance substitute teachers’
quality of teaching. Teachers who help substitutes with any
problems they encounter make the teaching experience easier
for substitutes. Teachers believe that substitutes are
professionals who will provide a good classroom experience
for students by allowing substitutes to teach. Both these
actions lead to quality teaching.

However, for substitutes to be able to provide quality
teaching means they need to be given the tools and the
information to do their jobs well. As the literature
suggests, teachers, and principals too, must be aware of what
these needs are. Professional development activities on the

part of teachers could be a means to impart this information.

Item 26 (tea): I would engage in professional development activities to
better prepare myself for having a substitute teacher in my school and
in my classroom.

never seldom sometimes often always no response
tea. 5 (@) 11 (15) 37 (50) 10 (14) 11 (15) 1 (1)

Half the teachers surveyed would sometimes engage in
professional development to better prepare themselves for a

substitute in their classroom; twenty-nine percent would do
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so often or always and 22 percent would seldom or never
engage in this activity. For a clearer indication of how
teachers felt, perhaps this item should have been a ‘yes/no’
response. At least one teacher felt compelled to remark:

“I feel that administrators as well as teachers must be
given some professional training in the correct attitude
toward substitute teachers.”

The results show that nearly 3@ percent of teachers are
willing to take that one step further and learn about the
issues and concerns facing substitute teachers in their
classrooms and what they, as teachers, can do to help
substitutes provide quality teaching. The remainder might do
so sometimes or not at all. According to the literature, good
working conditions for substitutes makes for good teaching on
their part. Dendick (1993) shows that substitute problems are
often directly attributed to negligent classroom teachers who
fail to inform substitutes of classroom procedures and rules.
What then, must superintendents, principals, and teachers do
to improve working conditions for substitutes?

Item 17 (tea): I see to it that teachers leave lesson plans, classroom
routines and seating charts for the substitute teacher.

never seldom sometimes often always no response
pri. 2 (&) 2 (2 e (6) 30 (38 61 (6@)
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Item 15 (tea): I leave substitute teachers a seating chart of my
classes.

Item 22 (sub): Teachers provide me with seating charts.

never seldom sometimes often always ne response
tea. 6 (8) 9 (12) 14 (19) 13 (18) 32 (43) 1 (L
sub. 0 (@ 13 (18) 33 (45) 17 23) 11 (15) 1 (1)

Item 14 (tea): I leave meaningful lesson plans which will enable
substitutes to teach.

Item 23 (sub): Teachers provide me with meaningful lesson plans which
enable me to teach effectively.

never seldom sometimes often always no response
tea. o (@ 2 (@) 3 (%) 28 (27) 52 {69)
sub. 0 (@ 5 (™ 26 (35) 36 (48) g8 (11)

A good majority of principals say they always see to it
that teachers leave lesson plans, classroom routines, and
seating starts for substitutes. Interestingly, almost half of
teachers claim that they always leave seating charts for
substitutes yet only 15 percent of substitutes claim this 1is
always so. In fact almost half the substitutes say that
teachers leave seating charts only sometimes.

A good majority of teachers (69%) say they always leave
lesson plans. Eleven percent of substitutes say this is
always the case. Almost half of substitutes say that teachers
leave lesson plans often; thirty-five percent of substitutes

say sometimes compared to 4 percent of teachers who answered
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Teachers may think that they leave good lesson plans but
substitutes say they can improve on this. One teacher
commented that a workshop on substitute teaching would help
as some teachers do not leave lesson plans which would allow
substitutes to teach. Some principals commented that they
should not have to tell teachers to leave lesson plans and
other information for substitutes because teachers are
professional people and should know to do these things.
Another two principals recommended that substitutes report to
the principal when no lesson plans are available and that the
principal should make sure this does not happen again. The
contention by substitutes that lesson plans are sometimes
non-existent or inadequate and the fact that principals are
reluctant to insist that their classroom teachers leave plans
and seating arrangements is substantiated by substitutes
teachers’ replies to these survey items and by their numerous

comments on the topic. Offered here are random selections:

“The work that is left is just filler and time-killing.
Sometimes all that has been left for me is page numbers
and no further details. It has been my experience that
only a minority of teachers leave great lesson plans and
classroom details.”



“I know the students I substitute teach and I am
familiar with the school. Even so, lesson plans vary
from teacher to teacher. Some are excellent some are
pathetic.”

“Names of students should be on a chart or fixed to a
desk (although sometimes the names are on the side and I
can not see them). Many lesson plans are incomplete and
most times a sub does not know where to find a book or
materials. Most substitutes want to teach not babysit
and sometimes the plans do not allow for this. Problem
children should be identified with suggestions or
information on how to control their behavior. Classroom
management practices, such as the fluoride rinse, should
be given to subs.”

“Lesson plans vary according to teachers. Some are
atrocious and some are very good.”

“Substitutes should be provided with medical conditions
of specific students and advised of students with
extreme behavior problems.

“I have seen all kinds of lesson plans and sometimes no
lesson plans. Some teachers write up their plans so that
only they can follow them. They write to me ‘read page
62 and discuss’. What book is page 62 in? Discuss what?
Generally I like the variety subbing brings. I learn
something new from every teacher and class and we have
some super teachers in the division.”

“I often have to get classroom information from the
kids.”

“I have always had good lesson plans and have been able
to follow them as a regular teacher. Maybe I have been
lucky.”
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Floundering in front of a noisy class looking for books,
pages numbers and materials compounded by not being able to
call students by nome can make a substitute look silly and
unbelievable. The importance of lesson plans and seating
charts cannot be emphasized enough. Lesson plans make sense.
They outline what the students are to learn and direct
substitutes to appropriate teacher resources where
information can be found. Lesson plans are not going to take
anay from substitute teachers’ autonomy. Not giving
substitute teachers the means to let them teach or not
allowing substitutes to use their professional know-how is
what takes away their autonomy. Besides making a substitute
credible, these things provide the substitute with the means
to teach. Having something definite for the students to do or
having something definite for substitutes to teach allows
substitutes to provide a good educational experience to
students and. shows them that substitutes are there to help
them learn. Teachers may not realize that substitute teachers
need charts and plans to help them during the day. Good
communication from substitute to teacher and principal can

help facilitate the assurance that lesson plans and seating
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charts will be available.

Besides lesson plans and seating charts, the literature
recommended that guidelines on discipline procedures in the
classroom is another area of information principals and

teachers should be encouraged to give substitutes.

Item 18 (pri): I see to it that teachers leave discipline procedures
for the substitute, for example; a student gets a demerit point for
misbehavior.

never seldom sometimes often always no response

pri. 10 (18> 14 (14) 32 (33) 17 (17) 25 (26) 3 (3

Item 16 (tea): I leave substitute teachers an explanation of my
classroom discipline procedures.

never seldom sometimes often always ne response
tea. 9 (12) 6 (8) 17 (23) 4 (19) 28 (38) 1 (1)

Some principals (26% always and 17X often) made sure
teachers left an explanation of class discipline procedures.
Teachers (38% always and 19% often) said that they provided
substitutes with an explanation of classroom discipline
procedures. The literature found that substitutes’ concern
over student behavior resulted partly because of the lack of
discipline procedures left to substitutes by teachers
(Dendwick, 1993). Although only two substitutes commented

that discipline policies for inappropriate student behavior
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would be welcomed, other substitutes’ comments on student
behavior indicated to me that perhaps information on
discipline procedures is needed. As well, behavior of
students in the classroom may have to do with how credible
they believe the substitute teacher to be. Substitute
teachers should be reporting discipline and behavior problems
in the hope that, as substitutes, they will receive some
feedback from principals and teachers for the next time they
encounter the class. It might be worthwhile for principals to
ask teachers to be sure to leave an outline of discipline
procedures for their class.

A substitute teacher handbook, clear and adequate class
lesson plans, a seating chart, classroom discipline
procedures and information about problem students or students
with medical needs were specifics indicated by substitute
teachers which would help them provide good teaching.
Researches recommended that schools take the professional
concerns of substitutes seriously ( Bontempo & Deay, 1986;
Dendick 1993; Gilliss, 1988; Koelling, 1983). The literature
aimed at educators to improve the professional concerns of

substitutes has been extensive.
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Perhaps teachers and principals dare not aware of the
literature’s recommendations. Substitutes must communicate to
teachers their concerns. They must be in touch personally
with the teachers they replace. All substitute teachers
should make a policy of phoning the teacher at the end of the
day and discussing issues which arose and strategies which
could be taken to improve the classroom experience. A
substitute could meet with teachers and the principal at set
times over the school year to talk about planning and
classroom procedure. Several substitutes who are often at
the same school could offer a workshop about substitute
issues and concerns to teachers they substitute for. A
substitute teacher may wish to attend a staff meeting at the
beginning of the vear to talk about concerns and ways
teachers can help substitutes; a follow up half way through
the year could confirm if the substitute teaching experience
is going well for all concerned.

All the above 1ideas considered, do substitutes in
Southern Alberta see teachers as providing enough classroom

information?
Item 24 (sub): Teachers provide me with enough ciassroom information.

never seldom sometimes often always no response
sub. 1{1) 7 (9 24 (32) 31 (42D 11 (15) 1 (D



100

Over half of substitutes (15% often and 42%¥ always)
indicated that they were happy with the classroom information
they received from teachers. Still, one-third thought that
they received enough classroom information only some of the
time. The findings indicated that substitutes seem to be
satisfied with the information teachers leave them on student
medical problems, timetables, who passes out books, and all
the other day-to-day operations of the classroom. Other than
the quality of lesson plans and lack of a class seating
chart, substitutes indicated that they are satisfied in
general with the information teachers leave them. But because
they commented that they want more information (especially on
discipline procedures - an issue mentioned often in the
literature) or that not enough is provided, may indicate that
substitutes as a group need to give principals and teacher
guidelines on what information to leave them. Perhaps
substitutes see discipline as something that cannot be solved
by following a teacher’s discipline procedures. Substitutes
may see the question of discipline as part of the behavior
problem and therefore a topic for professional development on

classroom management. Dealing with classroom management is a
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major concern among educators and will be discussed below
under substitutes and professional development.

As already mentioned, one of the recommendations from
the literature to enhance quality teaching is to provide
substitute teachers with handbooks. Researchers (Chu &
Bergsma, 1987; C(lifton & Rambaran, 1987; Stommen, 1986)
suggested that substitutes felt that if they were armed with
school policies, daily routines and classroom procedures they
saw themselves as having authority. And, although many
substitutes in Southern Alberta say they are satisfied with
the information schools provide, they may not realize that
the more information about the class they are teaching and
about a school’s or a school district’s policies they have at
hand, the more able they may be to manage a classroom and
provide good teaching. Being aware of classroom and school
procedure, routine, and policy can make a substitute credible
to students. Students will see substitutes as people of
authority who know such things as what is going on in a
school or how to handle discipline problems in the classroom
in the same manner as the regular teacher.

Do principals and superintendents in Southern Alberta
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provide handbooks and other information to each other and to

substitutes making it easier for substitutes to be effective

in the classroom?

Item 11 (pri): I provide substitutes with school policy handbooks which
include informgtion such as: facilities; schedules and special
procedures required by individual schools.

never seldom sometimes often always no response
pri. 13 (13) 24 (24) 29 (29) 15 (15) 19 (19 1

About one-third of principals say they always or often
provide handbooks for substitutes; twenty-nine percent say
they do sometimes and 37 percent say they seldom or never

provide substitutes with school policy handbooks.

Item 12 (sup): I provide substitute teachers with a handbook which
contains the system’s educational philosophy;local programs; and school
palicies.

never seldom sometimes often always no response

sup. 3 (38 4 (5@ e (@ 2 @ 1QA3

Three superintendents admit that they have not provided
a handbook to substitutes; four say they have seldom done so
and one says a handbook is always provided.

The results indicate that principals and superintendents
would do well to follow that recommendations of the
literature and provide handbooks to substitute teachers in

Southern Alberta to assist them with good classroom procedure
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and credibility with students.

Item 11 (sup): I require substitute teachers to attend an orientaticn
session for substitutes when first accepted by the school system.

never seldom sometimes often always no response
sup. 3 (38) 3 (38) ()] 2 (@) 2 (25)

Three superintendents answered never and three answered
seldom to the question of requiring substitutes to attend an
orientation session. Two say that an orientation session is a

requirement in their school systems.

Item 13 (sup): As a superintendent, I have used or passed on to
principals the Monographs and substitute teacher kits sent to my school
district by the ATA.

never seldom sometimes often always ne response
sup. 1 (13) @ (0 4 (50) 3(38) 0 (@

Seven superintendents say they have often or sometimes
used or passed on to principals the ATA substitute teacher
materials; one says this never happens.

The findings show that the majority of superintendents
do not provide substitutes with an orientation session nor do
they usually pass on information to principals and teachers
to help them with having substitutes in their school. The
literature has identified orientations at both the district

and school level as an important part of providing
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substitutes with information about the places they work and
thus enhancing their commitment to good teaching by making
their job easier. One substitute commented,

“I would like to have a policy handbook for every school
I work for given to me at the division office when I
sign on as a substitute teacher.”

Another said,

“Whenever I received a handbook with a school’s
policies, map, schedules and general rules, I found it a
great help to my teaching in the classroom.”

Since the ATA has provided guidelines and suggestions
for parents, principals, and teachers on having a substitute
in the classroom, it is the responsibility of educators to
distribute this information among themselves and to parents
to aid substitute teachers with their teaching. More
imperatively, it is up to substitute teachers to ask that
information be made readily available to them through some
formal network, bulletin board or written memo. Communication
among educators can lead to more effective substitute

teachers.

Item 10 (pri): I have evaluated substitute teachers for professional
certification.

never seldom sometimes often always no response

pri. 71 (7@) 12 (12) 14 (14) 3 (3 1 (1
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Principals have not yet taken on the task of evaluating
substitute teachers in their schools. Principals may not have
had the opportunity to evaluate substitutes for
certification. They may not feel qualified or may not have
enough time. Some principals feel that substitute teachers
are not in their schools long enough to be evaluated.
Although one substitute expressed a problem with “getting the
substitution days I need for my certificate”, substitutes may
not realize that they, as substitutes, can be evaluated for
certification.

Part of a principal’s job is to evaluate substitute
teachers for certification. Many newly graduated teachers who
substitute need and want this evaluation. The evaluation
procedures will eventually produce good teachers. However, it
is difficult for substitutes to get in enough teaching days
in order to be evaluated. Principals and teachers could help
substitutes by calling them often to their school during the
year. Perhaps principals could inquire of a substitute if he
or she wants to be evaluated for permanent certification,
then make sure that the person substitutes in the school.

Substitutes themselves could take the initiative in these
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matters by asking to be evaluated for improvement in thetir
teaching thus facilitating their growth. If teachers are
happy with a substitute’s performance, the substitute should
ask to be called to that particular school. These scenarios
benefit everyone: principals have committed substitutes
willing to put in that extra effort in the classroom in order
to be evaluated; substitute teachers can be evaluated and put
in enough teaching days for certification; teachers see
students receiving quality teaching; and substitutes based in
a school would bring about all the good things that this

concept has to offer.

Item 12 (pri): I give a substitute teacher other teachers’ supervision
duties as well as the supervision duties of the tedacher the substitute

is replacing.

Item 13 (sub): Principals give a substitute teacher other teachers’
supervision duties as well as the supervision duties of the teacher the

substitute is replacing.

never seldom sometimes often always no response
pri. 50 (50) 18 (18) 9 (9 9 15 (153
sub. 13 (43) 16 (22) 14 (19) 7 ® 5 (7 1 (1

According to the survey the majority of principals (68%)
seldom or never give substitute teachers canother teachers’
supervision. Substitutes (68%) concur. Twenty percent of
substitutes say this happens sometimes.

