Environmental scan
Topical areas to inform a future review of the
Australian Professional Standards for Teachers
Final Report

Kerry Elliott, Pru Mitchell, Hilary Hollingsworth, Charlotte Waters & Jenny Trevitt

Developed for the Australian Institute for Teaching and School Leadership (AITSL)
February 2020

DIRECT
Acknowledgement
of Country
TELEPHONE
The
Australian Institute for Teaching and School Leadership (AITSL)

acknowledges the traditional custodians of the land, sea country and
waterways from across Australia. We honour and pay our respects to their
Elders past, present and emerging.
© 2020 Australian Institute for Teaching and School Leadership (AITSL).
Please cite this publication as:
Australian Institute for Teaching and School Leadership 2020, Environmental
scan: Topical areas to inform a future review of the Australian Professional
Standards for Teachers, AITSL, Melbourne.
ISBN 978-1-925192-71-1
Published 2021
AITSL owns the copyright in this publication. This publication or any part of it
may be used freely only for non-profit education purposes provided the source
is clearly acknowledged. The publication may not be sold or used for any
other commercial purpose.
Other than permitted above or by the Copyright Act 1968 (Commonwealth),
no part of this publication may be reproduced, stored, published, performed,
communicated or adapted, regardless of the form or means (electronic or
otherwise), without prior written permission of the copyright owner.
Address inquiries regarding copyright to:
AITSL, PO Box 299, Collins Street West, VIC 8007, Australia.
AITSL was formed to provide national leadership for the Commonwealth,
state and territory governments in promoting excellence in the profession of
teaching and school leadership with funding provided by the Australian
Government.

19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 2 of 159

Contents
1.

Introduction ....................................................................................................................................... 9

2.

Methodology ................................................................................................................................... 10

3.

Key findings – selected topical areas........................................................................................... 11

4.

3.1

Aboriginal and Torres Strait Islander education ................................................................... 12

3.2

Digital technologies in education ......................................................................................... 24

3.3

Early childhood education and care ..................................................................................... 32

3.4

General capabilities and Cross-curriculum priorities ........................................................... 41

3.5

Inclusive education ............................................................................................................... 55

3.6

Learning progress ................................................................................................................ 68

3.7

Parents/carer-school partnerships ....................................................................................... 80

3.8

Pedagogy ............................................................................................................................. 89

3.9

Professional learning .......................................................................................................... 100

3.10

Student wellbeing ............................................................................................................... 111

3.11

Teacher wellbeing .............................................................................................................. 122

References .................................................................................................................................... 135
Appendix A Data Matrix

19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 3 of 159

Executive summary
Environmental scan
Background
In the second half of 2019, the Australian Council for Educational Research (ACER) conducted an
environmental scan on behalf of the Australian Institute for Teaching and School Leadership
(AITSL). The brief was to conduct a broad sweep of literature that has surfaced since the publication
of the Australian Professional Standards for Teachers in 2011, and to consider how this literature
could inform any future review of the standards.
Method
The scan of key developments affecting the teaching profession over the last decade used a sixstep approach.
i)
review Australian and international research, policy and grey literature
ii)
examine Australian and international teacher standards
iii)
identify potential topics
iv)
populate a scan matrix
v)
select priority topic areas
vi)
produce a report for each topic
Topics
This multipronged scan method identified eleven topics that have increasingly influenced teachers’
work over the past decade.
1. Aboriginal and Torres Strait Islander education
2. Digital technologies in education
3. Early childhood education and care
4. General capabilities and cross-curriculum priorities
5. Inclusive education, including
a. social/cultural diversity,
b. learners with disability,
c. gifted and talented learners.
6. Learning progress, including assessment
7. Parent/carer-school partnerships
8. Pedagogy
9. Professional learning
10. Student wellbeing
11. Teacher wellbeing
Findings
The environmental scan team reviewed each of the identified areas impacting on the knowledge
and skill needs of teachers. As standards describe what effective teachers should know and be able
to do, and reflect what is valued, the goal was to consider how these developments are reflected in
contemporary standards for the teaching profession.
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Report
The environmental scan report provides a critical review of current educational research and policy
literature for each of the 11 topics. Findings provide a description of the topic, key sources, an
outline of the changing landscape as it relates to teaching, examples of how the topic is reflected in
teacher standards, and questions for future research.
Aboriginal and Torres Strait Islander education
Teachers have a two-fold responsibility: to ensure all Aboriginal and Torres Strait Islander students
receive high quality, culturally relevant education, and to educate all Australians about Aboriginal
and Torres Strait Islander culture, history and rights. The Australian Professional Standards for
Teachers clearly affirm these two responsibilities, both of which are challenging for teachers. In
some cases, teachers assume these standards don’t apply to their context. More often, they are
hampered by gaps in their knowledge and resources. The current standards remain relevant; the
obligation is on teachers to develop the knowledge, skills and confidence to ensure they meet
Standards 1.4 and 2.4. The New Zealand teacher standards provide an example of well-integrated
Indigenous perspectives.
Digital technologies in education
Technological innovation and increasing connectivity have dominated the past ten years,
challenging teachers to develop their own skills at the same time as helping students navigate the
current and future technology landscape. This is reflected in international teacher standards which,
like Australia, focus on integrating ICT in teaching, and ensuring responsible use of ICT by students.
Changes in the past decade have broadened teacher responsibility in this area. The introduction of
the Australian Digital Technologies Curriculum in 2017 gave teachers an additional learning area to
address, one which is outside the comfort zone for many. At the same time, teachers are dealing
with shifting policy related to ownership and use of devices, and related wellbeing concerns.
Early childhood education and care
Early childhood education and care has attracted significant global and national policy attention in
the past ten years, with key initiatives including a National Quality Framework, the Early Years
Learning Framework, and a 2019 OECD International Summit of the Teaching Profession focused
on early childhood education. Most notably, Australia has pursued a single teaching profession that
affords early childhood educators the same status and expectations as teachers in the school
sector. Ensuring the current standards are fit for purpose for the early childhood educator workforce
includes providing illustrations of practice against the Standards in early childhood contexts as well
as assisting those dealing with new accreditation, registration, certification and professional
development requirements. A similar shift can be seen in teacher standards from Myanmar,
England and Saudi Arabia.
General capabilities and cross-curriculum priorities
General capabilities and cross-curriculum priorities are two components of the Australian
Curriculum, developed at a similar time to the Australian Professional Standards for Teachers, but
not specifically referenced by the standards. There is some overlap, namely Aboriginal and Torres
Strait Islander histories and cultures, Literacy and Numeracy, and Information and Communication
Technology (ICT). Professional knowledge and teaching skills related to Asia and Australia’s
engagement with Asia; Sustainability; Critical and Creative Thinking; Personal and Social Capability;
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Ethical Understanding; and Intercultural Understanding, are not present in the current Australian
standards. General capabilities are included equally sporadically in international teacher standards,
the most commonly occurring being ICT, critical and creative thinking and sustainability.
The cross-curriculum priorities and general capabilities raise tensions for teachers’ professional
practice in terms of priorities. For many teachers, these are not areas for which they have been
trained. Beyond the question of whether teachers have the content knowledge and skills related to
cross-curriculum priorities and general capabilities, there is an underlying debate about how
teachers manage curriculum and pedagogical change.
Inclusive education
Inclusion is a concept increasingly emphasised in legislation. It has been the focus of several recent
inquiries and a Royal Commission. The term inclusion is often associated with minority groups and
people who experience disability, but inclusion is about everyone. It encompasses social and
cultural diversity, learners identified as gifted and talented, and/or those with a disability. This
concept is already embedded across the current standards: 1.1 ‘Physical, social and intellectual
development and characteristics of students’; 1.3 ‘Students with diverse linguistic, cultural, religious
and socioeconomic backgrounds’; 1.5 ‘Differentiate teaching to meet the specific learning needs of
students across the full range of abilities’; 1.6 ‘Strategies to support full participation of students with
disability’; and 4.1 ‘Support student participation’. Growing attention to compliance related to
inclusion is noted, with training focused on standard 7.2 ‘Comply with legislative, administrative and
organisational requirements’, rather than support in building inclusive learning environments. It is
interesting to note that teacher standards for England and Myanmar include a focus on teaching
students with disability, and Saudi Arabia has separate standards for teaching students with a
hearing disability, learning difficulties, autism, intellectual disability, and visual disability. The
Philippines have a broad focus in their standard on diversity of learners.
Learning progress
Learning progress as both a learning and assessment concept has become better recognised in
recent years. While learning attainment is the location on a continuum of learning, learning progress
that represents the gain or growth in learning attainment over time is a new focus in some schools.
Policy documents draw attention to learning progressions that emphasise coherence and continuity
in learning, are empirically based and describe typical pathways dependent on instruction. This
change has an impact on curriculum development, instructional design, and pedagogy. Age-based
year levels and prescriptive year-level curricula can hinder efforts to target teaching to the different
levels of readiness and learning needs in their classrooms. Teachers must develop considerable
expertise in collecting, evaluating, analysing and acting on evidence of learning attainment and
progress as part of their day-to-day work, and there is a question as to whether this is adequately
reflected in teacher standards.
Parents/carer-school partnerships
Promoting partnerships between home and school acknowledges parents and carers as a child’s
first educator and the widely accepted findings that parental engagement in learning contributes to
positive student attainment, behaviour and attendance at school. An emphasis on family-school and
community partnerships is a way to empower positive parent engagement and bring together family
and community resources to enrich student learning and wellbeing. The Mparntwe Declaration
includes a focus on stronger partnerships with parents, carers, families and communities. The
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Australian Professional Standards for Teachers includes focus areas on engaging parents/carers in
the educative process (3.7), reporting on student achievement (5.5) and engaging with parents and
carers (7.3). Productive relationships and partnership with parents are a feature of most teacher
standards internationally.
Pedagogy
A growing evidence base of teaching and learning has fuelled recent policy reform, with implications
for the types of pedagogy that best support students to achieve to their full potential. The work of
teachers has become increasingly complex as they are expected to draw on new skills. This
requires that they keep abreast of new evidence-based practice and research about the science of
learning. Pedagogy is central to the first five standards, from Know students and how they learn to
Assess, provide feedback and report on student learning. However, there is scope to consider
further attention to skills and resources needed by teachers to refine the emphasis on teaching and
learning strategies and to include areas seen in international standards such as: keeping abreast of
research, evaluative thinking and inquiry methods.
Professional learning
As the importance of quality teaching has been confirmed, and demands for deeper and more
complex student learning have intensified, professional learning has taken a prominent place in the
past decade. There is a plethora of research on the kinds of professional learning that can lead to
instructional improvement and deeper student learning. The challenge is for policymakers,
professional development providers and teachers to work together to implement and scale this
effective teacher professional learning so that all teachers are supported to engage and collaborate
with colleagues to improve their practice. There are already strong statements related to teacher
professional learning in Standards 6 and 7 of the Australian Professional Standards for Teachers.
International teacher standards have a similar focus, with the noteworthy addition in Singapore of a
standard related to reflective thinking by teachers.
Student wellbeing
Schools and education settings play a key role in supporting the development of student resilience
and wellbeing through enhancing cognitive, social and emotional skills. In response to growing
concern about the wellbeing of students and its importance for learning and for quality of life, there
is an ongoing priority for teachers who know how schools can best promote wellbeing and resilience
in all students, so that they feel connected, capable and content at school, and in their life more
generally. The Australian Professional Standards for Teachers include focus areas on student
wellbeing: 1.1 Physical, social and intellectual development and characteristics of students; 4.1
Support student participation; and 4.4 Maintain student safety. There are further examples of
student wellbeing in teacher standards internationally: fairness, respect and care (Philippines);
student’s confidence (Southeast Asia), emotional and physical wellbeing (England), safe and
effective learning environment (Myanmar); wellbeing of learners and protecting them from harm
(New Zealand); and a culture of care, trust and friendliness (Singapore).
Teacher wellbeing
Wellbeing is central to workforce productivity and an important precondition of effective teaching
and learning. Teachers are a most important in-school factor contributing to student achievement,
and teacher wellbeing relates closely to the quality of their work. With growing evidence of
significant issues in the wellbeing of teachers and students, there is an imperative to examine
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teacher wellbeing and its relevance in teacher standards. Connections to teacher wellbeing are only
implicitly referenced in Standard 7, Engage professionally with colleagues, parents/carers and the
community, with associations to connecting with others and meeting professional responsibilities,
such as being ‘fit’ to teach. At an international level, teacher wellbeing is included explicitly in most
teacher standards, for example, in Southeast Asia 4.1.2 Become more aware and responsible for
my emotions and health; 4.1.2.1 Understand deeply what affects me; and 4.1.2.2 Be calm and
composed in resolving conflicts; and in Singapore ‘tuning into self’.
Conclusion
The report provides a review of these trends in teaching and learning research, and professional
practice and details how policymakers are responding. It considers how these 11 topics are
reflected in recent teacher standards and aims to inform any future refinement of the Australian
Professional Standards for Teachers.
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1. Introduction
This environmental scan was contracted by the Australian Institute for Teaching and School
Leadership (AITSL). The brief was to conduct a broad sweep of the literature that has surfaced
since the Australian Professional Standards for Teachers (AITSL 2011) was developed and
consider how current educational research, policy and practice may inform any future review of the
standards. The purpose of this report is to provide a critical review of selected topical areas and to
consider how these are reflected in contemporary standards for the teaching profession.
Based on our findings from the literature, and through discussions with AITSL, eleven topical areas
were selected, and these provided the focus for the scan. These included:
12. Aboriginal and Torres Strait Islanders
13. Digital technologies
14. Early childhood education and care
15. General capabilities
16. Inclusive education, including
i. social/cultural diversity,
ii. learners with disability,
iii. gifted and talented learners.
17. Learning progress, including assessment
18. Parent/carer-school partnerships
19. Pedagogy
20. Professional learning
21. Student wellbeing
22. Teacher wellbeing
As stated in the National Partnership on Improving Teacher Quality, the Alice Springs (Mparntwe)
Education Declaration on Educational Goals for Young Australians and recent policy revisions,
teacher quality continues to be an essential focus of Australia’s efforts to improve student outcomes
and delivery on its promise to have a world-class education system. Within this context, standards
serve to describe what effective teachers should know and be able to do, and reflect what is valued.
This environmental scan identifies areas impacting on the knowledge and skill needs of teachers. It
details advances in teaching and learning research, and in professional language and practice. It
also details how policymakers are responding to these advancements, and considers how these
areas are reflected in recent teacher standards, providing discussion points for future refinement of
the Australian Professional Standards for Teachers.
It is important to note that this report is comprehensive but not exhaustive. The environmental scan
does not seek to capture every area that has surfaced within the last ten years. It is a snapshot that
is intended to inform refinement and development of future standards, signalling possible areas that
may require renewal.
In addition, it should be noted that by request the report has been prepared for AITSL’s internal use,
and thus it is not intended for wider publication.
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2. Methodology
To gather up-to-date information about topical areas that have arisen in education over the last
decade, the project team conducted a scan of the existing published and unpublished literature,
various official government documents, and grey literature. We adopted a six-step approach to
compiling this report: i) reviewing existing literature; ii) examining teacher standards; iii) identifying
possible topical areas; iv) populating a scan matrix; v) selecting priority areas; and, vi) producing the
report for feedback.
i)

Reviewing existing literature

The ACER project team conducted a review of the existing published literature, including various
national and international policy documents and grey literature. Information specialists at ACER’s
Cunningham Library used search engines and education databases to identify and provide
recommendations for relevant materials and information.
ii)

Examining teacher standards

A scan of teacher standards from other jurisdictions developed in the last ten years was conducted,
providing examples of how topical areas are included in teachers’ standards internationally.
iii)

Identifying possible topical areas

The ACER project team met with the AITSL team who had been involved in the development and
implementation of the Australian Professional Standards for Teachers. These discussions
contributed a broadened perspective of possible areas for investigation and those of particular
interest to the AITSL team.
iv)

Populating a scan matrix

A scan matrix was developed to support the systematic extraction of data to determine possible
topical areas for selection (see Appendix A). Findings were populated into the matrix through an
iterative process in which the ACER team collected relevant data and organised the information into
broad topical areas which included associated keywords and phrases, related national teacher
standards, and data sources, including policy documents, journal/conference articles, other grey
literature, international teacher standards, and AITSL team feedback.
v)

Selecting priority areas

A detailed outline of areas was compiled and presented to the AITSL team for review, and eleven
topical areas were selected.
vi)

Producing the report for feedback

ACER submitted each topical area for feedback to the AITSL team, and this feedback was
incorporated into this final report.
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3. Key findings – selected topical areas
The report is structured around eleven topical areas. Each section provides:
i)
ii)
iii)
iv)
v)
vi)

a description of the topical area
key identified sources used to investigate the area
the current and changing landscape of the area, including changes in the last decade
relevance to learning and teaching, and influences on policy directions
examples of the area reflected in recent teacher standards
questions for future research
an end of section reference list

Each area is presented in alphabetical order and functions as its own independent report.
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3.1 Aboriginal and Torres Strait Islander education
Two elements of Aboriginal and Torres Strait Islander perspectives are central to education. The
first is the rights of all Aboriginal and Torres Strait Islander students and their communities to benefit
from culturally relevant, inclusive education, that is “supporting Aboriginal and Torres Strait Islander
learners to reach their full potential” (Education Council 2019, p. 9). Secondly is the responsibility to
ensure all Australians are educated about Aboriginal and Torres Strait Islander culture, history and
rights (Education Council 2019, p. 3). The Australian Professional Standards for Teachers (AITSL
2011) reflect these two elements, with standards related to knowing Aboriginal and Torres Strait
Islander students and how they learn (Standard 1.4) and knowing the content related to Aboriginal
and Torres Strait Islander histories, culture and languages, and how to teach these (Standard 2.4).
Both of these responsibilities are challenging for teachers, as each encompasses a complex set of
related aspects.

3.1.1 Description
A fundamental concern in Australian education is the gap in learning outcomes between Aboriginal
and Torres Strait Islander students and their non-Indigenous peers. Education jurisdictions and
agencies employ many programs and policy levers in an attempt to ‘close the gap’ (Department of
the Prime Minister and Cabinet 2019). These depend largely on teachers being effective in
implementing the range of initiatives which relate to pedagogy, student wellbeing, curriculum,
culture, and languages.
Methods for teaching Aboriginal and Torres Strait Islander students are a highly politicised question,
with alternate positions advocating for culturally responsive pedagogy (Morrison et al. 2019; Perso
2012) versus explicit teaching and direct instruction (Eppley & Dudley-Marling 2019; Good to Great
Schools n.d.; Guenther & Osborne 2020). Those looking for an authentic Aboriginal form of
pedagogy are faced with conflicting and contested work, for example, the 8 Aboriginal Ways of
Learning (Yunkaporta 2016). The knowledges represented by a framework such as this belong to a
particular place, not a person or organisation. Thus teachers are faced with conflicting information,
leading to confusion. In recognising that there is no ‘one size fits all’ pedagogy, teachers often look
to their university, their jurisdiction or colleagues to provide guidance and support.
In the words of the Australian Curriculum, Assessment and Reporting Authority (ACARA 2018a), the
Australian Curriculum is working towards addressing these two distinct needs in Aboriginal and
Torres Strait Islander education:
•

That Aboriginal and Torres Strait Islander students are able to see themselves,
their identities and their cultures reflected in the curriculum of each of the
learning areas can fully participate in the curriculum and can build their selfesteem, and

•

That the Aboriginal and Torres Strait Islander Histories and Cultures crosscurriculum priority is designed for all students to engage in reconciliation,
respect and recognition of the world’s oldest continuous living cultures.

The diverse and localised landscape of Aboriginal and Torres Strait Islander nations also challenges
teachers when it comes to teaching Aboriginal and Torres Strait Islander history and culture.
Research with teachers, undertaken as part of the National Aboriginal and Torres Strait Islander
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Curricula Project (Department of the Prime Minister and Cabinet 2018) found that teachers and
teacher educators do not feel confident about what, and how, to teach about Aboriginal and Torres
Strait Islander histories, cultures and languages. The reasons behind teachers not teaching this
content include:
•
•
•
•

Fear — of their own limited knowledge, or of doing something wrong.
Navigation — of existing repositories, and to identify quality resources within these.
Value — of Aboriginal and Torres Strait Islander knowledges; with some seeing this as
primarily for Humanities and Social Sciences.
Change — changes in priorities for the classroom drive where to apply effort in classroom
adaptation and has inadvertently positioned this content as an "additional other".

Overcoming these fears, attitudes and lack of knowledge is key to improving the teaching of
Aboriginal and Torres Strait Islander perspectives.

3.1.2 Sources
Table 3.1-1 displays key sources identified, related to Aboriginal and Torres Strait Islander
education, and its prevalence in policy, research and practice.
Table 3.1-1 Overview of key sources that include a focus on Aboriginal and Torres Strait Islander education
Source type
Policy

Key sources
ACARA (2014)
ACARA (2015)
ACARA (2018a)
DET (2018)
Department of the Prime Minister and Cabinet (2018)
Department of the Prime Minister and Cabinet. (2019)
Education Council (2019)
House of Representatives Standing Committee on Indigenous Affairs (2017)
MATSITI (2016)
NSW Teachers' Federation (2010)
OECD (2017c)
Uluru Statement from the Heart (2017)

Journals/conferences

Coulby (2011)
Eppley & Dudley-Marling (2018)
Gillan, Mellor & Krakouer (2017)
Mellor & Corrigan (2004)
Morrison et al. 2019)
Ohi et al. (2019)
Perso (2013)
Scarcella & Burgess (2019)

Other (inc. grey
literature)
International teacher

Yunkaporta (2016)
Good to Great Schools Australia (n.d.)
Refer to Table 3.1-3

standards
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3.1.3 Current and changing landscape
Changes in the last decade
In considering changes in the landscape in the past decade it is useful to review the policy and
research priorities published a decade ago. For example, calls by the NSW Teachers Federation
(2010) identified key strategies to advance the status of Aboriginal education, including:
• funding long-term programs to reinforce identity and community involvement
• maintain and strengthen mandatory, comprehensive and sequential university study units of
Aboriginal and Torres Strait Islander culture and history within pre-service teacher trainin
• enhance professional learning opportunities for AboIiginal and Torres Strait Islander experiences
- cultural and historical studies (p. 32)
Researchers of that era were also making recommendations, including:
• adopting culturally appropriate pedagogy
• reducing teacher turnover, especially in remote areas
• improving the quality and quantity of teacher education courses in Indigenous education, both
preservice and in-service for all teachers
• appropriate recognition and teaching of Indigenous languages in conjunction with English (Mellor
& Corrigan 2004)
Since this time, a range of programs has been put in place by national and state governments, by
non-government schools and philanthropic organisations attempting to address one or more of
these Gillan, Mellor & Krakouer 2017). A recent literature review concludes that the outcomes of
these initiatives have been variable and, in some cases, contested (Morrison et al. 2019). One area
of development in this time has been the attention given to Indigenous languages.
Recognition of the importance of preserving Indigenous languages has increased globally and in
schools. There is slowly increasing use of local Indigenous names of peoples, places, languages
and concepts, and there is now an Australian Curriculum: Languages - Framework for Aboriginal
Languages and Torres Strait Islander Languages (ACARA 2015). Given the sheer number of
Aboriginal and Torres Strait Islander languages, this Framework is generalised, and achievement
standards are intended to be adapted, recognising they will need to be shaped by “the current
progress of language revival for a particular language, and by the amount of vocabulary and variety
of language structures available for teaching and learning” (ACARA 2015). The past decade has
also seen greater recognition of Australian creole languages, and dialects characteristic of a region
or group (ACARA 2015). There is a strong link between language and culture, and Aboriginal and
Torres Islander people “regard their culture(s) as fundamental to their individual and group identity
and their languages as living expressions of this” (ACARA 2015).

Relevance to learning and teaching; issues, debates, implications
In Australian education, there is now general acceptance of the Acknowledgement of Country
protocol for showing awareness of and respect for the traditional Aboriginal or Torres Strait Islander
owners of a particular Country. Cultural recognition and sensitivity are part of cultural competence
but as yet, little attention has been given to the potential of culturally responsive pedagogies in
Australian classrooms (Morrison et al. 2019 p. 1). Cultural learning involves a partnership with
parents, carers and the community, and effective partnership requires “a holistic approach and
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authentic involvement” (Education Council 2019 p. 5). Teaching Aboriginal and Torres Strait
Islander students in a community context often involves team teaching which many teachers are not
trained for.
The Australian Curriculum sets consistent national standards to improve learning outcomes for all
young Australians. There is a set of organising ideas for the Aboriginal and Torres Strait Islander
Histories and Cultures Cross Curriculum Priority that reflects essential knowledge, understandings
and skills. These nine organising ideas provide a minimum set of expectations for teacher and
students. However, there is a recognised gap in the availability of relevant, quality, localised
resources to support the teaching of Aboriginal and Torres Strait Islander histories and culture. This
means that teachers also find it challenging to meet Standard 3.4 ‘Select and use resources’ (AITSL
2011) in this area. One strategy is to increase the number of texts available that are created by local
Aboriginal and Torres Strait Islanders, to ensure all students “engage with texts that give insight into
Aboriginal experiences in Australia” (Scarcella & Burgess 2019) from an authentic perspective,
rather than third party interpretation.
The issues discussed above are not unique to Australian Aboriginal and Torres Strait Islander
education. Research into intercultural education more broadly finds “evidence that principals,
teachers and schools feel ill-equipped to teach and engage in intercultural education” (Ohi et al.
2019, p. 234). Like intercultural understanding, implementation is challenging, when principals,
teachers and schools struggle to deal with a crowded curriculum, the range of languages and
cultures in schools, restricted financial and linguistic resources, and the limited capacity of some
teachers to relate to these children (Coulby 2011, p. 114).
The Australian Curriculum Intercultural Understanding General Capability aims to develop young
people who will be “active and informed citizens with an appreciation of Australia’s social, cultural,
linguistic and religious diversity, and the ability to relate to and communicate across cultures at
local, regional and global levels” (ACARA 2014). It targets the development of three ‘intercultural
dispositions’, expressing empathy, demonstrating respect and taking responsibility, to nurture openminded, critically aware students with the positive ‘intercultural behaviours [for] learning to live
together’ (ACARA 2014).
Research is needed on how to raise the intercultural knowledge, skills and the expertise of
educational leaders and teachers. While there is a significant collection of policy and program
literature available on research about Aboriginal and Torres Strait Islander students and their
education (Learning Ground 2020), there is less research available on the second aspect, that of
teachers ensuring all students learn about Aboriginal and Torres Strait Islander history and cultures.

