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Executive summary
A skilled and capable workforce is the
key to a high quality education system
Figure 1: Key Data in Australian
School Education 1 2

337,307
TEACHERS

Source: Australian Bureau of Statistics

4,006,974
SCHOOL STUDENTS

Source: Australian Bureau of Statistics

9,542
SCHOOLS

Source: Australian Bureau of Statistics

$61.5 billion
SPENT ON
SCHOOL EDUCATION
Source: Productivity Commission

Introduction
Education is central to Australia’s success as a
nation – and teachers are the number one in-school
influence on student outcomes.
In December 2020, Australia’s Education Ministers
agreed to publish a narrative, National Initiatives to
Support Teaching and School Leadership, that will
guide decision-making and commissioning of work
at a national level to strengthen the teacher
workforce and support quality teaching and school
leadership.3
In support of this narrative, Teaching Futures
highlights opportunities for future efforts to build an
effective, sustainable, supported, and high-status
teacher workforce that can deliver a world class
education system – one that encourages and
supports every student to be the very best they can
be, no matter where they live or what kind of learning
challenges they may face.

Policy context
As one of eight national policy priorities under the
2018 National School Reform Agreement, the
Commonwealth, state and territory governments
agreed to review teacher workforce needs, to “attract
and retain the best and brightest to the teaching
profession and attract teachers to areas of need”.
This work would support better workforce planning
by analysing future workforce needs in areas that
would benefit from a nationally coordinated
response.
In June 2019, the Australian Institute for Teaching
and School Leadership (AITSL) was tasked by
Education Council with undertaking this work.
Recognising workforce initiatives currently
undertaken by states, territories and sectors,
Teaching Futures is the culmination of national

TEACHING FUTURES | Background Paper | 3

consultation and collaboration, as well as insights
from data and evidence. Together with the
narrative on National Initiatives to Support
Teaching and School Leadership, it fulfils all
governments’ commitment under the National
School Reform Agreement.
Teaching Futures builds on the foundations
provided by earlier work in this area and is
developed in the context of an ongoing program of
reform, including actions arising from the report of
the Teacher Education Ministerial Advisory Group
(TEMAG) in 2014, and the Review to Achieve
Educational Excellence in Australian Schools
(the second Gonski Review) in 2018.
It is informed by and supports the Alice Springs
(Mparntwe) Education Declaration, which reiterated
national agreement to “working with the education
community to attract, develop, support and retain
high quality teachers, educators and leaders in
Australia’s education system” and confirmed that
“excellence in teaching, educating and leadership
will be recognised, celebrated and valued.”

A framework for teacher supply
and demand
Complex and interdependent factors contribute to
teacher workforce supply and demand. Identifying
and quantifying these are critical to understanding
the national teacher workforce.
Teaching Futures presents a conceptual
framework of national teacher supply and
demand, developed in partnership with Deloitte
Access Economics, which identifies the various
elements and critical influences in the teacher
labour market.
This framework could inform labour market
modelling to ensure the best fit of teachers to
schools, such as by attracting and placing
teachers in response to needs in certain
geographic areas, and by encouraging initial
teacher education (ITE) students to pursue
specialisations in subject areas that are in
demand.