At one time extra supervision and taking teachers’
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classes during spare periods was a concern to substitutes.
This does not seem to happen so much anymore although the
topic comes up in the substitutes’ comments. Two substitute
teachers chose to comment that being assigned to other
teachers’ supervisions cut into time needed to become
familiar with the teaching tasks assigned to them. There are
times when a substitute can and should cover for the
principal or another teacher; if the teacher has one or more
long prep periods, the principal would be wise to use a
substitute to help out in another class or any other capacity
which would be worthwhile for the school’s program. However,
in the past principals and teachers may have abused a
substitute’s free time by giving them classroom or recess

supervision and the quality of teaching may have suffered.

Ttem 14 (pri): I designate a specific person responsible for substitute
teachers at my school.

never seldom sometimes often always no response

pri. 40 (48) 8 (B) 19 (10) 9 (9 32 (32) 2 ()
Forty percent of principals say they never designate a
person responsible for substitute teachers at their schools.
Thirty two percent say they always do. Ten percent say they
do so sometimes. Many principals commented that they look

after substitutes themselves and many substitutes have said
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that the principals are doing a good job and that they are
welcomed by the principals. The size of the school is a
contributing factor here as well. The principal of a large
school may not be able to talk to every substitute who comes
to the school. But 1if principals are busy and do not
designate someone to look after substitutes, what happens to
substitutes? As substitutes themselves have indicated, they
are often left to cope in very unfamiliar territory.

As mentioned, handbooks do help substitutes to acquaint
themselves to a school. A person in the school to look after
the needs of substitutes can help here as well. Situations
arise and sometimes the handbook needs interpretation. If
someone was around to help, substitutes would not be spending
time trying to find out about school policies and other
information when they could be preparing to teach. Having an
available classroom teacher in a school to help substitutes

during the day contributes to effective teaching as well.

In summary, principals and teachers see the results of a
substitute’s teaching and will determine if that substitute

provides quality teaching. Substitutes should check with
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teachers to see these results for themselves. The survey
findings show that educators 1in Southern Alberta are
generally satisfied with the quality of substitute teaching.
The survey indicated that the quality of substitute teaching
may suffer for several reasons: teachers and principals may
not talk to students and parents about accepted classroom
behavior when ¢ substitute is in a school; teachers and
principals do not ensure that students behave in the
classroom when a substitute is there; teachers and principals
may not want to take part in professional development
workshops on substitute teachers 1issues and concerns;
substitutes feel they do not receive adequate lesson plans,
seating charts, or discipline procedures; substitutes do not
receive orientations to the school district or to schools;
and substitutes do not always have access to an information
handbook. The results indicate that there is a need for
substitutes to communicate their concerns to teachers and
principals who feel they are helping substitutes and allowing
them autonomy in the classroom. Although 57 percent of
substitutes feel that classroom teachers provide them with

enough information, most of their comments had to do with
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concerns for classroom management. If substitutes encouraged
principals to evaluate them, this would give them reason to
provide good teaching. Allowing substitutes time during the
day to prepare for classes and having another teacher ready
to assist substitutes can help to make the experience in the
classroom more rewarding for students and substitute.
Communication seems to be the key. Principals and teachers
may not know that recommendations abound to allow them to
help substitute teachers offer positive classroom experiences
for students. Substitute teachers do not seem to realize that
they must be responsible for making sure other educators are

aware of their needs and concerns.

3.Professional status of substitute teachers with emphasis on
professional regard: Items relating to collegiality between
substitutes and school staff members.

Item 4: Substitute teachers enjoy collegiality with their districts’
teaching staff.

never seldom sometimes often always no response
sup. @ (0 2 (@) 3 (38) S (62) @ (@
pri. @ (0) 6 (6) 35 (35) 34 (34) 24 (24) 1 (L
teqa. @ (9 4 (9 38 (42) 28 (37 12 (17D 1 (1)
sub. 3 (4 8 (11) 29 (39) 22 (30 12 (16) 1 QU

The majority of principals (58%), teachers (54%), and
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superintendents (62%) believe that substitutes often or
always enjoy collegiality with their peers. Of substitute
teachers (46%) believe this to be true. Again there were many
responses of ‘sometimes’. Fifteen percent of substitutes feel
there was seldom or never any collegiality; only S percent of
teachers and 6 percent of principals see collegidlity as a
problem for substitutes.

Although teacher and substitute results are close, the
fact that more than half of substitute teachers feel that
they do not always enjoy collegiality with their peers
confirms what the literature claims. Yet the results show
that superintendents, principals and teachers believe that
substitutes do enjoy collegiality with their districts’
teaching staff. The literature also found that principals and
teachers did not see collegiality as an issue with substitute
teachers.

For substitutes collegiality may have more to do with a
social acceptance as part of the staff. For teachers and
principals collegiality may mean everyday introductions and
common pleasantries such as introductions and showing a

substitute where the coffee is located. The items on the
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survey on the topic of substitute collegiality elicited a
number of written comments and one from a classroom teacher
was especially telling:

“I taught elementary school for nine years then had

a family and chose to stay home for seven years. Then I
applied to be a substitute teacher and took this job
seriously. I felt rejected by school staff at first
because I had known the feeling of belonging to a staff
in previous years. It took me a while to feel
comfortable and I really had to work hard to fit in. It
was particularly hard when staff did not invite me to
things like inservice and parties. There is definitely a
division between teachers and substitutes. However, the
children were great.”

For this person collegiality includes the social aspect of
her life as a substitute teacher. She sees acceptance and
fitting in as part of collegiality. Her view of collegiality
is much more than an introduction or welcome.

The findings concur with what the literature tells us
about how isolated and marginal substitute teachers feel;
they feel that they are treated as temporary help, fill-ins,
or ignored altogether. However their employment circumstances
are different from those of the teacher. Substitutes may be
in a school for only one day; one day does not allow for
socialization. Consequently, in the eyes of substitute

teachers, the issue of collegiality and the feelings of
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isolation are two areas which need to be improved. The
following findings will show that there is a definite
discrepancy between what substitutes feel and how other
educators feel about substitutes’ collegiality with their

peers.

Item 13 (pri): I personaglly take time to welcome a substitute teacher
into the school.

Item 1@ (sub): Principals welcome me to their school.

never seldom sometimes often always no response
pri. @ (@ 2 (D 16 (16) 37 (37) 46 (46)
sub. a (@ 34 18 (25) 21 (29) 31 (42) 2 (3

The great majority of principals (83%) say they always
or often welcome substitutes to their schools. Substitutes
(71%) concur. Twenty-five percent of substitutes say this
happens sometimes while only 16 percent of principals admit
that only sometimes do they welcome substitutes.

Principals make an effort to welcome substitutes to
their school; substitutes agree. Principals may see this
courtesy as part of their Ieadership’role. Although the
literature recommends that all principals should welcome
substitutes to their school it does not consider collegiality

as something more than professional courtesies.
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Item 15 (prid): I see to it that my school's office staff are available
to help a substitute teacher during the day.

Item 8 (sub): Schools’ support staff are available to help me during
the day.

never seldom sometimes often always no response
pri. @ (@) 4 (4) 10 (19) 16 (16) 71 (70
sub. o (@) 3 (4) 16 (14) 23 (32) 37 (51 2 (3

Both groups say that a school’s support staff are there
to help substitutes during the day; although 70 percent of
principals say this is always the case only half the
substitutes indicated always. Even though substitutes may
feel they get help from support staff, they have indicated
that they do not always get the respect that teachers get
(Substitute Survey item #9 in section on credibility). Giving
help is part of a support or office staffs’ job; giving
substitutes less respect than teachers may be part of a
support staffs’ perception that substitutes are not credible
in the eyes of students.

Support staff, although usually available to help
substitutes during the day, could improve upon the respect
they give to substitute teachers. Their attitude may
contribute in part to the isolation that substitutes feel
when they go into a school. However, there may be more to

this attitude than the literature on substitute teaching
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tells us. Collegiality for the substitute means more than
being respected by support staff. The results show that we
need to look at the meaning of collegiality for the

substitute, other educators, and other school staff.

Item 19 (pri): I invite substitute teachers to my school's staff
meetings.

Item 11 (sub): Principals invite me to their staff meetings.

never seldom sometimes often always no response
pri. 40 (49) 26 (26) 23 (23) 4 (4) 7 (N 1 (1)
sub. 48 (65) 15 (20) 9 (12 1 (1) 1 (1) 1 Q1)

The great majority of principals do not 1invite
substitutes to staff meetings although both substitutes and
principals say this happens sometimes. Three substitute
teachers commented that they are never invited to staff
meetings. One substitute expressed a desire to attend staff
meetings but was never asked; the other two claimed they
could go if they wanted to but were not interested. Still,
other substitute teachers commented on their disappointment
in not being included in the affairs of the school where they
have been substitute teaching for several years and that they
feel neglected as part of the school staff when they are left

out of staff meetings.
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In the same vein, the majority of principals seldom if

ever talk to substitutes about education issues.

Question 20 (pri): I discuss educational issues with substitute
teachers when they are at my school.

Question 12 (sub): Principals discuss educational issues with me.

never seldom sometimes often always no response
pri. 303 23 (23) 56 (56) 11 (11) 7 (D 1 (D
sub. 25 (34) 19 (26 22 (3@ S (7) 34 1D

Substitutes perception that principals seldom or never
discuss educational issues with substitute teachers is very
telling and adds to the isolation and contributes to the
issue of substitutes feeling that they do not ‘fit in’. Maybe
substitutes do not initiate conversations, especially about
substitute issues and concerns. Substitutes should be looking
at their own actions with respect to being invited to staff
meetings and getting administrators to take time to talk to
them about the issues which concern their profession. They
have to take some of the responsibility for becoming
collegial with their peers.

Do teachers introduce themselves to substitutes and

generally make them feel welcome?

Item 10 (tea): T introduce myself to substitute teachers who are at my
school.
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Item 14 (sub): Teachers introduce themselves to me.

never seldom sometimes often always no response
tea. 2 (@ 1 (D 24 (32) 21 (28) 29 (39)
sub. e (@) 12 (16) 31 (42) 21 (28) 10 (14) 1 (1)

Sixty-seven percent of teachers say they often or always
introduce themselves to substitute teachers; forty-two
percent of substitutes say this is so. Many substitutes (42%)
feel that teachers introduce themselves sometimes; sixteen
percent feel that teachers seldom introduce themselves. The
results show that teachers think they acknowledge

substitutes; substitutes think they do not.

Item 11 (tea): T invite substitute teachers to the staffroom.

Ttem 16 (sub): Teachers invite me to the staffroom.

never seldom sometimes often always no response
tea. e (@ 2 (3 15 (21) 13 (25 38 (52) 2 (D
sub. 4 (5 13 (18) 25 (34) 22 (30) 10 (14) 1 (2)

Item 12 (tea): I offer to show substitute teachers where things are in
the staffroom, eg; refreshments; teachers’ boxes; and daily
information.

Item 17 (sub): Teachers show me where things are in the staffroom, eg;
refreshments; teachers’ boxes; and daily information.

never seldom sometimes often always ne response
tea. @ (® 6 (8 13 17 26 (35) 30 (49
sub. 6 (8 10 (14) 27 (36) 17 (23D 14 (19) 1D

A great majority of teachers (77%) say that they invite
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substitutes to the staffroom and (75%) say they show them
where things are located; less than half of substitutes say
this happens.

Many substitutes (23%) feel that they are seldom or
never invited to the staffroom and (16%X) feel that they are
never or seldom shown around a staffroom. Teachers seem to
think that they 1issue the invitation often and show
substitutes where to find things in the staffroom. These
comments sum up the emotion of substitutes who had something
to say about collegiality,

“My impression is that a substitute teacher is just a
useful commodity and that is it.”

“I often feel inadequate and not welcome in some
schools.”

Why do substitutes perceive that they are not being accepted
as part of the staff? Do teachers believe that they are
sociable towards substitutes or do teachers really do not
care? Are teachers really so busy that they cannot introduce
themselves and show a substitute where a classroom teacher’s
information cubicle is located? Do teachers see substitutes
as competion in their classrooms or for their salaries or do
they see substitutes as non-status, non-members of the

teaching profession? Again there is a different perception of
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collegiality on the part of teachers and substitutes. The
results are important enough that schools need to look at how
their personnel interact with substitute teachers on a day to
day basis.

Along with this feeling of isolation goes the fact that
teachers and substitutes hardly discuss education issues with
each other. Both groups concur that this happens only some of

the time.

Item 18 (tea): I discuss education issues with substitute teachers who
are at my school.

Item 18 (sub): Teachers discuss education issues with me.

never seldom sometimes often always no response
tea. 5 () 14 (19) 39 (53) 12 (16) 4 (5 1 (1)
sub. 7 (9 14 (19) 41 (55) 8 (11) 5 (M

One substitute explained,

“During the last ATA election campaign I asked the local
ATA representative for information about the candidates.
His reply was that substitutes were not included in his
priorities. He offered that the ATA most likely had a
sub list and that I would receive information in the
mail. I never did.”

Incidents such as this lead substitute teachers to feel that
they are not other educators' colleagues or part of the

district’s education system. Collegiality is a big issue for
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substitute teachers.
When asked if they go to a schools®’ staffroom substitute

teachers responded:

Item 15 (sub): When I am at a school for the first time I go to the
staffroom.

never seldom sometimes often always no response
sub. 3(49 6 (8) 16 (22) 23 (31) 26 (35) 1

The majority of substitutes said that they often or
always went to the staffroom. About one-fifth said they went
sometimes and 12 percent said they seldom or never darkened
the staffroom door.

Substitute teachers are looking for collegiality and
acceptance by other staff when they go to the staffroom.
Perhaps that 12 percent have given up on collegiality or are
anti-social by nature, but the majority of substitutes want

to feel welcomed and part of the education system.

Question 5: Substitute teachers’ names and phone numbers are included
in the district ATA roster.

never seldom sometimes often always no response
sup. 2 (40) 1 (29) 1 (20) ) 1 (29) 3 (38)
pri. 31 (41) 16 (21) 7 6 (8) 15 (28 26 (26)
tea. 16 (33) 7 (15) 8 (17) 5 (18 12 (25) 27 (36)
sub. 10 (320 6 (19) 6 (19) 5 (16) 4 (13) 44 (75)

Most notable about the question on substitute teachers’
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names on districts’ rosters was the number of blank
responses. Perhaps many recipients of the survey did not
know. Several indicated that they did not. Of those who did
answer, half of all groups answered never or seldom. One
district does place substitute teachers’ names in the ATA
local’s roster. Perhaps the other districts should take its
lead‘ and recognize their peers by placing substitute
teachers’ names on the yearly list of professional ATA
members of the district’s teaching staff. Substitute teachers
may come and go, but some of them are permanent fixtures in
their school districts. Substitute teachers pay ATA dues and
being included on the ATA local roster not only gives a
substitute a sense of belonging, it also allows teachers to
ask for or get in touch with individual substitutes. Not all
teachers have access to or bring home the substitute teacher
list. Unfortunately, many respondents to the survey confused
their ATA local roster with the district’s substitute teacher
list. The absence of substitute teachers from ATA local
rosters is another addition to substitute teacher isolation
with the school system.

Hiring practices by principals and superintendents may
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cause substitutes to feel that they are less than equal

collegially than their teacher peers.

Item 9 (sup): I give substitute teachers priority for full time
teaching positions when they become available.

Item 22 (pri): 1 give substitute teachers priority for full time
teaching positions in my school when they become available.

Item 25 (sub): Substitute teachers receive priority for full time
teaching positions when they become available.

never seldom sometimes often always no response
sup. 2 (@ e @ 4 (50 ) 3 (38 1 (13)
pri. 2 (D 9 (19) 58 (63) 14 (15) 9 (19) g (9
sub. 9 (15) 21 (34) 23 (38) & (19 z2 (3) 14 (19)

Almost 20 percent of substitute teachers and 9 percent
of principals did not answer this question. Half the
superintendents say they often or always give priority to
substitutes when full time positions are available. The other
half say they consider priority sometimes. Twenty-five
percent of principals say they consider substitutes always or
often for teaching positions. Sixty-three percent say they do
so sometimes. Only 13 percent of substitutes think that they
receive any kind of hiring priority. Thirty-eight percent say
this happens sometimes and almost half of substitute teachers
feel that they are seldom or never given priority for

teaching jobs when they become available.
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With regards to priority hiring, some principals say
that substitutes would be treated the same as anyone else who
applied for the job and that the best applicant is hired. One
principal thought that it was “a very unfair hiring practice”
to give substitute teachers priority when a position became
available. The ATA has issued policy statements regarding
hiring practices for substitute teachers (see Appendix P
section 5.B.11).