Influencing policy directives
The Alice Springs (Mparntwe) Education Declaration (Education Council 2019) sets out the rationale
for Aboriginal and Torres Strait Island educational policy.
We recognise the more than 60,000 years of continual connection by Aboriginal
and Torres Strait Islander peoples as a key part of the nation’s history, present
and future. Through education, we are committed to ensuring that all students
learn about the diversity of Aboriginal and Torres Strait Islander cultures, and to
seeing all young Aboriginal and Torres Strait Islander peoples thrive in their
education and all facets of life (p. 3).
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It is essential for teachers to recognise the fundamental impact that physical health and wellbeing of
students and their communities has on student learning. The Closing the Gap report (Department of
the Prime Minister and Cabinet 2019) includes targets such as halving the gap in child mortality
rates (p. 37) and having 95% of all Indigenous four-year-olds enrolled in early childhood education
(p. 42). In the school years, the targets move to school attendance (p. 51), meeting literacy and
numeracy standards (p. 58) and retention and attainment in Year 12 (p. 67).
Aboriginal and Torres Strait Islander education did not appear in the terms for reference for Gonski
(DET 2018), and the final report mentions it just ten times, most often in a phrase along with
“students with disability, students in rural or remote locations, Aboriginal and Torres Strait Islander
students, those from non-English speaking backgrounds, low socio-economic backgrounds, gifted
and talented students” (p. 4). The Review Panel explains this as a wish to avoid overlap with other
national reviews such as the House of Representatives Standing Committee on Indigenous
Education inquiry into educational opportunities for Aboriginal and Torres Strait Islander students
tabled in December 2017. The House of Representatives report discusses a lack of data, barriers to
achievement, cultural safety, engagement, gender equity, teaching and pedagogies, Direct
Instruction, boarding school education, and funding. Its recommendations include:
• English as a Second Language or Dialect (ESL/D) training to be compulsory for all teaching
degrees and for all teachers already working in schools with a substantial number of
Indigenous students (p. xxiii).
•

Indigenous history and culture to be a compulsory component for all teaching degrees; and
require all teachers already working in schools with a significant number of Indigenous
students to complete in-service local Indigenous language, history and culture training as a
part of mandatory professional development (p. xxiv).

•

The Federal Government to undertake a comprehensive review of all federally-funded
pedagogies to ensure the pedagogy is improving literacy and numeracy outcomes,
delivering the Australian curriculum, and providing value for money (p. xxiv).

A major policy concern is that programs are not funded for enough time to make the impact
required. The More Aboriginal and Torres Strait Islander Teachers Initiative (MATSITI) that
addressed teacher recruitment and training was discontinued after one funding cycle, despite the
evaluation panel declaring that “the MATSITI project has made a significant contribution to the
inclusion and advancement of Aboriginal and Torres Strait Islander peoples in the teaching
profession”. This report also made the point, that “this will require many more years of committed
effort as exemplified by the work of the MATSITI community” (Johnson, Cherednichenko & Rose
2016).
A review of how Indigenous perspectives are embedded in international teacher standards (OECD
2017c) shows the strong expectation within the Aotearoa New Zealand standards that teachers will
not only demonstrate commitment to culturally responsive learning and the Treaty of Waitangi
partnership; teachers are also expected to “practise and develop the use of the Māori language”
(Teaching Council New Zealand 2017).
The Australian education system promotes excellence and equity “to ensure that learning is built on
and includes local, regional and national cultural knowledge and experience of Aboriginal and
Torres Strait Islander peoples and work in partnership with local communities” (Education Council
2019, p. 5). Elders in Aboriginal and Torres Strait Islander communities hold authority “by reason
not only of their age and seniority but also of their wide experience and deep cultural knowledge”
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(ACARA 2015). Policies must respect principles and protocols of cultural safety as integral to the
development and provision of curriculum and programs in Aboriginal and Torres Strait Islander
knowledge and languages (Lowe et al. 2019). This means affirming the authority of language
owners and custodians and ensuring protocols support negotiations between different groups. The
Uluru Statement from the Heart (2017) states clearly the first step required to realise this goal of
partnership.
We seek constitutional reforms to empower our people and take a rightful place in
our own country. When we have power over our destiny, our children will flourish.
They will walk in two worlds, and their culture will be a gift to their country.

Conclusion
Teachers are responsible for teaching Aboriginal and Torres Strait Islander students, and for
teaching about Aboriginal and Torres Strait Islander history, culture and language. Many teachers
struggle to meet the professional standards related to Aboriginal and Torres Strait Islander
education due to an assumption or attitude that these standards don’t apply to them in their
particular context; or gaps in knowledge and resources, fear of getting it wrong, or feeling
overwhelmed by the decades of deficit narrative on educational outcomes for Indigenous students.
It is a priority that all teachers are well-equipped with the attitude, knowledge, resources and action
that ensures they can meet the standards related to Aboriginal and Torres Strait Islander education
pastoral care, pedagogy, and curriculum.

3.1.4 Examples in teacher standards
As outlined in Table 3.1-2, the Australian Professional Standards for Teachers (AITSL 2011)
includes focus areas specific to Aboriginal and Torres Strait Islander education: Focus area 1.4
Strategies for teaching Aboriginal and Torres Strait Islander students; and Focus area 2.4
Understand and respect Aboriginal and Torres Strait Islander people to promote reconciliation
between Indigenous and non-Indigenous Australians.
Two other standards are relevant in this context. Standard 1.3 Students with diverse linguistic,
cultural, religious and socioeconomic backgrounds and 7.3 Engage with the parents / carers.
Table 3.1-2 Aboriginal and Torres Strait Islander education reflected in the Australian Professional Standards
for Teachers (AITSL 2011)
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

1. Know students and

1.3 Students with diverse

Demonstrate knowledge of teaching

how they learn

linguistic, cultural, religious and

strategies that are responsive to the

socioeconomic backgrounds

learning strengths and needs of students
from diverse linguistic, cultural, religious
and socioeconomic backgrounds.

1. Know students and

1.4 Strategies for teaching

Design and implement effective teaching

how they learn

Aboriginal and Torres Strait

strategies that are responsive to the local

Islander students

community and cultural setting, linguistic
background and histories of Aboriginal and
Torres Strait Islander students.
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Standard(s)

Focus area(s)

Descriptors (at a proficient level)

2. Know the content and

2.4 Understand and respect

Provide opportunities for students to

how to teach it

Aboriginal and Torres Strait

develop understanding of and respect for

Islander people to promote

Aboriginal and Torres Strait Islander

reconciliation between

histories, cultures and languages.

Indigenous and non-Indigenous
Australians.
7. Engage professionally

7.3 Engage with the parents /

Establish and maintain respectful

with colleagues,

carers

collaborative relationships with parents/

parents/carers and the

carers regarding their children’s learning

community

and wellbeing.

Table 3.1-3 presents’ examples of the ways Indigenous education perspectives have been included
in teacher standards internationally.
Table 3.1-3 Examples of the ways Indigenous education perspectives are included in teacher standards
internationally
Standards

Country

Example

Philippine Professional Standards for

Philippines

1.6 Mother Tongue, Filipino and English in teaching

Teachers (Department of Education,

and learning

Republic of Philippines 2017)

1.6.3 Model and support colleagues in the
proficient use of Mother Tongue, Filipino and
English to improve teaching and learning, as well
as to develop the learners’ pride of their language,
heritage and culture.
3.5 Learners from indigenous groups
3.5.2 Adapt and use culturally appropriate teaching
strategies to address the needs of learners from
indigenous groups.

Southeast Asia Teachers

Southeast

1.3.1.2 Integrate Southeast Asian identity in my

Competency Framework (Teachers’

Asia

lessons to promote cross-cultural understanding

Chartered Teacher Professional

United

3.5 Has a clear understanding of possible barriers

Principles (Chartered College of

Kingdom

to learning, including for children and young people

Council of Thailand 2018)

Teaching 2017)

with special educational needs and disabilities or
English as an additional language, and knows how
to select and use appropriate strategies to
overcome these.
6.5 Establishes and maintains a supportive,
trusting and respectful environment in which
diversity is celebrated.
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Standards

Country

Example

Myanmar Teacher Competency

Myanmar

A3.2 Demonstrate understanding of the social,

Standards (Teacher competency

linguistic, and cultural diversity of the students and

Standards Framework 2017)

their communities

New Zealand Standards for the

New Zealand

Demonstrate commitment to tangata whenuatanga

Teaching Profession (Teaching

and Te Tiriti o Waitangi partnership in Aotearoa

Council of New Zealand 2017)

New Zealand.
•

Understand and recognise the unique status of
tangata whenua in Aotearoa New Zealand.

•

Understand and acknowledge the histories,
heritages, languages and cultures of partners to
Te Tiriti o Waitangi.

•

Practise and develop the use of te reo and
tikanga Māori.

Design for learning
•

Design and plan culturally responsive,
evidence-based approaches that reflect the
local community and Te Tiriti o Waitangi
partnership in New Zealand.

1.4. Demonstrating a commitment to tangata
whenuatanga and Te Tiriti o Waitangi partnership
in the learning environment
2.4. Affirming Māori learners as tangata whenua
and supporting their educational aspirations
4.2 Demonstrating a commitment to a Tiriti o
Waitangi based Aotearoa New Zealand
Fostering learners to be active participants in
community life and engaged in issues important to
the wellbeing of society.
Fiji Teacher Competency Standards

Fiji

No reference

Saudi Arabia

No reference

Singapore

The teacher is committed to National Education,

(Competency standards frameworks
for Tuvalu teachers competency
standards implementation 2014)
Saudi Arabia -2014 (Al-Saud, FAA-M
& Alsadaawi, AS 2018)
Graduand teacher competencies 2018 (Recommendation II n.d.)

and to valuing diversity in all its forms.
The teacher demonstrates sensitivity to cultural
and religious differences
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3.1.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

How can teachers develop the knowledge, skills and confidence to ensure Standards 1.4 and 2.4
are consistently met?

•

What curriculum resources and professional learning support will equip teachers to include
Aboriginal and Torres Strait Islander content and enable them to address the Cross-Curriculum
Priority in a way that is culturally relevant to their own school Country and community?

•

How can teachers collaborate and consult with Aboriginal and Torres Strait Islander community
from a position of equity and strength without exhausting the goodwill of Aboriginal and Torres
Strait Islander leaders?

•

How are Initial Teacher Education providers incorporating the development of Aboriginal and
Torres Strait Islander Capabilities in their curriculum, and placements?

•

How are overseas teachers who are seeking recognition to teach in Australia supported to
acquire the knowledge, attitudes and resources required to meet these standards?
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3.2 Digital technologies in education
The last ten years have seen rapid advancements to society driven by technological innovations
and increasing interconnectivity, challenging how best to prepare students for future employment
opportunities and the skills they might require to navigate their way in an increasingly complex
world. Education has responded to these challenges, which in 2017 included the introduction of the
curriculum learning area Digital Technologies.

3.2.1 Description
Rapid advancements in digital technologies have seen an increase in digital resources and
applications. The terms digital technology, digital learning, digital literacy and digital skills have been
adopted to capture the broad developments in these areas. These developments have been
reflected in policies nationally and internationally. Within Australia, this has included the National
STEM School Education Strategy 2016 – 2026 and the introduction of the Digital Technologies
learning area to the curriculum in 2017. According to the Australian Curriculum, “digital technologies
include any technology controlled using digital instructions, including computer hardware and
software, digital media and media devices, digital toys and accessories, and contemporary and
emerging communication technologies, including computers, smartphones, digital cameras, printers
and robots” (ACARA n.d.-b).
The Evidence for Learning Toolkit (Evidence for Learning c.2017) further clarifies that digital
technologies refer to the use of computer and technology-assisted strategies to support learning
within schools. Approaches in this area vary widely, but generally involve technology for students,
where learners use programs or applications designed for problem-solving or open-ended learning;
or technology for teachers to support learning and teaching. Digital learning further describes
learning that is facilitated by technology or by instructional practice that makes effective use of
technology (DET Victoria 2018), while digital literacy and digital skills describe the development and
acquisition of skills (including coding), in the use of new and emerging technologies.

3.2.2 Sources
Table 3.2-1 displays key sources identified, related to digital technologies and their prevalence in
policy, research and practice.
Table 3.2-1 Overview of key sources including digital technologies
Source type

Key sources

Policy

DEAG (c.2012)
Gonski (DET 2018)
OECD (2019d)
OECD (Schleicher 2018)
OECD (Gomendio 2017)

Journals/conferences

Bulman & Fairlie (2015)
Fraillon (2019)
Grand-Clement, Devaux, Belanger & Manville (2017)
Thomson (2015)
Trust (2018a)
Trust (2018b)
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Source type
Other (inc. grey literature)

Key sources
Evidence for Learning (c.2017)
Melbourne Declaration Submissions (Melbourne Graduate School of
Education 2019)

International teacher standards

Refer to Table 3.2-3

3.2.3 Current and changing landscape
Changes in the last decade
In the last decade, digital technologies have evolved, impacting on their use in schools. According
to Trust (2018a), while teaching with technology in 2008 often meant using a computer to show
PowerPoint slides or using the internet to conduct research, the number of digital resources,
websites, videos and tools available to teachers and students has grown exponentially. Tablets,
smartphones, three-dimensional (3D) printers, virtual reality devices (VR), and other new digital
technologies have entered the market, changing the way people communicate and learn. Social
media sites, including YouTube and Facebook, which were only just gaining traction in the mid2000s, are now visited by millions of people every day.
Access to and use of digital technologies have influenced the role and future of education and skills
needed in a digital age. According to the Digital Learning: Education and Skills in the Digital Age
Report (Grand-Clement et al. 2017), the educator’s role has been disrupted by technology which
has changed: how to access information; how to navigate information; and, how to access
pedagogy in different settings. The increased use of social media, the ease of access to information
and the ability to create content has students engaged in more complex learning activities (i.e. VR,
online learning, self-directed learning and flipped learning) and access to anywhere anytime
learning. These technological advances have shifted the role of students from being consumers of
information to also be creators of information, and this has implications for teaching and learning.
Teachers who were once teaching with technology and teaching about the use of ICT tools are now
considering the way content and instruction is delivered to students and how they may leverage
digital technologies for enhancing teaching and learning, personalising learning, creating content,
problem-solving and providing access to content and information for all learners.

Relevance to learning and teaching; issues, debates, implications
While awareness and use of digital technologies might be important for preparing students for future
careers and engaging them in different ways, Trust (2018b) stipulates that digital technologies
should be used in schools when they can afford teaching and learning experiences that are not
possible without the technology. According to The Victorian Department of Education’s former
Director of Learning and Teaching and Digital Learning Leader, Lynn Davie, technologies can be
maximised in schools to unlock learning potential.
Davie (2019) suggests that digital technologies provide opportunities for:
•
•
•
•

access to quality online resources, experts and learning communities
authentic and richer contexts for learning and student agency over their learning
learning environments which support personalisation, enabling every learner, without
exception, to reach their potential
connecting and collaborating locally and globally to build new knowledge
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•
•
•
•

developing contemporary skills, e.g. digital skills, multi-literacies, digital citizenship, realworld problem solving
real-time assessment, feedback and reporting on learning progress
connecting families with their child’s learning through improved communication, collaboration
and ongoing reporting on learning progress
bridging the educational divide by mitigating disadvantage, including rurality and
remoteness.

Although people have different views on the role that technologies can and should play in schools,
the OECD (Schleicher 2018) claim we cannot ignore how digital tools have fundamentally
transformed the world around schools and that digitalisation is a policy avenue for enhancing
innovation.

Influencing policy directives
Advancements in digital technologies over the last decade have been reflected in teacher standards
and curriculum globally. In 2017, the International Society for Technology in Education (ISTE),
redesigned the ISTE teacher standards to reflect advances in digital technologies and the growing
access to the internet in and outside schools. These standards shifted from a focus on teaching with
digital technologies to using these to learn, collaborate, lead, and empower students (Trust 2018a).
The speed of, access to, and control over, information has also magnified the need to help students’
filter, sort and evaluate online material. The increased role of digital technologies in communication
has had a significant impact on the way students engage online, influencing interactions and the
additional focus on safe, responsible and ethical use of ICT. Educators are now teaching
information literacy, digital communications and digital literacy to students and more recently, Digital
Technologies, as a new subject area within the Australian Curriculum. The Digital Technologies
curriculum, implemented from 2017, aims to prepare students for an ever-changing, technology-rich
environment through the development of knowledge, understanding and skills to use digital systems
and create digital solutions.
According to Bula and Fairlie (2015), the use of current and emerging digital technologies will
continue to disrupt the educational experience of students. This disruption has implications for
education and a school system still predominantly based on a 20th-century model. The report of the
Review to Achieve Educational Excellence in Australian Schools – Through Growth to Achievement
(DET 2018) confirmed that even though teachers recognise the benefits of contemporary teaching
methods for student outcomes, and some are already applying them through the use of increasingly
available digital technologies, many find them challenging to implement. At an international level,
the Digital Learning: Education and Skills in the Digital Age Report (Grand-Clement et al. 2017)
emphasised that educators and policymakers need to consider how digital technologies may be
used to make learning more adaptive and flexible and that while the future should not be driven by
technologies, government and industry have an important role in encouraging greater use of digital
technologies in learning.

Conclusion
The increased availability of digital technologies and the possibilities for teaching and learning that
these afford suggest there are opportunities to support teachers to use digital technologies
strategically in teaching and learning programs.
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3.2.4 Examples in teacher standards
Table 3.2-2 provides an overview of this topical area, as reflected in the Australian Professional
Standards for Teachers (AITSL 2011).
Table 3.2-2 Digital technologies’ relevance in the Australian Professional Standards for Teachers (AITSL
2011)
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

2. Know the content and how to
teach it

2.6 Information and
Communication
Technology (ICT)

Use effective teaching strategies to integrate
ICT into learning and teaching programs to
make selected content relevant and
meaningful

3. Plan for and implement
effective teaching and learning

3.4 Select and use
resources

Select and/or create and use a range of
resources, including ICT, to engage students
in their learning

4. Create and maintain supportive
and safe learning environments

4.5 Use ICT safely,
responsibly and
ethically

Incorporate strategies to promote the safe,
responsible and ethical use of ICT in learning
and teaching

Table 3.2-3 presents examples of the ways digital technologies are included in teacher standards
internationally.
Table 3.2-3 Examples of the ways digital technologies are included in teacher standards internationally
Standards

Country

Example

Philippine Professional Standards
for Teachers (Department of
Education, Republic of
Philippines 2017)

Philippines

Exhibit the needed skills in the use of
communication strategies, teaching strategies
and technologies to promote high - quality
learning outcomes
They create an environment that is learningfocused and they efficiently manage learner
behaviour in a physical and virtual space

Southeast Asia Teachers

Southeast Asia

Use ICT tools to support students learning

United Kingdom

Makes effective use of resources and materials,
including digital technology if appropriate, that
are suited to the content being delivered

Myanmar

Demonstrate appropriate use of Information and
Communication Technology (ICT) in teaching
and learning

Competency Framework (2018)
Chartered Teacher Professional
Principles (Chartered College of
Teaching 2017)
Myanmar Teacher Competency
Standards (Teacher Competency
Standards Framework 2017)

Describe strategies to support responsible, safe
and relevant use of ICT for teaching and
learning, including school or personal use
Describe how different technologies can make
teaching and learning more effective
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Standards

Country

Example

New Zealand Standards for the

New Zealand

Use an increasing repertoire of teaching
strategies, approaches, learning activities,
technologies and assessment for learning
strategies and modify these in response to the
needs of individuals and groups of learners

Fiji Teacher Competency
Standards (Competency
Standards Framework 2014)

Fiji

Encourages and monitors the use of ICT to
enhance learning and teaching

ISTE Standards for Educators
(n.d.; 2017)

International
Society for
Technology in
Education

Continually improve their practice by learning
from and with others and exploring proven and
promising practices that leverage technology to
improve student learning

Teaching Profession (Teaching
Council New Zealand 2017)

Inspire students to positively contribute to and
responsibly participate in the digital world.
Facilitate learning with technology to support
student achievement

3.2.5 Further questions/research agenda
This section has highlighted a stronger emphasis on the role of digital technologies in education
policy and practice and raises questions and a possible research agenda for future consideration:
•

Do the standards reflect the roles and responsibilities of teachers around digital
technologies?

•

Do current standards reflect contemporary expectations of teaching and learning in the
digital age?

•

How might digital technologies be reflected in the standards that show an increased focus on
learning enabled through incorporating digital technologies?

•

What do we know about successful strategies that utilise digital technologies for teaching
and learning?

•

It is clear that digital technologies are disrupting the role of the educator: are we doing
enough to prepare teachers? How might teachers be supported to unlock learning potential
afforded through digital technologies?
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3.3 Early childhood education and care
In March 2019, education ministers, union leaders and other teacher leaders across the OECD met
for the annual International Summit of the Teaching Profession. For the first time, the Summit
focused on Early Childhood Education and Care (ECEC), signifying the importance of ECEC across
the globe for giving all children a strong start to life. As Stewart’s (2019, p. 27) report of the Summit
noted:
Whatever the barriers, it is clear that early childhood education is on the move.
Countries are shifting from episodic efforts to more durable commitments to early
childhood learning, and there is an emerging new zeitgeist in how societies are
thinking about their responsibilities for young children.

3.3.1 Description
Early childhood is generally understood as the period from birth to the commencement of formal
schooling, broadly covering children aged 0 - 5 years (Pascoe & Brennan 2017) while in some
documentation this range includes 0 – 8 years in reference to the classification of early childhood
development. According to Schleicher (2019), ECEC refers to services providing care and education
for children under compulsory school age. Early childhood education distinguishes itself from school
education and refers specifically to the services that support early childhood learning by a qualified
early childhood educator (Schleicher 2019; Pascoe & Brennan 2017). Recognition of a quality
ECEC workforce as key to a child’s long-term learning, development and wellbeing has gained
significant momentum. The Australian Children’s Education and Care Quality Authority (ACECQA)
which was developed to support governments to implement the National Quality Framework (NQF)
acknowledge that early childhood teachers have approved qualifications to work with children from
birth to five years (ACECQA 2018). The results of the first Starting Strong Teaching and Learning
International Survey (TALIS Starting Strong) of early-career staff released in late 2018 and the
growing body of research in the ECEC field have added to an international perspective of the early
career educators’ workforce and will have a significant influence on policy reforms now and into the
future.

3.3.2 Sources
Table 3.3-1 displays key sources identified related to ECEC in policy, research and practice.
Table 3.3-1 Overview of key sources that include a focus on ECEC
Source type
Policy

Key sources
AITSL (2018a)
Alice Springs (Mparntwe) Education Declaration (Education Council
2019a)
ACECQA (2018)
Gonski (DET 2018)
NCEE (2018, 2019)
OECD (Schleicher 2019)
OECD (Schleicher 2018)
OECD (2017d)
OECD ( n.d.-a)
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Source type

Key sources
Pascoe & Brennan (2017)
TALIS (OECD n.d.-b)

Journals/conferences

Cloney, Jackson & Mitchell (2019)
Cloney, Cleveland, Hattie & Tayler (2016)
Cloney, Tayler, Hattie, Cleveland & Adams (2016)
Diaz-Diaz, Semenec and Moss (2019)
Jackson, Ahmed, Carslake & Lietz (2019)
Kagan ed. (2018, 2019)
Krakouer, Mitchell, Trevitt and Kochanoff (2017)
Reid (2016)
Stewart (2019)
Tayler (2018)

Other (inc. grey literature)
International teacher standards

Evidence for Learning (2019a)
Review of the Melbourne Declaration Submissions (2019)
Refer to Table 3.3-1

3.3.3 Current and changing landscape
Changes in the last decade
Increased recognition of the importance of early childhood education to the life chances and to the
later educational outcomes of children has dominated discussion over the last decade (AITSL 2019;
Schleicher 2018, 2019; Pascoe & Brennan 2017). With significant insights into brain development in
the early years, research has shown that quality ECEC is important for laying the foundations for
children’s life-long learning, tackling educational disadvantage (particularly to vulnerable
populations), and promoting greater economic prosperity (Cloney, Tayler, Hattie, Cleveland &
Adams 2016; Krakouer, Mitchell, Trevitt & Kochanoff 2017; Schleicher 2019; Tayler 2018).
Advancements in research have had a significant impact on policy reform. The Early Advantage
report (Kagen ed., 2018) acknowledges there has been significant work in early childhood policy,
practice and service delivery internationally over the last decade. However, according to Andreas
Schleicher, the OECD’s Director for Education and Skills, an insufficient knowledge base of what
makes provision effective has left services fragmented and policymakers clueless about how to
target scarce resources (Kagen ed. 2018). Schleicher notes that the Early Advantage report has
made a substantial contribution to the field of ECEC to help establish a systematic understanding of
the pillars that underpin its success.
In Australia, ECEC reforms over the past decade have been substantial and supported by
significant effort and investments from all governments (Pascoe & Brennan 2017). This has included
universal access to early childhood education for all children in the year before school, the
establishments of the Australian Children’s Education and Care Quality Authority (ACECQA) and
the National Quality Framework (NQF) to provide consistency and quality assurance measures in all
Australian ECEC settings. Under the NQF, the first national ECEC curriculum document, Belonging,
Being and Becoming: The Early Years Learning Framework for Australia (EYLF) (2009), takes a
child-focused, holistic approach, and promotes intentional teaching and play-based learning. It
describes the principles, practices and outcomes that support and enhance young children's
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learning from birth to five years of age, as well as their transition to school. The EYLF was
developed to guide curriculum planning and decision-making for all services regulated under the
NQF, setting common outcomes and supporting continued pedagogical refinements within early
childhood programs. These advancements in research, policy and practice have fuelled a
commitment to the professionalisation of early career educators and the growing recognition of the
importance of the inclusion and development of quality ECEC teachers within the education
workforce. However, despite reforms in recent years wages in the childcare sector are still low and
many child care educators feel undervalued (Tayler 2018).