Key focus areas
Teaching Futures explores issues across five key
focus areas endorsed by Education Council, and
affirmed through research and consultation.
Improved understanding of supply and
demand
Our current understanding of national teacher
supply and demand lacks the level of granular
data and consistency necessary for detailed
modelling. Workforce data is currently widely
dispersed across a range of teacher employers
and regulators, and is not well linked. The
Australian Teacher Workforce Data initiative is
addressing this, and will significantly improve
Australia’s understanding of the national teacher
workforce.
An improved understanding of teacher supply and
demand requires better, more comprehensive and
timely data about teacher demand, such as by
drawing on student and population trends, and
incorporating recognition of diverse needs and
specialisation demands. This should be met with
better, more comprehensive and timely data about
teacher supply, including trends in ITE
commencement and completion, career
movement, progression and attrition.
Addressing priority needs
The National School Reform Agreement
acknowledges that priority cohorts include
Aboriginal and Torres Strait Islander students,
students living in regional, rural and remote
locations, students with a disability, and students
from educationally disadvantaged backgrounds.
Teaching Futures identifies several issues for these
cohorts that merit response across jurisdictions
and sectors.
There is a need for greater attention on attracting
and retaining, supporting the wellbeing, and
recognising the contributions and strengths of our
Aboriginal and Torres Strait Islander teacher
workforce. All teachers should demonstrate
culturally responsive practices and create culturally
safe environments for their Aboriginal and Torres
Strait Islander students and colleagues.
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‘Hard to staff’ schools across the country face
common issues in recruitment and retention, and
consistency and quality of staffing. Efforts to
address these issues are necessary, especially for
the benefit of regional, rural and remote schools,
schools with high levels of educational
disadvantage, and schools that offer specialist
settings for students with disability.

This task requires consideration of who will – and
who we need to – be teaching in the future, and
what will be expected of this future workforce. It
also requires consideration of attributes and
characteristics, skills, and knowledge needed for
an education workforce that will be equipped and
supported to prepare students in and for the
future.

Finally, there is a clear need for better
understanding of teacher specialisation demand,
a clearer indication of supply at the granular level
of teacher specialisations, and efforts to address
areas of shortage.

Building data and evidence

Supporting teachers and the teaching
profession
Support for our educators could include strategies
to support both individual teachers and cohorts of
like teachers, as well as larger-scale, collective
approaches for the entire profession. Supporting
teachers in a range of ways and as appropriate to
their strengths and needs is critical to maintaining
the profession as one that is valued and
recognised.
Approaches to support teachers and the overall
teaching profession include consistent and high
quality induction, mentoring, professional learning
and leadership opportunities; early and mid-career
supports; and attention towards wellbeing and
school culture, recognition of professional
expertise and excellence, career retention,
and improving the status of the profession.
Identifying and developing educators
of the future
Planning for and preparing our future workforce is
an ambitious task. National effort to understand
future opportunities, challenges and implications
for the teacher workforce requires focus on
pedagogical, technological, economic, and social
change, development of an increasingly diverse
teaching population, pursuit of consistently high
professional status for teachers and school
leaders, and ongoing strengthening of teacher
preparation.

A review of available teacher workforce data and
evidence shows that there is a range of sources
across sectors, jurisdictions and agencies. A
major initiative already underway, the Australian
Teacher Workforce Data, has begun the complex
task of collating and linking workforce data held by
state and territory teacher regulatory authorities.
Despite this, there are significant gaps,
inconsistencies and a need for improvements in
data.
Gaps and limitations in available teacher supply
and demand data affect our capacity to accurately
model our teacher workforce. Building consistent,
detailed and comparable data and evidence
would provide a more thorough and usable
national picture of the Australian teacher
workforce, and support comprehensive labour
market modelling.

Next steps
The narrative on National Initiatives to Support
Teaching and School Leadership highlights what
has been achieved by governments working
collaboratively and sets out the case for continued
national collaboration. It also establishes principles
for national collaboration, which will be used to
guide future decisions on pursuing national
actions.
Teaching Futures should be read in the context of
this narrative, and highlights opportunities for
potential future efforts in this area.
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Introduction
Education is central to Australia’s success as a nation.
There is clear evidence that teaching and school
leadership are the most influential in-school
factors affecting student outcomes. The collective
efforts of the teacher workforce change students’
lives, help build communities, and strengthen our
nation. Our teachers deserve high professional
esteem. Enhancing and supporting the teaching
profession is therefore of vital importance to
Australian children and young people. In short,
teachers and principals matter – to their students,
to the economy, and to the wider community.
Projections over the next decade predict a
potential shortfall in the number of teaching
graduates in the face of growing demand.4 5 6
Meanwhile, the future of teaching will continue to
be affected by evolving in-school and external
environments, and ways of working. Changing
economic, social, technological and environmental
pressures will increasingly shape students’
learning needs. There will be shifts in the way we
all work, and the way that learning and teaching
happen. Teachers and school leaders must be
supported to respond to these needs – enhancing
the profession’s ability to be adaptable, flexible
and to react, sometimes quickly, to radical change.
The ongoing impacts of the COVID-19 pandemic
may well be paradigm-shifting for teaching and
learning in Australia. The work that teachers are
required to do and the ways that they teach may
alter rapidly in the face of broader change.
Developing a skilled and capable workforce
involves significant commitment and investment.
Australia has over 4 million school students
enrolled in over 9,500 schools, over 335,000
teachers,7 and collectively spends $61.5 billion on
school education per annum.8 In Australia, teacher
employers are spread across government,
independent and Catholic education authorities
and schools in each state and territory. States and
territories are responsible for the delivery of school
education within their jurisdictions, and each