Item 8 (sup): I do not hire substitute teachers who are able to
substitute teach only one or two days a week.

never seldom sometimes often always no response
sup. 4 (50) 1 (13) 3 (38) e (@) ? (@

Of the eight superintendents who responded four say they
do not follow the policy of not hiring substitutes who can
only teach one or two days a week; one person seldom follows
this policy. However three say they may do so sometimes.

Most superintendents do not put a restriction on whether
a substitute has to be available to teach every day of the
week. Yet some superintendents say this sttuation may
influence their hiring practices. Some substitutes expressed
annoyance when retired teachers are allowed on the substitute

list much to the detriment of substitutes struggling to get
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substitute jobs. One substitute remarked, “experience shows
that professional loyalty is much stronger towards retirees
than toward struggling fresh recruits.” Substitute teachers
feel that there is some discrimination by school districts
with regard to hiring practices.

Priority for full time teaching positions is a major
issue for substitute teachers. Many commented on the fact
that they feel overlooked when teachers are hired for the new
school year. Some substitutes attribute this to the fact that
“we are too expensive to hire - employment opportunities
abound for teachers with fewer qualifications and experience.
Unfortunate is it not?” Many commented that it would be nice
to be considered for a teaching position but claim that this
“seldom happens”. They feel that they have little recognition
for their gualifications and for their commitment to
substitute teaching when the time comes to hire teachers.

Although substitute teachers often obtain permanent
teaching jobs because of their substitute experience, the
results are telling in that they show that many substitute
teachers feel their chances of getting full time teaching

positions are not good. Why do substitute teachers feel so
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maligned when it comes to being unable to get permanent
positions? Certainly, as principals, teachers and substitutes
have commented, being high on the pay scale may have
something to do with it. They may cost too much. The budget
controls whom schools hire and it is a fact of life that
schools will hire teachers who cost less over substitute
teachers who have been around a long time. As substitutes
say, they are experienced and have a lot to offer. The
economy does not allow a level playing field for the hiring
of well trained and experienced substitutes over first or
second year teachers; a few principals commented on this
situation.

It is difficult to discern if substitutes are over-
reacting to their situation but they all know that a person
who costs less will be hired. There may be no cut and dried
solution to this issue. Perhaps substitutes need to sell
themselves as professionals; more importantly, they need to
persuade their school districts to consider the ATA

Resolutions regarding substitute teacher hiring practices.

In summary, collegiality is tied in with matters of
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professional regard. Superintendents, principals and teachers
do not seem to see collegiality as part of professional
status. It seems to be more complex than the literature on
substitute teacher isolation provides. The literature has
made recommendations on how to make substitutes feel a part
of the education community, yet the issues still have not
gone away. Collegiality with other teaching staff is still a
major concern for substitute teachers. So many of the items
on collegiality show a variance between what teachers and
principals say they do and what substitutes feel they do.
This difference might have something to do with the way in
which substitutes view collegiality compared to how other
educators view it. Principals and teachers think that they
are welcoming, helpful, and available to show substitutes
around but substitutes say this is not often so. Comments
from substitute teachers show that they are concerned about
being left out of staff social, educational, and even
political activities. When social functions for the school
staff are being discussed in the staffroom, substitutes are
often omitted. School activities for staff and students also

neglect to include substitute teachers. ATA local meetings
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and issues and events such as awards nights or dances often
exclude substitute teachers. They may also feel excluded with
regards to their districts’ or schools’ hiring practices.
Even though substitutes may not wish to go to staff meetings
or to professional development days, an invitation would show
them that they are welcome as an accepted part of the
teaching staff. Although many substitutes say they are
treated with respect by a school’s office staff and by other
school staff all substitutes should feel this way.

Do students perceive that substitutes feel this lack of
collegiality? Perhaps they sense this and knowing that
substitutes do not feel part of the school and education
system, students take advantage of substitutes. Perhaps this
non-collegial attitude of their teachers leads students to

believe that substitutes are not credible.
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aining to th stion of rofessiongl st

of substitute teachers with emphasis on equality of wages,
benefits, and professional development

Item 6: Our district provides substitute teachers with inservice
programs on classroom management.

never seldom sometipes often always no response
sup. 1 (13) 5 (63) 2 (25) 8 (@ @ (@
pri. 66 (69) 27 (28) 33 e (@) @ (@ 5 (5)
tea. 26 (54) 15 (31) 7 (15) 2 (@) 9 (@ 27 (36)
sub. 58 (84) 6 (9 5 (7) e (@ @ (@ 6 (3)

Item 7: Our district provides substitute teachers with inservice
programs on current and new curricula.

never seldom sometimes often always no response
sup. 9 (0) 6 (75) 2 (25) 2 (@) @ (o)
pri. 61 (66) 27 (29) 5 (5) e (® e (@ 8 (3
tea. 26 (53) 15 (31) 7 (14) a (@ 1 (2) 26 (35)
sub. S5 (80) 10 (14) 4 (6) @ @ 2 (@) 6 (8)

When respondents commented on these items it was to say
that they did not know anything about the situation regarding
professional development for substitutes in their district.
Many recipients did not know if inservice for substitute
teachers is available in their district. Of those principals,
teachers, and substitutes who answered these questions the
majority answered never. The majority of superintendents

answered seldom.
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According to the literature on substitute teaching,
classroom management and discipline are the two areas of
concern to substitutes and other educators. Recommendations
are that inservice programs be set up for substitutes. In
reality this has not happened in Southern Alberta. Perhaps
the onus is on substitute teachers, as members of their local
ATA council, to organize a professional development day for

substitute teachers in their district.

Question 16: In your district substitute teachers are paid according to
their years of training and experience rather than on a fixed amount

per day.

Question 17: In your district substitute teachers are allowed paid
professional development days.

All superintendents answered no to these two items.

The policy of school districts has been set. This is
important to understand the results of the next section which
deals with the professionalism of substitute teachers.
Teachers and principals are asked their opinions whether
substitutes should: be paid according to their years of
training and experience; and be given paid professional
development days. In the school districts surveyed
substitutes are paid a fixed amount per day and do not

receive paid professional development days. Teachers and
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principals are also asked if substitutes should be given same
benefit packages as other educators.

The following items were answered on a Likert scale by
principals and teachers. The scale is a five point scale

ranging from ‘strongly disagree’ to ‘strongly agree’.

Items 23 (pri) and 21 (tea): Substitute teachers should be paid
according to their years of training and experience rather than on a
fixed amount per day.

SD D U A SA no response

pri. 15 (15) 42 (42) 24 (24) 15 (15) 4 (4) 1 (D)
tea. 9 (12) 29 (39) 16 (22) 14 (19) 6 (8) 1 (L

The majority of principals and teachers do not agree
that substitute teachers should be paid daily based on a
grid. Close to one-quarter of both groups are undecided.
Nineteen percent of teachers and 27 percent of principals
agree that substitutes should be paid according to their
training and experience.

Many principals said that site based management does not
provide enough money for substitutes to be paid on a grid.
One principal was sympathetic toward substitutes:

“Substitute teachers in our district are paid poorly for
a day of substitute teaching. Per day pay does not
increase very much over the years and collective
bargaining is not helping substitutes.”
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Teachers are just as unwilling to allow substitutes a daily
pay grid. A few teachers thought that substitutes were, “paid
well for the time that they are there.”

Items 25 and 23: Substitute teachers shouid be allowed paid
professional development days.

sD D U A SA no response

pri. 14 (14) 37 (37 21 (21) 26 (26 2 (2 1 (1)
tea. 8 (11) 20 (27) 28 (27) 20 (27) 6 (6) 1 (1)

Regarding paid professional development days, half of
principals surveyed do not agree that substitutes should be
entitled to these days. Thirty-eight percent of teachers
concur. Twenty-one percent of principals and 27 percent of
teachers are undecided. Twenty-eight percent of principals
and 35 percent of teachers agree that substitutes should be
entitled to professional development days.

Some principals and teachers commented that money for
professional development belongs to classroom teachers. Two
principals said that they do not think about professional
development for substitutes but the survey has raised some
questions. In reality, substitute teachers are allowed funds
to go to the substitute teachers’ convention. Because
substitutes pay ATA dues they are entitled to a certain

percentage of ATA local funds for professional development.
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Both teachers and substitutes may not be aware of these
policies; it would help the substitute teachers of Southern
Alberta to find out what benefits they can receive and make
other educators aware of their situation. At the discretion
of the school principal a school’s professional development
fund may be shared with substitute teachers who frequent that
particular school. However, professional development funds
from the ATA local are available for any substitute who
applies for them.

Items 22 and 24: Substitute teachers should have dccess to the same
benefit and retirement packages as teachers under contract.

SD D U A SA no response
pri. 6 (6) 27 (27) 26 (26) 3¢ (3@) 11 Q1 1 (D
tea. 4 (5 19 (26) 19 (26) 23 (32) 8 (11) 2 (3

One-third of principals and teachers do not agree that
substitutes should have access to the same benefit and
retirement packages as teachers under contract. One-quarter
of both groups are undecided. Forty-one percent of principals
and 43 percent of teachers agree that substitutes ought to
receive the same benefits and retirement packages as teachers
receive.

Although many are undecided on the issue, slightly more
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principals and teachers agree than disagree on benefit
packages and retirement packages for substitutes. One teacher
sumed up with this sentiment:

“Until teachers and ATA local executives see substitute
teachers as teachers who are entitled to ATA

benefits, parents, students and school councils will
never treat them as such.”

However, the ATA has been working with districts and
substitutes to improve wages, benefits and professional
development opportunities; both teachers and substitute
teachers need to become aware of what is being done and be
involved in the process.

The results show that, within the teaching profession,
it is difficult for principals and teachers to accept that
substitutes share their wages and professional development
funds. When substitute teachers say the two things they are
most concerned with to help them function well and provide
good teaching are curriculum and classroom management, one
would think that educators would sit up and notice.
Unfortunately, in Southern Alberta, inservice in these two
areas does not happen for substitute teachers. Principals and
teachers do not see these programs as important enough to

agree to them or to pay substitutes to attend them. Even if
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they think inservice for substitutes is important, these
programs cost money and unlimited funding is something
schools are without. Principals and teachers do not want to
share funds with substitutes. Unfortunately, many principals
and teachers seem to miss the connection between inservice
education for substitute teachers and quality teaching in the
classroom. Substitute teachers need to make their concerns
about their needs for inservice known. Perhaps they would be
able to persuade other educators of the necessity of
workshops on classroom management and curriculum and how this
would lead to better teaching and educational experiences for
all involved.

Research shows that substitutes are poorly paid
within the teaching profession. Some of the literature
indicated that substitutes should be paid more money than
teachers for a day in the classroom. Regardless of this
sentiment, principals and teachers do not think substitutes
should be paid on a salary grid. Again this is a matter of
budget and no connection is made between substitute wages
with professional equality and good substitute teaching

practices. At the same time, principals and teachers are more
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apt to agree to benefits and pensions for substitute
teachers. Could it be they agree because benefits and
pensions are paid for by the employer (school district) and
the ATA? Perhaps principals and teachers agree more readily
to giving substitutes funding which seems to not be taken
from teachers’ professional development or salary budgets.

As mentioned, the ATA is trying to improve the lot of
substitutes (see Appendix P) over issues such as unemployment
insurance, professional development funds, benefits, and
better conditions for substitutes; i.e., payment for teacher
professional development days which fall during a
substitute’s teaching days for the same teacher. Substitutes
pay a fee equal to one percent of their earnings each month
but perhaps substitutes must be willing to let the ATA know
that they are willing to contribute to a fund for pensions or
to organize provincially in order to bargain with school
districts for better working conditions.

The results show that generally principals and teachers
do not agree that substitutes should receive a salary based
‘on a grid. They also disagree with allowing paid professional

development days for substitute teachers. Nevertheless, there
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are some principals and teachers who would like to see
professional development and pay scales for substitutes.
Principals and teachers are more likely to agree to equal
benefits and retirement packages for substitutes. The results
show that there is a need here for substitute teachers to
make an effort to make other educators aware of why they feel
they are being treated as less than professional regarding
matters of bargaining, working conditions, and professional
development opportunities. Unfortunately, many respondents
were undecided on all three items. Nevertheless, when asked
if substitute teachers have the same professional status as
regular classroom teachers the majority of respondents
answered yes. Education and certification may be what
principals and teachers use to gauge the professional status
of substitute teachers; money issues involving better wages,
benefits, and professional development seem to cause a
conflict over who gets the funds and why they are entitled to

these funds, rather than create professional equality.

In sumary, principals and their teachers do not agree

that substitutes should be paid according to training and
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experience or be given paid professional development days.
More respondents agree than disagree that substitutes should
receive similar benefits to teachers. There appears to be
some reluctance on the part of principals and teachers to
give substitute teachers equal professional recognition for

economic parity and paid professional development.

5. Professional status of substitute teachers as perceived

by _superintendents., principals and teachers.

The data focusing on the professional status of

substitute teachers is measured on a Likert scale (items #25
principals and #23 teachers); the scale is a five point scale

ranging from ‘strongly disagree’ to ‘strongly agree’.

Items 25 (pri) and 23 (tea): Substitute teachers have the same
professional status as regular classroom teachers,

SD D u A SA no response
pri. 1 (1) 8§ (8 9@ 63 (63) 19 (19) 1 (1)
tea. 2 (3 7 (9 16 (13) 38 (51) 18 (24) e (@

The great majority of principals (82%) and teachers
(75%) agree that substitute teachers have the same
professional status as regular classroom teachers.

The same data collected from superintendents (Item 15)

are answered on a frequency scale (to determine what their
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experience tells them about substitute teacher status not

what they feel about substitute status).

Item 15 (sup): Substitute teachers have the same professional status as
regular classroom teachers.

never seldom sometimes often always no response
sup. e (@ 3 (38) 3 (38 2 (@) 2 (25)

Two superintendents see this as so; three answered sometimes
and three answered seldom.

The results show us that those who work directly with
substitute teachers - principals and classroom teachers -
believe that substitutes are their professional equals.
Superintendents are less likely to say this is so. Perhaps
this is because superintendents see substitutes as people who
do not hold a permanent job 1in their district. One
superintendent suggested that substitutes are without the
privileges that come with teaching assignments. The absence
of these privileges - or status - manifests itself in the
absence of professional collegiality for substitute teachers
and the unequal working conditions they face. The literature
points out that substitutes see themselves as professional
but treated as less than than such by their peers. The
results of the survey indicate that substitutes are treated

as less than professional by their peers when it comes to



138

matters of professional regard, wages, benefits, and
especially professional development. At the same time
educators in the schools agree that substitutes have the same
professional status as they do. Shreeve et al. (1983)
labelled the substitute a ‘professional contradiction’. For
substitute teachers this term means that they have the
training and expertise of a teacher yet do not have the
privileges that a permanent job brings. The study shows that
substitute teachers’ professional status seems to be
separated into two opposing conditions: equal professional
status as other educators in matters of regard; and unequal
professional status in matters of wages, benefits and
professional development.

Substitute teachers have been called marginal - that is
educators on the periphery of the teaching profession
(Clifton & Rambaran, 1987). Interestingly, few substitute
teachers commented on evaluation for their own improvement,
their per day pay scale, or their benefit concerns. Comments
by substitutes on their need for professional development are
also found lacking. Most of their concerns were with what

they faced each day in the classroom - things such as
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inadequate lesson plans - and acceptance by their peers and
other school staff. Seldom did substitute teachers comment on
their own professional development or their willingness to
work for professional equality and improvement in their
workplace. The next section of the survey results -
substitute teachers’ awareness of their own professional role

- may explain why this is so.