Relevance to learning and teaching; issues, debates, implications
Various studies have highlighted the importance of ECEC and its relevance to learning and
teaching. An examination of the relationship between early childhood education and academic
performance of students at age 15 found:
•

students who attended ECEC outperformed students who had not

•

a child who has no pre-primary education is nearly twice as likely to perform poorly in
education as a child who has attended more than one year of pre-primary education

•

two years of early childhood education is the minimum duration needed to have a good
chance of reaching a good level of performance at age 15 (Pascoe & Brennan 2017).

These findings have implications for Australia given that it has one of the widest ranges of student
achievement according to international OECD standards, including a long tail of underachievement
(Thomson, De Bortoli & Underwood 2016) and it is below the OECD average in terms of both
investment in early childhood education and participation in early childhood education (Pascoe &
Brennan 2017).
The importance of ECEC and supporting a skilled early childhood educator workforce is highlighted
in the Effective Early Educational Experiences (E4Kids) study. As Australia’s most extensive
longitudinal study on the impact of ECEC, this study found among the four quality domains that
measured ECEC settings, teachers’ instructional support was significantly lower (1.51 out of 7) than
the other domains of quality (Cloney et al. 2016). Highly trained educators contribute to the quality
of ECEC, and under the NQF, the training of the ECEC workforce has been a priority.
Developments have included the registration of ECEC providers against quality assurance
measures and specified qualification and training requirements of ECEC educators.
According to Tayler (2019) challenges still exist regarding the quality of training that some early
childhood educators have received through registered training organisations (RTOs), and the
structures surrounding pay and conditions within ECEC centres, creating a climate in which
educators are rarely rewarded for completing further study or achieving higher qualifications.
Continued differentiation between early childhood teachers employed in the school sector, and
educators in centre and community-based ECEC is problematic in terms of workforce development,
professionalisation and mobility.
While professional development is advocated by agencies, providers, and researchers as necessary
to improve ECEC programs, limited resources nationally have been assigned for professional
development (Tayler 2018). Despite rhetoric about the expertise of early childhood educators, and
the value of specific pedagogy adopted for early learners, professional development is often
focused on compliance and leads to “compliant early childhood educators who focus on how to
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meet quality accreditation requirements (and not critique the standards they are required to
address)” (Sims & Waniganayake 2015, p. 334). The position of early childhood educational leader
was established to drive quality improvement requirements of the reform. However, Sims et al.
(2018) found a lack of clear role descriptions and authority made it difficult for educational leaders to
fulfil the expectations held of them, and “many are currently focusing on compliance with their
street-level bureaucracy” (p. 960).

Influencing policy directives
Australia’s early childhood education system has been guided by two core objectives—workforce
participation and child development. According to Tayler (2018), a cohesive vision for this system
requires grappling with how to optimise outcomes on both sides of this equation. Since the mid2000s there has been greater policy recognition of the contribution of early childhood staff to young
children’s development with the introduction of significant reforms including the ACECQA, NQS and
EYLF setting consistent laws and regulations for higher standards for ECEC quality (Tayler 2018).
Within Australia, each state and territory has its own regulatory authority regarding ECEC, overseen
by the national Australian Children’s Education and Care Quality Authority (ACECQA). Trained
inspectors from the regulatory authorities monitor centres’ performance against the NQS. Centre
ratings are publicly available, and centres must develop and implement quality improvement plans
based on their quality ratings. Tayler (2018) notes the divide between education and care services
is evident in service delivery and quality, despite education and care provision being integrated
under NQF policy. The participation rate for preschool programs, which are universally available in
the year before school, is 95.1% while children in at-risk groups are generally underrepresented in
ECEC programs, presenting an ongoing challenge for ECEC reforms and service delivery.
Although all primary and secondary teachers employed across Australia are required to be
registered with their state registration authority, it has only been recently that early childhood
teachers have been considered within this system (Tayler 2018). A recent national push for a unified
system of teacher registration that requires early childhood teachers to register and meet the
requirement of the teaching profession has been welcomed as early childhood teachers achieve
compensation parity with primary and secondary teachers. One Teaching Profession: Teacher
Registration in Australia (AITSL 2018a) has provided the following recommendations: that all early
childhood teachers in Australia, regardless of their employment setting, be registered by teacher
regulatory authorities, under a consistent national approach; and that the Australian Professional
Standards for Teachers be amended to ensure their relevance and applicability to early childhood
teachers.

Conclusion
The importance of early childhood education and care has taken a prominent position in recent
policy reform. The recognition of supporting a quality, stable and professional workforce has led a
national pursuit to have one teaching profession in Australia with the vision to enhance the life
chances of all children.

3.3.4 Examples in teacher standards
Since the Standards were introduced there has been significant reform in the development of
ECEC. The increased recognition of the importance of ECEC has been reflected by AITSL and
other state documentation, illustrating examples of practice in early childhood against the Standards
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to assist accreditation, registration, certification and professional development requirements.
Examples include:
•
•
•

NSW Proficient Teacher Evidence Guide (Early Childhood Teachers) (NESA n.d.)
QLD Evidence Guide for Early Childhood (QCT n.d.)
AITSL curriculum and pedagogy in the Early Years (AITSL n.d.)

Table 3.3-2 presents three examples of the ways ECEC has been specifically included in teacher
standards at the international level.
Table 3.3-2 Examples of the ways early childhood is included in teacher standards internationally
Standards

Country

Example

Myanmar Teacher Competency

Myanmar

The Framework explains what each of the

Standards (Teacher Competency

competency standards means for teachers of

Standards Framework 2017)

different stages of schooling. It aims to provide
guidance for teachers on the unique features and the
central tasks of good teaching for different stages of
schooling. These include specific standards for
kindergarten, primary, secondary and upper
secondary teachers.
Kindergarten teachers are early childhood
development specialists. They understand the
importance of the Kindergarten years for developing
young students’ capacities to learn through guided
exploration and play. They have genuine desire to
see all children learn and display patience as they
seek to support each student’s cognitive, emotional
and physical development. They recognise the
importance of making connections between the
Kindergarten classroom and the real world of the
students, and do so by integrating thematically within
stories and games basic literacy skills required for a
successful transitioning to the early grades of school.

Saudi Arabia 2014 (Al-Saud,
FAA-M & Alsadaawi, AS 2018)

Saudi Arabia

The generic standards include matters such as
knowledge of learning, supporting the student’s
learning pathways, and professional responsibility
while the subject matter standards were developed
outlining 22 disciplines including early childhood
education
Professional Knowledge
Standard 3. Understanding the central concepts,
methods of inquiry, structures of the discipline, and
pedagogy specific to the discipline
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Standards

Country

Example

Teachers’ Standards (Early

United

This document sets out early years teachers’

Years) (National College for

Kingdom

standards (from birth to 5 years) and includes early

Teaching & Leadership, 2013)

years foundation stage assessment guidelines

3.3.5 Further questions/research agenda
This section has highlighted a stronger emphasis on ECEC and raises questions and a possible
research agenda for future consideration:
•

How does a nationally consistent approach to teacher standards support and improve the
quality of early childhood teaching?

•

How might the standards better reflect the work of all educators, as children and young
people progress throughout all stages of education?

•

What is the evidence base around ECEC teaching and learning practices? How do they
support children’s development?

•

How do we increase the capacity of educators and teachers to design effective programs
and to intervene when young preschool children are not progressing well?

•

How can ECEC staff be supported to develop their practice through access to high quality
professional learning?

•

What can policy do to help attract, retain and develop qualified ECEC staff?

•

What does quality teaching and learning look like in early childhood centres, particularly for
children under the age of three? What are the qualifications and practices of staff that work
in these settings, and how do they differ from services for older children?
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3.4 General capabilities and Cross-curriculum priorities
Curriculum is integral to teachers’ work. For many Australian teachers, the Australian Curriculum
provides the framework for their teaching. The Australian Curriculum has three dimensions: 1)
learning areas; 2) cross-curriculum priorities, and 3) general capabilities (The Shape of the
Australian Curriculum. Version 4.0 2013). Teachers have traditionally developed their knowledge of
content, and how to teach it, within a Learning Area framework. This section focuses on the other
two dimensions, the Cross-Curriculum Priorities, and General Capabilities, and considers issues
these may raise for teachers’ practice.

3.4.1 Description
The general capabilities term is synonymous with words such as attributes, capabilities, transversal
skills, competencies, or generic or ‘soft’ skills. Often referred to as ‘21st century skills’, the list is
extensive. While the development of these skills is sought by education systems worldwide, a clear
definition is required if teachers are to be able to teach or assess it well (Lucas 2019; Milligan,
Kennedy & Israel 2018).
In addition to learning area content, Australian teachers are asked to address three Crosscurriculum priorities and seven General Capabilities. Given the Australian Curriculum’s threedimensional structure, what is it that Australian teachers are asked to know and to teach, in addition
to learning area content?
There are three Cross-curriculum priorities that “deserve particular attention in the Australian
Curriculum” (ACARA 2012). These are:
• Aboriginal and Torres Strait Islander histories and cultures
• Asia and Australia’s engagement with Asia
• Sustainability
There are seven General Capabilities specified in the Australian Curriculum that encompass
“knowledge, skills, behaviours and dispositions” (ACARA 2017) namely:
•
•
•
•
•
•
•

Literacy
Numeracy
Information and Communication Technology (ICT) Capability
Critical and Creative Thinking
Personal and Social Capability
Ethical Understanding
Intercultural Understanding

Learning continua have been developed for each capability that describes the relevant knowledge,
skills, behaviours and dispositions at stages of schooling (ACARA 2017). To address these priorities
and capabilities, teachers in states using the Australian Curriculum need to consider specific
continua for each or to consider where their school or system indicates there are intersections
between learning areas and particular cross-curriculum priorities and general capabilities. This goes
to the scope question for teachers. What do they teach, why do they teach cross-curriculum
priorities and general capabilities, and how do they teach these?
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3.4.2 Sources
Table 3.4-1 displays key sources related to general capabilities identified in policy and research.
Table 3.4-1 Overview of key sources that include a focus on general capabilities
Source type

Key sources

Policy

ACARA (2011)
ACARA (2012)
ACARA (2013)
ACARA (2017)
ACARA (2018b)
ACCI & BCA (2002)
AITSL (2011)
Alice Springs (Mparntwe) Education Declaration (Education Council 2019a)
DET (2018)
NSW Education Standards Authority (2019)
Mayer Committee (1992)
Melbourne Declaration (2008)
Review of the Australian Curriculum (2014)
Tehan (2018)
VCAA (2015a)
VCAA (2015b)

Journals / conferences

Scoular (2018)
Ananiadou & Claro (2009)
Bjorklund-Young (2016)
Care & Kim (2018)
Care et al. (2017)
Clarke & Hughes (2019)
Gilbert (2019)
Griffin, McGaw & Care (2012)
Hipkins, MacDonald & Whatman (2018)
Lamb, Maire & Doecke (2017)
Lucas (2019)
Lucas and Smith (2018)
McLeod & Graber (2018)
Milligan, Kennedy & Israel (2018)
Moyle (2010)
Randall (2019)
Scarino (2018)
Weldon (2019)
Wylie, McDowall & Ferral (2019)

Other (inc. grey literature)

APPA (2014)
Boss (2019)
Foundation for Young Australians (2018)
World Economic Forum. (2016)
Zhao 2012
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Source type

Key sources

International teacher

Refer to Table 3.4-4

standards

3.4.3 Current and changing landscape
Changes in the last decade
As seen in Table 3.4-2, the Australian Curriculum (2010) and the Australian Professional Standards
for Teachers (2011) were in development concurrently. While endorsed at roughly the same time by
the Ministerial Council of the day, the development process for each was run in parallel, and there
was a limited connection between the two projects. According to ACARA (2011), the general
capabilities and cross-curriculum priorities were informed by the Melbourne Declaration of
Educational Goals for Young Australians (2008). The Melbourne Declaration itself came out
following a decade of interest in the Mayer key competencies (Gilbert 2019) and employability skills
(Weldon 2019).
Australia was not alone in these changes, and the education community at that time was no doubt
also influenced by the international movement invested in development of ‘21st century’ or
transversal skills (Ananiadou & Claro 2009). By 2017, a Brookings report shows almost 90 countries
had incorporated mention of 21st Century skills in their education policies, if not in their curriculum,
with the four most common skills being creativity, communication, problem-solving and critical
thinking (Care et al. 2017). Table 2 shows some key influences in this space.
Table 3.4-2 History of capabilities and skills focus in school education
Date

Australia

Global

1992

Mayer key competencies report

2002

Australian Chamber of Commerce & Industry and
Business Council of Australia employability skills

2008

Melbourne Declaration of Educational Goals for
Young Australians

2009

Partnership for 21st Century Skills (later
Learning) P21 Consortium

21st Century Skills and Competences for
New Millennium Learners in OECD
Countries (OECD)

2010

Australian Curriculum Version 1

2011

Australian Professional Standards for Teachers

Assessment and Teaching of 21st Century
Skills project (ATCS21)

2012
2014

Review of the Australian Curriculum

2017

Australian
Curriculum
Capabilities (version 8.3)

2019

Alice Springs (Mparntwe) Education Declaration

strengthens

General

Skills for a Changing World (Brookings)

Source: Adapted from Weldon 2019
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This is a common theme in the literature on 21st century skills and highly relevant in the context of
the Australian Curriculum. Masters (NSW Education Standards Authority 2019) points out that
“teaching and assessing a capability requires clarity about what higher levels of that capability look
like….and the nature of their development tend to be inadequately defined” (p. 54).
So why were these three cross-curriculum priorities and seven general capabilities specified for the
Australian Curriculum? It is only natural that teachers ponder the rationale for the inclusion of these
particular cross-curriculum priorities and capabilities out of so many possibilities. Why did the
Victorian Curriculum F-10 (VCAA 2015b) opt to reduce the number of capabilities to four, and to
embed the cross-curriculum priorities?
While it is out of scope to rehearse the history of the Australian Curriculum in any depth, it is fair to
say that there was extensive review and consultation leading to the Melbourne Declaration and the
Australian Curriculum (Randall 2019). It is helpful to see this in the light of Kay’s summing up of the
history of the 21st-century learning movement, as having three stages:
1. Defining: generating a laundry list of skills and competencies considered essential for
students’ future success
2. Communicating: condensing those 20-plus competencies into more memorable sets, such
as 7 General Capabilities, 4Cs: communication, collaboration, critical thinking, and creativity
3. Empowering: designing what works for a specific community, leading to “an abundance of
frameworks, assessments, and semantic labels as different organizations put their spin on
what’s worth knowing.” (Kay, in Boss 2019).
Thus, it is not necessarily the precise list of priorities and capabilities that are of prime importance,
but the principle that there are non-discipline-based capabilities that should be considered in the
development of curriculum.
However, this is not a universally-held principle. Scarino (2018) observes that the “relationships
between learning areas and general capabilities has become overly polarised” (p. 24), and Masters
(NSW Education Standards Authority 2019) refers to a ‘knowledge-skills tension’, “with some
advocating the prioritisation of general capabilities over subject knowledge, and others rejecting the
‘skills movement’ in favour of traditional disciplinary knowledge” (p. 54).
While teachers and policymakers have been focussed on curriculum change in the past decade, it is
important to recognise that there has also been growth in the science of learning research in this
period, leading to an expansion in disciplinary and interdisciplinary knowledge (Scarino 2019, p. 21).
It must be acknowledged also that significant work is underway into defining and assessing crosscurriculum priorities and general capabilities (Clarke & Hughes 2019; Griffin, McGaw & Care 2012;
Scoular 2018).

Relevance to learning and teaching; issues, debates, implications
Teachers and others endorse the relevance and importance of the general capabilities (Review of
the Australian Curriculum 2014). A focus on 21st century skills over the past decade, suggests:
•
•
•

Young people with “enterprise skills” – such as problem-solving, communication and team
work – make a faster transition to full-time work (Foundation for Young Australians 2018).
Capabilities are the skills employers are looking for (World Economic Forum 2016).
Capabilities improve our ability to learn (Bjorklund-Young 2016) and are required for lifelong
learning (Lucas & Smith 2018).
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However, a focus does not necessarily translate into consistent, coherent teaching. One issue
causing confusion for teachers is the confusing instructions and advice around the implementation
of cross-curriculum priorities and general capabilities. On the one hand, “teachers are expected to
teach and assess general capabilities to the extent that they are incorporated within learning area
content” (ACARA 2017). On the other hand, “state and territory education authorities will determine
if and how student learning of the general capabilities is to be further assessed or reported” (ACARA
2017). The initial documents that ACARA provided with learning area-specific advice for each of the
seven capabilities contained just two paragraphs per capability for each learning area.
Care and Kim (2018) see implementation as an issue globally, with a lack of knowledge
disseminated to teachers about the development of these skills. Thus, despite the intense focus on
21st century skills over the past decade, they found limited evidence of translation into practice in
classrooms. It seems that “aspirations at policy level do not necessarily indicate that these skills are
being learned and taught in schools and classrooms” (p. 71). It is fair to say that in Australia also,
systems, schools and teachers have focussed primarily on the implementation of learning area
curriculum, rather than on the cross-curriculum priorities and general capabilities.
Given that these two areas represent a more significant area of curriculum change for teachers than
learning area curriculum, it raises questions about the impact on teachers’ own knowledge, skills
and practice. It is not just students that require 21st century skills. To be effective, their teachers
also need “the capacity to be curious, creative, adaptive, and disciplined” (Wylie, McDowall & Ferral
2019 p. 32). Developing skills of creative and critical thinking requires students to learn and
importantly, practise these skills, and then to apply them in real-world scenarios. This change
requires teachers to work with a wider repertoire of pedagogies, and particularly active pedagogies
(Hipkins, Macdonald & Whatman 2018).
Along with a lack of definition about exactly what the cross-curriculum priorities and general
capabilities are, there is limited consensus on how best to approach their teaching. “Frameworks
provide mental models, but don’t usually help educators know what to do differently” (McLeod &
Graber 2018). Teachers need help to redesign their teaching to emphasise goals such as critical
thinking, authenticity, and conceptual understanding.
There is uncertainty as to whether these skills should be embedded or integrated into the
curriculum. The Victorian Curriculum F-10 opted to embed the cross-curriculum priorities (VCAA
2015a) but to promote four general capabilities to equal status with learning areas. It positions
Critical and Creative Thinking, Ethical; Intercultural; and Personal and Social as “areas of learning in
their own right rather than simply indicating how they might be drawn out in different learning areas”
(VCAA 2015b). Some commentators suggest that curriculum integration provides “opportunities to
use the connections between different learning areas for the purposes of developing greater
efficiency in curriculum delivery and offering more coherent learning experiences” (Hipkins &
Springer 2019 p. 21). Moyle (2010) acknowledges that this kind of interaction is a challenge,
meaning teachers are faced with a matrix approach to curriculum planning. Care and Kim (2018)
point out that acquisition of skills is different from the acquisition of knowledge, and they advocate a
more direct teaching approach for 21st century skills.
Rather than assume these skills will develop through the years of formal
education, the demand is for these skills to be addressed explicitly (Care & Kim
2018, p. 67).
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Influencing policy directives
The Gonski review (DET 2018) makes several references to general capabilities within the context
of the role of schools in ensuring students have the skills to thrive in a rapidly changing world.
More jobs will require a higher level of skill, and more school leavers will need
skills that are not easily replicated by machines, such as problem-solving,
interactive and social skills, and critical and creative thinking (p. ix).
The final review report expresses the view that “general capabilities need to be at the core of our
curriculum and teaching practice” (p. 38) and recommends placing increased emphasis on teaching
general capabilities in the F-10 Australian Curriculum (p. xi). It states, however that the adequacy of
the current list of General Capabilities should be considered ‘in light of contemporary thinking’ (p.
41).
While not indicating what might change from the existing set of capabilities, there is a reference to
‘critical and creative thinking, personal and social capability’ (p. xii). Revising the structure of the
Australian Curriculum to present the general capabilities as learning progressions is seen as a way
of raising their status within curriculum delivery (p. xiii). There is no question that the Gonski review
sees value in the general capabilities, but that they need to be more effectively translated from the
Australian Curriculum into the classroom (p. 27).
For the past decade, the 2008 Melbourne Declaration has been the policy document underpinning
the general capabilities. It spoke of world-class curriculum that contains “general capabilities that
underpin flexible and analytical thinking, a capacity to work with others and an ability to move across
subject disciplines to develop new expertise” (p.13). In particular,
the curriculum will support young people to develop a range of generic and
employability skills that have particular application to the world of work and further
education and training, such as planning and organising, the ability to think flexibly,
to communicate well and to work in teams. Young people also need to develop the
capacity to think creatively, innovate, solve problems and engage with new
disciplines (p. 13).
A recent policy review, keenly anticipated for its potential impact in this area, is the replacement of
the Melbourne Declaration. The Alice Springs (Mparntwe) Education Declaration released in 2019
retains the strong statements on the importance of the cross-curriculum priorities and general
capabilities that were present in its predecessor. “These learning areas, along with general
capabilities, are critical to equip students with the knowledge, skills and confidence to actively
contribute to society and Australia’s economic prosperity” (p. 15). In particular, it names capabilities
such as ICT, critical and creative thinking, intercultural understanding and problem-solving, as well
as community engagement, and sustainability. “These skills support imagination, discovery,
innovation, empathy and developing creative solutions to complex problems. They are central to
contributing to Australia’s knowledge-based economy” (p. 15).
The policy position highlighted above advocates strengthening the teaching and assessing of crosscurriculum priorities and general capabilities. This must be balanced against other possible policy
futures. The crowded curriculum is a common theme amongst teachers and principals (APPA 2014;
NSW Education Standards Authority 2019), and one that is also gaining traction in political
discourse (Tehan 2019). The findings of the Review of the Australian Curriculum (2014) highlighted
this as a key issue, particularly in the primary years. It called for embedding teaching and learning
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about Aboriginal and Torres Strait Islander histories and cultures, Asia and Australia’s engagement
with Asia, and sustainability “explicitly, and only where educationally relevant, in the mandatory
content of the curriculum” (p. 7). In terms of the general capabilities, it distinguished between
literacy, numeracy and ICT as they are currently addressed in the Australian Curriculum; and the
four remaining general capabilities: critical and creative thinking, personal and social capability,
ethical understanding and intercultural understanding. These should be “embedded only in those
subjects and areas of learning where relevant and where they can be dealt with in a comprehensive
and detailed fashion” (p. 7). It is possible that reducing the importance of cross-curriculum priorities
and general capabilities may be considered as a convenient policy lever to ‘solve’ curriculum
overcrowding.
Just as important as any refinement of the list of cross-curriculum priorities and general capabilities,
is more consistent and connected policy on implementation and assessment of these priorities and
capabilities. Gilbert (2019) is not surprised there is such uncertainty around the nature, role and
implementation of general capabilities given their relatively short history. Given the speed at which
knowledge and society are changing, teachers are addressing new initiatives constantly, including
change in curriculum. As Lamb, Maire and Doecke (2017) point out, “successful policy
implementation needs to be accompanied by strategic investment in building the capacity of all
teachers, across school and classroom contexts” (p. 4).

Conclusion
While not specifically referenced in the Australian Professional Standards for Teachers (AITSL
2011), the cross-curriculum priorities and general capabilities raise real tensions for teachers’
professional practice in terms of their priorities in teaching, and the influence on scope and structure
of the curriculum. Beyond the question of whether teachers have the content knowledge, and know
how to teach specific content and skills related to cross-curriculum priorities and general
capabilities, there is an underlying current within this debate about how teachers manage curriculum
and pedagogical change.

3.4.4 Examples in teacher standards
The Australian Professional Standards for Teachers (AITSL 2011) contain no specific mention of the
Australian Curriculum’s general capabilities and cross-curriculum priorities. However, as outlined in
Table 3.4-3, the Standards include focus areas related to one of the cross-curriculum priorities,
Aboriginal and Torres Strait Islander histories and cultures. There are also standards relevant to
some of the General Capabilities, namely Focus Area 2.5: Literacy and numeracy strategies; and
Focus Area 2.6 - Information and Communication Technology (ICT).
There is no specific reference to knowledge of content related to Asia and Australia’s engagement
with Asia; Sustainability; Critical and Creative Thinking; Personal and Social Capability; Ethical
Understanding; and Intercultural Understanding, nor a statement about teachers’ knowledge of how
to teach these priorities and capabilities.
If general capabilities and cross-curriculum priorities are viewed as content knowledge, then they
can be considered to be well covered under professional standards related to knowledge of and
ability to teach curriculum content. However, for many teachers, these are not areas for which they
have been trained, and it is less likely that they consider general capabilities and cross-curriculum
priorities as part of this Standard unless they are specifically referenced.
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Table 3.4-3 General capabilities reflected in the Australian Professional Standards for Teachers (AITSL 2011)
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

2. Know the content

2.4 Understand and respect

Provide opportunities for students to

and how to teach it

Aboriginal and Torres Strait Islander

develop understanding of and respect for

people to promote reconciliation

Aboriginal and Torres Strait Islander

between Indigenous and non-

histories, cultures and languages.

Indigenous Australians
2. Know the content

2.5 - Literacy and numeracy

Apply knowledge and understanding of

and how to teach it

strategies

effective teaching strategies to support
students’ literacy and numeracy
achievement.

2. Know the content

2.6 - Information and Communication

Use effective teaching strategies to

and how to teach it

Technology (ICT)

integrate ICT into learning and teaching
programs to make selected content
relevant and meaningful.