system and sector have their own unique context.
However, reviews and reforms across the
Australian education landscape have highlighted
the advantages of addressing challenges and
opportunities at a national level. Consultation
undertaken for this and other initiatives has
indicated widespread agreement on the potential
benefits of a collaborative approach to developing
a teacher workforce for the future.
We have an important opportunity to work
together, building on achievements across
systems and sectors, to elevate the professional
status of teachers and equip them for the future,
and unite us nationally so that a collaborative effort
can deliver ongoing and lasting improvements to
educational outcomes.
Working collaboratively will help Australia’s unique
education system to respond to an increasingly
diverse population, and build on the existing
strengths of the workforce. Acknowledging the
local roles, existing reforms and achievements of
jurisdictions and sectors, national collaboration
can deliver improvements that are measured and
shared, so that everyone stands to gain – students
most of all.
An effective, sustainable, supported and highstatus teacher workforce is vital for ensuring a
world class education system, that encourages
and supports every student to be the very best
they can be. By investing in teachers, we are
directly investing in our most valuable asset – the
next generation of Australians.
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The Australian education
policy landscape
As one of eight national policy priorities under the
2018 National School Reform Agreement,9 the
Commonwealth, state and territory governments,
through the former Council of Australian
Governments (COAG) Education Council, agreed
to review teacher workforce needs, to “attract and
retain the best and brightest to the teaching
profession and attract teachers to areas of need”.10

This collective commitment to an equitable and
well-supported national education system was
reaffirmed through the Alice Springs (Mparntwe)
Education Declaration11 in 2019, articulating
national agreement to “working with the education
community to attract, develop, support and retain
high quality teachers, educators and leaders in
Australia’s education system” and confirming that
“excellence in teaching, educating and leadership
will be recognised, celebrated and valued.”12
In June 2019, the Australian Institute for Teaching
and School Leadership (AITSL) was tasked by
Education Council with progressing thinking
around teacher workforce needs that would
benefit from a nationally coordinated response.
Recognising workforce initiatives currently
undertaken by states, territories and sectors,
Teaching Futures is the culmination of national
consultation and collaboration, as well as insights
from data and evidence. Teaching Futures builds
on the foundations provided by earlier strategies,
reforms and recommendations, and is developed
in the context of an ongoing program of reform.
Policy work already undertaken, as well as that
underway and planned, all points to the need for a
comprehensive, collaborative, adaptable and
nationally cohesive approach to supporting
teachers and school leaders. Teaching Futures
reflects this policy background. It is underpinned
by Australian governments’ and education
stakeholders’ recognition of, and commitment to,
collective efforts in strengthening our teacher
workforce.
Teaching Futures highlights research relating to
challenges and opportunities for the teacher
workforce, in an education context that recognises
national collaboration as integral for successful
implementation and sustainable impact.

TEACHING FUTURES | Background Paper | 7

Policy background
Teacher preparation and workforce
development
Over the last ten years, considerable collaborative
effort across the jurisdictions has progressed the
embedding of the Australian Professional
Standards for Teachers13 (Teacher Standards) and
Australian Professional Standard for Principals14
(Principal Standard) nationally, through combined
and collective work between higher education
providers, teacher regulatory authorities (TRAs),
employers, and governments.