6. Professional Status of Substitute Teachers With Emphasis

on Their Own Professional Awareness.

The following items for substitute teacher participants

are yes/no questions,

Item 26 (sub): I know who is my substitute teacher representagtive on my
local ATA.

On the question of knowing who is their substitute
representative on their local ATA, 61 of the 75 substitutes
(81%) answered no. Many substitutes commented that they did
not know that they have or can have a representative on their

ATA local.

Ttem 27 (sub): I have attended the substitute teachers’ Conference.

Sixty-seven (90%) have not attended the ATA Substitute
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Teachers’ Conference. Almost half of substitute respondents

asked where they could get information on the conference.

Item 28 (sub):I have made use of the ATA substitute teachers’ materials
available to help me with my professional development.

Sixty-three (84X) say they have not made use of the ATA
substitute teachers’ materials. Over half of substitutes who
made written comments asked where they could obtain such

materials. -

Ttem 29 (sub): As a substitute teacher I understand my professional
role as an educator.

Seventy-two people (96%) say that as substitute teachers

they understand their professional role as an educator.

In summary, the results show that it is important to
discuss how substitute teachers view their responsibility for
their own professionalism and professional development.
Substitutes talk about how professional they are and how
little professional recognition they get. What can they do to
change their image? They say that they understand their
professional role as an educator but do they back this
understanding with practice?

Substitutes say they do not get priority for hiring yet
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there are things they can do which may help them get a
teaching position. They can ask to attend those staff
meetings they do not get invited to and go when they are
asx2ad. They can ask to attend professional development
workshops during a school’s professional development day.
They can talk to the teacher the day after the assignment and
document their experience as well as the teacher’s feedback.
Then, when interviewed for a job they can prove they have
initiative by saying thay have attended staff meetings and
workshops. They can talk about issues and policies within the
school or district and they have proof that they are
interested in their own growth as a teacher. As many
substitutes are beginning to do, they can construct their own
portfolios and business cards and make personal visits to
schools.

Substitutes say they do not receive information
available to them. There could be two reasons for this:
substitutes do not look for information on bulletin boards,
in directives or in the ATA News; and the information simply
is not given out in their school district or school where

they substitute teach. Perhaps they do not read school
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bulletin boards. Perhaps school office staff, ATA
representatives and even principals neglect substitute
teachers and do not take the time to run off a memo for them
or post a notice on the staffroom bulletin board. The idea of
a substitute teacher bulletin board in a school is a good
one. Calling the ATA and asking to get on the mailing list is
also a positive step.

Professional issues (voting on contracts, unemployment
insurance policies, or allotment of professional development
money from the ATA), which affect substitutes often arise.
Substitutes should make an effort to find out who their ATA
representative is, and if no such representative exists, they
should think about finding someone to take on the substitute
member position in the local. Substitutes should join their
local substitute teacher group and if there is none, form
one. Substitute teachers can write the ATA for the monograph
and materials for substitutes and while they are at it find
out about the biennial substitute teachers’ conference.

I do not think that substitute teachers fully understand
their professional role as educators. It is not entirely

Vtheir fault. Little has been done for them in the area of
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professional acceptance among others in the profession. At
the same time they cannot just sit back and wait until they
get that permanent teaching position they want. Substitute
teachers, during the time that they are substitute teachers,
must consider the 1importance of their careers from a
professional perspective. After all, other substitute
teachers will be following in their footsteps and it may be
that after a substitute has had a permanent job she may find
herself as a substitute teacher again. Many substitute
teachers do not what to teach permanently. All substitute
teachers, regardless of where they are in their careers,
should be taking their professionalism as substitutes
seriously. Although they may feel that substitute teaching is
just a means to a permanent teaching position and requires no
concern for professional improvement on their part, the
responsibility of obtaining the same professional regard and
equal economic working conditions as regular classroom
teachers rests with substitutes themselves. They owe this to

the profession of substitute teaching.
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Contradictions Arising from the Results of the Study which
lead to Questions that the Sociology of Professionalism may
Resolve

To clarify the reality of the professional status of

substitute teachers in Southern Alberta the results of this
study deal with five areas for questions and concerns. The
literature on substitute teaching also identifies these five
areas. By examining the literature on professionalism we may
be able to explain the contradictions arising from the study
results. Hopefully, the sociology of professionalism may lead
us to understand how to improve the job of substitute

teachers in Southern Alberta. The five areas are:

1. Equality in matters of professional regard
- Substitute credibility.

All groups surveyed think that substitutes are credible
in the eyes of students. This finding is contrary to the
literature and indicates that credibility may have to be
defined for both students and educators. However, the results
indicated that more substitutes see themselves as credible

than do teachers. More principals than teachers felt that



146

substitutes were credible in the eyes of students.

Most importantly, the results showed that the views of
substitutes differ from the views of principals and teachers
on the way in which principals and teachers convey (or do not
convey) to students and other school staff the credibility of
substitutes as teachers. These results concurred with the
research of Clifton and Rambaran (1987) who found that from
the students’ perspective the temporary position of
substitute teachers indicates a lack of authority in the
classroom and that teachers and principals reinforce this
student attitude by saying that substitutes are not part of
the school setting.

- Quality of substitute teaching.

All groups surveyed think that substitutes provide
quality teaching. As with the results on credibility, more
substitutes and principals than teachers felt that
substitutes provided quality teaching. The literature
indicated that educators were often unsatisfied with the
quality of substitute teaching.

However, the results of the study show that principals

and classroom teachers are not aware that substitutes feel
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that they could be given more support by principals and
teachers in the execution of classroom management. Heckman
(1981) found that classroom teachers were failing to help and
support substitutes. Clifton and Rambaran (1987) agreed.
Their study pointed out that; substitute teachers do not know
the rituals of the classroom; regular teachers do not
consider substitutes as competent; teachers warn school
administrators about things substitutes cannot do in their
classroom; and teachers often reteach the material
substitutes covered.

The current study showed that principals and teachers
think they authorize, support, dnd give help to substitutes
so they can carry on within the classroom but substitutes say
there is room for improvement. Having credibility and the
tools to teach well give substitute teachers authority in the
school - an authority the literature says substitutes feel
they lack.

The results show that substitute teachers are no longer
given extra duties when they go to a school. Principals are
positive about evaluation of substitutes if asked, and try

their best to be on hand to be of help.
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- Substitute collegiality with educators and school staffs.

The results show that most administrators and teachers
feel that substitutes teachers have collegiality with other
teachers. Less than half of substitute teachers surveyed
agreed. Although the topic of isolation is brought forth in
the literature, the literature on substitute teachers has not
provided enough insight into this 1issue of substitute
teaching.

Collegiality is a major concern to substitute teachers.
Clifton and Rambaran (1987) found that as a rule, substitute
teachers are not considered as part of the regular staff and
are often treated with indifference in the staffroom. The
results of the current study support this finding; substitute
teachers in Southern Alberta feel that they are members of
the teaching profession and as such want to be hired as
equals, socialize with, and be accepted by the members of the
profession. The question of collegiality is paramount to
substitutes in Southern Alberta.

Professional regard for substitutes entails their
rightful place in the school, their authority in the

classroom, and their acceptance by their peers. The results
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of the study indicate that whereas administrators and
teachers feel that substitutes have authority and acceptance,
substitutes feel that they do not. By examining the
literature on professionalism we may be able to explain why
there is a conflict between substitute teachers and other
educators in their perceptions of what constitutes
professional regard. The sociology of professionalism may
further lead us to an understanding of how to improve the
professional regard of substitute teachers in Southern

Alberta.

2. Equality in matters of wages, benefits, and
professional development

Principals and teachers do not agree to substitute
equality in money matters. The study by Clifton and Rambaran
(1987) found that it is not generally true that substitute
teachers are recognized as holding official positions and are
paid on the basis of their experience and expertise; and that
the low pay to substitutes indicates apparent lack of
professional expertise and authority. The results of the

current study indicated that principals and teachers did not
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agree that substitutes should be paid on a salary grid or
have paid professional development days. Both groups were
more more agreeable to equal benefit packages for substitutes
but the percentage was less than half. In Southern Alberta,
substitutes do not have equal professional status in regards
to salary, benefits and professional development and
educators do not believe that they should.

The literature on substitute teaching pointed out the
need for good pay, benefits, and professional development for
substitute teachers. The results of the study indicate that
principals and teachers do not agree. By examining the
literature on professionalism we may be able to explain why
there is a reluctance on the part of principals and teachers
to agree to professional equality for substitute teachers in
the matter of wages, benefits, and professional development.
The literature might also explain why substitutes are seen as
less than professional because they work for low wages and
few benefits. The sociology of professionalism may further
lead us to an understanding of how to improve the equality of
the working conditions of substitute teachers in Southern

Alberta.
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3. Equal professional status for substitute teachers: a
contradiction

Superintendents, principals, and teachers agreed that
substitute teachers have the same professional status as
other educators. Perhaps they were agreeing only to equality
of substitutes in the matter of professional regard but
because principals and teachers disagreed to equality of
substitutes 1in the matter of wages, benefits, and
professional development. Shreeve et. al. (1983) found that;
although substitutes were trained teachers and felt that they
were professional people, they were held in low regard and
paid little; and principals and teachers were unaware of
substitute teachers’ problems. In other words, this study
concluded, the substitute teacher is a professional
contradiction. Perhaps, as Collins (1982) suggested, the role
of substitute teachers needs to be defined professionally.

The literature on substitute teaching pointed out that
the substitute teacher is a professional contradiction; and
that the role of the substitute needs defining within the
concept of a professional. The results of this study indicate

that administrators and teachers view substitutes as having
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equal professional status yet principals and teachers do not
seem to be aware that substitutes have professional regard
concerns and disagree that substitutes should have equal
wages, benefits and professional development opportunities.
By examining the literature on professionalism we may be able
to explain the concept of professional status as it pertains
to the substitute teacher. The sociology of professionalism
may further lead us to an understanding of how to define the

professionalism of substitute teachers in Southern Alberta.

4, Substitute teachers’ own professional responsibility

The study shows that substitute teachers, as a group,
must set about to understand their professional role and make
the professional changes they desire. They must make
superintendents, principals, and teachers aware of the
particular circumstances of substitute teaching and what
professional rights they want as members of the teaching
profession.

The literature on substitute teaching pointed out that
the role of substitute teachers has not been defined

(Collins, 1983). Furthermore, (Clifton and Rambaran (1987)
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claimed that there has been an absence of theories that can
help us understand substitute teaching issues and ultimately
help us to improve substitutes teaching. The results of the
study indicate that substitute teachers are neither aware of
what they can or ought to do in order to understand their own
professional dilemmas nor know how to help superintendents,
principals, and teachers understand and improve substitute
teaching concerns. By examining the literature on
professionalism we may be able to explain why substitute
teachers should take their professionalism seriously if they
wish to gain professional status in the workplace. The
sociology of professionalism may further lead us to an
understanding of the professional dilemmas faced by
substitutes thereby helping educators to improve the job of
substitute teachers in Southern Alberta.

5. Circumstances under which substitutes do their job

The results of the study generate questions regarding
the kind of work substitutes are hired to do: are the
circumstances under which substitute teachers work different

than the working circumstances of teachers who have a
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contract? If so, is it these differences in circumstances
which make principals and teachers in Southern Alberta
unaware that they do not give substitutes equal professional
regard? And if so, is it the different circumstances of
substitute teaching which cause principals and teachers to
disagree with allowing substitute teachers professional
equality in matters of wages, benefits, and professional

development?

Summary

The literature on substitute teaching pointed out that
substitutes feel that they are not treated professionally
(professional regard) and do not receive fair wages,
benefits, or professional development opportunities. The
results of the study indicated that principals and teachers
are not aware that substitutes feel that they are treated as
less than professional. The results also indicated that
principals and teachers do not believe that substitutes
should have equal wages, benefits, and paid professional
development opportunities. By examining the literature on

professionaltism we may determine if indeed job circumstances
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influence professional status. The sociology of
professionalism may further lead us to an understanding of
how their different job circumstances may impact on the

professional status of substitute teachers in Southern

Alberta.
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Chapter 6
The Concept of Professionalism and Study Results

Introduction

The questions for study were: Are substitute teachers in
Southern Alberta regarded by superintendents, principals, and
teachers as professional equals? Do substitute teachers in
Southern Alberta enjoy professional equality with
superintendents, principals, and teachers in matters of
wages, benefits, and professional development opportunities?
Contradictions arose from the study which lead to questions
such as: How can we define the professional status of
substitute teachers? Are substitute teachers aware of their
own professional responsibility? and Do the different
circumstances under which substitutes work influence their
professional status within the teaching profession? The
results indicated that:

1. The views of substitutes contradicted the views of
principals and teachers in matters of professional regard:
substitute credibility in the eyes of students; quality
teaching by substitutes; and substitute collegiality with

their peers. Collegiality was paramount for substitute
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teachers.

2. Principals and teachers did not agree that
substitutes should have equal wages, benefits, and
professional development opportunities as other educators.

3. Substitute teachers are a professional contradiction
with regard to equal professional status.

4. Substitute teachers must become responsible for their
own professionalism and a re-defining of their role as a
professional.

5. The circumstances of the substitute teacher’s job are
different than a regular teacher’s job.

Although substitutes are certificated teachers and
considered professionals by all educators, they do not have
equal professional status with other educators in matters of
professional regard. Substitute teachers in Southern Alberta
do not have equal professional status with other educators in
matters of wages, benefits, and professional development
opportunities. Furthermore, substitute teachers in Southern
Alberta: do not have a definition of their role as
professional educators; are not professionally organized to

make their concerns known; and work under different
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conditions which make professional status within their
profession difficult. By examining how the story of
substitute teachers in Southern Alberta fits into the
sociology of professionalism we can explain why substitute
teachers do not have equal professional status within the

profession of teaching.

How the Sociology of Professionalism may Explain the Results
of the Study

The concepts within the sociology of professionalism
which lend themselves to professional status issues of
concern to substitute teachers are: +trait theory;
professional status: professional regard and authority in the
profession; professional status: equal wages, benefits, paid

professional development; and professionalism defined.

Trait theory

Teachers are professional because they have the required
traits (Millerson, 1968) which according to the sociology of
professionalism make an occupation a profession. Likewise, in

a recent study, Kruse and Louis (1993) based their concept of
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teacher professionalism on the trait theory. Since substitute
teachers in Southern Alberta have the same training as
teachers and often have teaching experience, they like other
substitute teachers (Clifton & Rambaran, 1987: Drury, 1988;
Shreeve et al., 1983), are entitled to the same professional
status as regular teachers. Accordingly, principals and
teachers may feel that substitutes are professional equals
because of their professional traits. This perception may
explain why the study showed that superintendents,
principals, and teachers say that substitutes have the same
professional status as regular teachers. Substitutes have the

same teaching credentials as other educators.

Professional Status: Professional Regard and Authority in the
Profession

The study found that substitute teachers in Southern
Alberta do not always have the professional regard that a
regular teacher holds. Since Freidson (1994) maintains that
professional status arises from professional power, these
substitute teachers, who lack this professional power, have

little or no professional status.
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Furthermore, Freidson suggests that in a structured work
setting, the professional status of a particular occupation
cannot dominate the professional status of another occupation
without resulting in conflict between the professions. If
there is conflict of power between professions in the work
place it could be that one profession sees itself as lacking
professional regard in the eyes of other professions. This
lack of professional regard becomes a question of
professional status. Substitute teachers in Southern Alberta
feel that principals and teachers do not have the
professional regard for substitutes that should be given to
them.

In addition, administrators and teachers in Southern
Alberta do not seem to be aware that they consider
substitutes as less than other professional educators in the
workplace. Not only do principals and teachers think that
substitutes are unequal to full-time teachers but also many
substitutes think this way about themselves.