Table 3.4-4 presents’ examples of the ways general capabilities have been included in teacher
standards internationally.
Table 3.4-4 Examples of the ways general capabilities are included in teacher standards internationally
Standards

Country

Example

Philippine Professional

Philippines

1.3 Positive use of ICT

Standards for Teachers

1.4 Strategies for promoting literacy and numeracy

(Department of Education,

1.5 Strategies for developing critical and creative

Republic of Philippines 2017)

thinking, as well as other higher-order thinking skills
Southeast Asia Teachers

Southeast Asia

2.2.1.1 Use appropriate teaching and learning

Competency Framework

strategies to develop my students’ creative,

(Teachers’ Council of Thailand

innovative, collaborative and critical thinking skills

2018)
Chartered Teacher

2.2.1.3 Use ICT tools to support students learning
United Kingdom

7.3 Has detailed knowledge of the wider curriculum

Professional Principles

experience of children and young people, both within

(Chartered College of

their own subject area / specialism and across the

Teaching 2019)

whole curriculum, and uses this to plan and structure
lesson sequences
9.2 Ensures that children and young people, through
engagement with subject content, also have the
opportunity to develop knowledge and skills to
support their wider learning and success, for
example literacy, numeracy, oracy, and critical
thinking where appropriate
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Standards

Country

Example

Myanmar Teacher

Myanmar

A2.2 Demonstrate appropriate use of Information

Competency Standards

and Communication Technology (ICT) in teaching

(Teacher Competency

and learning

Standards Framework 2017)
New Zealand Standards for

New Zealand

4.1 Promoting and protecting the principles of human
rights, sustainability and social justice

the Teaching Profession
(Teaching Council of New

4.2 Demonstrating a commitment to a Tiriti o

Zealand 2017)

Waitangi based Aotearoa New Zealand
4.3 Fostering learners to be active participants in
community life and engaged in issues important to
the wellbeing of society.

Fiji Teacher Competency

Fiji

1.2. Promoting of student learning

Standards (Competency

1.2.5 provides opportunities for student

standards frameworks for

collaboration and creative problem solving

Tuvalu teachers competency

1.2.8 use life-long skills to promote holistic

standards implementation

learning

2014)

1.4. Selecting and using resources
1.4.5. encourages the use of ICT to enhance
learning

Saudi Arabia -2014 (Al-Saud,

Saudi Arabia

Mastering basic skills of literacy and numeracy

Singapore

4. Cultivating Knowledge:

FAA-M & Alsadaawi, AS 2018)

Graduand teacher
competencies -2018

i. with subject mastery

(Recommendation II n.d.)

ii. with reflective thinking
iii. with analytic thinking
iv. with initiative
v. with creative teaching
vi. with a future focus
The teacher is committed to environmental
sustainability, social justice and equity.
The teacher is aware of the need to develop 21st
century skills and values in his/her pupils.

3.4.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

Is it time to collect data to ascertain how teachers are implementing and assessing crosscurriculum priorities and general capabilities?
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•

How are initial teacher education providers incorporating development of cross-curriculum
priorities and general capabilities in their curriculum, and placements?

•

How are initial teacher educators modelling cross-curriculum priorities and general capabilities in
their own approach?

•

Are the additional four general capabilities not currently assessed as part of the National
Assessment Program going to be added to this assessment program? If so, what will this mean
for teachers and curriculum?

•

How can we ensure the explicit promotion of skills, the requisite review of pedagogy and
assessment methods for cross-curriculum priorities and general capabilities (Care & Kim 2018,
p. 65)?

•

To what extent do definitional issues hamper implementation and assessment of crosscurriculum priorities and general capabilities?

•

What are the blockers to implementation of cross-curriculum priorities and general capabilities?
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3.5 Inclusive education
The term inclusion is often associated with minority groups and people who experience disability in
particular, but in reality, inclusion is about everyone (Armstrong & Barton 2008). This section
focuses on the inclusion of all, with particular emphasis on social/cultural diversity, on learners
identified as gifted and talented, and/or those with a disability. People from minority groups are more
likely to face adversity and exclusion, and for this reason, the issues teachers may address for
these groups are highlighted (Cologon 2014).

3.5.1 Description
The 2019 Alice Springs (Mparntwe) Education Declaration acknowledged a commitment to
providing excellence and equity in Australian education, “that is inclusive and free from
discrimination …. empowers learners to overcome barriers (and) aims to fulfil the individual
capabilities and needs of all learners” (p. 5). These goals envision that all young Australians are
provided with access to a high-quality education that supports the individual needs of all students to
achieve their full potential. This includes a focus on students with disability and education that
recognises, respects and values cultural, social, linguistic and religious diversity. While inclusion
points to respecting and valuing diversity, ableism is used to describe the process by which people
are excluded, viewed and treated as ‘not one of us’. Ableism is the process of negatively
stereotyping individuals or groups on the basis of a perceived ‘difference’ and, often, discriminating
based on such stereotypes at individual and systemic levels (Cologon 2019).
Inclusive education signifies a shift from ‘special education’ to inclusive schools with learning
interventions for students with difficulties or disabilities being the responsibility of all schools rather
than a segregated section of the education systems in special education schools or units (Berman &
Graham 2018). Inclusive education “involves valuing and facilitating the full participation and
belonging of everyone in all aspects of our education communities and systems” (Cologon 2019 p.
3). It is not about assimilation, or ‘fixing’ students to ‘fit’ into existing structures, but instead can be
“understood as ‘fitting’ educational opportunities, settings, experiences and systems to the full
diversity of students and embracing and celebrating diversity as a positive and rich learning
resource” (Cologon 2019 p. 17). Inclusive classroom settings require teachers to respond to
individual student’s learning needs, including those of gifted and talented learners and those with
disability, while also embracing social and cultural diversity in the increasingly globalised and
interconnected world in which we live.

3.5.2 Sources
Table 3.5-1 displays key sources identified related to inclusion, including social/cultural diversity,
learners with disability and gifted and talented learners in policy, research and practice.
Table 3.5-1 Overview of key sources including inclusive education
Source type

Key sources

Policy

ACARA (n.d.-d)
ACARA (n.d.-e)
Children and Youth with Disability Australia [CYDA] (2019)
DET (2005)
DET (2018)
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Source type

Key sources
Education Council (2019)
Gomendio (2017)
Guerriero (2017)
Masters (NSW Standards Authority 2019)
Nationally Consistent Collection of Data on School Students with Disability
(2020)
OECD (2019a)
OECD (2019c)
Royal Commission into Violence, Abuse, Neglect and Exploitation of
People with Disability - Education issues paper (2019)
UNESCO (Global Education Monitoring Report Team 2015)
UNICEF (2013)
United Nations (2016)
World Health Organization (2011)

Journals/conferences

Armstrong & Barton (2008)
Berman & Graham (2018)
Cologon (2014)
Cologon (2019)
Gagné (2009)
Goss & Hunter (2015)
Graham, Berman & Bellert (2018)
Henderson & Jarvis (2016)
Jarvis & Henderson (2012)
Lassig (2009)
Munro (2002)
Thomson, De Bortoli, Underwood & Schmid (2019)
Tomlinson & Imbeau (2010)

Other (inc. grey literature)

Australian Alliance for Inclusive Education (2019)
Fitzgerald (2014)
Male & Wodon (2017)
Masters (2015)
Mogato (2019b)
Topsfield (2013)

International teacher

Refer to Table 3.5-3

standards

3.5.3 Current and changing landscape
Changes in the last decade
The main goal of education is developing the full potential of all students. To achieve this goal, “it is
important to recognise that not all students are at the same starting point when they begin
compulsory education and that they all face different challenges (that) prevent students from
developing the full set of cognitive and socio-emotional skills that they are capable of” (Gomendio
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2017, p. 14). Policies to ensure that personal or social circumstances do not hinder individuals from
achieving their educational potential have fuelled many recent reforms (Gomendio 2017).
In 2016, the United Nations Committee on the Rights of Person with Disabilities produced General
Comment 4 (GC4) which provided guidance on Article 24 of the Convention on the Rights of
Persons with Disabilities (CRPD). The GC4 elaborated on what it meant to facilitate inclusive
education and the core features of an inclusive education system, which would include:
•

a whole systems approach (education ministers ensuring resources are invested toward
advancing inclusive education)

•

a commitment from school leaders to embed inclusive education practices and policies; a
whole person approach recognising that every person can learn

•

teachers who are supported and provided with education and training to accommodate
inclusive learning environments

•

respect for and value of diversity so that all students’ feel valued, respected and included

•

a learning-friendly environment (a positive school community where everyone feels safe,
supported, stimulated and able to express themselves)

•

effective transitions between stages of schooling, vocational and tertiary education and into
the workplace

•

recognition of partnerships with parents/carers and the broader community

•

the monitoring of inclusive education policy, practice and funding systems (United Nations,
2016).

In Australia, under the Disability Standards for Education (DET 2005), all students with disability
were required to have access to the curriculum, and in 2008 all Australian governments agreed that
a national curriculum would have a key role in delivering education for all young Australians. The
Australian Curriculum was established to reflect the need for learning and teaching to address all
individual learning needs (ACARA n.d.-d). It made specific reference that the curriculum is
accessible to all students, with learning adjustments being made to meet the individual learning
needs of gifted and talented students and students with disability. It stated that teachers were to
“use the curriculum to develop teaching and learning programs that build on students’ interests,
strengths, goals and learning needs, and address the cognitive, affective, physical, social and
aesthetic needs of all students” (ACARA n.d.-d). The Australian Curriculum also includes a focus on
Intercultural Understanding as a General Capability, which requires teachers to incorporate a focus
on cultural diversity into the curriculum and teaching. This includes student understanding about the
diversity of their own culture, language and belief, and those of others.
Although an emphasis on addressing the needs of all learners has taken a prominent position in
policy reform, Australian’s achievement distribution sits well below leading systems and is slipping.
According to recent PISA results, Australia’s mean performance has decreased in reading,
mathematical and scientific literacy and changed over the PISA cycle. For example, in reading
literacy, “while in their first PISA cycle, four countries (Canada, Hong Kong (China), Ireland and
Korea) performed at the same level as Australia, and three countries (Estonia, Macao (China) and
Poland) performed at a level lower than Australia. In PISA 2018, all seven of these countries
performed at a higher level than Australia” (Thomson et al. 2019, p. xv).
Results for our top students are also flat lining, with few students performing at the highest
international levels in reading and mathematics (Masters 2015; Griffin in Topsfield 2013). According
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to the Report of the Review to Achieve Educational Excellence in Australian Schools (DET 2018),
the slippage in results is national and widespread and “indicates that Australian education has failed
a generation of Australian school children by not enabling them to reach their full learning potential
and dealing with this situation requires a significant shift in aspirations, approach, and practice, to
focus on and accelerate individual learning growth for all students” (p. 8). While these examples
only reflect an aspect of student achievement, they do highlight the disparity of student achievement
across Australia and this has implications for teaching and learning and policy reform.
A study by the World Bank and the Global Partnership for Education (GPE) (Male & Wodon 2017),
reports that the global gap in education between children with a disability compared to those without
is also getting bigger. According to the World Health Organization (2011), people who experience
disability are the largest minority group in the world today and are among the most marginalised and
excluded people in Australia and throughout the world (Fitzgerald 2014; United Nations Children’s
Fund [UNICEF] 2013). It is estimated that around the world, between 93 and 150 million children
are living with a disability (Global Education Monitoring Report Team 2015).
In Australia, people living with a disability are not without adversity. In 2019, the Royal Commission
into Violence, Abuse, Neglect and Exploitation of People with Disability was established to examine
the mistreatment of people with disability, including in the education setting. A national survey by
Children and Young People with Disability Australia (CYDA 2019) found that students with
disabilities and their families experienced segregation and bullying on a regular basis, Mogato
(2019b) reporting that ‘many schools continue to fail students with disabilities.’ According to the
CYDA (2019) survey, more than 56% of students with disabilities reported that they had
experienced bullying over a 12-month period, 40% had been excluded from school activities and
over 12% reported that of these students had been turned away by schools.
Inclusive education also includes a focus on academically advanced or gifted students for
“schools are charged with the responsibility of providing learning opportunities that fit the current
levels of learning of each of their students including those who do have faster developing or deeper
levels of thinking in comparison to age peers” (Berman & Graham 2018 p. 175). There is a need to
consider students whose learning needs mean that they should have access to extended to deeper
learning opportunities in some or all domains of the curriculum.
Referred to in the Australian Curriculum and in a number of gifted and talented policies across the
country, Gagné’s (2009) Differentiated Model of Giftedness and Talent defines gifted students as
those whose potential is distinctly above average in one or more of the following domains of human
ability: intellectual, creative, social and/or physical. Talented students are those whose skills are
distinctly above average in one or more areas of human performance. Of those gifted students,
there are also students who might be gifted in one area and have significant difficulties learning in
one or more other domains. “These twice-exceptional learners, therefore, might require specific
support with some aspect of their learning being in the gifted range and others perhaps in the
disability range” (Berman & Graham 2018, p. 176). Gagné’s (2009) model recognises that
giftedness is a broad concept that encompasses a range of abilities; it also recognises that
giftedness is only potential and that it must go through a transformative process in order to become
a talent. As such, Gagné makes it clear that adequate school support is necessary if students are to
develop their gifts or high abilities into talents or high achievements (ACARA n.d.-d).
According to Gonski (DET 2018), “regardless of a student’s circumstances, whether they are
students with disability, students in rural or remote locations, Aboriginal and Torres Strait Islander
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students, those from non-English speaking backgrounds, low socio-economic backgrounds, gifted
and talented students, or any combination of these, to accelerate individual learning growth at scale,
Australia needs to commit to the goal of growth, and to undertake long-term, consistent and
coordinated action throughout all school systems and schools to enable schools and educators to
meet it” (p. x). As such, an increased focus on inclusive education has implications for teaching and
learning and how educators address the needs of all students, so that each may fulfil their potential.

Relevance to learning and teaching; issues, debates, implications
A focus on individual learner needs and growth has taken priority in education systems with
classrooms more diverse than ever before. The percentage of students identified with special needs
increased from about 4% in the last 15 years to close to 20% today (Hattie 2017, in Berman &
Graham 2018). Learning and teaching targeted to each student’s learning needs, and informed by
an iterative evaluation of the impact of those strategies have been a focus for improving the
education outcomes for all students. With demand on teachers to differentiate and adopt inclusive
practices that “remove barriers to learning by considering students’ capabilities and taking into
account their learning needs” (Graham, Berman & Bellert 2018, p. 2) a focus on individual growth
requires a shift in teaching and learning to support all students whether they are lower performers,
middle-ranking or academically advanced (DET 2018).
Differentiation provides a method for addressing the individual learning needs of students, including
those with a disability and those identified as gifted or talented. According to Tomlinson and Imbeau
(2010), teachers can differentiate instruction through four ways: 1) content, 2) process, 3) product,
and 4) learning environment. While differentiated instruction can help address the needs of diverse
students, the ability for teachers to differentiate addressing the individual learning needs requires
teachers to understand each student, their readiness and interests.
Despite the obligation to differentiate teaching to address the full range of learners in the classroom,
Henderson & Jarvis (2016) indicate there are barriers to achieving high-quality teaching for gifted
students in Australian schools. These include a belief that gifted students will succeed without any
special provisions (Henderson & Jarvis 2016; Griffin in Topsfield 2013), a tendency to prioritise
limited time and resources to address the needs of students achieving below minimum benchmarks
or with identified disabilities (Jarvis & Henderson 2012), and a lack of pre-service or in-service
professional preparation (Munro 2002), which according to Henderson and Jarvis (2016) “is
associated with limited understanding of giftedness and self-efficacy for teaching gifted students,
negative and stereotyped attitudes towards gifted students, and a preference for teaching ‘average’
students” (p. 64).
A growing body of research demonstrates the importance of teacher attitudes. Positive teacher
attitudes are a key to inclusive practice, creating the necessary conditions for engaging in inclusive
education (Cologon 2019; Lassig 2009). A shift in attitudes to provide educational opportunities for
students with disabilities and confidence in the ability to teach all students is required, rather than
teachers with a lack of confidence and sometimes ‘unwillingness’ to teach all students as observed
by Cologon (2019).
While schools stated that they had policies in place for inclusive education, between TALIS 2013
and TALIS 2018 teachers reported an increase in their needs for professional development to
support the teaching in a multicultural or multilingual setting and teaching students with special
needs (Schleicher 2019). While addressing the individual needs of all students can be a challenge
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(Goss & Hunter 2015), teachers require both support and training so that they develop their skills in
differentiating instruction, providing adjustments, and monitoring student progress (DET 2018).

Influencing policy directives
The principles of inclusion are mandated in Australia through legislation. Government initiatives and
reforms drive the case for change, and some supports and programs currently exist to facilitate
inclusion. The changes observed between 2013 and 2018 in both participation and high need for
professional development in teaching students with disabilities could be attributed to the
implementation of specific national legislation, reforms or initiatives (OECD 2019c). The Australian
Government’s international human rights obligations underpin the Convention on the Rights of
Persons with Disabilities (CRPD) which provides for this obligation in Article 24 (Inclusive
Education), and the Nationally Consistent Collection of Data on Students with Disability (Education
Council 2020), requiring schools to meet the requirements of the Disability Standards for Education
(DET 2005).
Despite international human rights treaties and legislation providing a legally binding definition and
actions of inclusive education, the application of the CRPD in policy and practice has been difficult.
According to the Australian Alliance for Inclusive Education (2019), Australia has not gone far
enough in specifically incorporating its obligations under the CRPD into Australian law through
legislation. The Royal Commission (2019) also identified that abuse, neglect and exploitation of
people with disability in the education sector is an important topic to address with research
suggesting that children with disability experience higher rates of suspension and expulsion from
schools and that children with disability may be excluded from school activities, such as excursions,
assemblies, sports carnivals etc. and that over the last decade, the segregation of children with
disability into special education units/classes or 'special' schools has increased.
Teachers have a responsibility to keep abreast of legislation and standards related to their
profession, and a number of policy and professional learning initiatives have been commissioned in
response to the Royal Commission. The Victorian Government’s 2015 Special Needs Plan led to
the Victorian Institute of Teaching (VIT) requiring re-registering teachers to include Special Needs
professional development as part of their renewal reporting (VIT 2019). There is also a requirement
for higher education providers seeking accreditation of their initial teacher education (ITE) programs
to “ensure there is a specific focus on standards descriptors 1.6, 1.5 and 4.1 at the Graduate
Teacher level” and to report to VIT about the composition of their programs which address the
teaching of learners with disabilities (VIT 2019). No formal evaluation of these policy initiatives has
been published to this point.
Masters (NSW Standards Authority 2019) highlights further challenges for teachers in the Interim
Report of the NSW Curriculum Review. “The principles of equity and inclusivity require that every
student be given access to the same curriculum and the support they require to progress and
succeed. But this depends on the school curriculum providing the flexibility teachers require to
respond to the increasing diversity of student needs” (p. 5).
CYDA (2019) further confirm in their recent report Time for Change: The State of Play for Inclusion
of Students with Disability that our education system requires a transformational change to ensure
the inclusion of students with disability. The organisation points to several recommendations,
including preservice and in-service teacher education for inclusion; flexible and responsive
curriculum and assessment approaches; and a national action plan for inclusive education.
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Conclusion
With the recognition of the importance of inclusion emphasised in legislation and the recent Royal
Commission, educators require further support and training to better understand inclusive education
and how to build inclusive environments that support the needs of all students.

3.5.4 Examples in teacher standards
Table 3.5-2 provides an overview of this topical area, as reflected in the Australian Professional
Standards for Teachers (AITSL 2011).
Table 3.5-2 Inclusive education in the Australian Professional Standards for Teachers (AITSL 2011)
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

1. Know students and how

1.1 Physical, social and

Use teaching strategies based on knowledge

they learn

intellectual development

of students’ physical, social and intellectual

and characteristics of

development and characteristics to improve

students

student learning

1.3 Students with diverse

Design and implement teaching strategies that

linguistic, cultural, religious

are responsive to the learning strengths and

and socioeconomic

needs of students from diverse linguistic,

backgrounds

cultural, religious and socioeconomic
backgrounds

1.5 Differentiate teaching

Develop teaching activities that incorporate

to meet the specific

differentiated strategies to meet the specific

learning needs of students

learning needs of students across the full

across the full range of

range of abilities

abilities
1.6 Strategies to support

Design and implement teaching activities that

full participation of

support the participation and learning of

students with disability

students with disability and address relevant
policy and legislative requirements

3. Plan for and implement

3.5 Use effective

Use effective verbal and non-verbal

effective teaching and

communication

communication strategies to support student

learning

understanding, participation, engagement and
achievement

4. Create and maintain

4.1 Support student

Establish and implement inclusive and positive

supportive and safe learning

participation

interactions to engage and support all students

environments

in classroom activities

7. Engage professionally

7.2 Comply with

Understand the implications of and comply

with colleagues,

legislative, administrative

with relevant legislative, administrative,

parents/carers and the

and organisational

organisational and professional requirements,

community

requirements

policies and processes.

Table 3.5-3 presents examples of the ways inclusive education is included in teacher standards
internationally.
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Table 3.5-3 Examples of the ways inclusive education is included in teacher standards internationally
Standards

Country

Example

Philippine Professional

Philippines

Domain 3. Diversity of Learners

Standards for Teachers

Domain 3 emphasizes the central role of teachers in

(Department of Education,

establishing learning environments that are responsive to

Republic of Philippines

learner diversity. This Domain underscores the importance

2017)

of teachers’ knowledge and understanding of, as well as
respect for, learners’ diverse characteristics and
experiences as inputs to the planning and design of
learning opportunities. It encourages the celebration of
diversity in the classrooms and the need for teaching
practices that are differentiated to encourage all learners to
be successful citizens in a changing local and global
environment.
Strand 3.1 Learners’ gender, needs, strengths, interests
and experiences
Strand 3.2 Learners’ linguistic, cultural, socio-economic
and religious backgrounds
Strand 3.3 Learners with disabilities, giftedness and talents
Strand 3.4 Learners in difficult circumstances
Strand 3.5 Learners from Indigenous groups

Chartered Teacher

United

9.5 Ensures that all children and young people, including

Professional Principles

Kingdom

those with special educational needs and disabilities and

(Chartered College of

those with English as an additional language, are able to

Teaching 2017)

access the curriculum and assessments and make
progress.

Myanmar Teacher

Myanmar

A1.2.1 Identify various teaching methods to help students

Competency Standards

with differing backgrounds (gender, ethnicity, culture) and

(Teacher competency

abilities, including special learning needs, learn better

Standards Framework
2017)

A5.2 Demonstrate understanding of how to vary delivery of
subject content to meet students’ learning needs and the
learning context
A5.2.1 Describe ways to contextualise learning activities for
the age, language, ability and culture of students to
develop understanding of subject related principles, ideas
and concepts
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Standards

Country

Example

New Zealand Standards for

New Zealand

Be informed by research and innovations related to:

the Teaching Profession

content disciplines; pedagogy; teaching for diverse

(Teaching Council of New

learners, including learners with disabilities and learning

Zealand 2017)

support needs
Develop a culture that is focused on learning, and is
characterised by respect, inclusion, empathy, collaboration
and safety
Demonstrate high expectations for the learning outcomes
of all learners, including for those learners with disabilities
or learning support needs
Manage the learning setting to ensure access to learning
for all and to maximise learners’ physical, social, cultural
and emotional safety
Create an environment where learners can be confident in
their identities, languages, cultures and abilities
Develop an environment where the diversity and
uniqueness of all learners are accepted and valued

Saudi Arabia 2014 (Al-

Saudi Arabia

Standards for teaching 22 areas were developed including:

Saud, FAA-M & Alsadaawi,

hearing disability, learning difficulties, autism, intellectual

AS 2018)

disability, and visual disability

3.5.5 Further questions/research agenda
This section raises the following questions and a possible research agenda for future consideration:
•

What strategies and drivers have demonstrated success in addressing equity challenges
and opportunities to ensure schools systems meet the academic and social needs of every
student, including factors such as culture, gender identity and learning differences?

•

What sort of training might be required to support teachers to provide a supportive and
enriching education for students with a disability?

•

What preservice and in-service training on inclusive education (not to be confused with
special education) is required that will support the development of awareness regarding
ableism and the provisions of the CRPD?

•

What sort of support do gifted and talented students require so that they can achieve their
potential and continue to develop their talents and/or high achievements into adulthood?

•

What research-based knowledge, skills, and dispositions are required so that education
systems achieve equity and educational excellence for each and every student?
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3.6 Learning progress
An understanding of learning progress and the associated resources and strategies that may
support teachers to better ascertain where students are at and where to next with their learning has
clear implications for contemporary teaching and learning. This section focuses on learning
progress and considers current research and debates related to this topic and the issues these may
raise for teacher’s practice.

3.6.1 Description
For the purposes of this sub-section, two concepts from the field of assessment are relevant:
learning attainment and learning progress. Learning attainment is defined as the location of a
student or group of students at a particular point in time on a continuum of learning. Learning
progress is defined as the gain or growth in the learning attainment of the student or group of
students over time (Hollingsworth et al. 2019, Masters 2017a, Masters et al. 2008). 1
Continua of learning are essential for reporting learning progress – without them the word ‘progress’
can only ever have a vague and indeterminate meaning. Many examples of such continua exist.
Sometimes they are qualitative, for example a set of descriptors that together convey how
proficiency in an area of learning develops over time. 2 Sometimes they have both qualitative and
quantitative elements, in that they comprise a set of descriptors underpinned by a numerical scale. 3
In recent years, much work in developing these continua has been undertaken within the broader
context of research on the nature of meaningful learning in key learning areas. Continua developed
in this context are usually referred to as learning progressions or learning trajectories (LP/Ts)
(Corcoran et al. 2009, Daro et al. 2011). They depict meaningful learning as a coherent and
continuous long-term (that is, multi-year) process. In this process, the core knowledge, skills and
understandings of the learning area are initially present in basic or rudimentary forms, and they
become more sophisticated and enriched over extended periods of instruction and practice.
Though the concept of learning progress is presented above as one that comes from the sphere of
assessment, it in fact has implications that extend beyond this sphere. This is because when
learning progress is seen as movement along a continuum, it is learning, and the promotion of
learning is the central objective of much research in the spheres of curriculum development,
instructional design, and even pedagogy and teacher professional development.