The 2018 review One Teaching Profession:
Teacher Registration in Australia aspired to a
strengthened teacher registration framework
based on higher standards of consistency, by
improving and reinforcing teaching quality,
strengthening children’s safety, and streamlining
registration processes.20
National evidence and data
Policy directions have not only addressed the
need for national, collaborative teacher workforce
planning, but have also called for an evidence
base to provide a foundation for such initiatives.

The Teacher Standards, approved by Education
Council in 2010, and the Principal Standard,
approved in 2011, have provided the foundation for
further national agreements on accreditation of
initial teacher education,15 national consistency in
teacher registration,16 and certification of Highly
Accomplished and Lead Teachers.17 These
agreements have given Australia a nationally
agreed and comprehensive framework for
developing and supporting a high quality teacher
workforce.

In 2016, the Productivity Commission21 set out a
national framework for improving Australia’s
evidence-based education policy capability and
embed evidence-based decision making in
education policies, programs and teaching
practices. The Productivity Commission followed
this in 201722 by stressing the critical role of a
shared education evidence base in the
development of a comprehensive approach to
workforce development and improved teacher
effectiveness.

Some major policy reviews have built on and
reinforced this framework. Following the 2014
review of initial teacher education (ITE) in Australia,
Action Now: Classroom Ready Teachers,18 national
collaboration and leadership has brought together
higher education providers, the government and
non-government schooling sectors and schools to
transform ITE, with the aim of ensuring the
classroom readiness of every Australian beginning
teacher.

Following the Action Now: Classroom Ready
Teachers report, the need for a national ITE and
teacher workforce database underpinned the
introduction of the Australian Teacher Workforce
Data (ATWD), a longitudinal data linkage project
jointly funded by Commonwealth, state and
territory governments and supported by all TRAs.
This initiative commenced in 2017 with the aim of
providing nationally consistent longitudinal data on
ITE and the teacher workforce from 2021.

The need for collective national action was again
emphasised in the 2018 report Through Growth
to Achievement: Report of the Review to Achieve
Educational Excellence in Australian Schools
(the second Gonski Review), which recommended
“a comprehensive national teacher workforce
strategy to better match supply with workforce
demands, including skill and capability
requirements”;19 and noted the necessity of
reliable and detailed data for teacher supply and
demand calculations; improved recognition of the
role of ITE in preparing teachers for the profession;
and the importance of attracting and retaining high
quality teachers into the profession.

The establishment of a national evidence institute
– the Australian Education Research Organisation
– is a current key element of national education
architecture reform in Australia, grounding practice
in an accessible and relevant research base, and
intended to also work for the benefit of policy and
system-wide reform.23
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Diversity and priority cohorts
Policy focus on priority population groups – and
on teachers’ capacity to consistently support their
needs – has highlighted that while these
challenges are often experienced differently
across jurisdictions, there is considerable benefit
from collaborative efforts that enable improved
sharing of data, evidence, strategies, and effective
practice at the national level.
Ongoing policy initiatives and reports have
underscored the need for action on the particular
challenges facing Aboriginal and Torres Strait
Islander teachers and students, as well as schools
in remote communities. Since 2009, performance
reporting on the National Indigenous Reform
Agreement goals of life expectancy, children’s
mortality, education and employment has
continued to drive collective efforts in closing the
gap for Australia’s Aboriginal and Torres Strait
Islander people.24
The National Aboriginal and Torres Strait Islander
Education Strategy (2015)25 has guided efforts at a
national level, and complemented the efforts of
individual jurisdictions, to accelerate the rate of
improvement for Aboriginal and Torres Strait
Islander student outcomes – including by ensuring
that students are taught by skilled educators who
are culturally responsive in the local context, and
by building the Aboriginal and Torres Strait
Islander education workforce.