There is a conflict between substitutes and other
educators in each groups’ perception of professional regard,

whether it be substitute credibility in the eyes of students,
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quality of teaching by substitutes, or substitute
collegiality with other educators and school personal. Any
conflict of professional status caused by competition between
professions can be eased, according to Freidson’s (1994)
theory, by defining the roles of the member workers. If
conflict has to do with role disparity between substitutes
and their peers, then the job of substitutes regarding
matters of credibility, quality teaching, and collegiality
must be spelled out.

Therefore, the contradiction in the way that educators
view the professional issues of concern to substitutes may
be eased by defining, for educators, what it is that
substitute teachers want to do and expect to do in classrooms
and schools. The contradiction also may be eased by defining
what substitute teachers would like educators to do to help
them in classrooms and in schools.

The study indicated that administrators and teachers
believe, more so than substitutes believe, that they and
their school districts are doing a fine job of legitimizing
and supporting substitute teachers in the workplace and being

collegial toward substitutes. How might the sociology of
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professionalism explain why these two groups look upon the
substitute’s authority in the school so differently? Why do
substitutes think that they are without authority? Perhaps
substitutes feel the way they do because they face different
job experiences and circumstances compared to what they feel
they should experience - the same working circumstances as
teachers. What are the same working circumstances as
teachers? For substitutes, the same working circumstances
means being in a classroom on a daily basis. Substitutes are
not in the same classroom daily. Likewise, they are not seen
in the staffroom on a daily basis. Because they have no
permanent contract with a school, substitutes do not do the
same job as regular classroom teachers.

These results indicate that substitute teachers must
take responsibility for communicating to principals and
teachers that their job as substitute is different than the
job of regular classroom teachers. Until the job of
substitute teacher is legitimized, substitutes will not be
able to justify to school staffs and students their demand
for professional regard. Recognition of the different job

circumstances under which substitute teachers labor might
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help them to feel good about themselves as well as help them
to determine their professional status. These differences may
then be used constructively to legitimize substitutes in the

school and give them authority in the classroom.

Professional Status: Equal Wages, Benefits, and Paid
Professional Development
The study found that principals and teachers do not
agree that substitute teachers in Southern Alberta should
have equal wages, equal benefits, and the paid professional
development opportunities that other educators within the
teaching profession enjoy. Freidson (1994) suggests that
another way in which professional status friction between
professions can be eased is by eliminating economic
disparities between the members. Although this suggestion
could resolve the inequality with which substitutes are faced
in the economic workplace, economic parity with principals
and teachers is unlikely to happen in these times of budget
constraints.
Comments from principals and teachers indicated that

substitute parity will cut funding for their own school and
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teaching needs. Consequently, professional autonomy for
substitute teachers is reduced to the discretion of school
administrative polices and budgets. The ATA has put forth
several policy statements regarding wages, benefits and
professional development opportunities relevant to substitute
teachers. The guidelines are there; substitute teachers must
be willing to organize themselves to work with the ATA, their
ATA locals, school systems, and schools in order to implement
these ATA resolutions. Since they will ease professional
disparity, better wages, benefits, and professional
development opportunities will legitimize substitutes in the

school and improve their professional status.

Professionalism Defined

Eliot Freidson (1994) defines professionalism in the
context of members of an occupation who, in determining the
content of the work they do, control their own work. As
already discussed under matters of professional regard,
substitute teachers’ job circumstances are different than
teachers’ job circumstances. It stands to reason that

substitute teachers will have to determine the content of
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their work so that they can communicate to principals and
teachers what it is that they as substitutes want and need in
their tasks as teachers in schools and in classrooms.
Freidson’s theory suggests that by taking control of the work
they do, substitute teachers can ease the conflict arising
from the differences between the job of the teacher and that
of the substitute teacher. Taking control of their work means
sitting down with teachers, principals, school districts, and
superintendents and working out what they as substitutes
expect as equal partners in the education system. When this
has been done a definition of the occupational role of
substitute teacher will become clearer.

Since substitute teachers have not taken control of
their own work, the professional role of the substitute
teacher in Southern Alberta has not been clearly defined. The
results show that the professional status of substitute
teachers is a contradiction in terms. This contradiction can
be explained in this way: Superintendents, principals, and
teachers say that they feel that substitute teachers have
equal professional status as regular teachers. They see

substitutes as professional because of their professional
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traits. At the same time, principals and teachers are not
willing to agree to equal professional wages, benefits, or
paid professional development opportunities for substitutes.
The fact that substitute wages and privileges are not on par
with those of other teachers may cause teachers and
principals to view substitutes as less than professional, as
reflected by the attitude of teachers who think that
substitutes lower themselves by working for low wages under
adverse conditions (Trotter & Wagg, 1990). In other words,
principals and teachers may justify not agreeing to parity
and professional development for substitutes because they may
feel that substitutes are not really professional (a
contradiction to their survey responses). A conflict between
substitute professional regard and substitute professional
parity is seen to be reflected in the minds of Southern
Alberta educators when they define substitute professional
status. Thus, Freidson’s theories about conflict within
professions may help us to understand why a substitute
teacher can be called a professional contradiction.

The study indicates that substitute teachers are unaware

of their professional responsibilities. Freidson (1994)
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suggests that professionals must control their own work.in
order to be seen as professional. Substitute teachers must
look at taking their professional responsibilities into their
own hands; other educators are not going to do this for them.
Substitute teachers will have to let their 1local and
provincial ATA organizations know what types of professional
recognition they wish to obtain. As has been mentioned
already in this discussion, this means becoming knowledgeable
of what their professional organizations have to offer them

and then becoming involved with these organizations.

The Question of Collegiality

Since the question of collegiality is a notable theme
arising from the study, it merits being looked at within the
context of the sociology of professionalism. The results of
the study indicated that the majority of superintendents,
principals and teachers believe that substitute teachers
enjoy collegiality with their peers; less than half of
substitutes believe this to be true. The results show that:

1. Although they get help, substitute teachers feel they

do not get the same respect as teachers from school support
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staff.

2. Substitutes agree that generally principals welcome
them to the school.

3. Principals do not invite substitutes to school staff
meetings.

4. Principals and teachers generally do not discuss
education issues with substitutes.

S. Teachers say that they introduce themselves to
substitutes who are at their school; substitutes say they do
not.

6. Teachers say they offer to show substitutes around
the staffroom; substitutes say they do not.

7. Substitute teachers go to the staffroom when they are
at a school for the first time.

8. Substitute teachers’ names and phone numbers are not
included in the district ATA employees’ roster.

The comments from teachers and substitute teachers
indicated that:

1. Teachers, who had once been staff members, were
treated with indifference by the same staff when they became

substitute teachers at the school.
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2. Staff generally do not invite substitute teachers to
social events either at the school or after school hours.

3. Some schools are very welcoming and others are not.

4, Substitute teachers feel they are inadequate and just
another comiodity. |

5. Substitutes are not included in the agendas of school
ATA representatives.

6. There is definitely a division between teachers and
substitutes.

How can the contradiction between substitutes and school
staffs on the matter of the perception of everyday collegial
acceptance be explained according to the sociology of
professionalism? How might the sociology of professionalism
help educators to resolve the issue of the lack of
collegiality between substitutes and other educators?

Freidson (1994) suggests that conflict among
professionals may arise over role disparity and economic
competition. Perhaps this conflict shows itself in the ways
in which the study indicated that substitutes feel isolated
from their peers. Perhaps because principals and teachers see

that substitutes do not work under the same circumstances as
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regular classroom teachers, they treat substitutes with less
than professional collegiality. At the same time, the fact
that substitute teachers have little or no professional
equality with teachers with regards to economic issues in the
workplace may account for principals and teachers being
reluctant to treat substitutes as colleagues socially and
professionally.

Freidson (1994) goes on to suggest that defining the
role of a particular occupation can prevent conflict between
those occupations. This study indicates that substitute
teachers say they understand their professional role as
educators yet they claim that principals and teachers do not
accept them as professional colleagues. The way to understand
the role of the substitute teacher is to define the work they
do. The lack of a clear role of the substitute teacher as a
professional educator may explain why substitutes feel
isolated from school staffs and teachers.

Substitutes must: urge educators to help them define the
role of substitute; communicate their professional concerns
to educators and to each other; and understand and take

control of their own professionalism. Perhaps then substitute
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teachers will experience the collegiality with their peers

that they feel they do not now enjoy.

Summary

Educators may see substitutes as having equal
professional status with teachers and principals because
substitutes have the same professional traits as teachers. At
the same time, conflict can arise between members of a
profession over authority in the workplace and over economic
parity. This conflict shows up in the contradictory way in
which substitutes and other educators perceive the
justification of the substitute in the school and the
authority of the substitute in the classroom. The role of the
substitute must be made clear in order to alleviate the
conflict between substitutes and other educators in matters
of professional regard. Likewise, conflict between
substitutes and principals and teachers over matters of
professional parity can be resolved by eliminating the
economic disparities. Although this is unlikely to happen,
the fact that the conflict exists leads to an understanding

of why the substitute teacher can be called a professional
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contradiction.

When we consider professionalism defined, we find that
since the job circumstances of substitutes are so different
from those of a regular teacher, it is imperative that
substitutes determine and define the work they do. It 1is
important for substitute teachers to understand that the
different circumstances of their job still allows them to be
professional and have professional status. However, they must
be responsible for for their own professionalism. With the
help of their local professional group, substitute teachers
must work together to obtain the professional status they
seek. Perhaps when they obtain this professional status they
will not feel so isolated and will finally enjoy true
collegiality with their peers,

The sociology of professionalism has shed some light on
the results of this study on the professional status of
substitutes teachers in Southern Alberta. A brief recap of
the study and its outcomes will not only result in specific
suggestions for further research but will also direct
substitute teachers to recommendations which will help them

to obtain status within their teaching profession.



173

Chapter 7
Summary of the Study and Recommendations

Sumary of the Study

The purpose of this study was to gauge the reality of
the professional status of substitute teachers in Southern
Alberta. The study was designed to survey superintendents,
principals, teachers and substitute teachers in Zone 6 of
Southern Alberta to assess whether substitute teachers enjoy:
(a) professional regard; and (b) professional parity
including wages, benefits, and professional development.

The review of the literature on substitute teaching
indicated that substitutes feel that they are professionals
trained for the specific job of teaching but that they are
not treated as professionals within the teaching profession.
Consequently, the literature is strong in suggestions for
programs to help substitute teachers to improve their lot.
The literature provided a basis for a survey to study the
professional status of substitute teachers in Southern
Alberta.

The literature also revealed that there is an absence of

theories to help educators understand the plight of
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substitute teachers and how to improve their situation. A
conceptual framework on the sociology of professionalism
offered a vehicle whereby theories of professionalism would
add to the understanding of the substitute teacher’s
professional role within the teaching profession. This
understanding would then lead to the betterment, if needed,
in the professional status of substitute teachers.

The survey instrument was constructed to collect data
from four groups of educators: superintendents; principals;
teachers; and substitute teachers. A total of 259 people
participated in the study by completing a frequency-type
scale survey. Superintendent and substitute teacher surveys
contained a few ‘yes/no’ items. Principal and teacher surveys
contained a few Likert-type items and each survey included
items for collection of demographics. The percentage results
for each survey item were tabulated and descriptive analysis
was used for comparative purposes. Demographic items were
collected but not reported in the findings.

The results of the study indicated that:

- the views of substitute teachers contradicted the

views of principals and teachers in matters of
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professional regard;

- principals and teachers agree that substitute
teachers should not have equal wages, benefits, and
paid professional development opportunities;

- substitute teachers must become responsible for their
own professionalism and for a re-defining of their
role as a professional;

- the circumstances of a substitute teacher’s job are
different than those of a regular teacher; and

-the lack of collegiality with their teacher membership
1s a major concern to substitute teachers.

The sociology of professionalism indicated that for
substitute teachers in Southern Alberta to have professional
status there must be:

- clarification of the role of substitute teachers so as
to acknowledge their rightful place in the school and
their authority in the classroom;

- professional development for substitute teachers so
that they can become more effective in matters of
curriculum and classroom management. Although

unlikely, an increase in wages and better benefits
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would improve the lot of substitutes;

- a clear definition of substitute professional status;

- responsibility on the part of substitute teachers to
take control of their own work and become serious
about their profession;

- recognition that the circumstances of the substitute’s
job are different and that this difference still means
that they can have professional status; and

- collegiality between substitutes and other educators.
This collegiality will probably come about when
substitutes are seen as having professional status.

The study has shown that to improve the state of

substitute teachers in Southern Alberta, educators should be
working together to improve the professional status and
coilegiality of substitutes. It may be difficult for
principals and teachers to take the time to do so. It may
also be challenging for them to agree on paid professional
development and an increase of substitute wages and benefits.
However, the most challenging task of all is for substitute
teachers to decide their own professional future. Perhaps

substitute teachers look at substitute teaching as a stepping
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stone to a permanent job. This is unfortunate for they tend
to neglect the issues and concerns of their job and allow

substitute teaching to remain on the periphery of teaching.

Recommendations for Further Action and Study

1. The research indicates that substitute teachers need
to make their concerns known to principals and teachers.
Principals and teachers think they are doing a good job of
supporting substitutes in the school and the classroom yet
substitutes say thay are not. There should be future
collaboration between school districts, educators, and
substitutes on ways to improve substitute teaching.
Professional development courses and workshops for substitute
teachers, teachers, and principals might be one way they can
learn about each other’s concerns and discuss issues such as
professional equality and collegiality.

2. Substitute teachers indicated that collegiality and
acceptance is an important concern. Although the word
‘isolated’ recurs time and again as an issue for substitutes,
there has been little or no research as to why substitute

teachers feel isolated.
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3. The study indicates that substitute teachers say that
they are aware of their role as a professional but do not
seem to think that taking professional issues seriously 1is
important. Substitute teachers need to become aware of their
own professionalism and become active participants in
achieving professional status in reality and not just by lip
service. Substitute teachers need to work with the ATA, ATA
locals, school districts, and schools to find ways and means
to become involved in professional activities.

4. The study indicated that principals and teachers feel
that substitutes have respect in the school and authority in
the classroom. Substitutes, based on their experiences, say
that they do not. The study also posed the question that
perhaps students perceive substitutes as lacking authority
because of the lack of acceptance and collegiality that
principals, teachers, and other school staff show toward
substitutes. A study on why students apparently do not see

substitute teachers as having authority should be conducted.

Recommendations for Substitute Teachers

There have been numerous recommendations and suggestions
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for principals and teachers on how to improve the lot of the
substitute teacher. However, there have been scant
recommendations for substitutes as to how they can improve
their profile by making other educators aware of their
professional concerns and by taking responsibility for their
own professionalism. Some recommendations which arise from
the results of the study are:

1. Talk to principals and teachers about the issues of
regard, authority, and collegiality and how these issues
concern substitute teachers.

2. Talk to principals and teachers about how providing
fair and equal substitute wages, benefits, and professional
development contributes to effective teaching and positive
classroom experiences.

3. Get involved with your district’s ATA local and help
provide substitutes with:

substitute teacher representative on the ATA local;

ATA materials available for substitutes;

ATA Substitute Teachers’ Conference dates;

t

district hiring practices;

i

input into salary and benefits negotiations;



180

- substitute teacher service awards;

- substitute teachers’ names and addresses in the
district employees’ roster.

4. Get involved with the schools where you substitute

teach and help provide substitutes with:

- substitute teacher bulletin boards;

- substitute teacher cubicles in the school office;

- open invitations to staff meetings;

- substitute teacher handbooks; and

- admission to the staff social climate within and
outside the school.

5. Make yourself aware of your professional

responsibilities as a substitute teacher by:

- helping to define the professional status of
substitute teachers;

- understanding that you should feel good about
substitute teaching and are willing to contribute
to the professional status image of substitutes even
if you do not wish to remain a substitute teacher; and

- promoting and attending substitute teacher

professional development sessions.
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By taking charge of their work, substitutes will be able
to call themselves professional substitute teachers and have

the privileges which accompany professional status.
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Appendix A

The Professional Status of Substitute Tewchers in Southern Alberta
Dear Superintendent,

Please take a few minutes to complete the following questionnaire which has been designesd
to gather data concerning the professional status of substitute teachers in Southern Alberta. Your
input is very important, so please be sure to complete every item.