1

Masters et al (2008) make the distinction between learning gain as the difference between attainment at two points in
time, and learning growth as the difference between attainment at three or more points in time.
2
The Common European Framework for Reference for Languages (CEFRL) (Council of Europe, Modern Languages
Division 2001, Council of Europe, Modern Languages Division 2017) and the Australian Core Skills Framework (ACSF)
(Mclean et al. 2012) are examples of qualitative continua.
3
The scales developed by large-scale assessment programs such as Australia’s National Assessment Program – Literacy
and Numeracy (NAPLAN) in Australia, the Trends in International Mathematics and Science Study (TIMSS), the
Programme for International Student Assessment (PISA) and ACER’s Progressive Achievement Tests (PAT) are
examples of continua with both qualitative and quantitative elements. Note that in the case of the TIMSS, the descriptors
that form the qualitative element of the continuum describe only some points of the numerical scale for the purpose of
giving substantial meaning to benchmarks (see, for eg Mullis et al. (2016a, 2016b)), whereas in the case of NAPLAN,
PISA and PAT, the set of descriptors covers the entire numerical scale (for NAPLAN, see, for eg, the sample student
reports available for download from ACARA (2019); for PISA, see, for eg, OECD (2017); for PAT, see, for eg,
Australian Council for Educational Research (2019).
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3.6.2 Sources
Table 3.6-1 displays the key sources related to the topical area of learning progress that were
identified during the environmental scan. The sources are grouped by type.
Table 3.6-1: Overview of key sources for learning progress topical area
Source type
Policy

Journals/conferences

Other (inc. grey
literature)
International teacher

Key sources
Cawsey, Hattie, Masters (2019)
DET (2018a)
DET (2018)
Education Council (2015)
Education Council (2019a)
Education Council (2019b)
NESA (2019)
OECD (2017b)
Black et al. (2011)
Confrey (2019)
Guerriero (2017)
Heritage (2013)
Masters (2016)
Masters (2017)
Masters (2017b)
Siemon et al. (2017)
Wilson (2018)
Corcoran et al. (2009)
Daro et al. (2011)
Masters (2017a)
Refer to Table 3.6-3 below

standards

3.6.3 Current and changing landscape
Changes in the last decade
The last decade or so has seen growing recognition amongst scholars, policymakers and
practitioners in education of the importance of monitoring learning progress as well as learning
attainment. It has been noted that monitoring learning progress provides the most direct way of
evaluating success in learning, and that information on learning progress is important for
stakeholders at all levels of an education system (Masters 2013). Decision makers at the system
level can use measures of learning progress to judge the contribution that different schools make to
their students’ learning. Teachers can use information about learning progress to determine the
relative rates at which students are learning, and thus get some sense of which students are not
being appropriately challenged by classroom activities. Students can be encouraged and motivated
by feedback that reveals their learning progress. Parents can be better informed about the nature
and extent of their children’s learning.
The last decade has also seen the emergence of many examples of the LP/Ts introduced in the
Description subsection above. LP/Ts been developed in key learning areas including mathematics
(Clements & Sarama 2014, Lehrer et al. 2014, Siemon et al. 2017), science (Carraher et al. 2009,
Mohan et al. 2009, Plummer & Krajcik 2010), reading (Calkins & Teachers College Reading and
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Writing Project 2015) and writing (Calkins et al. 2015; ‘Introduction to Brightpath’ n.d.). They have
been developed by scholars as part of their independent research programs, but also by scholars
working with government education bodies. 4 Some of these LP/Ts are purely qualitative, ie a set of
descriptors of levels of proficiency, while for some there is a numerical scale underpinning the set of
descriptors. There is a lot of variation in these LP/Ts in terms of the ways they are developed; the
ways they conceptualise learning progress; they ways they describe learning progress; and, the
extent to which instructional experience is woven into the descriptions (Duschl et al. 2011, Kobrin et
al. 2015, Lobato & Walters 2017, Salinas 2009). There are nevertheless some similarities that
become apparent across this variation (Confrey 2019, Corcoran et al. 2009). These similarities
might be summarised thus:
•

They all emphasise coherence and continuity in learning
Learning is not depicted as the accumulation of knowledge of an ever-increasing number of
discrete facts and procedures, nor as a simplistic process in which ‘incorrect’ knowledge
and skills are replaced with ‘correct’ ones. Rather, as mentioned in the Description
subsection above, core knowledge, skills and understandings are depicted as evident
across the span the LP/Ts, but in basic or rudimentary forms in the lower ranges and in
increasingly sophisticated and enriched forms in the upper ranges.

•

They are all empirically based
Though specific approaches to development vary, LP/Ts are all developed/validated
through careful analysis of evidence such as students’ responses to assessment tasks,
samples of students’ work, or observations of students’ thinking and reasoning as they
tackle problems.

•

They all describe pathways that are dependent on instruction
LP/Ts do not claim to describe developmentally inevitable pathways, but rather pathways
that are dependent on the instructional experiences of students.

•

They all describe typical pathways
LP/Ts do not claim to describe pathways that all students and groups of students who are
exposed to the same instruction will follow. Rather, they aim to describe the typical
pathways, in the view that the typical will be relevant for the majority of students and can
provide a starting point for interrogating more unusual particular pathways.

Scholars who develop LP/Ts always consider how they will be used, so there has been much
research in this area as well. It has been argued that LP/Ts in which the set of descriptors of levels
of proficiency is underpinned by a numerical scale are optimally useful for reporting learning
attainment and learning progress (Cawsey et al. 2019, Shepard 2018). This is because the
numerical scale acts as the backbone that supports the standardised and reproducible collection,
evaluation and analysis of evidence of learning, while the set of descriptors offers the substantive
interpretation of learning.
It has also been argued that an LP/T can focus or guide a teacher’s efforts to promote meaningful
learning through a series of steps, as explained below (Black et al. 2011, Wilson 2018):
- The teacher identifies a strategic aim or learning goal as a location on the LP/T.
-

Presuming students’ current levels of learning attainment are known as locations on the
LP/T, the teachers can see the pathways between students’ existing knowledge, skills and

4

For example, learning progressions have been developed by researchers working with governmental education bodies in
Australia (ACARA n.d.) and New Zealand (New Zealand Ministry of Education 2019).
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understandings and the strategic aim or learning goal, and uses this information to develop a
teaching plan.
-

Once the teacher has begun to implement the teaching plan, ‘on-the-fly’ adjustments or
adaptations to it can be informed by the LP/T (for example, if classroom dialogue or peer-topeer dialogue reveal that students have developed an incomplete understanding of some
newly introduced concept).

-

At the end of the learning episode, the teacher conducts some informal testing to review and
check students’ learning. The LP/T provides the criteria for this testing, and the outcomes of
it enable the teacher to begin to consider the next strategic aim or learning goal, as well as
to convey to students a sense of their progress.

These steps represent a general model of instruction that depends on LP/Ts and promotes learning
progress. It should be noted that this model encourages the teacher to focus on students’
movement towards or achievement of the aim or goal of the learning episode, rather than on
whether or not particular instructional activities have been delivered to students. It should also be
noted that, though the above description of steps focusses on the teacher, LP/Ts can also support
students to play an active role in defining learning goals and evaluating progress towards them, and
that research shows that engaging students in this way can promote learning.
LP/Ts have also been explored as tools that can promote learning progress in other ways. For
example, it has been argued that they can act as the basis for curricula that are structured and
sequenced such that depth of learning in core knowledge, skills and understandings is emphasised
over than breadth of content coverage; that are free from unnecessary repetition; and that seek to
minimise students’ experiences of discontinuity in their learning as they move from one year level to
the next, or from primary school to secondary school (Fortus & Krajcik 2012). It has also been
argued that they can provide teachers with the long-range ‘pedagogical vision’ that is essential for
effective teaching (Furtak et al. 2012).

Relevance to learning and teaching; issues, debates, implications
One implication of the discussion thus far is that learning progress is really only a valuable and
useful concept – for assessment and more broadly – if there exist shared understandings of what it
looks like in key learning areas. LP/Ts can serve as these shared understandings. In their absence,
other continua of learning – for example, the described scales from assessments – could be used,
but they may not have all the features that LP/Ts have (see list above). The curricula that are
typically found in countries around the world cannot serve as the shared understandings of what
progress looks like, because they may not be so closely tied to empirical evidence of how learning
develops. Further, typical curricula can be crowded and are divided and subdivided and atomised to
such an extent that it can be difficult to discern in them the sense of progress in core knowledge,
skills and understandings.
Another implication is that, in order to promote learning progress in their classrooms, teachers must
develop considerable expertise in collecting, evaluating, analysing and acting on evidence of
learning attainment and progress as part of their day-to-day work in the classroom. This iterative
process should be a focus of teacher training and professional development, and it should be
underpinned by shared understandings of what progress in key learning areas looks like. There
must also exist system-level resources to support teachers to engage in this process.
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Another related implication is that teachers must be able to target their teaching to the different
levels of readiness and learning needs that they encounter in their classrooms. Many teachers do
this already, but are hindered in their efforts by the coupling of age-based year levels and
prescriptive year-level curricula. Further, in some circles there are questions around the
practicalities of implementing some of the instructional approaches that are generally considered to
involve such targeting (for example, personalised learning, individualised instruction, differentiated
learning), and there are also concerns and debate about the role that technology should play in this
regard.

Influencing policy directives
In Australia, the main recent policy directives regarding learning progress have come from the
National School Reform Agreement (Council of Australian Governments 2018), the Alice Springs
(Mparntwe) Education Declaration and the communiqué associated with its release in 2019
(Education Council 2019a, Education Council 2019b). The reform agreement and declaration draw
on the recommendations of Through Growth to Achievement: Report of the Review to Achieve
Educational Excellence in Australian Schools (DET 2018). 5 The reform agreement includes a reform
direction that refers to supporting teachers to monitor student progress and identify student learning
needs through the provision of online and on-demand assessment tools and resources. The
declaration connects the concept of learning progress to equity in education through the elaboration
for Goal 1 that refers to the promotion of ‘personalised learning…to fulfil the individual capabilities
and needs of learners’. The declaration also outlines a commitment to promoting learning progress
through enhanced national and school-level assessment for, as, and of learning. The communiqué
indicates that work will continue on the national Learning Progressions and Online Formative
Assessment Initiative. 6 It also indicates that learning progress – referred to in this context as ‘gains
made by students’ – will become the focus of NAPLAN reporting on the My School website.
The National STEM School Education Strategy endorsed in 2015 also contains a policy directive
related to learning progress, in that it describes a national collaborative action to develop online
exemplar teaching modules that will help build the capacity of STEM teachers to move students
through the key ‘progress points’ in the learning of maths and science (Education Council 2015).

Conclusion
Given the existing system-level constraints and resources, and the day-to-day realities of classroom
life, there are implications for how to: i) rigorously and effectively monitor and report the learning
progress of their students; ii) acknowledge and respond to the different levels of readiness and
learning needs of students, and thus promote learning progress.

3.6.4 Examples in teacher standards
Learning progress is not referred to explicitly in the professional standards for teachers in Australia
Australian (Australian Institute for Teaching and School Leadership 2011). However, there are some

5

It is worth noting that the concepts of learning progress and learning progressions feature extensively in Through
Growth to Achievement: Report of the Review to Achieve Educational Excellence in Australian Schools (DET, 2018) –
eight of the 23 recommendations refer explicitly to these concepts, and they are implied in a number of other
recommendations.
6
See https://www.lpofai.edu.au – The vision of this initiative is a set of assessment resources that are aligned to the
national literacy and numeracy learning progression and are available for teachers to use on-demand in their classrooms.
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references to instructional practices and approaches that have been mentioned above as related to
the concept of learning progress. They are given in Table 2 below.
Table 3.6-2: References in the Australian teacher standards to instructional practices and approaches
discussed above as key to promoting progress
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

1. Know students and how
they learn

1.5 Differentiate teaching
to meet the specific
learning needs of
students across the full
range of abilities

Develop teaching activities that incorporate
differentiated strategies to meet the specific
learning needs of students across the full range
of abilities.

3. Plan for and implement
effective teaching and
learning

3.1 Establish challenging
learning goals

Set explicit, challenging and achievable learning
goals for all students.

5. Assess, provide feedback
and report on student
learning

5.1 Assess student
learning

Develop, select and use informal and formal,
diagnostic, formative and summative
assessment strategies to assess student
learning.

5.2 Provide feedback to
students on their
learning

Provide timely, effective and appropriate
feedback to students about their achievement
relative to their learning goals.

5.3 Make consistent and
comparable judgements

Understand and participate in assessment
moderation activities to support consistent and
comparable judgements of student learning.

5.4 Interpret student
data

Use student assessment data to analyse and
evaluate student understanding of
subject/content, identifying interventions and
modifying teaching practice.

Some of the other content in the Australian standards touches on the discussion in this section in a
more indirect way. For example, focus area 1.2, ‘Understand how students learn’ relates to the point
made above about how teachers need to know what progress looks like in the learning areas they
teach, and focus area 2.2, ‘Content selection and organisation’, speaks to the idea, mentioned
above in relation to LP/T-based curriculum, that to-be-learnt material can be structured and
sequenced in ways that optimise learning.
Table 3.6-3 presents examples of the ways that the concept of learning progress is included in
teacher standards internationally. Some of the examples represent direct references to learning
progress, while others represent more indirect references that connect to the points raised in this
section.
Table 3.6-3: Examples of the ways learning progress is included in teacher standards internationally
Standards

Country

Example

Philippine Professional
Standards for Teachers
(2017)

Philippines

Strand 5.2 Monitoring and evaluation of learner progress and
achievement
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Standards

Country

Example
Strand 5.4 Communication of learner needs, progress and
achievement to key stakeholders
Strand 5.5 Use of assessment data to enhance teaching and
learning practices and programs

Southeast Asia
Teachers Competency
Framework (2018)

Southeast Asia

Teachers' Standards:
Guidance for School
Leaders, School Staff
and Governing Bodies
(2011)

United
Kingdom

New Zealand Standards
for the Teaching
Profession (2017)

New Zealand

Enabling competency 2.3.2 Monitor my students’ progress and
provide appropriate support
Enabling competency 2.3.3 Use results from assessment to
improve instruction
Part One, 2. Promote good progress and outcomes by pupils
Part One, 5. Adapt teaching to response to the strengths and
needs of all pupils
Part One, 6. Make accurate and productive use of assessment
Design for learning standard
Select teaching approaches, resources, and learning and
assessment activities based on a thorough knowledge of
curriculum content, pedagogy, progressions in learning and
the learners.
Gather, analyse and use appropriate assessment information,
identifying progress and needs of learners to design clear next
steps in learning and to identify additional supports or
adaptations that may be required.
Teaching standard
Teach in ways that ensure all learners are making sufficient
progress, and monitor the extent and pace of learning,
focusing on equity and excellence for all.
Use an increasing repertoire of teaching strategies,
approaches, learning activities, technologies and assessment
for learning strategies and modify these in response to the
needs of individuals and groups of learners. (implied
reference)
Provide opportunities and support for learners to engage with,
practise and apply learning to different contexts and make
connections with prior learning. (implied reference)
Teach in ways that enable learners to learn from one another,
to collaborate, to self-regulate and to develop agency over
their learning. (implied reference)
Ensure learners receive ongoing feedback and assessment
information and support them to use this information to guide
further learning. (implied reference)
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3.6.5 Further questions/research agenda
This section has highlighted that the concept of learning progress has in recent years gained
increased attention in the spheres of educational policy and practice, and this attention has been
fed by the findings from research.
Some questions that could form a possible future research agenda include:
•

How can the standards promote clarity and consistency in the use of the word ‘progress’ in
relation to learning?

•

In the absence of LP/Ts, what can teachers use as frames of reference for understanding
and reporting progress?

•

How can the standards convey the cyclical, iterative and interdependent nature of the steps
described above (Section 3.6.3)?

•

Many argue that it is not practical for teachers to completely tailor their teaching to each
individual student. Many also acknowledge that the model of instruction in which all students
are expected to learn the same thing at the same time is inappropriate. What might a middle
ground between these two alternatives look like? How can it be described formally so it can
be disseminated amongst teachers? What role does technology play in achieving such a
middle ground?
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3.7 Parents/carer-school partnerships
Promoting partnerships between home and school acknowledges parents and carers as a child’s
first educator and the widely accepted findings that parental engagement in learning contributes to
positive student attainment, behaviour and attendance at school (Emerson et al. 2012). According
to the Australian Government Department of Education (2017), an emphasis on family-school and
community partnerships is a way to empower positive parent engagement and bring together family
and community resources to enrich student learning and wellbeing.

3.7.1 Description
Parent/carer-school partnerships are defined as relationships where families, schools and other
professionals work together in supporting student success (Smith et al. 2013). Successful
partnerships between the school and home are fundamental for supporting student learning and
development. It is important that these relationships are based on mutual trust and respect, and
shared responsibility for the education of each learner. Research suggests parent engagement and
involvement in their child’s learning has a positive impact on several indicators of a student’s
outcomes, including:
•

motivation to learn

•

more regular school attendance and positive feelings about school

•

higher levels of achievement

•

better social skills and self-esteem (Emerson et al. 2012; Perkins & Knight 2014).

A review by Perkins (2014) further acknowledges that parents have the most influence on their
children’s educational outcomes when they have high expectations for their children, they show
interest in their learning and development, they talk to their children about things that interest them;
and they discuss with their children educational and career aspirations.
A literature review by the Australian Research Alliance for Children and Youth (Emerson et al. 2012)
distinguishes between two types of parent/carer-school partnerships. The review authors suggest
there may be involvement in the school and involvement or engagement in learning. While some
parent/carer-school partnership strategies focus on involvement in the school, such as participating
in school events, the approaches that focus on involvement in learning are key to influencing
student outcomes (Emerson et al. 2012).
Fox and Olsen (2014) further suggest that there are two aspects to engagement in learning; familyled learning and family-school partnerships. Examples of family-led learning include activities such
as shared reading, homework support and positive parent-child interactions. Examples of familyschool partnerships include communication about what children are learning and specific
information about what families can do to help. According to a report by the Global Family Research
Project: family engagement is important to a child’s development and learning; partnerships must be
based on a shared responsibility among families, schools, and communities in an effort to ensure
the success of all students; engagement must begin early and persist over time according to age
and context; and partnerships require shifts in mindsets and a broader understanding of the
importance of family engagement and what it entails (Weiss, Lopez & Caspe 2018).
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3.7.2 Sources
Table 3.7-1 displays key sources related to parent/carer-school partnerships in policy, research and
practice.
Table 3.7-1 Overview of key sources that include a focus on parent/carer-school partnerships
Source type
Policy

Key sources
Gonski (DET 2018)
OECD (Schleicher, 2019)
OECD (Schleicher, 2018)
Review of the Melbourne Declaration (2019)
Department of Education and Training (2017)

Journals/conferences

Emerson et al. (2012)
Epstein (2018)
Fox & Olsen (2014)
Kagan ed. (2018)
Perkins & Knight (2014)
Smith et al. (2013)
Stewart (2019)
Simons (2013)
Tayler (2019)
Van Poortvliet, Axford & Lloyd (2018)
Weiss, Lopez & Caspe (2018)

Other (inc. grey literature)

AITSL (2017a)
CoLab (2019)
Evidence for Learning (2019b)
McFarland & Fenton (2017)
Draft Declaration on Education Goals (2019), Review of the
Melbourne Declaration
NZCER (Wylie et al., 2017)
Vaughan & Schoeffel (2019)

International teacher standards

Refer to Table 3.7-3

3.7.3 Current and changing landscape
Changes in the last decade
According to the Global Family Research Project report (Weiss, Lopez & Caspe 2018), recent
studies in parent carer-school partnerships have been among the first to look at family engagement
in relation to the integration with other core aspects of school quality, including school leadership,
learning environment, professional learning and curriculum. These studies report that strong family
engagement generates immediate and long-term benefits for children by reinforcing and supporting
families’ continuing and crucial role in their children’s developmental pathways and provide strong
evidence for building parent and carer partnerships into school improvement and reform efforts.
There is increased recognition of the importance of parent/carer-school partnerships and a
commitment to action for developing stronger partnerships between families and schools to support
student learning (Draft declaration on education goals 2019). While greater attention to the
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importance of these partnerships has been acknowledged, high-quality evaluations of specific
parental involvement programs in Australia are rare, and new studies in this area would be valuable
(CoLab, 2019).

Relevance to learning and teaching; issues, debates, implications
The ways in which parents and carers engage in their child’s learning and the expectations they
have for their child at school is important. According to Hattie (2009, p.70), “parents need to hold
high expectations for their children and schools need to work in partnership with parents to make
their expectations appropriately high and challenging”. Although many parents of children starting
school have high aspirations for their learning, some become increasingly disengaged throughout
their child’s schooling, and their expectations fall, together with those of their children (Clinton,
Hattie & Dixon 2007; Jennings & Bosch 2011).
Barriers to effective parent/carer-school partnerships commonly referenced in the literature include
a lack of recognition by schools and teachers of the potential contribution of these partnership to
student learning; parents feeling unsure of how they can support their child’s learning; and the
language used by school staff to communicate, particularly for parents with low educational
attainment, those from low socio-economic backgrounds, and those whose cultural background
differs from the teachers (Emerson, Fear, Fox & Sanders 2012; Hattie 2009; Perkins & Knight
2014).
While parental engagement is widely acknowledged as supporting student outcomes, many
teachers feel ill-equipped for their role in promoting partnerships with parents. In a national survey,
82 per cent of teachers felt they needed more professional learning in the area of parent and
community involvement. This professional learning need was greater than any other listed topic
(Doecke et al. 2008). Epstein’s (2018) analysis confirms that across countries, future teachers feel
inadequately prepared to conduct effective partnership programs with their students’ families and
initial teacher education courses often do little to prepare teachers to understand family and
community engagement as an essential component for student success. These issues have
important implications for better preparing teachers and schools to effectively engage with parents
and carers in ways that support all students.

Influencing policy directives
Parent/carer-school partnerships have been a key focus in school policy reforms to improve
outcomes for all students. In Australia, the central role of parents and families in supporting
children’s learning, development and wellbeing has been recognised in the Melbourne Declaration
on Educational Goals for Young Australians, signed by all Australian Ministers for Education in
2008. Increased emphasis on the benefits of partnerships between home and school is reflected in
policies and frameworks. For example, the Australian Family-School Partnerships Framework
(Australian Government DEEWR, 2008, p.2) was developed, “to encourage sustainable and
effective partnerships between all members of the school community, including teachers, families
and students” and family-school and community engagement and partnership has since been
incorporated into the National Safe Schools Framework, Early Years Learning Framework, National
Quality Framework for early childhood education and care, the Australian Professional Standard for
Principals and the Australian Professional Standards for Teachers.
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The Australian Family-School Partnerships Framework (2008) was developed to promote and guide
partnership building. The core principles of effective family-school partnerships outlined in the
framework acknowledge:
•
•
•
•
•
•

parents and families are the first and continuing educators of their children
learning is lifelong and occurs in multiple settings
partnerships, schools and school communities flourish when the diversity and strengths of
families are valued and leveraged
community engagement expands responsibility and resources
partnerships grow from mutual trust, respect and responsibility
partnerships need committed, collaborative and creative leadership

Working in partnership with families is vital for enhancing the learning opportunities of students. The
need for further information on effective ways to support teachers and schools to work in partnership
with families would be useful to inform future policy.

Conclusion
The recent review of the Melbourne Declaration (2008) involved the preparation of a draft
Declaration (2019) that includes a focus on stronger partnerships with parents, carers, families and
communities. Given its importance, there is further work required about how these relationships can
be fostered and supported to help young Australians achieve the goals articulated in the
Declaration.

3.7.4 Examples in teacher standards
As outlined in Table 3.7-2, the Australian Professional Standards for Teachers (AITSL 2011)
includes focus areas on engaging parents/carers in the educative process (Focus Area 3.7),
reporting on student achievement (Focus Area 5.5) and engaging with parents and carers (Focus
Area 7.3).
Table 3.7-2 Parent/carer-school partnerships’ reflected in the Australian Professional Standards for Teachers
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

3. Plan for and implement

3.7 Engage

Plan for appropriate and contextually relevant

effective teaching and learning

parents/carers in the

opportunities for parents/carers to be involved

educative process

in their children’s learning

5. Assess, provide feedback and

5.5 Report on student

Report clearly, accurately and respectfully to

report on student learning

achievement

students and parents/carers bout student
achievement, making use of accurate and
reliable records

7. Engage professionally with

7.3 Engage with the

Establish and maintain respectful,

colleagues, parents/carers and

parents/carers

collaborative relationships with parents/carers

the community

regarding their children’s learning and wellbeing.

Table 3.7-3 presents’ examples of the how parent/carer-school partnerships have been included in
teacher standards internationally.
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Table 3.7-3 Examples of the ways parent and carer partnerships are included in teacher standards
internationally
Standards

Country

Example

Philippine Professional Standards

Philippines

5.4.2 Communicate promptly and clearly the

for Teachers (Department of

learners’ needs, progress and achievement to key

Education, Republic of

stakeholders, including parents/guardians.

Philippines 2017)

6.2.2 Build relationships with parents/guardians and
the wider school community to facilitate involvement
in the educative process
6.4.2 Comply with and implement school policies and
procedures consistently to foster harmonious
relationships with learners, parents, and other
stakeholders.

Southeast Asia Teachers

Southeast Asia

Engaging the community is the ability to partner with

Competency Framework

parents and caregivers, involve the community to

(Teachers’ Council of Thailand

help students learn, and encourage respect and

2018)

diversity
3.1 Partner with parents and caregivers
3.2 Involve the community to help my students learn
See page 12 for further details

Chartered Teacher Professional

United

10.2 Builds effective relationships with parents and

Principles (Chartered College of

Kingdom

carers, engaging them in ongoing, honest and open

Teaching 2017)
Myanmar Teacher Competency

dialogue about their children
Myanmar

A3.2.1 Be aware of the social and cultural

Standards (Teacher competency

background of students, parents, community elders

Standards Framework 2017)

and leaders when interacting with them
B2.2.3 Communicate students’ learning progress
and achievement to parents and other educators
B4.1 Demonstrate strategies for working together
with other teachers, parents, and the local
community to improve the learning environment for
students

New Zealand Standards for the
Teaching Profession (Teaching
Council of New Zealand 2017)

New Zealand

Engaging in positive and collaborative relationships
with our learners, their families and whanau
Provide learners, their families and wha -nau, their
communities and the public with trust and confidence
in teachers and the profession
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Standards

Country

Example

Fiji Teacher Competency

Fiji

Contributes to the development of a learning

Standards (Competency

community, and supports student learning through

standards frameworks for Tuvalu

partnerships and teamwork with members of the

teachers competency standards

school community

implementation 2014)
Saudi Arabia -2014 (Al-Saud,

Saudi Arabia

Establish a productive relationship with parents

Singapore

Partnering Parents

FAA-M & Alsadaawi, AS 2018)
Graduand teacher competencies
-2018 (Recommendation II n.d.)