The Closing the Gap Report 202026 showed mixed
progress towards closing the gap across the
range of measures, and presented a call for
strengthened and collective action. The report
emphasised the need for a strong, national focus,
and national strategies in order to achieve crucial
improvements in educational experiences and
outcomes for Aboriginal and Torres Strait Islander
people.
The new National Agreement on Closing the Gap
(2020), developed in partnership between
Australian governments and the Coalition of
Aboriginal and Torres Strait Islander Peak
Organisations, sets out five education-related
targets.27 National collaboration with Aboriginal
and Torres Strait Islander communities to increase
the number of, support for, and retention of
Aboriginal and Torres Strait Islander teachers, as
well as increasing cultural safety in Australian
schools, will be critical to achieving these targets.
In addition, the 2018 Independent Review into
Regional, Rural and Remote Education28 noted that
first priority should be placed on establishing a
national focus for regional, rural and remote
education, training and research to enhance
access, outcomes and opportunities.
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Current policy and reform initiatives
Teaching Futures also complements critical
national strategies and ongoing policy reform in
the Australian context being implemented by
Education Ministers and as part of the National
School Reform Agreement.
In response to the 2019 Review of the National
Architecture for Schooling in Australia29, Education
Council agreed to improve the performance of the
national architecture for schooling in Australia to
better support high quality teaching and learning
across Australian schools. Additionally, in
response to the 2020 Review of COAG Councils
and Ministerial Forums30 conducted by Peter
Conran AM, Education Ministers will continue to
meet in 2021 as the Education Ministers Meeting,
with a revised focus on key strategic priorities and
an emphasis on delivering effective outcomes.
The National STEM School Education Strategy
2016-202631 identifies the need to “better
coordinate, target effort and sharpen the focus on
the key areas where collaborative action will deliver
improvements to STEM education” including
collaboration and sharing of data and evidence to
review and improve programs and practice.32
The Review of Senior Secondary Pathways
(August 2019–June 2020) is the enactment of
a key recommendation of the second Gonski
Review. A National School Reform Agreement
national policy initiative, the Review considers the
role of education and teaching in preparing
students for future work complexities,
acknowledging that “students are increasingly
requiring a broader and different mix of skills… to
navigate an increasingly complex range of options
and pathways into further education and
training”.33
The Review of the Australian Curriculum for
Foundation to Year 10 that is currently underway
aims to promote a national response to Australian
school students’ declining international
achievement rankings as well as to identified
priorities of curriculum clarity and ease of use,
teaching focus on literacy and numeracy learning
progressions, and building numbers of students
undertaking further study into maths and sciences,
again within a broader context of schools reform.

In light of the final report of the Royal Commission
into Institutional Responses to Child Sexual
Abuse,34 children’s safety has been a significant
focus of Education Ministers in recent years, and a
number of reforms are underway to ensure that all
learning environments are safe and allow children
to thrive.
Strategic alignment across the early
childhood and F-12 learning years
In December 2019, Education Council endorsed
the development of a children’s education and
care national workforce strategy.
This strategy, currently under development by the
Australian Children’s Education & Care Quality
Authority, will recommend an approach to
establish a national early childhood workforce
evidence base; increase professional standing for
early childhood professionals; and ensure future-fit
qualifications and career pathways for educators
and teachers. It will be informed by market
economic analysis and modelling of future
workforce demand and supply, and include an
action plan outlining implementation over the
short, medium and long-term.
There is clear support for alignment of national
school teacher workforce initiatives and the
children’s education and care workforce strategy.
Given many teachers hold dual qualifications
allowing them to work in both early childhood and
primary school settings, it is important to
recognise that workforce initiatives arising in one
sector have the potential to affect supply in the
other.
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Figure 2: National Policy Context for Teacher Workforce Planning
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Conceptual framework of national
teacher supply and demand
Complex and interdependent factors contribute to
teacher workforce supply and demand. Identifying
and quantifying these are critical to understanding
and planning for the future teacher workforce.
In the future, more comprehensive data, evidence
and collaboration could enable a labour market
model to be designed and applied. The
conceptual framework below, which AITSL
developed in collaboration with Deloitte Access
Economics, illustrates the complexity of labour
market modelling.
A collective and data-informed understanding of
the characteristics of supply and demand could
enable consideration of the extent, aspects and
particularities of schools’ contexts – such as
remoteness, and cultural or community
demographics. Matching the various
considerations of supply and demand means the
best fit of teachers to schools and jurisdictions,
such as in responding to needs for cultural
responsiveness or pockets of specialisation
demand. Further, data regarding subject
specialisation supply and demand at the
jurisdictional level could be strengthened through
comparison with similar data across other
jurisdictions, to identify potential strategies to
better match supply and demand.