Please read each question and then circle the response which reflects your level of
agreemeni. Choices are:

never
I seldom
] | sametimes
1 | I often
| | | I always
f ! [
1. Substitute teachers have credibility with students. | 2 3 4 5
2. Substitute teachers are no better than babysitters, i 2 3 4 5
3. Substitute teachers provide quality teaching in the classroom. ! 2 3 4 5
4. Substitute teachers cnjoy collegiality wirh their districts’
teaching staff. l 2 3 4 3
5. Substitute teachers’ names and phone numbers are included in
their district ATA roster. 1 EE A
G. Our district provides substitute teachers with inservice
programs on classroom management. | Z o3
Too0ur district provides sutstitune seachers with inserviee
PEOLCEDTS B current ad ness curniculba. ; 2 - . 3
8. 1 do pot Bire substiute reachers who are able 1o substiture
teactt only ane or taa dass o oweek. ! K L
by e nuberitoke been Bers Py fonr Yol e e hineg
positons when they beeome nailabibe, i 2 . T
13, 1 include substituse teacthiers in any professional recogmiton
sponsored by the sehool distrwen eg: S-vear: 1O vean:
service awards. i 2 3 A
L1} require substitute teachers 1o attend an orientation session
for substirutes when tirst accepted by the school system, { £ 3 4 3
12,1 provide substitute teachers with a handboaok which
contiins the system’s educational philosophy; local programs;
and school paolicies. I 3 4 5

13. As a Superintendent. | have used or passed an 10 principals
the Monographs and substitute teacher hits sent to my
schooi district by the ATA . i 2 3 4 5
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page 2 never
I seldom
| | sometimes
1 I | often
| ! I lalways
I ! |
14. Substitute teachers based in a school would be more effective
than substitutes called from the substitute lisc I 2 3 4 5
15. Substitute teachers have the same professional status as
regular classroom teachers. L 2 3 4 5
16. In your district substitute teachers are paid according to their years of
training and experience rather than on a fixed amount per day. yes.__ no__
17. In your district substitute teachers are allowed paid professional
development days. yes__ no__

Personal [nformation:

18. Age:

19, Female___ Male___

20. Setting in which you work:
Rural___
Village {under 10600)___
Smail town ( 1000-4000) ___
Large town {4001-10,000) ____
City {over 10,000} ___

21. Number of vears as:
Superintendent___
Principal___
Teacher___

22. | have been a substitute teacher for more than six months. Yos___ No

Comments:

For more space please use the back of this sheer
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Appendix B

The Prafessional Status of Substitute Teachers in Southern Alberia

Dear Principal:

Please 1ake a few minutes to complete the following questionnaire which has been designed to
gather data concerning the professional status of substitute teachers in Southern Alberta. Your
input is very important, so please be sure to complete every item.

Please read each question then cirgle the response which reflects your level of agreement. Choices
are:

never
I seidom
i I sometimes
i 1 I often
I | I | always
| | | | 1
I. Substitute teachers have credibility with students. | 2 3 4 5
2. Substitute teachers are no better than babysitters. l 2 3 4 5
3. Substitute teachers provide quality teaching in the classroom. 1 Z 3 4 5

4. Substitute teachers enjoy collegiality with their districts’
teaching siaff.

L]
[
=
‘o

5. Substitute teachers’ names and phone numbers are included
in the district ATA rosier. ! 24 4 5

o Qur district provides substitute teachers with inservice
programs on classroom management. i s 3 + S

o ur distnict provades substitute teachers sty msersvee

programs on current and new curniculin { d 3 E h
A indicate o students that a substitute weacher 15 anotier teacper

hired @ replace the resular classroonn teacher. { 2 3 3
2. ln my school opening remarks (o parents [ mention what s

expected behavior from their children when a substitute

teawfrer is in the classroom. t 2 304 A

10,1 have evaluated substitute teachers for professional
certification. | 2 3 4 A

11.1 provide substitutes with school policy handbooks which
include information such as: facilities; schedules: and
special procedures required by individual schools. | 2 3 4 3

12. 1 give a substitute teacher other teachers™ supervision duties
as well as the supervision durties of the teacher the substitute
is replacing. 1 2

[
4=
W
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page 2 never
| seldom
| I sometimes
| ! I often
i I i I always
I ! [
13. [ personally take time to welcome a substitute
teacher into the school. 1 2 3 4 5
L4. | designate a specific person respensible for
substitute teachers at my school. 1 2 3 4 3
15. | see to it that my school’s office staff are available to help a
substitute teacher during the day. 1 2 3 4 5
16. I see to it that substitute teachers get the same respect
as regular teachers from my school’s support staff, [ Z 3 4 5
17. | see to it that teachers leave lesson plans, classroom routines
and seating charts for the substitute teacher. 1 2 3 4 5
18. [ see 1o it that teachers leave discipline procedures for
the substitute, for example; a student gets a demerit point for
misbehavior. 1 23 4 5
19. { invite substitute teachers to my schoof’s staff meetings. | 3 45
20. 1 discuss educational issues with substitute teachers when they
are at my school. 1 3 4 3
2oV eake an active interegt in the dssuen andd roneerng of cubotiture
teachers. i 2 45
22. 1 give substitute teachers priority for full time teaching
positions in my school when they become available. ] 2 i4 5

Please read each question then circle the answer which reflects vour leve! of agreement. Choices
are:

sD Strongly Disagree

D Disagree

u Undecided

A Agree

SA Strongly Agree

23. Substitute teachers should be paid according 1o their years of
training and experience rather than on a fixed amount per day. sb D U A SaA

24. Substiturte teachers shouid have access to the same benefit and
retirement packages as teachers under contract. SD D U A SA

25. Substitute teachers should be allowed paid professional
development days. sOD D U A SA
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26. Substitute teachers based in a school would be more effective
than substitutes called from the substitute [ist.

27. Substitute teachers have the same professional status as
regular classroom teachers.

Personal information:
28. Ager ___
29. Female____ Male___

30. Setting in which you work:
Rural___
Village (under 1000)___
Small town {1000-4000)___
Large town (4001-10,000)___
City (over 10,000)__ .

31. Number of vears as:
Principal___
Teacher___

32. Currenty working at
High Schoal___
Middle School ___

Elementary School___.

33. At one point in my career | have been a subsutute reacher
lor more than six months. Ves___No___

Comments:

198

SO D U A SA

Ssb D U A SA

For more space please

use the back of this sheet.
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Appendix C

The Professional Status of Substitute Teachers in Southern Alberta

Dear Teacher:

Please take a few minutes to complete the following questionnaire which has been designed to
gather data concerning the professional status of substitute teachers in Southern Alberta. Your
inpurt is very important, so please be sure to complete every jten.

Please read each question then circle the response which reflects your level of agreement. Choices
are:

never
| seldom
| | sometimes
| I | often
| | | 1 always
I | | | i
1. Substitute teachers have credibility with students. 1 2 3 4 5
2. Substitute teachers are no better than babysitters. | 2 3 4 5
3. Substitute teachers provide quality teaching in the classroom. 1 2 3 4 5
4. Substitute teachers enjoy collegiality with their districts’
reaching staff. i 2 3 4 5
3. Substitute teachers' names and phone numbers are included
in the district ATA roster. ] 23 3 5
0 omgr distriet provides sohetitnre reachers warth invervics
HPOArIMS O CLASSIOon aAnageine g, i z 3 4 >
ot district provides substitute teachers with inservice
proacams an current and nesw curricula. | L 3 4 S
S Findbicate to students that a substitute weacher is
aather reacher lured 1o replace the regular classroom teaches . { 2 i+ 3
9. | indicate to my swudents what is acceptable behavior when a
substitute is in the classroam in any direction | give my
students at the beginning of the year. 1 2 3 4 3
10. lintroduce myself to substiturte teachers who are at my school. 1 2 3 4 3
I'l. | invite substiture teachers to the staffroom. | 2 3 4 5

| 2. | offer to show substitute teachers where things are in the
staffroom, eg;; refreshments: teachers’ boxes; and daily information. 1 2 3 4 35

}3. I offer w help substitute teachers during the day. ] 2 3 4 5

I4. | leave meaningful lesson plans which will
enable substitutes 10 teach. 1 Z 3 4 5



page 2 never
I seldom
| |  sometimes
I i | often
! | I | always
! | | | |
15. [ leave substitute teachers a seating chart of my classes. 1 2 3 4 5
16. [ leave substitute teachers an explanation
of my classroom discipline procedures. 1 2 3 4 5
17. 1 expect substitute teachers to have the discretion to use
their own professional knowledge and expertise in executing
my lesson plans. 1 2 3 4 5
18. | discuss education issues with substitute teachers who
are at my school. 1 2 3 4 5
[9. [ take ap active interest in the issues and concerns of
substitute teachers. l 2 3 4 5
20. 1 would engage in professional development activities to
better prepare myself for having a substitute teacher in my
school and in my classroom. 1 23 4 3

Please read cach question then gircle the answer which reflects vour level
ary:

D strongly Disagree
9] Disagree
u Undecided
A Agrec

SA Strongly Agree

21. Substitute teachers should be paid according to their vears of
training and experience rather than on a fixed amount per day.

22. Substitute teachers should have access 1o the same benefit and
retirement packages as teachers under contract.

23. Substitute teachers should be allowed paid professional
development days.

24, Substitute teachers based in a school would be niore effective
than substitutes called from the substitute list.

25. Substitute teachers have the same professional status as
regular ciassroom teachers.

Personal [nformation:
206. Age:

ol agreement. Choices

sD

so

sD

SA

5A

SA
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27. female___ Male___

28. Setting in which you work:
Rural__ _
Village {under 1000)___
Small town (1000-4000)
Large town {(4001-10,000)___
City (over 10,000) __

29. Number of years as: Principal Teacher

30. Currently working at
High School___
Middle School ___
Elementary School___

31. At one point in my career ! have been a substitute teacher
for more than six months. Yes__._No.__

Comments:

For more space please use the back of this sheet.
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Appendix D

The Professional Status of Substitute Teachers in Southern Alberta

Dear Substitute Teacher:

Please take a few minutes to complete the following questionnaire which has been designed to
gather data concerning the professional status of substitute teachers in Southern Alberta. Your
input is very important, so please be sure o complete every item. Please read each question then
circle the response which reflects your level of agreement. Choices are:

never
I scidom
| I sometimes
( 1 {  often
1 1 | I always
| | | | |
l. Substitute teachers have credibility with students. | 2 3 4 5
2. Substitute teachers are no better than babysiners. 1 23 4 5
3. Substitute teachers provide quality teaching in the classroont. | 2 3 4 5
4. Substitute teachers enjoy collegiality with their districts’
teaching staff. | 2 3 4 5
5. Substitute teachers’ names and phone numbers are included
in the district ATA roster. f Z 5 4 5
6. The district provides substitute teachers with inservice
programs on classroom management. ! J T4 5
v The districe provides substitute teachers with inservice
programs on current and new curricula ! N i 3
JONCN0OLE ONTCe STall are avitlidbie 1o reip e duomngg e das . - ' Y
9.1 get the same respect as regular weachers fram ihe school’s
support stalf, l z LA 5
14, Principals welcome me o their school. | : R S
P Principais imvate e 1o their school’s stafl mweetings, I : i 4 3
1 2. Principals discuss education issues with me. | 2z 4 3
13. Principals givee @ substitute teacher other wachers’ supervision
duties as well as the supervision duties of the teacher the
substitute is replacing. l 24 4 5
14. Teachers introduce themselves to me. | 23 45
15. When | am at « schaol for the first time | go to the staffroom. l 23 4 3
16. Teachers invite me 1o the staffroom. | 2 3 4 3

17. Teachers shaw me where things are in the staffroom,
eg:: refreshmenis; teachers’ boxes; and daily information. L 2 3 4 5
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18.

19.

20,

21,

22.

23.

24,

5.

26.

27.

28.

Teachers discuss education issues with me.

Teachers indicate to students that a substitute teacher is

another teacher hired to replace the regular classroom teacher.

Teachers indicate to students what is acceptable
behavior when a substitute is in the classroom in any
direction they give their students at the beginning of the year.

Schools provide sufficient guidelines to students on what is

appropriate behavior far when a substitute is in the classroom.

Teachers provide me with seating charts.

Teachers provide me with meaningful lesson plans which
allow me to teach effectively.

Teachers provide me with enough classroom information.

Substitute teachers receive priority for full time
teaching positions when they become available.

| know who is my substitute teacher representative
on my local ATA.

| have artended the substitute teachers' convention.

! have made use of the ATA substitute teachers’ materials
available to help mie with my prefessional development.

. As a substitute teacher | understand my professional

role as an educator.

Personal Information:

30.

32.

Age:

Setting in which you work:
Rural___ Principal ___
Village (under 1000} ___ Teacher
Small town (1 000-4000)___
Large town (4001-10,000)___
City (over 10,000}___

34. Currently working at:

Comments:

High School___
Middie School___
Elementary School___

31. Female___ Male____

33. Number of years as:

Substitute reacher

never

i seldom

| | sometimes
| i | often
| | I | always
i i i ! I
| 2 3 4 35
1 2 3 4 5
| 2 3 4 5
1 2 3 4 5
1 2 3 4 5
{ 2 3 4 5
1 2 3 4 5
! 7 3 4 5
ves___  no___
ves___ no__
VOS__ . no___
VeS... NG___

please use the back of this sheet



Appendix E

Dear Colleague:

I am conducting a study on the professional status of substitute
teachers. The purpose of this research is to gather information on the
perception of the role of the substitute teacher by educators and to interpret
the results in a manner useful to those employing and working with
substitutes and substitute teachers themseives. The results may serve: as a
basis for inservice and professional development for substitute teachers; to
give suggestions to superintendents, principals, and contract teachers on
how to make the most of their substitutes; and to give substitute teachers an
understanding of their professional role as educators.

As part of this research I am asking your assistance in the piloting
of the questionnaires to be sent to superintendents, principals, conrtract
teachers, and substitute teachers. Please take time to complete the survey and
comment on the clarity of any of the questions. Also please feel free to
suggest a topic or question which you feel might be useful to the purpose of
the survey.

Your name is not required and all responses will be kept confidential.

Thanks

Sheila McHugh (381-4275)

Cathy Campbell (thesis supervisor): 329-2444
Rick Hesch (chair Human Subject Research): 329-2118



Appendix F

The University of Lethbridge, Box S
4401 University Dr.

Lethbridge AB.

T1K 3M4

Dear

I am requesting approval to conduct a survey on the
professional status of substitute teachers in your district.

The purpose of this research is twofold: to gather information
on the equality of the professional status of substitute teachers with
other educators; and to interpret the results in a manner which may
become useful to those employing and working with substitute teachers
and substitute teachers themselves. The information could: serve as a
basis for inservice and professional developrent for substitute
teachers: give suggestions to principals and classroom teachers on how
to make the most of their substitutes; and give substitute teachers an
understanding of their professional role as educators.

This research will take the form of a guestionnaire mailed out
to a random sample of principals, classroom teachars, and substitute
teachers in 2one 6. The survey mail-outs will be sent during February
1996. A reminder letter will be sent if necessary. Confidentiality
will be assured.

This research has been sanctioned by the ATA in the form of a grant
award from the ATA Educational Trust. I _hope that you will take time
to fill out the enclesed questionnaire for superintendents and return
it with your approval of the research project. Please answer the

estionnaire scnally. Please feel free to endorse this project to
your principals, teachers, and substitute teachers as they will have
the opportunity toc become aware of the professional issues and
concerns surrounding substitute teaching and contribute to a
worthwhile previncial study which will have implications for education



2.
systems throughout Canada.

By mid Pebruary I would like a copy of the substitute teacher
roster for your district. This will be kept in the strictest
confidence. The lists of teachers and principals will be obtained from
Dr. Campbell in the Field Experience office here at the university.