The teacher is aware of the need to build
collaboration and partnership with parents to
maximise the learning of pupils; uses strategies to
keep parents informed on the progress of pupils and
school activities; and, values perspectives of
parents.

3.7.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

How might schools work with families to co-create engagement strategies that support the
learning and development of all children?

•

What flexible approaches may be offered to support parental engagement in schools from
diverse cultural and socio-economic backgrounds?

•

What support and training for teachers might be required so that teachers are better able to
work and engage with parents/carers?

•

How might support be provided for parental engagement in schools as students get older?

•

How is a focus on parent/carer-school partnerships included in initial teacher education
programs?

19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 85 of 159

3.7.6 End of section references
Listed below are key references used to inform this section.
Australian Institute for Teaching and School Leadership (AITSL) 2017a, New role, new partnerships: a
school leader’s guide, AITSL, Melbourne, viewed 22 November 2019,
<https://www.aitsl.edu.au/docs/default-source/lead-develop/scenarios/leadership-scenarios-all-practicalguides.pdf>.
Clinton, J, Hattie, J, & Dixon, R 2007, Evaluation of the Flaxmere Project: when families learn the language
of school: Final report, Ministry of Education, Wellington.
CoLab 2019, Parental engagement: Australasian research summary, Early Childhood Education Toolkit,
Evidence for Learning, viewed 1 October, 2019 <https://evidenceforlearning.org.au/the-toolkits/earlychildhood-education-toolkit/australasian-research-summaries/parental-engagement>.
Department of Education and Training (DET) 2017, Parent engagement in learning, Australian Government,
Canberra, viewed 22 November 2019, <https://www.education.gov.au/parent-engagement-learning-1>.
Department of Education and Training (DET) 2018, Through growth to achievement: report of the review to
achieve educational excellence in Australian schools, Australian Government, Canberra, viewed 20
November 2019, <https://docs.education.gov.au/system/files/doc/other/662684_tgta_accessible_final_0.pdf>.
Department of Education, Employment and Workplace Relations (DEEWR) 2008, Family-school
partnerships framework: a guide for schools and families, Australian Government, Canberra, viewed 22
November 2019, <http://www.familyschool.org.au/files/3013/8451/8364/Familyschool_partnerships_framework.pdf>.
Doecke, B, Parr, G, North, S, Gale, T, Long, M, Mitchell, J, Rennie, J & Williams, J 2008, National mapping of
teacher professional learning project: final report, DEEWR, Canberra, viewed 22 November 2019,
<http://dro.deakin.edu.au/eserv/DU:30035340/doecke-nationalmapping-2008.pdf>.
Draft declaration on education goals 2019, Review of the Melbourne Declaration, Education Council, viewed
22 November 2019, <https://uploadstorage.blob.core.windows.net/public-assets/educationau/melbdec/Exposure%20Draft%20for%20Declaration%20on%20Education%20Goals.pdf>.
Emerson, L, Fear, J, Fox, S, & Sanders, E 2012, Parental engagement in learning and schooling: lessons
from research, A report by the Australian Research Alliance for Children and Youth (ARACY) for the
Family–School and Community Partnerships Bureau, Canberra, viewed 22 November 2019,
<https://www.aracy.org.au/publicationsresources/command/download_file/id/7/filename/Parental_engagement_in_learning_and_schooling_Lessons
_from_research_BUREAU_ARACY_August_2012.pdf>.
Epstein, JL 2018, ‘School, family, and community partnerships in teachers’ professional Work’, Journal of
Education for Teaching: International Research and Pedagogy, vol. 44, no. 3, pp. 397–406, viewed 22
November 2019, <https://eric.ed.gov/?id=EJ1179376>.
Evidence for Learning 2019b, Parental engagement, Teaching & Learning Toolkit, Evidence for Learning,
viewed 1 October 2019, <https://evidenceforlearning.org.au/teaching-and-learning-toolkit/parentalengagement>.
Fox, S & Olsen, A 2014, Education capital: our evidence base defining parental engagement, November,
prepared by the Australian Research Alliance for Children and Youth for the ACT Government, ACT
Government, Canberra, viewed 22 November 2019,
19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 86 of 159

<https://www.education.act.gov.au/__data/assets/pdf_file/0011/687476/52828-DET-Defining-ParentalEngagement-A4-Report_AccPDF_01.pdf>.
Hattie, J 2009, Visible learning: a synthesis of over 800 meta-analyses relating to achievement, Routledge,
London.
Jennings, K & Bosch, C 2011, Parent engagement in children’s education, Family-School & Community
Partnerships Bureau, viewed 22 November 2019, <http://www.sacppa.com.au/documents/conf_2013_parentengagement-in-childrens-education.pdf>.
Kagan, SL (ed.) 2018, The early advantage 1—early childhood systems that lead by example: a comparative
focus on international early childhood education, Teachers College Press, New York NY & National Center on
Education and the Economy, Washington DC.
McFarland, L & Fenton, A 2017, ‘Why it matters to transform parent involvement from early childhood to
primary school’, The Conversation, July 13, viewed 22 November 2019, <http://theconversation.com/why-itmatters-to-transform-parent-involvement-from-early-childhood-to-primary-school-80144>.
Perkins, K & Knight, P 2014, Parents and teachers: working together to foster children’s learning, The
research digest, no.10, Queensland College of Teachers, viewed 22 November 2019,
<https://www.qct.edu.au/Publications/Periodical/QCTResearchDigest2014-10.pdf>.
Review of the Melbourne Declaration 2019, Education Council, viewed 20 November 2019,
<https://www.reviewmelbournedeclaration.edu.au>.
Schleicher, A 2018, Valuing our teachers and raising their status: how communities can help, International
Summit on the Teaching Profession, OECD Publishing, Paris, viewed 18 September 2019,
<https://doi.org/10.1787/9789264292697-en>.
Schleicher, A 2019, Helping our youngest to learn and grow: policies for early learning, International Summit
on the Teaching Profession, OECD Publishing, Paris, viewed 21 November 2019,
<https://doi.org/10.1787/9789264313873-en>.
Simons, R 2013, ‘Parental engagement in learning’, [rd] ACER, November 11, viewed 22 November 2019,
<https://rd.acer.org//article/parental-engagement-in-learning>.
Smith, TE, Myers, ZR, Moen, AL, Kim, EM & Sheridan, SM 2013, A quantitative synthesis of family
engagement interventions: a preliminary examination in rural context, National Center for Research on Rural
Education Working Paper 2013-7, viewed 22 November 2019,
<https://r2ed.unl.edu/resources/downloads/2013wp/2013_7_Smith_Myers_Moen_MoormanKim_Sheridan.pdf>.
Stewart, V 2019, The future of teaching and learning: International Summit on the Teaching Profession 2019,
Helsinki, Finland, March 14-15, Asian Society, viewed 21 November 2019,
<https://asiasociety.org/sites/default/files/inlinefiles/FINAL%20REPORT%20FINLAND%202019%5B2%5D_0.pdf>.
Tayler, C 2019, ‘Australia: maintaining the reform momentum: a case study of the Australian early childhood
education and care system’, in The early advantage: international case studies of early childhood education
and care systems, viewed 21 November 2019, <http://ncee.org/wp-content/uploads/2019/05/Australia-CaseStudy-for-NCEE-052019.pdf>.
Van Poortvliet, M, Axford, N & Lloyd, JJ 2018, Working with parents to support children's learning: guidance
report, Education Endowment Foundation, London, viewed 22 November 2019,
19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 87 of 159

<https://educationendowmentfoundation.org.uk/tools/guidance-reports/working-with-parents-to-supportchildrens-learning>.
Vaughan, T & Schoeffel, S 2019, ‘Evidence-informed parental engagement’, Teacher, 14 October, viewed 22
November 2019, <https://www.teachermagazine.com.au/articles/evidence-informed-parental-engagement>.
Weiss, HB, Lopez, ME & Caspe, M 2018, Joining together to create a bold vision for next generation family
engagement: engaging families to transform education, October, prepared by Global Family Research Project
for Carnegie Corporation of New York, viewed 22 November 2019, <https://globalfrp.org/Articles/JoiningTogether-to-Create-a-Bold-Vision-for-Next-Generation-Family-Engagement-Engaging-Families-to-TransformEducation>.
Wylie, C, McDowall, S, Ferral, H, Felgate, R & Visser, H 2018, Teaching practices, school practices, and
principal leadership: the first national picture 2017: report summary, NZCER, Wellington, viewed 22
November 2019, <https://www.nzcer.org.nz/system/files/TSP_Summary_2017.pdf>.

Standards
Al-Saud, FAA-M & Alsadaawi, AS 2018, ‘Raising the quality of education: developing professional standards
for Saudi teachers’, paper presented at 40th Annual Conference (2014), International Association for
Educational Assessment, viewed 22 November 2019, <https://iaea.info/documents/raising-the-quality-ofeducation-developing-professional-standards-for-saudi-teachers>.
Australian Institute of Teaching and School Leadership 2011, Australian Professional Standards for Teachers,
AITSL, viewed 21 November 2019, <https://www.aitsl.edu.au/teach/standards>.
Chartered College of Teaching 2017, Chartered Teacher Programme: 2018-2019 pilot cohort, Chartered
College of Teaching, viewed 18 September 2019, <https://chartered.college/wpcontent/uploads/2017/07/Chartered-Teacher-Pilot-18-19-web.pdf>.
Competency standards frameworks for Tuvalu teachers competency standards implementation 2014, for
national use in Fiji and Tuvalu, Educational Quality & Assessment Programme, SUVA, viewed 22 November
2019, <https://www.eqap.org.fj/News-And-Gallery/Publications/Teacher-Competency-Standards.aspx>.
Department of Education, Republic of the Philippines 2017, Philippine Professional Standards for Teachers,
developed through the Research Center for Teacher Quality (RCTQ) with support from the Australian
Government, viewed 18 September 2019, <https://www.deped.gov.ph/wpcontent/uploads/2017/08/DO_s2017_042-1.pdf>.
Recommendation II: Graduand Teacher Competencies n.d. National Institute of Education, Singapore, viewed
22 November 2019, <https://www.nie.edu.sg/docs/default-source/td_practicum/te21---gtc.pdf>.
Teacher Competency Standards Framework (TCSF): beginning teachers: Myanmar 2017, draft version 2, 2
May, viewed 21 November 2019, <https://www.lextutor.ca/myanmar/TCSF_v2.pdf>.
Teachers’ Council of Thailand 2018, Southeast Asia Teachers Competency Framework (SEA-TCF),
Teachers’ Council of Thailand, Bangkok, viewed 18 September 2019,
<http://www.criced.tsukuba.ac.jp/math/seameo/2019/pdf/SEA-TCF%20BOOK.pdf>.
Teaching Council New Zealand 2017, Our code, our standards, Teaching Council of Aotearoa New Zealand,
viewed 18 September 2019, <https://teachingcouncil.nz/content/our-code-our-standards>.

19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 88 of 159

3.8 Pedagogy
The growing evidence base of teaching and learning has fuelled recent policy reform and has had
implications for the types of pedagogy that might best support students to achieve to their full
potential. The work of teachers has become increasingly complex as they are expected to draw on
new skills that require to keep abreast of the latest evidence based practice and research about the
science of learning, while working with colleagues to evaluate the impact of their teaching on
student learning.

3.8.1 Description
Pedagogy is a discipline that concerns the theory and practice of teaching. Guerriero (2017) clarifies
that teaching should be viewed from the perspective of the learner and should be the focus of the
teaching-learning process in terms of growth in student knowledge, skills and understandings. As an
encompassing term of what a teacher may say and do to stimulate student learning, pedagogy
informs the strategies teachers use, their actions, their judgment and decision making, and their
knowledge of student’s needs, background and interests (DET 2018). Quality teaching is well
recognised as a key lever for improving student outcomes, and as a result the body of research
behind this claim has increased our understandings of the practices that constitute effective
teaching (Hattie 2009). Consequently, this knowledge-base has significant implications for the types
of pedagogies teachers might adopt and how these might be reflected in contemporary teacher
standards.

3.8.2 Sources
Table 3.8-1 displays key sources identified, related to pedagogy, in policy, research and practice.
Table 3.8-1 Overview of key sources that include a focus on pedagogy
Source type
Policy

Key sources
Alice Springs (Mparntwe) Education Declaration –see Education
Council (2019a)
DET (2018)
DET Victoria (2019)
Gomendio (2017)
Guerriero (2017)
Institute of Education Services (n.d.)
Masters (NSW Standards Authority 2019)
Ministry of Education New Zealand (2020)
OECD (2019c)
Schleicher (2018)

Journals/conferences

Bahr & Mellor (2016)
Bruniges (2019)
Cantor et al. (2019)
Darling-Hammond et al. (2019)
Deans for Impact (2015)
Goss & Hunter (2015)
Harris & Jones (2019)
Hattie (2009)
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Source type

Key sources
Howard-Jones (2014)
McLean Davies et al. (2013)
Medina (2014)
Timperley et al. (2020)

Other (inc. grey literature)
International teacher standards

CORE Education (2019)
Emery & Saunders (2018)
Refer to Table 3.8-3

3.8.3 Current and changing landscape
Changes in the last decade
The work in schools today is becoming more multifaceted, with changing demands of the
curriculum, students, parents, the school community, economic and societal challenges as well as
government initiatives. These have all placed demands on schools to respond and reconceptualise
ways to meet these expectations (Aspland, in Bahr & Mellor 2016; Schleicher 2018). The work of
teachers is clearly becoming more complex as “teachers are now expected to meet the social and
emotional needs of a diverse learner population, rapidly implement ever-evolving pedagogical
practices, deal with major structural changes in learning environments, and do all of this more
collaboratively” (CORE Education 2019, p. 23).
The increased recognition of the importance of quality teachers and their teaching has been the
premise of many international and national improvement agendas. An intensified focus to address
the learning needs of all students has seen a traditional age- and stage-based education system
place a greater emphasis on pedagogy and curriculum that is varied and flexible, within a system
that ‘promotes excellence and equity’ and ‘aims to fulfil the individual capabilities and needs of
learners’ (Education Council, 2019). As Masters (NSW Standards Authority 2019) notes, “the size
and diversity of today’s student population mean that students come to school with very different
backgrounds, starting point and learning. The principles of equity and inclusivity require that every
student be given access to the same curriculum and the support they require to progress and
succeed” (p. 5).
The advancement of research over the last decade has led to a significant understanding about how
we learn and the types of teaching approaches that might be more effective than another. The
proliferation of evidence-based practices has seen a greater emphasis on applying strategies of
‘what works best’ into the classroom. Evidence-based practices, with origins in the medical field, aim
to support professional judgment in making decisions about what strategy might work best to
address the individual learning needs. Goss and Hunter (2015) note that the application of these
strategies within a targeted teaching approach focuses on teachers’ assessing how students are
responding, so that strategies may be adjusted accordingly to support students from their point of
need.
Evidence-based practices have attached themselves firmly to the education landscape, including in
pre-service and in-service training. The Master of Clinical Teaching established in 2008 at the
University of Melbourne is one such model that is based on evidence-based, diagnostic,
interventionist teaching to inform practice and move student learning forward (McLean Davies et al.
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informed teaching’ have continued to show up in the latest wave of professional learning provisions
as educators grapple with applying research and evidence in practice. One such example is the
Hard to Reach, Hard to Teach program led by Emery and Saunders (2018) which used educational
research to promote professional learning, supporting teachers to engage in and which educational
research relevant to their professional concerns and interests.
The past decade has also “witnessed an explosion of knowledge about how children develop into
whole individuals, how they become learners, and how contextual factors nourish or hinder their
development” (Cantor et al. 2019 p. 307) and “growing calls to use evidence from the study of the
human brain to influence what goes on in the classroom” (Ansari, Konig, Leask & TokuhamaEspinosa in Guerriero 2017 p. 196). The latest developments of the science of learning, in an
attempt to better understand the many facets that influence learning, have included a proliferation of
information about how to thrive at work, home and school (Medina 2014) and provided new
understandings about early brain development, including trauma exposure during childhood and its
impact on learning (Tobin 2016). The science of learning, once viewed from individual viewpoints,
has more recently taken a multidisciplinary approach, including the fields of neuroscience,
developmental science, epigenetics, early childhood, psychology, adversity science, resilience
science, the learning sciences and the social sciences (Cantor et al. 2018).
These learnings are influencing the specific pedagogical approaches that teachers are employing to
support learning (Darling-Hammond et al. 2019). According to Ansari, Konig, Leask and TokuhmaEspinosa (2017) “teachers are actively seeking to learn more about the latest research and how it
might impact their practice” (p. 197), through the involvement in conferences and other learning
opportunities focused on learning and the connections between neuroscience and education. While
this area of study has great potential to contribute to interdisciplinary work and the generation of
evidence, Howard-Jones (2014) cautions about the importance of accurately disseminating
evidence and dispelling myths, to ensure the science of learning is properly interpreted and applied
through meaningful and feasible education interventions and approaches and assessed for their
educational impact.

Relevance to learning and teaching; issues, debates, implications
A shifting focus of ‘delivering learning’ to ‘enabling learning to happen’ and the employment of
pedagogies that focus this learning has influenced teaching and learning and the role of education
in contemporary society (CORE Education 2019). For some, the increasing focus on evidencebased practices and the increased scrutiny to address societal issues has led to educators feeling
less confident in using this knowledge alongside their professional judgement and context as part of
the picture when making evidence-based decisions. While research and experience of teachers
should feed into the knowledge base of teachers, too often “policies and discussions of ‘evidencebased teaching’ overlook the importance of this broader, more integrated understanding of the role
of evidence in teaching and learning” (NSW Standards Authority 2019 p. 5).
The field of knowledge related to the science of learning has also had practical implications for the
types of pedagogies teachers may use to enhance student learning. Although this area of research
does not cover everything a teacher should know or be able to do, it does offer new insights into
cognition and learning. The Deans for Impact report (2015) provides an outline of this research
base, explaining that this new knowledge-base informs how students understand new ideas, how
they learn and retain new information, how they solve problems, how learning transfers to new
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situations, what motivates students to learn and addresses common misconceptions about how
students think and learn.
Teachers are expected to have a deep and broad understanding of what they teach and the
students they teach. This includes “professional knowledge (i.e. about 21st-century disciplines,
about the curriculum of specific disciplines and about how students learn in those disciplines), as
well as knowledge about professional practice that enables teachers to create effective learning
environments to foster the cognitive, social and emotional aspects leading to good learning
outcomes. It also entails an understanding of the research-theory-practice nexus and the inquiry
and research skills that allow teachers to become lifelong learners and grow in their profession”
(Schleicher 2019, p. 3). Bruniges (2019) notes that teachers need to draw on a range of
pedagogical approaches to cater for the full range of abilities within a single classroom and
therefore must be adaptive and responsible to the different needs of each student. And, while
differentiation is widely recognised as a method for being responsive to maximise the learning of
each student, it is also challenging, placing demands on teachers to “continual update their teaching
methods, employ innovative teaching practices and mobilise various sources of knowledge” (Van
Damme, in Guerriero 2017 p. 3).
Timperley et al. (2020) claim a challenge for educators today is how to use evidence effectively in
their practice and how to adopt strategies for evaluative thinking. That is, being able to identify what
evidence is available and what more needs to be collected, analysed and interpreted to ensure
things are on the right track. Part of this work includes understanding possible limitations of the
evidence base and using evaluative thinking to make decisions, backed up with evidence of impact.
This presents many challenges, including to learn new ways of working together to slow down,
examine the evidence in terms of what it means and to make decisions about what needs to happen
next (Timperley et al. 2020).
The changing nature of teaching has influenced the pedagogy teachers today have been asked to
adopt. As such, this impacts on the prevalence of skill sets they may require, including evaluative
thinking methods to use the increasing knowledge-based of evidence-based practices and the
science of learning, to further differentiate practices to better support and enhance the learning of all
students.

Influencing policy directives
The greater focus on teaching quality has seen a range of reform agendas focused on retaining
quality teachers and improving teachers and their teaching. Frequent and widespread use of high
leverage pedagogies and teaching practices (OECD 2019d), best evidence synthesis (Ministry of
Education New Zealand 2020) and what works clearinghouses (Institute of Education Services n.d.)
has seen increased emphasis on what pedagogical strategies to focus on and how to adopt these
high impact teaching strategies into daily classroom practice. Nationally, this influence has included
the introduction of the Evidence for Learning (n.d.) Teaching and Learning Toolkit which provided a
freely accessible online database of research on education approaches, and a range of support
documents to schools, such as the High Impact Teaching Strategies (HITS) developed in Victoria
(DET Victoria 2019) to support educators in making evidence-informed decisions about how to
improve learning outcomes for students.
This emerging area of knowledge has implications for in-service and preservice training for how to
more effectively upskill teachers knowledge and skills and keep up with recent advancements and

19-059 Environmental scan of topical areas of interest to inform a future review of the APST
Final Report

Page 92 of 159

learnings. “In-service training is increasingly important to upskill teachers who started their career at
a time when more traditional methods were sufficient and to provide lifelong learning to all”
(Gomendio 2017, p.18) This requires both top-down, and bottom-up approaches to learning with
and from others as new knowledge emerges from research or is shared through professional
communities. “This knowledge needs to be accessed, processed and evaluated, and transformed
into knowledge for practice” (Guerriero & Deligiannidi, in Guerriero 2017 p. 30). As such, Gonski et
al. (DET 2018) recommend that to accelerate the development of contemporary pedagogy requires
a range of strategies including collaboration, mentoring, observation and feedback, from colleagues
and students, to incorporate these practices into the core role of teachers and creating the
conditions to enable teachers to engage in them.

Conclusion
While pedagogy and the many aspects that constitute teaching is well documented in the Australian
Professional Standards for Teachers (AITSL 2011), these recent advancements have called greater
attention to the skills that might be required for teachers to access the increasing research base
around teaching and learning, to differentiate their instruction to meet the needs of all students and
to employ skills to evaluate the impact of their teaching on student learning.

3.8.4 Examples in teacher standards
As outlined in Table 3.8-2, pedagogy is covered in many areas of the Australian Professional
Standards for Teachers (AITSL 2011). A focus on pedagogy is predominately addressed in the
following standards: Know students and how they learn (Standard 1), which focused on theories
about learning and using research; Know the content and how to teach it (Standard 2), covering
content knowledge and instruction; Plan for and implement effective teaching and learning
(Standard 3) which includes planning and evaluating teaching programs; Create and maintain
supportive and safe learning environments (Standard 4) which outlines student engagement and
working with heterogeneous groups; and, Assess, provide feedback and report on student learning
(Standard 5) which focuses on using data to assess learning.
Although there is significant coverage of pedagogy in the Standards, there is perhaps scope to
refine an emphasis on teaching and learning strategies, keeping abreast of research, and evaluative
thinking and inquiry methods to better understand the impact of teaching on learning and how this
may support the next stage of each student’s learning and development.
Table 3.8-2 Examples of pedagogy as reflected in the Australian Professional Standards for Teachers
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

1. Know students and how

1.2 Understand how students

Structure teaching programs using research

they learn

learn

and collegial advice about how student learn.

3. Plan for and implement

3.6 Evaluate and improve

Evaluate personal teaching and learning

effective teaching and

teaching programs

programs using evidence, including feedback

learning

from students and student assessment data,
to inform planning.

5. Assess, provide
feedback and report on

5.4 Interpret student data

Use student assessment data to analyse and
evaluate student understanding of

student learning
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Standard(s)

Focus area(s)

Descriptors (at a proficient level)
subject/content, identifying interventions and
modifying teaching practice.

Table 3.8-3 presents’ examples of how pedagogy has been included in teacher standards
internationally.
Table 3.8-3 Examples of the ways pedagogy is included in teacher standards internationally
Standards

Country

Example

Philippine Professional Standards

Philippines

They apply developmentally appropriate and

for Teachers (Department of

meaningful pedagogy grounded on content

Education, Republic of Philippines

knowledge and current research.

2017)

Domain 1, Content Knowledge and Pedagogy,
is composed of seven strands: 1. Content
knowledge and its application within and across
curriculum areas
2. Research-based knowledge and principles of
teaching and learning
3. Positive use of ICT
4. Strategies for promoting literacy and
numeracy
5. Strategies for developing critical and creative
thinking, as well as other higher-order thinking
skills
6. Mother Tongue, Filipino and English in
teaching and learning
7. Classroom communication strategies

Southeast Asia Teachers

Southeast Asia

Competency Framework

4.3 Master my teaching practice
4.3.2.5 Work with my co-teachers to improve my

(Teachers’ Council of Thailand

teaching practice

2018)

4.3.2.6 Conduct action research to improve my
practice
Chartered Teacher Professional
Principles (Chartered College of
Teaching 2017)

United Kingdom

2. Has a critical understanding of subject- or
specialism-specific pedagogy
3. Has deep knowledge of the most effective
pedagogical approaches and how children and
young people develop and learn
8.1 Uses a repertoire of pedagogical
approaches that ensure all children and young
people are being challenged to think deeply and
to articulate their thoughts in a range of ways
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Standards

Country

Example

Myanmar Teacher Competency

Myanmar

B1.1 Demonstrate capacity to teach the
curriculum-related subject concepts and content

Standards (Teacher Competency
Standards Framework 2017)

B1.2 Demonstrate capacity to apply different
strategies for teaching and learning
B1.3. Demonstrate good lesson planning and
preparation in line with students’ learning ability
and experience
D3.1 Demonstrate understanding of the
importance of inquiry and research-based
learning to improve teaching practice
D3.1.1 Identify relevant research to support
teaching and learning
D3.1.2 Seek information on current trends and
research-based practices in [primary] education
and for specific subjects taught

New Zealand Standards for the

New Zealand

Be informed by research and innovations

Teaching Profession (Teaching

related to: content disciplines; pedagogy;

Council of New Zealand 2017)

teaching for diverse learners, including learners
with disabilities and learning support needs; and
wider education matters.
Select teaching approaches, resources, and
learning and assessment activities based on a
thorough knowledge of curriculum content,
pedagogy, progressions in learning and the
learners.

Fiji Teacher Competency

Fiji

Uses a variety of relevant teaching

Standards (Competency standards

strategies/pedagogies (or patterns of

frameworks for Tuvalu teachers

interactions) to assist learning of students of

competency standards

different learning needs/styles

implementation 2014)
Saudi Arabia 2014 (Al-Saud, FAAM & Alsadaawi, AS 2018)

Saudi Arabia

3. Understanding the central concepts, methods
of inquiry, structures of the discipline, and
pedagogy specific to the discipline. Elaborated
at teaching fields level
4. Knowledge of general pedagogy
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Standards

Country

Example

Graduand teacher competencies -

Singapore

The teacher:
• draws on deep and well-integrated
disciplinary knowledge;
• draws on well-developed Pedagogical
Content Knowledge;
• has knowledge of recent developments in
the field;
• helps pupils associate concepts and
principles to their everyday experiences;
and,
• is able to apply his/her subject knowledge to
help learners of different levels understand
core concepts and their applications
• is aware of major areas of research on
teaching and of resources for professional
learning

2018 (Recommendation II n.d.)

3.8.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

How might in-service teachers be better supported to engage in current teaching
methodology, specifically in relation to recent thinking around the science of learning and the
application and use of evidence-based practices?

•

How do current Standards reflect the pedagogical skills required of teachers in contemporary
society?

•

How might teachers be supported to develop their skills to diagnose, intervene, implement
and evaluate their teaching practice in terms of the impact it has on student learning?

•

How might system leaders strengthen teacher and leader capacity to differentiate teaching
to target teaching to students and track their progress?
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3.9 Professional learning
As the importance of quality teaching has been confirmed, and demands for deeper and more
complex student learning have intensified, professional learning has taken a prominent place as a
mechanism for building teacher knowledge and skills (Darling-Hammond, Hyler & Gardner 2017).
With higher expectations on education systems, demands continue to be placed on teachers to
continue improving as “student learning depends on every teacher learning all the time” (Fullan
2007 p. 35).

3.9.1 Description
Teacher professional learning has been broadly defined as the activities “that develop an
individual’s skills, knowledge, expertise and other characteristics as a teacher” (OECD 2009 p. 49).
Teacher learning, change and growth is a complex process, with different kinds of stimuli for teacher
learning and multiple growth pathways (Clarke & Hollingsworth 2002). According to Fullan and
Hargreaves (2016), professional learning focuses on learning something new, of value, and refers to
growth in terms of who teachers are and what they can do. Cole (2012) specifies that professional
learning focuses on improving “individual professional practice and the school’s collective
effectiveness as measured by improved student engagement and learning outcomes” (p. 5), while
Darling-Hammond et al. (2017) define effective professional learning as that which results in
changes to teacher knowledge and practices, and improvements in student learning outcomes.
Moving away from the “perceptions and presumed ‘baggage’ associated with poorly conceived,
fragmented, one-shot and de-contextualised ‘in-service workshops’” (Mayer & Lloyd 2011 p. 3),
professional learning is broadening from this style of professional development workshop, to include
a range of activities that teachers engage in to improve their practice. Professional learning occurs
through a range of activities including learning from and in practice (Horn & Little 2010); as the
development of knowledge and skills related to ‘school-wide’, or government-identified, priorities
(van der Veen & Sleegers 2009); through inquiry (Timperley 2008); and where teacher learning
takes place within professional communities (Gilbert 2011).
While well-designed and implemented professional learning can lead to enhancements in teacher
practice and student outcomes, not all types of professional learning are effective. High-quality
professional learning is most impactful when it takes place over an extended period of time, when it
is relevant and job-embedded, when it incorporates active learning, when it supports collaboration,
when it offers feedback and reflection and when it supports teachers to consciously improve their
practice so that they can better meet the needs of their students current levels of attainment and
implement teaching methods that maximise their learning growth (DET 2018; Darling-Hammond et
al. 2017; Lawrence, Meiers & Beavis 2005).

3.9.2 Sources
Table 3.9-1 displays key sources related to professional learning in policy, research and practice.
Table 3.9-1 Overview of key sources that include a focus on professional learning
Source type
Policy

Key sources
DET (2018)
Freeman, O’Malley & Eveleigh (2014)
OECD (2019c)
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Source type

Key sources
OECD Gomendio (2017)
OECD TALIS 2008 results (2009)
OECD TALIS 2013 results (2014)
OECD TALIS 2018 results (2019)
Review of the Melbourne Declaration (2019)
Schleicher (2016)
Thomson, De Bortoli & Underwood (2017)

Journals/conferences

Clarke & Hollingsworth (2002)
Cole (2012)
Darling-Hammond, Hyler & Gardner (2017)
Donohoo (2017)
Fullan & Hargreaves (2016)
Fullan (2007)
Gilbert (2011)
Guskey (1997)
Guskey (2014)
Harris & Jones (2019)
Hattie (2009)
Hattie (2015)
Hilton, Flores & Niklasson (2013)
Horn & Little (2010)
Lawrence, Meiers & Beavis (2005)
Mayer & Lloyd (2011)
Timperley (2008)
van der Veen & Sleegers (2009)

Other (inc. grey literature)

AITSL (2017b)
AITSL (2019)
Jacob (2015)
Jensen (2014)
Jensen, Sonnemann, Roberts-Hull & Hunter (2016)
Perry, Boylan & Booth (2019)

International teacher standards

Refer to Table 3.9-3

3.9.3 Current and changing landscape
Changes in the last decade
Societal advancements in the last decade that require students to prepare for a complex and rapidly
changing world, and declining academic performance in key areas such as reading, science and
mathematics (Thomson, De Bortoli & Underwood 2017) have led to a greater focus in professional
learning that focuses on ongoing learning and continuous improvement (DET 2018). Greater
collaboration is increasingly becoming a prominent area of focus amongst education systems
(OECD 2019c), with results across the OECD countries demonstrating that those education
systems that have higher rates of professional collaboration get stronger results (Schleicher 2016).
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There is a wealth of international evidence highlighting the importance of professional collaboration
as a potential catalyst for changing teachers’ practice for the better (Harris & Jones 2019). A culture
of collaboration enables teachers to adjust and adapt their methods as new research-based
practices become available and is strongly related to positive effects on collective teacher efficacy.
Hattie’s 2009 research highlights that professional collaboration is one of the best investments a
system can make, provided it is well-led, well-supported, and includes quality content (Fullan &
Hargreaves 2016). As a strong predictor of student achievement, teachers with a strong sense of
collective efficacy are more likely to develop shared understandings and collective responsibility that
they have the capacity and the shared obligation to influence student learning (Hattie 2015). Where
collective teacher efficacy is present, teachers are more likely to have positive attitudes toward
professional learning (Donohoo 2017).

Relevance to learning and teaching; issues, debates, implications
According to TALIS 2018, the characteristics of professional learning that teachers found most
impactful were those based on strong subject and curriculum content, collaboration and
incorporation of active learning and collaborative approaches to instruction (OECD 2019c). The
types of professional learning attended by teachers and principals varied across OECD countries
and economies participating in TALIS. Only 44% of teachers participated in professional
development based on peer learning and networking, which is relatively modest compared to
participation rates of over 70% in out-of-school activities, such as attending courses or seminars.
Hattie (2015) reports that “too often attempts at collective action lead to forming groups, such as
professional learning communities or networks of schools, but the focus of these groups is rarely on
sharing evaluative evidence and thinking about what has been effective and even less on
dependably identifying success and expertise and then privileging and sharing it” (p. 23). According
to Donohoo (2017), more in-depth conversations about the connections between professional
learning and student progress in the interpretation of results that lead to shifts may account for
better collaboration and impactful professional learning. This is of significance in Australia, where
twice as many teachers, between 37 and 42%, compared with the OECD average of 20 to 23% of
those surveyed in the Teaching and Learning International Survey (TALIS), reported professional
learning had little to no impact on their teaching practice (OECD 2014). Guskey (2014), who has
written extensively on professional learning, signals the importance of evaluating its effectiveness.
He notes that since the main goal of professional learning is to improve teaching practice so that
student learning outcomes improve, planning of professional learning activities must begin with
clarifying those student learning outcomes.

Influencing policy directives
With a greater understanding of the contributions of teachers in enhancing student achievement, the
significance of teacher and teaching quality has taken a prominent place in education policy. A
desire to define and develop quality teaching, and teachers, has contributed to many policy
directives. ‘Quality teaching' has become a key phrase in education policy and practice worldwide
(Hilton, Flores, & Niklasson 2013). Over the past decade, education systems around the world have
established policies targeting professional learning (OECD 2019c), some mandated by the school or
system. These acknowledge that ongoing professional learning for teachers is an essential part of a
high-performing education system (DET 2018).
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In Jensen, Sonnemann, Roberts-Hull and Hunter’s (2016) study of high performing systems,
professional learning was seen as central. These systems anchored improvement strategies in
teacher professional learning with a focus on lifting teacher and student learning. As highperforming systems, British Columbia, Hong Kong, Shanghai, and Singapore set clear strategic
directions for quality professional learning sending a clear message to schools that student learning
is what matters, effective professional learning is the core lever for improving student learning, and
effective professional learning is central to school improvement and school evaluation. Setting
strategic directions for these systems did not focus on tight regulations of professional learning
hours or programs, but rather the focus was on supporting the design of quality professional
learning across schools and helping schools to organise school improvement around the principles
of effective professional learning while holding schools accountable for doing so.
According to Jensen et al. (2016), the strategic approach adopted by these systems was developed
around an improvement cycle tied to student learning. While not a new concept (see Timperley
2008; Guskey 1997) the cycle includes: assessing students’ learning to identify their next stage of
learning (at either an individual or school level), developing teaching practices that provide for the
next stage of student learning (and being clear what evidence supports this), and evaluating the
impact of new practices on student learning so that teachers can refine their practice. While
monitoring of effective professional learning is important to inform policy directives, improvement
cycles have often failed due to an undeveloped focus on monitoring and evaluation in many
educational systems (Jensen et al. 2016).
International studies suggest that the average teacher spends 10.5 days per year engaged in
courses, workshops, observations visits, or in-service training for the purpose of continuing
professional learning (Harris & Jones 2019). While policymakers have committed to professional
learning as a means to support teacher learning, studies show that traditional forms of professional
learning, such as short workshops and seminars, are more prevalent in the education sector than
approaches such as networking, mentoring, classroom observations and building professional
learning communities that are more likely to lead to a change in teaching practice (Freeman,
O’Malley & Eveleigh 2014). This has implications for how systems best allocate resources to
support teacher professional learning and how they monitor and evaluate policy reforms.
At a national level, the Australian Charter for Professional Learning of Teachers and School Leaders
(AITSL 2012a), and the Australian Teacher Performance and Development Framework (AITSL
2012b) provide guidance for teacher professional learning that can be adapted to local contexts and
system requirements. However, according to a recent review (AITSL 2017b), there is an opportunity
to update the two policies and strengthen the implementation and use of them in schools. The
review's findings suggest teachers advocated for programs and opportunities that made clear
connections to practice so that they could make relevant choices and connections to the Australian
Professional Standards for Teachers, and that they wanted further opportunities for job-embedded
learning, action-research and mentoring arrangements.
The Gonski report, Review to Achieve Educational Excellence in Australian Schools (DET 2018),
confirms that teachers require high-quality professional learning appropriate to their career stage,
development needs, and the changes rapidly occurring in society. However, while many school
leaders and systems are committed to supporting professional learning opportunities for teachers,
improving learning and teaching is time-intensive, requires considerable resources, and too often
leaders cannot find the time or resources to do so (Jensen 2014).
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Conclusion
Given there is a plethora of research of the kinds of professional learning that can lead to
instructional improvement and deeper student learning, the challenge is for policymakers,
professional development providers and practitioners to work together to better support the
implementation and scaling of effective teacher professional learning opportunities so that all
teachers’ are better supported to engage with others in collaborative efforts that improve their
practice.

3.9.4 Examples in teacher standards
Table 3.9-2 displays focus areas related to teacher professional learning included in the Australian
Professional Standards for Teachers (AITSL 2011).
Table 3.9-2 Professional learning reflected in the Australian Professional Standards for Teachers
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

6. Engage in professional

6.1 Identify and plan

Use the Australian Professional Standards for

learning

professional learning

Teachers and advice from colleagues to

needs

identify and plan professional learning needs

6.2 Engage in professional

Participate in learning to update knowledge

learning and improve

and practice, targeted to professional needs

practice

and school and/or system priorities

6.3 Engage with

Contribute to collegial discussions and apply

colleagues and improve

constructive feedback from colleagues to

practice

improve professional knowledge and practice

6.4 Apply professional

Undertake professional learning programs

learning and improve

designed to address identified student

student learning

learning needs

7. Engage professionally with

7.4 Engage in professional

Participate in professional and community

colleagues, parents/carers

teaching networks and

networks and forums to broaden knowledge

and the community

broader communities

and improve practice

Table 3.9-3 presents’ examples of the ways professional learning has been included in teacher
standards internationally.
Table 3.9-3 Examples of the ways professional learning is included in teacher standards internationally
Standards

Country

Example

Philippine Professional

Philippines

Domain 7. Personal Growth and Professional

Standards for Teachers

Development Domain 7 focuses on teachers’ personal

(Department of Education,

growth and professional development. It accentuates

Republic of Philippines 2017)

teachers’ proper and high personal regard for the
profession by maintaining qualities that uphold the
dignity of teaching such as caring attitude, respect and
integrity. This Domain values personal and professional
reflection and learning to improve practice. It recognizes
the importance of teachers’ assuming responsibility for
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Standards

Country

Example
personal growth and professional development for
lifelong learning.

Southeast Asia Teacher

Southeast Asia

4.3.2 Take responsibility in my own personal and
professional growth

Competency Framework
(Teachers’ Council of

4.3.2.1 Become a self-directed learner 4.3.2.2 Identify

Thailand 2018)

my areas of growth and work on them
4.3.2.3 Set my professional learning goals 4.3.2.4 Join
learning groups and programs 4.3.2.5 Work with my coteachers to improve my teaching practice
4.3.2.6 Conduct action research to improve my practice
4.3.2.7 Plan the best use of my time and resources to
learn effectively

Chartered Teacher

United Kingdom

12. Is committed to engaging in relevant, career-long
professional learning

Professional Principles
(Chartered College of

12.1 Can identify their own learning needs and

Teaching 2017)

professional development goals, and uses these to
create a long-term plan for professional learning
12.2 Engages in a range of different formal and informal
professional learning opportunities to ensure they
maintain an up-to-date professional knowledge
12.3 Proactively seeks out appropriate professional
learning opportunities and evaluates professional
learning opportunities to determine quality and suitability
12.4 Understands effective methods for engaging in,
and evaluating professional learning, both for individuals
and when working with colleagues
12.5 Is open to questioning and challenging their own
practice, values and beliefs in light of new evidence and
expert input.

Myanmar Teacher
Competency Standards
(Teacher competency
Standards Framework 2017)

Myanmar

D1 Reflect on own teaching practice
D1.1 Use evidence of students’ learning to reflect on
own teaching practice
D2 Engage with colleagues in improving teaching
practice
D2.1 Improve own teaching practice through learning
from other teachers and professional development
opportunities
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Standards

Country

Example
D3 Participate in professional learning to improve
teaching practice
D3.1 Demonstrate understanding of the importance of
inquiry and research-based learning to improve
teaching practice

New Zealand Standards for

New Zealand

the Teaching Profession

Professional learning
Use inquiry, collaborative problem solving and

(Teaching Council of New

professional learning to improve professional capability

Zealand 2017)

to impact on the learning and achievement of all
learners.

Fiji Teacher Competency

Fiji

Standards (Competency

Engaging in professional learning
Uses the competency standards to reflect on

standards frameworks for

professional actions

Tuvalu teacher competency
standards implementation

Obtains feedback from reliable and valid sources to

2014)

prompt reflection on teaching actions
Established goals for own professional development
Engages in professional development activities

Graduand teacher
competencies -2018
(Recommendation II n.d.)

Singapore

Reflective thinking
The teacher adopts a critically reflective stance towards
his/her own professional practice as a basis for ongoing
monitoring and refinement of those practices, including
the identification of strengths and areas for
improvement. The teacher: seeks opportunities to grow
professionally; and, is aware of major areas of research
on teaching and of resources for professional learning.
Analytic thinking
The teacher demonstrates a capacity to engage with
problems. The teacher identifies possible cause-andeffect relationships, develops plans to respond,
prioritises tasks in order of importance, and carefully
monitors responses; makes and defends complex
choices and decisions; and, frames, analyses and
synthesises information in order to solve problems and
provide solutions.
Initiative
The teacher seeks opportunities to take initiative to
improve his/her professional practices. The teacher is
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Standards

Country

Example
aware of the value of, and need for skills in innovation
and entrepreneurship.
Working in teams
The teacher actively seeks out opportunities for
professional collaboration within and beyond the school.
The teacher: cooperates with and supports colleagues;
shares information and good ideas; expresses positive
expectations of others; and, speaks positively of team
members.

3.9.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

How might schools and systems better evaluate the effectiveness of professional learning
activities that support enhanced teacher practice and student learning?

•

Are teachers getting accurate information about their performance? Do they have a clear
vision of success to aim for and clear metrics to track their progress?

•

How might teachers be better supported to understand how to improve and to evaluate the
impact of their teaching on student learning? Are school leaders equipped to guide teachers
through the process?
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3.10 Student wellbeing
Young Australians are at the centre of the Alice Springs (Mparntwe) Education Declaration
(Education Council 2019) confirming a commitment from the Australian Governments to the vital
role education plays in “promoting intellectual, physical, social, emotional, moral, spiritual and
aesthetic development and wellbeing of young Australians, and in ensuring the nation’s ongoing
economic prosperity and social cohesion” (p. 2). Student resilience and wellbeing are essential for
both academic and social development and are optimised by safe, supportive and respectful
learning environments. Schools and education settings play a key role in supporting the
development of student wellbeing through enhancing cognitive, social and emotional skills.

3.10.1 Description
Student wellbeing has been described as relating to a student’s overall development and quality of
life (OECD 2017e). Wellbeing is recognised as a multifaceted construct of domains relating to both
physical and mental health (PISA, 2018; SAHMRI 2016) and includes cognitive, psychological,
physical, social and material wellbeing (OECD 2017a). The World Health Organisation (WHO)
Constitution (1946) states that good health is not just the absence of disease but is an optimal state
of physical, mental and social wellbeing. Seligman (2011) further describes five pillars for wellbeing,
including positive emotion, engagement, relationships, meaning and accomplishment (PERMA).
Under this model, wellbeing centres on striving for and having these positive attributes in life
whether you have an illness or not.
The focus on the physical, mental and social aspects to an individual’s overall wellbeing
acknowledges the growing body of research on the importance of individuals having the physical,
psychological and social resources they need to meet a particular psychological, social and/or
physical challenge (Dodge et al. 2012). Wellbeing is about individuals being able to realise their
potential, to cope with the normal stresses of life, to work productively and to make a contribution to
his or her community (World Health Organisation 2004).
Physical health, physical and emotional safety, emotional wellbeing, satisfying relationships, inner
strength and spirit, confidence in their capabilities, pleasure and joy in learning, sense of
interconnection with life and an overall satisfaction with life have been considered to influence
young people’s overall sense of wellbeing (Awartani, Whitman, & Gordon 2008). Oades (2019)
claims that wellbeing is everyone’s business and his theory of wellbeing, ‘thrivability theory’,
highlights wellbeing as feeling connected, capable and content. The term ‘student wellbeing’ has
tended to replace more traditional terms such as student welfare or student health, indicating a shift
in the definition to include the social and relational aspects of wellbeing and young people’s
experiences as they engage in life and learning (Cahill, Beadle, Farrelly, Forster & Smith 2014).

3.10.2 Sources
Table 3.10-1 displays key sources identified related to student wellbeing in policy, research and
practice.
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Table 3.10-1 Overview of key sources that include a focus on student wellbeing
Source type
Policy

Key sources
Alice Springs (Mparntwe) Education Declaration – see Education
Council (2019a)
Australian Student Wellbeing Framework (2018)
CESE NSW (2018)
OECD (2016)
OECD (2017a
OECD (2017d)
OECD (2017e)
OECD (2018)
OECD (2019a)
Schleicher (2019)
World Health Organisation (2004)
World Health Organisation Constitution (1946)

Journals/conferences

Awartani, Whitman & Gordon (2008)
Cahill, Beadle, Farrelly, Forster & Smith (2014)
Dodge, Daly, Huyton & Sanders (2012)
Lawrence, Dawson, Goodsell & Sawyer (2019)
O’Connor, Cloney, Kvalsvig & Goldfeld (2019)
Oades (2018)
Seligman (2011)
Thomson (2019)

Other (inc. grey literature)

SAHMRI (2016)
Goss (2019)
Gillard (2019)
Masters (NSW Standards Authority2019)
Melbourne Graduate School of Education (2016)
Mogato (2019a)
Wylie, McDowall & Ferral (2019)

International teacher standards

Refer to Table 3.10-3

3.10.3 Current and changing landscape
Changes in the last decade
Despite better access to services and significant improvements to the quality of life, there is
evidence that levels of stress, anxiety and depression among students are on the rise (OECD 2018;
Mogato 2019a). Mental health problems are among the most common disabling health conditions in
young people (Gillard 2019). Approximately 20% of adolescents report experiencing a mental health
problem in any given year (World Health Organisation 2014), and in 2015 one in seven Australian
children aged 4 -17 met the criteria for a mental health disorder (Lawrence et al. 2018). The
Programme for International Student Assessment (PISA) 2015 surveys showed that 19% of
students reported being victims of bullying at least a few times a month and more than 1 in 2
students reported that they felt very anxious even if they were well prepared for a test. PISA 2018
shows that the share of students who reported being frequently bullied has increased by around
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four percentage points since 2015 on average across OECD countries, and the percentage of
students who reported that they are satisfied with their lives has reduced by 5 percentage points
between PISA 2015 and 2018.
Another key area of research in the last decade has been the effect of trauma on development and
learning and its impact on health and wellbeing (CESE 2020; Krakouer, Mitchell, Trevitt & Kochanoff
2017; Tobin 2016; Donaldson 2018). This awareness has fuelled the development of strategies to
help support people to respond more appropriately to trauma including, for example, those offered
through Berry Street Child and Family Services, the Australian Centre for Post-traumatic Mental
Health and the Early Childhood Foundation.
Recent studies have provided strong evidence to suggest that improving children’s mental health
may help to optimise their learning at school (O’Connor et al. 2019), and positive teacher-student
relationships have been linked to increased cognitive, behaviour and emotional engagement in
learning (Cahill et al. 2014). In addition, higher levels of wellbeing are associated with better
academic outcomes, increased connectedness to school and a more pro-social responsible lifestyle
(Goss 2019; NSW 2018). According to Cahill et al. (2014), education needs to take its place as the
foundation for supporting and enhancing the wellbeing of all students. Helping students feel
connected and engaged in their learning and to each other through collaborative partnerships
between home and school, will help support students to become successful members of their school
and the wider community (NSW 2018).

Relevance to learning and teaching; issues, debates, implications
The importance of wellbeing for learning is well evidenced. Schools are increasingly concerned not
only with students’ academic performance but also with students’ wellbeing. Educators refer to this
as the need to develop a “whole child” perspective in education, with a balanced focus on cognitive,
social, and emotional skills (OECD 2016). The OECD’s 2015 PISA reveals a positive relationship
between sense of belonging at school, satisfaction with life, and academic performance (OECD
2017d). A range of factors, including psychological (sense of purpose, self-awareness absence of
emotional problems), physical (student’s overall health), cognitive (students’ proficiency in applying
what they know) and social (relationship with family, peers, teachers and feelings about their social
life), contribute to students’ wellbeing at school with bullying and anxiety being some of the major
threats to wellbeing (OECD 2017e).
Given the large amount of time students spend at school, it is essential that teachers are equipped
with knowledge about how to support all students, and refer students where appropriate to
additional services (Cahill et al. 2014). According to Cahill et al. (2014), professional training and
development with an emphasis on how to lead collaborative learning strategies which include
activities such as role-play, small group problem-solving discussion, critical thinking, skills
development exercise and themed games are a central feature of effective social and emotional
learning and health promotions programs. Supportive teachers, positive peer relationships, a strong
sense of belonging through a disciplined learning environment, and caring parents, can help
improve students’ wellbeing (OECD 2017e).
It is important to note that the prevalence of students in need of specialised support is not about
expecting or asking teachers to be therapists but rather as in the case of supporting students with
trauma, it is about adopting trauma informed practice. This practice takes a strengths-based
approach “in which education systems, schools and school staff can better understand, recognise
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and respond effectively to the impact of trauma on students” (CESE 2020 p. 4) and support staff “to
teach with an understanding of the impacts of trauma and in ways that can help students feel safe”
(CESE 2020 p. 5).
According to the Australian Student Wellbeing Framework (2018), there is a range of preventative
factors that schools can undertake to support and enhance student wellbeing. These include:
•

providing opportunities for students to be involved in decision-making over matters that
affect them

•

creating and maintaining an inclusive learning environment that fosters a sense of
connectedness

•

actively engaging students through the use of evidence-informed, strengths-based
approaches to enhance their own learning and wellbeing

•

explicitly teaching social and emotional skills (SEL)

•

collaborating with students to develop strategies to enhance wellbeing, promote safety and
counter-violence, bullying and abuse in online and physical spaces

The Australian Curriculum includes a focus on teaching SEL through the general capabilities of
Personal and Social Capability and Ethical Understanding. Addressing these is the responsibility of
all teachers through the content of their learning areas. There are also strands within the Health and
Physical Education learning area that specifically address Personal and Social Capabilities and
Ethical Understandings. However formal assessment and reporting of these general capabilities, as
discussed earlier in the general capabilities’ sections, is determined by state and territory education
authorities and how these are consistency interpreted and addressed remains an issue.
Improving student wellbeing requires safe and supportive physical and emotional environments.
This works best when teachers, parents, and communities work together to help students better
understand and manage their emotions and their relationships with others. On average, SEL
interventions have an identifiable and valuable impact on attitudes to learning and social
relationships in school. They also have an average overall impact of four months' additional
progress on achievement. SEL has increasingly been integrated into school activities, with many
schools taking on more responsibility for fostering student wellbeing and responding to mental
health issues (Melbourne Graduate School of Education 2016). While there is growing recognition of
the importance of student wellbeing as an essential part of students’ development, studies have
highlighted that teachers need greater guidance on how to assist students with social and emotional
learning in the classroom (Melbourne Graduate School of Education 2016; OECD 2019a).