Thank you so much for your cooperation in this undertaking.
This research will enhance the professionalism among the ranks of
educators in Southern Alberta and hopefully will be incorporated into

provincial thinking on the issues and concerns of substitute teaching.

Yours Sincerely,

Sheila McBEugh

please cut here and return

1. I hereby give my permission for the survey on The Professional
Status of Substitute Teachers in Zone 6§ to be sent to principals,
teachers, and substitute teachers in my district.

2. I have answered and enclosed <the gquestionnaire for
superintendents.

3. I have included a substitute teacher list.
or

4.I will send a substitute teacher list by .

pPistrict

Signature
Dear Bducator,
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Appendix G

Dear
Re: “Professional Status of Substitute Teachers” BSurvey

Bnclosed you will find survey packages to go out to your
principals. Questionnaires for teachers are included in each each
envelope. Would you be so kind as to distribute these through your
inter-district mail.

As your substitute teacher list has no addresses, has
kindly agreed to send the substitute teacher surveys to a random
sample of subatitutes in your district.

I have also enclosed copies of the surveys for you toc lock at.
Thank you so much for your cooperation with this project. I am

looking forward to the results and will send you this information once
it has been tabulated and analysed.

Sincerely,

Sheila McHugh

Dear
Ra: *“Professional Status of Subatitute Teachers” Survey

Bnclosed you will find survey packages to go out to your
principals., Questionnaires for teachers are included in each each
envelope. Would you be so kind as to distribute these through your
inter-district mail.

Since you have provided addresses of substitute teachers for
your district the surveys will be sent to them directly.

I have also enclosed ceopies of the surveys for you to look at.

Thank you so much for your cooperation with this project. I am
looking forward to the results and will send you this information once

it has been tabulated and analysed.

Sincerely,

Sheila McHugh



Appendix H

@oE A RINTRE?

I NEED YOUR ASSISTANCE ! ! |

I am conducting a study on the professional status of substitute
teachers in Southern Alberta zZone 6. The purpose of this research is
to gather information on the professional equality of substitute
teachers with their peer educators and to interpret the results in a
manner useful to those employing and working with substitutes and
substitute teachers themselves. The results may serve: as a basis for
inservice and professional development for substitute teachers; to
give suggestions to superintendents, principals, and contract teachers
on how to make the most of their substitutes; and to give substitute
teachers an understanding of their professional role as educators.
This research is being assisted by an award from the ATA Educational
Trust.

As part of this research you are being asked to complete the following
questionnaire. All information will be handled in a confidential and
professional manner. Questionnaires will be reviewed by me alone. Only
aggregate results will be used in publication. Your name is not
required. A copy of the results will be made available on request by
mail to: Sheila McHugh, c/o Paculty of Education The University of
Lethbridge. Please complete and return your questionnaire by
Priday, March 22

1996.

I very much appreciate your assistance in this study. If you have any
questions please feel free to call me at 381-4275. Also feel free to
contact the supervisor of my research project, Dr. Cathy Campbell, at
329-2444 and/or any member of the PFaculty of Education Human Subject
Research Committee at The University of Lethbridge if you wish
additional information. The chairperson is Rick Hesch at 329-2118.

Thank you for taking time from your busy schedule to contribute to the
furthering of professionalism among the ranks of southern Alberta
educators.

Sincerely,

Sheila McHugh
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I know that you are a very busy person and
how you spend your time is important to you.

A couple of weeks ago you received a survey on THE
PROFESSIONAL STATUS OF SUBSTITUTE TEACHERS. If you
have not already filled out and sent in your copy
please do so. If you have done so thank you very much.

If you have misplaced your copy you can obtain
another by phoning 381-4275. Thank you for your
cooperation.
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summary responses - sup(no response-n/r)

never lseldom |sometimegoften jalwaysin/r [yes ino (total [%n/r
1 4 4 8
2 1 5 1 1 8
3 5 3 8
4 3 S 8
5 2 1 1 ] 3 8 38
6 j 5 2 8
7 6 2 8
8 4 1 3 8
9 4 3 1 8
10 7 1 8
11 3 3 2 8
12; 3 4 1 8
130 1 4 3 8
14 3 5 8 e
15 3 3 2 i 8
16 . 0.8 8
17 | 0:8: 8
Dercentag? responses - sup ; ;
Q énever seldom : sometimes often alwaysin/r iyes i (% total
1 0 50 ¢ 50 : 0 0 i i 1100 ¢
2 . 63 i3 i3 ¢ 0 o ' 100
3 0 62 38 i 0 0 ? 100
4 o 0 38 1 62 0 100
5 . 40 20 20 0 20 100 | ;
6 : 13 63 25 0 0 100
7 0 75 25 0 0 100 f
8 50 13 38 0 0 100 ¢
9 . 0 0 50 38 13 100 :
10! 88 12 0 0 0 100
11 38 38 0 0 25 100
12i 38 50 0 1 13 100
13 13 0 50 38 0 100
14; 0 0 38 63 0 100
15! 0 38 38 0 25 100
16 0 1100/ 100
17 ‘' 0 1100} 100

210
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Appendix K

summary responses - prij{no response-n/r)

Q #inever |seldom |sometimegoften jalways|n/r [yes inoc jtotal {%n/r
1 1 1 47 37 14 1 101 1
2 29 50 17 4 0 [ 101 [
3 0 2 44 37 17 1 101 ]
4 0 6 35 34 25 1 101 1
5 31 16 7 6 15 | 26 101 26
6 66 27 3 0 0 5 101 5
7 61 27 5 0 0 8 101 8
8 3 2 17 18 16 1 101 1
9 30 34 17 6 11 3 101 3
10 71 12 14 3 j 0 101 0
131! 13 24 29 15 19 {9 101 )
12i 50 18 9 9 is | o 101 0
13/ 0 2 16 37 46 | O 101 0
14! 40 8 10 9 32 | 2 101 2
151 0 4 10 16 71 0 101 0
16 0 | 2 3 20 75 1 101 1
17 2 . 2 6 30! 61 0 101 0
18 10 14 32 17 1 25 | 3 107 3
19: 40 ! 26 | 23 4 7 101 1
20 3 i 23 56 11 7 101 1
21 2 1 19 45 1. 22 1. 1noi2 101 2
22: 2 ! 9 | &g 14 g 19 101 9

SO D U A SA

231 15 | 42 | 24 15 4 101 1
24! 6 27 i 26 . 30 11 1 101 1
25i 14 | 37 21 | 26 2 1 101 )
26 2 i 13 18 48 16 : 4 101 4
271 1 8 9 63 i 19 | 1 101 ]
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percentage responses - pii

Q #inever |seldom jsometimegoften Jalways|n/r jyes ino |% total
1 1 1 47 37 14 100
2 29 50 17 4 0 100
3 0 2 44 37 17 100
4 0 5 35 34 25 100
S 31 16 7 6 15 100
6 | 66 27 3 0 0 100
7 1 61 27 5 0 0 100
8 3 2 17 18 16 100
9 30 34 17 6 11 100
10{ 71 12 14 3 i 100
110 13 24 29 15 19 100
127 50 18 9 9 15 100
13i 0 2 16 37 46 100
14; 40 8 10 g 32 100
15! 0 4 10 16 77 100
16! 0 2 3 20 75 100
17 2 6 30 61 100
18: 10 14 32 17 25 100 L
19! 40 26 23 4 7 100
200 3 23 56 11 7 : 100
21, 2 19 45 22 11 £ 100
22, 2 9 58 i 14 9 . 100

! { ] ;

. SD D U FOA SA -
23 15 42 24 i5 4 100 ¢
24, 6 27 26 30 11 ! 100
25 14 37 21 26 2 100
26 2 13 18 48 16 ' 100
27 1 8 I 9 63 | 19 . 100 |
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Appendix L

summary responses - teaj{no response-n/r)
Q #{never |seldom |sometimegq often ialwaysn/r iyes Ino jtotal i%n/r
] 0 3 50 15 7 0 75 0
2 23 26 22 3 0 1 75 1.3
3 0 7 35 25 7 i 75 1.3
4 0 4 30 28 13 0 75 0
5 16 7 8 5 12 27 75 36
6 26 15 7 o) O 27 75 36
7 26 15 7 0 1 26 75 35
8 2 4 7 13 49 0 75 0
9 3 4 8 14 45 1 75 1.3
10 0 1 24 21 29 0 75 0
11 O 2 15 18 38 2 75 2.7
12 0 © 13 26 30 Q 75 0
13t Q 8 21 26 20 0 75 0
14! 0 0 3 20 52 0 75
15! 6 g 14 13 32 1 75 1.3
16: 9 6 17 14 28 1 75 1.3
17: 0O Q 9 5 o1 Q 75 Q
185 14 39 12 4 1 75 1.3
19! 6 14 36 14 4 1 : 75 1.3
20 5 11 37 10 11 1 75 1.3

. sD D U A SA ! ;
21! 9 29 16 14 6 1 IOEEE
22: 4 19 19 23 8 2 75 2.7
23: 8 20 20 20 6 1 75 i 1.3
24 2 8 13 ¢ 36 i 15 1 75 | 1.3
251 2 7 10 | 38 ; 18 |0 75 0




percentage responses - tea

Q #inever |seldom |sometimeqoften jalways|n/r {yes [no {% total
1 0 4 67| 20 9 100
2 31 35 30 4 0 100
3 0 9 47 34 9 100
4 0 5 40 37 17 100
5 33 15 17 10 25 100
6 54 31 15 0 0 100
7 53 31 14 0 2 100
8 3 ] 9 17 65 100
9 4 5 11 19 61 100
10 0 1 32 28 39 100
11 0 3 21 25 52 100
12 0 8 17 35 40 100
13 0 11 28 35 27 100
14 0 0 4 27 69 100
15 8 12 19 18 43 100
16 12 8 23 19 38 100
17 0 0 12 7 81 100
18 7 19 53 16 5 100
19 8 19 49 19; 5 100
20 70 15 50{ 14! 15 100

. SD D U A i SA !

211 120 39 221 191 8 ! 100
22:  si 26 26f 32 11 ‘ 100
23! 13 27 27 27 8 100 :
24: 3 11 18 49 20 100
25: 3 9: 130 511 24 100 :
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summary responses - sub
Q #|never |seldom jsometimeqoften |always|[n/r jves |no |total {%n/r
1 0 3 34 23 14 1 75 1.3
2 15 24 30 3 O 3 75 4
3 0 2 24 29 18 2 75 2.7
4 3 8 29 22 12 1 75 1.3
5 10 6 6 5 4 44 75 59
6 58 6 5 0 0 6 75 8
7 55 10 4 0 0 6 75 8
8 0 3 10 23 37 2 75 2.7
9 0 2 8 28 35 2 75 2.7
10 0 3 18 21 3 2 75 2.67
11 48 15 9 1 i 1 75 1.3
12] 25 19 22 5 3 1 75 1.3
131 32 16 14 7 5 i 75 1.3
14 0 12 £} 21 10 1 75 1.3
15] 3 6 16 23 26 1 75 1.3
16! 4 13 25 22 10 1 75 1.3
17 6 10 27 17 14 T 75 1.3
18] 7 14 4) 8 5 10 75 0
19;] 2 10 22 22 15 4 75 5.3
20 0 10 22 21 8 14 | 75 19
21 1 13 23 24 7 7 75 1 9.3
22 0 13 33 17 11 1 75 1.3
23;i 0 5 26 36 8 0 75 0
24 1 7 24 31 11 1 75 1.3
23 9 21 23 6 2 14 i 75 19
26 14 1 61 75
27 7 1 67 75
28 10! 63 75
29 72 2 75

215
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percentage responses - sub

Q #inever jseldom jsometimedoften |alwaysin/r |yes [no |%total
1 0 4 46 31 19 100
2 21 33 42 4 0 100
3 0 3 33 40 25 100
4 4 it 39 30 16 100
5 32 19 19 16 13 100
6 84 9 7 0 0 100
7 80 14 6 0 ¢ 100
8 0 4 14 32 51 100
9 0 3 11 38 48 100
10l © 4 25 29 42 100
11] 65 20 12 1 1 100
121 34 26 30 7 4 100
13] 43 22 19 9 7 100
14] 0O 16 42 28 14 100
15/ 4 8 22 37 35 100
16 5 18 34 30 14 100
17| 8 14 36 23 19 100
18i 9 19 55 11 7 100
19! 3 14 31 31 21 E 100
200 0 16 36 | 34 13 100
21i 1 19 34 | 35 10 100
22: 0 18 45 | 23 15 100
23: 0 7 35 i 48 11 100
24 1 g [ 32 ., 42 i 15 | R
25! 15 | 34 38 ! 10 ! 13 | ? 100
26 f 19181 { 100
27 ’ 10 90! 100
28 16184 100 :
29 9% | 4 | 100 i
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Appendix N

comparative responses to selected items with n/r deleted

sup | prijteafsubl tealsub| prijsub| pri|tea]sup|pri] teajsub
ITEM 1 1 1 1 8 119116} 9 121i19] 2 2 2 2
never 0 1 Qi 01 2 210106 216 1 1291231 15
seldom 0 1 3 3 4 10 2 2 119:14] 5 150126 24 :
sometimes| 4 (47 | 50 34| 7 (221 3 : 8 |45136| 1 :1722; 30 :
often 4 137:15:23|13122(20[28122:14] @ 4 3 3
always Q i14; 7 1141491157535} 11;41 00100
total 8 11001 751741751 71]100] 7319974} 8 {100j 74! 72

sup | prijteajsub} tea|sub] tea|sub| tea |sub] priftea]sup| pri{ teasub
ITEM 3133 31 9120}15/22]114123]18/16] 4 {4 4] 4
never 0 0 O 0 3 0 o 0 0 01101 9 0 0 0 3
seldom 0 2 7 2 4 1101 9 1131 0 S5 ]1141 6 O 5 4 8
sometimes| 5 144! 35,241 8 1221 14¢33 )1 3 1261321171 3 {35:301 29
often 3 137125291 14121113, 17]120:36l17 ¢ 4 3 i 3428, 22
always 0:1 1.} - 2)45,13]|32;11]52: 8 [25:28| 0,25 1212
total B :1011 75 ' 751 74 66 74_3. 7417575} 98 i 64| 8 5100% 74 i 74

pr isub)priisub| pri!subjpr i sub | tea jsub| tea | sub! tea: sub| tea | sub
iTeM ] 13f10{1si 8 [19f11{20] 12|10 14[11:16]12/ 17 18] 18

:» i i -‘

never 0:0]0 . 0]40i48) 31251 0:0]0 4lo0o.6}5:7
seldom 2 i 3143026015230 19} 1 12} 2 13| 6 10| 14: 14
sometimes| 16 | 18110 10423/ 9 | 562224 :31115°25| 13! 27|39 43
often 37.21)16.23) 4} 1111} 5 21:21]18122]126i17|12' 8
always a6l |71i371 7 1170 3129:10[38110(30114] 4 5
total 101} 73 1011 73 1100} 74 {1001 74 | 75 74173 74| 75i 74|74 .75
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comparative responses to selected items with_n/r deleted

sup | prij teaisub | pri |sub|sup | prijsub|supj pri|tea|sub[sup|pn |tea sub
ITEM s [si1sis5|12/13,9|22|25|] 616 |6 | 6|77 717
never 2 |31i16f10]s0132[ 0l 21 9] 116612658 016112655
seldom T 116!l 776 118l16] 0l 9 i21]sta2zlis{ el 6 271510
sometimes|{ 1 | 7! 8! 6] 9114y 4 :i58!/23j 2! 375125714
often 0l6(5i5|9l713,14,6[0;0]0,0]0:0:0!.0
always 1 ‘15.12, 4]15 . s|1:a9'2lo0io0lotolo 0,1.0
total 5 (75:48: 31101174 B . 92:61] 8 ! 96 48 | 69| 8 .93 : 49 : 69

: i i i

prijtea]| prijtea| prij tea] pr! | tea
ITEM 231 21| 24] 22| 25} 231 27] 25
never 15! 9] 6 41141 8 1 ! 2 _ ! ! ;
seldom a2 '29lz27119{37120] 81 7 % Pl :
sometimes| 24 | 16| 261 19| 21201 9 ! 10 ‘ E o
often 1514301 23]|26]20]63] 38 P C
always 4 6 | 11 ’T 8 1 2 6 [19:18 : : E
total 100: 74 } 100 73]100i 74 |100: 75 : :
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Appendix O

Comments From Respondents

Principals:

Several principals say they don’t talk to parents about
student behavior when a substitute is in the classroom
because it is either “in the handbook” or “it is a given
because substitutes are teachers”.