Influencing policy directives
Student wellbeing has increasingly been incorporated into education policy with a growing interest
in how well different education systems promote student development and quality of life. Examined
in programs such as PISA (OECD 2017d), policies have continued to acknowledge that students
need to acquire other skills beyond knowledge in order to navigate a changing world, and a more
multidimensional understanding of student learning is required (OECD 2019a). The role of schools
in wellbeing and mental health was a common theme in consultation for the 2019 New South Wales
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Curriculum Review, with an increasing need to give priority to student’s wellbeing and social and
emotional development (NSW Standards Authority 2019).
The Melbourne Education Declaration (2008) was the first formal recognition in Australia that
schooling has a broader role in the development of students beyond academic outcomes, and has
since guided policy directives, including the recent Alice Springs (Mparntwe) Declaration. The
Australian Government has recognised that schools play a vital role in promoting the social and
emotional development and wellbeing of young Australians and in 2018, the Australian Student
Wellbeing Framework was launched, informed by relevant national, state and territory policies,
initiatives and legislative requirements. These provide Australian schools with a set of guiding
principles to support and guide the review of current safety and wellbeing policies.
The Australian Student Wellbeing Framework aims to support school communities to build positive
learning environments and to consider reviewing their current safety and wellbeing policies and
support requirements. The Framework provides school communities with advice on developing and
implementing policies and support mechanisms to help all students from the first year of school to
year 12. The five key elements of the Framework are:
•

Leadership: Principals and school leaders play an active role in building a positive learning
environment where the whole school community feels included connected, safe and
respected.

•

Inclusion: All members of the school community are active participates in building a
welcoming school culture that values, diversity, and fosters positive, respectful relationships.

•

Student Voice: Students are active participants in their own learning and wellbeing, feel
connected and use their social and emotional skills to be respectful, resilient and safe.

•

Partnerships: Families and communities collaborate as partners with the school to support
student learning, safety and wellbeing.

•

Support: School staff, students and families share and cultivate an understanding of
wellbeing and support for positive behaviour and how this supports effective teaching and
learning.

The Framework has been endorsed by Ministers of Education through the Education Council with
input from all states and territories, education authorities and a range of national and international
experts fuelling state/territory jurisdiction strategic plans to meet wellbeing indicators in schools. The
principles are endorsed by the Council of Australian Governments (COAG) and were developed by
the Australian Human Rights Commission, reflecting the Child Safe Standards recommended by the
Royal Commission into Child Sexual Abuse. They are underpinned by a child-rights approach to
build capacity and deliver child safety and wellbeing in organisations, families and communities, and
they are aligned to state, territory and other national wellbeing and safety initiatives and to the
Australian Curriculum and the Australian Professional Standards for Teachers and Principals.
A range of resources and initiatives have been developed, including:
•

Be You, beyou.edu.au launched in 2018 and was designed to support mental health in
schools and early learning services

•

National Day of Action Against Bullying and Violence,
https://bullyingnoway.gov.au/NationalDay
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•

Safe Schools Coalition Australia, safeschoolscoalition.org.au aimed at creating safe and
supportive school environments for same-sex attracted, intersex and gender diverse people
by reducing homophobic and transphobic bullying and discrimination in schools.

Conclusion
In response to growing concern about the wellbeing of students and its importance for learning and
for quality of life, there is an ongoing priority for teachers who know how schools can best promote
wellbeing and resilience in all students, so that they feel connected, capable and content at school,
and in their life more generally.

3.10.4 Examples in teacher standards
Table 3.10-2 displays the Australian Professional Standards for Teachers that include focus areas
on student wellbeing.
Table 3.10-2 Student wellbeing reflected in the Australian Professional Standards for Teachers
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

1. Know students and how

1.1 Physical, social

Use teaching strategies based on knowledge of

they learn

and intellectual

students’ physical, social and intellectual

development and

development and characteristics to improve

characteristics of

student learning

students
4. Create and maintain

4.1 support student

Establish and implements inclusive and positive

supportive and safe learning

participation

interactions to engage and support all students in

environments

4.4 Maintain student
safety

classroom activities
Ensure students’ well-being and safety within
school by implementing school and/or system,
curriculum and legislative requirements.

Table 3.10-3 presents examples of the how student wellbeing has been included in teacher
standards internationally.
Table 3.10-3 Examples of the ways student wellbeing has been included in teacher standards internationally
Standards

Country

Example

Philippine Professional Standards

Philippines

2.2.2. Maintain learning environments that

for Teachers (Department of

promote fairness, respect and care to encourage

Education, Republic of Philippines

learning

2017)
Southeast Asia Teachers
Competency Framework
(Teachers’ Council of Thailand
2018)

Southeast Asia

Nurture my student’s confidence on what they
can do and become
4.2.3.6 Support ways that nurture my students’
aspirations and well-being
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Standards

Country

Example

Chartered Teacher Professional

United Kingdom

6.4 Ensures a safe environment that supports the

Principles (Chartered College of

emotional and physical wellbeing of children and

Teaching 2017)

young people
10.3 Is able to implement a range of strategies to
support the emotional and physical wellbeing of
all children and young people, identifying and
sharing any areas for concern as appropriate

Myanmar Teacher Competency

Myanmar

B3.1 Demonstrate capacity to create a safe and
effective learning environment for all students

Standards (Teacher competency
Standards Framework 2017)
New Zealand Standards for the

New Zealand

Promoting the wellbeing of learners and
protecting them from harm

Teaching Profession (Teaching
Council of New Zealand 2017)

Establish and maintain professional relationships
and behaviours focused on the learning and
wellbeing of each learner

Graduand teacher competencies 2018 (Recommendation II n.d.)

Singapore

Nurturing the whole child
Develops a culture of care, trust and friendliness
that enhances the wellbeing and character
development of pupils;
Encourages practices that support the physical,
emotional and social well-being of pupils

3.10.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

How might teachers actively engage students through the use of evidence-informed,
strengths-based approaches to enhance their own learning and wellbeing?

•

How might teachers be further supported to develop their capabilities to explicitly teach
social and emotional skills using evidence-informed practices related to personal safety,
resilience, help-seeking and protective behaviours across the curriculum?

•

How might schools further collaborate with students and the wider community to develop
strategies to enhance wellbeing, promote safety and counter-violence, bullying and abuse in
online and physical spaces?

•

What sort of training might teachers require to better identify and support student wellbeing
for learning?
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3.11 Teacher wellbeing
There is increasing research to suggest that wellbeing, efficacy, and confidence are integral to
learning (Cahill et al. 2014; O’Connor et al. 2019). Therefore, it can be argued that if wellbeing is
important to learning and educators need to be lifelong learners, then understanding the connection
between teacher wellbeing and being an effective teacher, and how it relates to student wellbeing is
paramount (Schleicher 2018). It is well accepted that teachers are a most important in-school factor
contributing to student achievement, and consequently, if teacher wellbeing is connected to the
quality of their work, then teacher wellbeing is important to the future of education (McCallum et al.
2017).

3.11.1 Description
Wellbeing as a construct has several dimensions. According to Schleicher (2018), teacher wellbeing
is made up of four key aspects: cognitive well-being, including self-efficacy; psychological wellbeing, including job satisfaction, stress, commitment, and a feeling of trust; physical well-being, such
as burn out; and, social well-being, such as workplace relationships. The World Health Organization
(2004), notes that good mental health and wellbeing is “a state in which every individual realises his
or her own potential, can cope with the normal stresses of life, can work productively and fruitfully,
and is able to make a contribution to her or his community.” Thus, an individual is said to be in a
state of ‘optimal wellbeing’ or to be ‘flourishing’ when they feel positive, engaged and fulfilled
(Education NT 2019), as in the case of Oades’ (2018) thrivability theory, when an individual feels
connected, capable and content.
Gillett-Swan and Grant-Smith (2018) suggest that wellbeing encompasses an “individual’s capacity
to manage the social, economic, personal and physical factors that impact on the work-integrated
learning experience and how the work-integrated learning experience impacts on an individual’s
social, economic, personal and physical wellbeing domains” (p. 133). Given the changing nature of
wellbeing, it is important to acknowledge that wellbeing does fluctuate, and can change, depending
on circumstances. Factors impacting on wellbeing can include personal and professional
challenges, different stressors and demands, workload, challenging contexts and relationships; and
critical incidents (Education NT 2019). Thus, McCallum and Price (2016), offer an encompassing
definition of wellbeing, noting that “wellbeing is diverse and fluid respecting individual, family and
community beliefs, values, experiences, culture, opportunities and contexts across time and
change. It is something we all aim for, underpinned by positive notions, yet is unique to each of us
and provides us with a sense of who we are which needs to be respected” (p. 17).

3.11.2 Sources
Table 3.11-1 below displays key sources identified, related to teacher wellbeing in policy, research
and practice.
Table 3.11-1 Overview of key sources that include a focus on teacher wellbeing
Source type
Policy

Key sources
AITSL (2016)
Education Northern Territory (2019)
OECD (2019c)
Parliament of Australia (2019)
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Source type

Key sources
Schleicher (2018)
Wang & Zuccollo (2020)
World Health Organization (2004)
World Health Organization (2019)

Journals/conferences

Allen, Rowan & Singh (2019)
Berryhill, Linney & Fromewick (2009)
Cahill, Beadle, Farrelly, Forster & Smith (2014)
Heffernan, Longmuir, Bright & Kim (2019)
Leithwood and Beatty (2008)
Gracia-Moya et al. (2019)
Gillett-Swan & Grant-Smith (2018)
McLean & Connor (2015)
McCallum & Price (2016)
McCallum et al. (2017)
O’Connor et al. (2019)
Oades (2018)
Owen (2016)
Richardson, Watt & Devos (2013)
Riley (2016)
Roffey (2012)
Spilt, Koomen & Thijs (2011)

Other (inc. grey literature)

NESLI (2019)
Gillard (2019)
Mogato (2020)

International teacher standards

Refer to Table 3.11-3

3.11.3 Current and changing landscape
Changes in the last decade
The last decade has seen increasing demands on schools, amid continual policy reforms and
curriculum mandates. The need for continual learning and to be resilient in the face of increased
scrutiny has all placed extra demands on teachers which has no doubt impacted on their wellbeing.
Globally there are concerns about teacher supply for a stable and effective workforce (McCallum et
al. 2017). Stress and emotional exhaustion levels in classrooms are at a high, as teachers grapple
with growing workloads and difficult behaviour from students and parents (Gillard 2019). These
changes in the last decade have had significant consequences on the broader education system,
with wellbeing found to be impacting on resilience and self-efficacy, social-emotional
competence/emotional intelligence and personal responses to teachers’ work: burnout, fatigue,
exhaustion and stress (McCallum et al. 2017).
A recent health and wellbeing study from Monash University shows that as much as 71% of
Australia’s educators feel under-appreciated in the classroom and struggle with excessive
workloads (Mogato 2020). This study titled Perceptions of Teachers and Teaching in Australia, of
2,444 educators found that while just over half of teachers are satisfied with their job (56%), a third
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of teachers (34%) expressed dissatisfaction with their role as a teacher (Heffernan, Longmuir, Bright
& Kim 2019).
Other studies have reported that many teachers do not feel valued by society, which may also be
impacting on their sense of wellbeing. While teachers play a crucial role in a student’s life, the
OECD 2013 Teaching and Learning International Survey (TALIS) found that less than one-third of
teachers believed that their profession is valued in society. In all but one of the countries and
economies that participated in TALIS, the extent to which teachers can participate in decisionmaking has a strong, positive association with the likelihood of reporting that teaching is valued by
society (Schleicher 2018). While a report from TALIS 2019, Teachers and School Leaders as
Lifelong Learners, has been released, a second volume, Teachers and School Leaders as Valued
Professionals, to be published in early 2020 (OECD 2019c) highlighted the increasing interest in this
area.
These studies have cited teachers are struggling with unmanageable workloads, feeling less
confident that they could handle the workload and with increasing levels of burnout. Burnout named
an occupation phenomenon by the World Health Organization (WHO 2019) has significant
implications for the wellbeing of the workforce, with a recent WHO study suggesting that depression
and anxiety costing the global economy US $1 trillion each year in lost productivity.
The demands of the role and changing perceptions of the value of the profession may also be
contributing factors to the attrition rate among early career teachers. With less early career teachers
wanting to stay in the profession, some estimates suggest that about 25% of teachers will leave the
profession within five years of starting, although this figure could be as high as 50% (AITSL 2016).
McCallum et al. (2017) note that there is a link between employee wellbeing and effectiveness. That
“a positive sense of wellbeing does indeed contribute to work satisfaction and productivity, and most
importantly, teachers’ positive influence on their student’s wellbeing and academic achievement” (p.
30) and “positive relationships with students, parents, colleagues and leadership can have an
affirmative influence on teachers’ sense of wellbeing, and this is an area worthy of further research
(McCallum et al. 2017 p. 30). The importance of wellbeing has been attributed to efficacy, agency
and self-confidence. Research has shown that teacher efficacy is strongly associated with the
quality of teacher instruction, ability to persist with challenges, and that those with efficacy show
higher job satisfaction, are less likely to experience burnout, and are more resilient amongst
adversity (OECD 2019c).
The importance of collegial support and opportunities for professional learning have been prevalent
in supporting teachers to adapt and meeting demands in education today. It is through ongoing
professional learning in a supportive context, and genuinely engaging and connecting with peers
beyond teamwork that teacher wellbeing can be enhanced (Owen 2016). Professional learning
communities provide scope for “challenging ideas to increase the potential for success, gaining
greater accomplishment through joint work and nurturing positive emotion and sharing of good
feelings” (Owen 2016 p. 217).

Relevance to learning and teaching; issues, debates, implications
A positive sense of wellbeing contributes to work satisfaction and productivity and importantly,
demonstrates a positive influence on the levels of student wellbeing and academic achievement
(Spilt, Koomen & Thijs 2011). There is growing recognition of the importance of student-teacher
relationships on wellbeing and academic performance (Garcia-Moya et al. 2019). Therefore, for
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teaching and learning to be effective, it is important that teachers have a high level of wellbeing,
self-efficacy and confidence (Schleicher 2018).
Like students, teachers who have a good sense of wellbeing are going to be better teachers, able to
thrive in life and have skills to manage own wellbeing, have greater levels of resilience, efficacy and
agency; there are important attributes in an era of continual change. However, “when teachers
become burned out, or worn out, their students’ achievement outcomes are likely to suffer because
they are more concerned with their personal survival” (Richardson, Watt & Devos 2013 p. 231).
If teachers have a high sense of wellbeing, this is likely to also increase their relationships with
others, including students. One study focused on how teacher-child relationships positively impact
on the personal and professional wellbeing of teachers found that the “interpersonal relationships
between teachers and students have been largely ignored as a factor of significance to teacher
wellbeing” (Spilt et al. 2011, p. 458) and that “teachers have a basic need for relatedness with the
students in their class” (p. 457), suggesting that teacher wellbeing and connectedness is just as
important as is student connection to teachers (Cahill et al. 2014).
School climate is a crucial aspect of teacher and student wellbeing and student learning (OECD
2019c). Leithwood and Beatty (2008) note that it is imperative for leaders to attend to the feelings,
dispositions or affective states of staff members, both individually and collectively. They argue that
teachers’ perceptions and motivations can have significant effects on the quality of instruction,
student learning, engagement in the school or profession, staff retention, job satisfaction,
organizational commitment, morale, stress, and staff trust in colleagues, parents and students.
The quality of teachers’ instruction and practice is also at risk, as stressed or burnt-out teachers can
hardly operate effectively in the classroom. While the evidence is more limited on this aspect, a
small-scale study in the United States suggests that teacher stress and depression symptoms are
linked to lower gains in student achievement in third-grade maths (McLean & Connor 2015). Thus,
in examining the quality of teaching, it is necessary to explore how the quality of teachers’ working
conditions can affect their performance. As part of a project on supporting teachers’ professional
learning and wellbeing for quality teaching, Figure 1 illustrates that teacher wellbeing is an integral
part of a quality working environment that enables quality teaching.
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Figure 1 Working diagram of teachers’ wellbeing and quality teaching from the OECD’s project on
supporting teachers’ professional learning and wellbeing for quality teaching. Source: Schleicher
2018 p. 93

This figure shows that the psychological, cognitive, emotional and social dimensions of wellbeing
impacts on quality teaching and teacher career plans and trajectories, therefore suggesting the
importance of a holistic approach to supporting the wellbeing of teachers.

Influencing policy directives
Teacher wellbeing is a growing priority nationally and internationally as a growing list of headlines
seems to indicate that educators’ mental health is worsening and their job satisfaction is falling
(Wang & Zuccollo 2020). The wellbeing of teachers can have a direct implication on education
systems since high levels of burnout and stress can lead to frequent turnover (Schleicher 2018),
with enduring consequences for their well-being, stress levels, confidence and, eventually, for their
retention in the profession (OECD 2019c).
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Burnout, stress, and fatigue impact heavily on an educator’s wellbeing, and there are a number of
initiatives that seek to augment the wellbeing of educators in Australian schools. It is well
documented that teacher stress is high, burnout is increasing, and there are growing concerns
about the recruitment and retention of teachers (Allen, Rowan & Singh 2019). In 2018 the Australian
Government announced an inquiry into the status of teacher profession. While the inquiry
proceedings lapsed following the calling of a federal election in April 2019 it had identified the
following issues related to attracting, retaining and developing teachers:
•

Affording higher levels of respect and recognition for teachers and the profession;

•

Supporting teachers through proper induction and mentoring programs;

•

Increasing funding to help schools manage the range of social, behavioural and health-related
issues of students;

•

Alleviating out-of-hours work undertaken by teachers, and improving administrative support
within schools; and

•

Supporting continuous professional learning and development of teachers, and providing a
career trajectory (Parliament of Australia 2019)

Following election commitments, the federal government has aimed to introduce a range of
measures to support teachers including a review to cut red tape for teachers ‘so they can focus on
teaching and not paperwork’ and a national strategy to address abuse of teachers (Jenkins 2019).
Policies across Australia, such as the Education NT (2019) Teacher Wellbeing Strategy 2019-22
has outlined priority areas and actions to improve teacher wellbeing. In addressing issues in this
area, the department aims to: support teachers for success, with a strong focus on teachers in the
first five years of teaching and strengthening collegial connections; optimise time to teach, by
reducing administrative workload; and, to promote a safe and respectful workplace based on
respectful relationships.
Teaching requires cognitive, social and emotional resources, yet most professional development
opportunities focus on subject knowledge, curriculum development or student needs. With more
resources required to support the psychological wellbeing of teachers (NESLI 2019). The Staff
Wellbeing Toolkit is one example that has been developed in response to the wellbeing issues
faced by Australian educators, and the gaps in current professional learning mechanisms that
support a whole school approach to relationships and wellbeing. The Toolkit is informed by research
into Australian Principal Health and Wellbeing (Riley 2016), which looks at the impact of social
capital on wellbeing in schools. This research shows that when social capital increases within an
organisation everyone improves together, and the Staff Wellbeing Toolkit is therefore designed
around the maxim of improving relationships and wellbeing at a whole school level (NESLI 2019).
Providing early career teachers with fulfilling working conditions to keep them in teaching has also
been the focus on reform. As Roffey (2012) explains “training teachers who then leave because
their lives are unfulfilled at best and miserable at worst is not only devastating to those individuals
and damaging to students, but also expensive on the public purse” (p. 9). McCallum et al. (2017)
note that the effectiveness of mentor relationships and factors including proximity between mentor/
mentee in the physical geography of the school, and mentor responsive to emotional, social,
relational and professional needs is important to supporting early career teachers. The OECD
(2019) notes there is a greater need for support activities and structures in the initial years which
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they suggest, “can help teachers to cope with the challenges they face, as well as to maintain their
motivation levels. Both are critical to making them competent and effective, and also to convince
them to remain in the profession” (OECD 2019c p. 39).
Evidence shows that individuals and schools play a significant role in improving and sustaining
positive teacher wellbeing, as “educator and learner wellbeing is an individual, collective and
community responsibility … (with) a clear link between teachers’ wellbeing, their role in the
classroom and school community, and the success and satisfaction of children and young people
while in the educational years” (McCallum & Price, 2016, p.128). However, Berryhill, Linney and
Fromewick (2009) caution that “making changes in individuals when the system is part of the
problem leaves basic structures intact and is unlikely to affect the problem ... Therefore,
policymakers should consider making changes for teachers rather than in teachers” (p. 9). This
suggests the issue of teacher wellbeing is a complex issue that is best addressed using a holistic
approach (McCallum et al. 2017).

Conclusion
Wellbeing is important to workforce productivity and an important precondition of effective teaching
and learning. With growing concerns of the wellbeing of teachers and students, there is an
imperative to examine teacher wellbeing and its relevance in teacher standards.

3.11.4 Examples in teacher standards
As outlined in Table 3.11-2, connections to teacher wellbeing are implicitly stated in Standard 7,
Engage professionally with colleagues, parents/carers and the community, with associations to
connecting with others and meeting professional responsibilities, such as being ‘fit’ to teach.
Table 3.11-2 Teacher wellbeing reflected in the Australian Professional Standards for Teachers
Standard(s)

Focus area(s)

Descriptors (at a proficient level)

7. Engage professionally with

7.1 Meet professional

Meet codes of ethics and conduct established

colleagues, parents/carers

ethics and responsibilities

by regulatory authorities, systems and

and the community

7. 2 Comply with

schools.

legislative, administrative

Understand the implications of and comply

and organisational

with relevant legislative, administrative,

requirements

organisational and professional requirements,

7. 4 Engage with

policies and processes

professional teaching

Participate in professional and community

networks and broader

networks and forums to broaden knowledge

communities

and improve practice.

At an international level, Table 3.11-3 presents examples of how teacher wellbeing has been
included in teacher standards.
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Table 3.11-3 Examples of how teacher wellbeing has been included in teacher standards internationally
Standards

Country

Example

Philippine Professional

Philippines

6.3 Professional ethics

Standards for Teachers

Teachers’ understanding and fulfilling their

(2017)

obligations in upholding professional ethics,
accountability and transparency to promote
professional and harmonious relationships with
learners, parents, schools and the wider
community.
6.3.2 Review regularly personal teaching practice
using existing laws and regulations that apply to
the teaching profession and the responsibilities
specified in the Code of Ethics for Professional
Teachers.

Southeast Asia Teachers

Southeast Asia

4.1.2 Become more aware and responsible for
my emotions and health

Competency Framework
(2018)

4.1.2.1 Understand deeply what affects me
4.1.2.2 Be calm and composed in resolving
conflicts
4.1.2.3 Practice effective ways to manage stress
4.1.2.4 Handle and express my emotions
thoughtfully and carefully
4.1.2.5 Take care of my physical and
psychological health
4.1.2.6 Give equal importance to other aspects of
my personal life

Chartered Teacher

United Kingdom

Work effectively with others to provide
appropriate academic and pastoral support

Professional Principles
(2017)

Exhibits collegiality by supporting, and learning
from others
Demonstrated high professionalism

Myanmar Teacher

Myanmar

C1.1 Demonstrate values and attitudes consistent

Competency Standards

with Myanmar’s tradition of perceiving teachers

(2017)

as role models

New Zealand Standards for

New Zealand

Engage in reciprocal, collaborative learning-

the Teaching Profession

focused relationships with: – learners, families

(2017)

and whānau – teaching colleagues, support staff
and other professionals – agencies, groups and
individuals in the community. Communicate
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Standards

Country

Example
effectively with others. Actively contribute, and
work collegially, in the pursuit of improving my
own and organisational practice, showing
leadership, particularly in areas of responsibility.

Graduand teacher
competencies (2018)

Singapore

Personal Effectiveness
7. Knowing Self and Others
i. tuning into self
The teacher takes care to: monitor his/her
emotional and professional self in order to identify
immediate support and/or developmental needs;
and, to achieve work-life balance, and seeks
guidance where necessary.
ii. Exercising Personal Integrity and Legal
responsibilities
The teacher is aware of the need for
professionalism in all aspects of his/her
demeanour. The teacher is aware of his/her legal
responsibilities and the need to maintain high
standards of professional integrity when
discharging his/her duties and responsibilities.
iii. Understanding and Respecting Others
The teacher is committed to National Education,
and to valuing diversity in all its forms. The
teacher demonstrates sensitivity to cultural and
religious differences.
iv. Resilience and Adaptability
The teacher: is tough in spirit, able to persevere
in times of challenge, keeping a positive
disposition; stays the course though there may be
obstacles to surmount (he/she is optimistic); is
able to think on his/her feet and make decisions
appropriate to the situation at hand; and,
encourages and teaches her/his pupils to be
resilient and adaptable.
ii. Developing Others
The teacher takes initiative to support peers and
colleagues.
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3.11.5 Further questions/research agenda
This section raises questions and a possible research agenda for future consideration:
•

How might effective, evidence-based mental health and wellbeing strategies be promoted to
provide targeted support to build a positive school culture of wellbeing that enables enhanced
teaching and learning?

•

How might preservice education better prepare teachers to manage everyday challenges that
they may experience in the classroom?

•

What strategic actions are required to support early-career teachers to stay in the profession?

•

How might a holistic, systemic approach to wellbeing, support teacher, leader and student
wellbeing?
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