Many principals indicated that they are the ‘specific person’
responsible for substitutes in their school.

Some principals indicated that they should not have to say
anything to their teachers regarding working conditions for
substitutes because teachers are professionals and should

know these things.

Many principals said that site-based management does not
provide for enough money for substitutes on a grid or for
paid professional development days. Money for professional
development belongs to regular teachers.

With regards to priority hiring, some principals said that
substitutes would be treated the same as anyone else who
applied for the job and that the best applicant is hired. One
person thought that it was “a very unfair hiring practice” to
give substitute teachers priority when a position became
available.

Several principals pointed out that small towns and rural
areas hire substitutes that students and staff know. These
same substitutes are familiar with the schools’ policies and

routine.

Two principals said that they don’t usually think about the
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professional development needs of substitutes but the survey
has raised some possibilities in their minds.

A few principals pointed out that effectiveness and
credibility of substitutes depends on the individual and
their ability - the same as a classroom teacher.

“The most important thing to keep in mind is that substitutes
should follow the lesson plans left for them. If none are
left the substitute should report this to the principals and
he/she should make sure that this does not happen again.”

“Substitute teachers in our district are paid poorly for a
day of substitute teaching. Per day pay does not increase
very much over the years and collective bargaining is not
helping substitute teachers.”

“Ne have some work to do for our substitutes to improve their
sttuation. Our district has some excellent substitute
teachers and we could not get along without them. They
provide a valuable service yet receive little thanks.”

“Substitute teachers need all the help they can get in
carrying out a difficult assigmment.”

“] select substitutes who have expertise in the area of the
teacher they are replacing. I evaluate them on the basis of
initiative, rapport, and willingness to work as well as their
effectiveness. Effective substitutes are alerted to openings
that we may have. In most instances regular staff lecve
detailed plans that require little teaching.”

“Our district has been making a redl attempt to work more
closely with substitutes enabling them to be more successful
in the classroom.”

Teachers:

“Yery seldom do substitutes not try to do their utmost to
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follow plans and cover material I leave. I feel
administration must be given some professional training in
the correct attitude toward substitute teachers. I know of
many cases where substitutes have been abused and misused,
for example giving the substitute another teacher’s class
during the substitute’s prep period. Many administrators
never even greet the substitute let alone give her or him
support discipline wise.”

“Substitutes shouldn’t expect to have equal benefits since
they are in the schools periodically and do not have to
resume the responsibilities of the regular teacher. Their job
is temporary and they get paid well for the time they are
there.”

“I worked as a substitute teacher so I am familiar with most
of the issues. One of the reasons I don’t think substitutes
should get paid for experience and years of training is
because retired teachers who are on pension and who take jobs
from regular substitutes and newly graduated teachers would
end up getting their regular salary. Experience shows that
professional loyalty is much stronger towards retirees than
toward struggling fresh recruits. Until teachers and ATA
local executives see substitute teachers as teachers and who
are entitled to ATA benefits, parents, students and school
councils will never treat them as such.”

“Students in lower grades have a different attitude towards
substitute teachers. They do not make life miserable for a
substitute the way older students do. I leave very specific
lesson plans if I know a substitute is coming in and I have
rarely experienced a substitute who did not follow plans or
leave a note on what was done.”

“Students’ perceptions of substitute teachers need to change.
In most cases having a substitute in is a free-for-all and
most times little can be done to control student behavior. 1
teach only in the morning and often ‘sub’ in the afternoon.
Even with my regular students I find a negative attitude when



I an there as a substitute.”

“As a teacher I am very concerned that my program continue
while I am away. It is wonderful at our school to have
substitutes in who know our school and classes. We are
fortunate to have many people who work half time so they are
available to substitute. Our students consider substitutes
real teachers because they see them teaching in other areas.”

“I taught for eight years. We moved and I had to substitute
teach. I really appreciate what substitute teachers have to
go through. I think they have a much tougher job than normal
classroom teachers and need to be recognised for this.”

“] empathise with substitutes. Students in the middle grades
do not treat them very well but this is 1improving in our
school.”

“I have been a substitute teacher so I always leave detatiled
plans and insist that my students treat substitutes with the
utmost respect. I think a workshop on substitute teaching for
teachers would be time well spent as some teachers leave good
lesson plans and others allow only babysitting.”

“I tend to get substitutes who are known by my classes. 1
hope that school boards will support professional development
for substitutes especially in the discipline area.”

“Except for high school math and science, most substitutes
can carry on for an absent teacher.”

“Some substitute teachers take more responsibility than
others, for example teaching the lesson or interacting with
students. Kids are quick to tell me what they like or dislike
about a ‘sub’.”

“A substitute teacher based at a small school would have
little work to do but at a large school I think it would be a



great idea.”

“Substitutes have a higher status with younger children.
There are several substitutes who are at our school
frequently and they are familiar with the school and know the
students.”

“I am rarely away from school so substitute teachers play
little or no role in my classroom. If they were paid based on
experience, budgets would not allow the hiring of highly
experienced substitutes.”

“The courses I teach require a specialist background which I
cannot always count on a substitute having. This is why so
often my lesson plans are so basic and why I think
substitutes are often no better than babysitters. I guess
most substitutes are satisfactory, a few very competent and a
rare few are totally unsatisfactory.”

“I subbed for part of the school vear and I found that if I
took an active role in the classroom I was treated well.”

“I greatly enjoyed my stint as a substitute teacher and was
treated with courtesy and friendliness by staff. The students
were usually pleasant and I enjoyed them. I obtained my
permanent certificate through subbing. Discipline was only a
problem at the grade 8 level and incidents were usually
solved by the vice-principal.”

“As a student teacher I was left one day with a substitute
for my regular Teacher Associate. The substitute sat reading
a novel all day while I taught. I vowed I would never leave
my class with a substitute who had nothing better to do. As a
teacher my class and I are prepared for a sub. Also, only
first year teachers would get substitute jobs if subs were
paid according to training and experience.”

“Anything you can do to take a closer look at the area of
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substitute teaching will be most appreciated by the classroom
teacher.”

Substitute Teachers:

“Some teachers do not believe that the substitute is a real
teacher. The work that is left is just filler. Sometimes all
that has been left for me is page numbers and no further
details. It has been my experience that only a minority of
teachers leave great lesson plans and classroom details., I
also find that because many teachers do not expect the
students to get much work done with substitutes in the
classroom very little work is left. This makes it difficult
to control the classes once the work is done.”

“I know the students I substitute teach and I am familiar
with the school. Even so, lesson plans vary from teacher to
teacher. Some are excellent some are pathetic. Substitutes
are never provided with a list of school rules. Students
often guestion my qualifications. I am regularly asked if I
had to go to school to be a sub. I did not find out any
information about a substitute teachers convention directly.
I found out about it when I read a notice put up in the
staffroom after the convention was over. A substitute has to
depend on those school bulletin boards for information such
as job openings because we do not receive information from
the district or elsewhere.”

“I substitute where I was once full time staff and I feel
more comfortable here. My experience with other schools 1is
not so nice. At one school I feel like a babysitter. The
students are impossible to control and I always have two or
three supervisions for some reason. The administration is
supportive but I do not like to call on them for every
problem. Rural schools are great to sub at. My biggest
problem 1is getting substitution days I need for my
certificate. Still, I like the freedom of subbing and the
work load is great.”
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“Names of students should be on a chart or fixed to a desk
(although sometimes the names are on the side and I can not
see them). Many lesson plans are incomplete and most times a
sub does not know where to find a book or materials. Most
substitutes want to teach not babysit and sometimes the plans
do not allow for this. Problem children should be identified
with suggestions or information on how to control their
behavior. C(lassroom management practices, such as the
fluoride rinse, should be given to subs.”

“Lesson plans vary according to teachers. Some are atrocious
and some are very good. Where in my district can I find
information on the substitute teacher convention?”

“Substitutes should be provided with medical conditions of
specific students and advised of students with extreme
behavior problems. Discipline policies for inappropriate
student behavior would be welcome to0o0.”

“I would like to have a policy handbook for every school I
work for given to me at the division office when I sign on as
a substitute. I have discovered that my name was not always
given to some of the schools I registered to sub at. I have
seen all kinds of lesson plans and sometimes no lesson plans.
Some teachers write up their plans so that only they can
follow them. They write to me ‘read page 62 and discuss. What
book is page 62 in? Discuss what? Generally I like the
variety subbing brings. I learn something new from every
teacher and class and we have some super teachers in the
division.”

“Some schools are very welcoming and others are not. My
impression is that a substitute teachers is just a useful
commodity and that is it.”

“I taught elementary school for nine years then had a family
and chose to stay home for seven years. Then I applied to be
a substitute teacher and took this job seriously. I felt
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rejected by school staff at first because I had known the
feeling of belonging to a staff in previous years. It took me
a while to feel comfortable and I really had to work hard to
fit in. It was particularly hard when staff did not invite me
to things like inservice and parties. There is definitely a
division between teachers and substitutes. However, the
children were great.”

“During the last ATA election campaign I asked the local ATA
representative for information about the candidates. His
reply was that substitutes were not included 1in his
priorities. He offered that the ATA most likely had a sub
list and that I would receive information in the mail. I
never did. In this area if a substitute approaches a school
and offers to attend inservice, a workshop, or a meeting, the
answer is usually that this is not necessary for subs. I
often feel inadequate and not welcome, yet the school has
little problem in assigning me extra supervision or taking
over classes during a spare.”

“I will not take on other teachers’ supervision.”

“I om well known in the community in which I live and believe
I get subbing jobs because I am competent and comfortable
‘winging it’. I have lots of material of my own I can use
when teachers do not leave lesson plans. However, I and other
subs in our district, have been told to our faces that we are
too expensive to hire - employment opportunities abound for
teachers with much less qualifications and experience.
Unfortunate is it not? Personally, I am generally treated
with respect by school staff and most of the students.”

“Substitute teachers are virtually ignored by regular staff
and principals. I have never been invited to a staff meeting,
or to discuss education or seen anything about a substitute
convention. When is it anyway?”

“Treatment from staff and students varies from school to
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school. Generally I am more welcome in rural and village
schools that in city schools. Students have more respect for
subs in rural schools. In the city subs are considered ‘fresh
meat’. Grade six is the worst and high school kids the least
disruptive. I have only been greeted by a principal once -
usually I have to go and look for the principal. In a large
school I do not even bother.”

“Substitutes do not get the same respect from permanent staff
in general. We are professionals too and some of us have a
lot more experience under our belts that those teachers we
are subbing for. We have a lot to offer. Some lesson plans I
have seen look like a zoo or a museum. When things go badly
in a classroom it seems that the kids are the deciding factor
as to whether that sub gets called again. These classes are
often undisciplined and show inappropriate behavior. It takes
a mature regular teacher to take a stand and communicate to
students correct classroom behavior.”

“I hope the attitudes of teachers and secretaries change in
the future.”

“I need the income from substitute teaching but because I
have not been called enough I got part-time work evening and
weekends and include this on application forms and resumes. I
have attended numerous classes updating myself on methods,
curriculum, and computers and I feel I am ahead of some
teachers who teach and have never done any professional
development. For about ten years I applied for teaching
positions but they were always given to new teachers of
teachers from outside the district. Only once have I seen
information on the substitute teacher convention. I have
never received any ATA publications even though I pay dues.
Whenever I received a handbook with a school’s policies, map,
schedules and general rules I found it a great help.”

“As a young female substitute I find that I do not hold the
same authority as a regular teacher. I have often run into
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problems that are not dealt with when the regular teacher
comes back. Perhaps it is my fault for not insisting to
principals that teachers deal with this. As a result students
learn to treat me they way they want to because there are no
‘real consequences’.”

“I think it is very unfair for us with university training to
be subbing for teachers who are in the system with only
certificates. It is degrading that they get the jobs and the
benefits.”

“Subbing gives me flexibility between home and career and I
am treated well in the rural district where I sub. I am aware
of substitutes who feel that they are not given fair
consideration for job openings. Budget cuts and hiring new
graduates are a big factor here.”

“I would like my area to tell me about these substitute
conventions and available materials. Also it would be nice to
have some priority for full time teaching positions but this
seldom happens.”

“I have often thought that inservice and extra materials
would help me to keep on top of things but where do I find
out about them?”

“I really enjoy substitute teaching and generally find the
staff most helpful and the students pleasant. I have
excellent lesson plans and follow them as a regular teacher
would. I would really like to see some inservice offered on
discipline and curriculum.”

“I have never been formally invited to staff meetings or
inservice but have always felt free to attend and have been
made welcome when I have done so.”

“I like substitute teaching and appreciate the support from
the ATA. I serve on the provincial committee and I am glad to
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know that there are others who are concerned with substitute
issues. Each school should have a substitute teacher bulletin
board. Locals need to be aware of substitute teacher issues

and concerns.”
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Appendix P

ATA Policy Statements Relevant to Substitute Teaching

5.A.69 The Alberta Teachers' Association advocates that all school boards should be
required 1o compensate full-time, part-time and subslitute teachers for salary
and for expenses incurred as a result of accident or injury sustained in the
performance of their duties.

5.B.1} BE IT RESOLVED, that The Alberia Teachers’ Association urge school
boards to adopt policies that give substitute teachers preferential consideration
for available teaching positions.

5.B.14 BE IT RESOLVED, that The Alberta Teachers’ Assoctation urge the
Department of Family and Social Services to amend the terms of its day-care
subsidy program so that the day-care needs of sporadically emploved parents
can be met.

5.B.23 BE [T RESOLVED, that The Alberta Teachers' Association urge school
boards 1o inform substitute teachers of specified criteria for the selection,
retention or removal of tachers from district substitute teacher rosters.

5.8.24 BE IT RESOLVED, that The Albenia Teachers’ Association urze school
hoards 1o adopt practices so that substitute teachers received appropriaie
performance evaluations on request.

[
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REIT RFSOIVED. that The Atherta Teachers’ Assuciation press for
immediate amendment to the Teachers” Retirement Fund Act tha! detines day-
lo-day substitute teaching as pensionable service and requires schoel boards. at
the opiion of the teacher, to deduct the appropriate pension cosinibutions for
such service and to rerit these contnibutions to the Fund.

6.B.5 BE IT RESOLVED, that The Alberia Teachers' Association urge the
Teachers’ Retirement Fund (TR} to request annual reports from school
boards that will allow the TREF to monitor salary paid and teaching service
rendered by substitute teachers.



8.A.45

8.B.23

9.A.36

9.A.37

13.A.20
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The Alberta Teachers® Association vigorously protests hiring practices by
school boards that violate the Individual’s Rights Protection Act or the
Canadian Charter of Rights and Freedoms.

BE IT RESQLVED, that The Alberta Teachers' Association advocate that all
Alberta school boards make provision that substitute teachers who provide
service to the jurisdiction be afforded the opportunity of being affiliated with a
specific school for the following purposes:

. School-based professional development activities

. Performance evaluations

. Distribution of ATA and district material

. Other purposes that substitute teachers might require.

£ W B -

The Albernta Teachers’ Association opposes the use of non-certificated
personnel to supervise classes when the regular teacher is absent.

The Alberta Teachers’ Association opposes the practice of assigning internal
substitution to cover for regular classroom teachers who are absent from their

duties for ane half of a day or more.

The Alberta Teachers' Association advocales that parent volunteers should be
used in addition to, not as substiwtes for, teachers or certificated teacher

assistants in instructional situations.
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