Workforce supply and demand
The Australian education system is highly diverse,
devolved and complex. The regulation, operation,
and implementation of reforms in schooling is
primarily the responsibility of the six states and two
territories. The Australian Government plays an
active role in education through coordination,
priority setting, and funding for schools and
universities. On the ground, government schools
can have a significant level of autonomy and
influence over teacher hiring processes. Nongovernment schools are also significant actors in
the sector, accounting for 1 of every 3 students
in Australia.35 In addition, the university sector
responsible for initial teacher education (ITE) and
upgrading teachers’ qualifications is diverse and

decentralised, adding another layer of complexity
to forecasting the future teacher workforce.
Teacher workforce management and planning in
Australia therefore involves multiple interdependent
stakeholders who make decisions with respect to
various subgroups of the teacher workforce,
usually defined by dimensions including (but not
limited to):
• School level (e.g. primary, secondary)
• School sector (e.g. government, Catholic,
independent)
• Subject specialisation
• Level of role seniority
• Diversity (e.g. cultural background, gender)
• Geographical location (e.g. metropolitan,
regional or remote)
While each state and territory has developed
workforce planning models, these do not give a
national picture of supply or demand. Contextual
differences in the delivery and oversight of school
education shape teacher workforce needs, making
comparisons between jurisdictions challenging. A
more coordinated and nuanced approach across
state and territory boundaries could assist in
capturing the broader national landscape of the
teacher workforce and factors that can affect it.
Consultation with jurisdictions on the availability of
current data, as well as consideration of local
factors and employer-level structural changes
affecting supply and demand, would be an
important first step in building a national supply
and demand model.

National modelling of the teacher
labour market
Teacher supply and demand modelling at a
national level has the potential to provide a
comprehensive cross-jurisdictional picture of the
national teacher workforce and to forecast if the
country is on track to have a teacher shortage or
surplus in coming years.
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Such a model has the potential to consider the
future effects of national policies, facilitate
coordination across jurisdictions and establish
shared language and understanding among key
stakeholders.

A conceptual framework

A comprehensive labour market model could fulfil a
number of objectives:

Figure 3 provides a high-level conceptual
framework that could form the basis of further
discussion, and on which to develop a model of
teacher supply and demand in Australia. The
framework consists of three major components:

• P
 rovide a comprehensive and adaptive picture
of the national teacher workforce;
• Establish a shared language and understanding
among key stakeholders;
• Forecast demand for teachers nationally, locally
and by specialisation, to inform workforce
planning;
• Evaluate and model the impacts of national and
jurisdictional policies on the workforce; and
• Facilitate coordination across jurisdictions.

Building an effective labour market model would
require collaborative design across jurisdictions,
data sharing, and complex analysis.

• F
 actors driving teacher demand – demographic
trends, school enrolments, policy decisions
about the number of required teachers to serve
students
• Factors driving teacher supply – the pipeline of
new teachers from ITE and alternative pathways
into teaching, skilled teacher migration from
overseas, ITE graduates who have not gained
registration, and the latent supply of registered
teachers
• Macro-level influences shaping the teacher
workforce sector.

Figure 3: Conceptual Framework for Supply and Demand in the National Teacher Workforce

External factors impacting drivers of teacher supply and demand
Continuing teachers

+
New teachers
(ITE and alternative
pathways)

• Demographic shifts

• Social perceptions

• Policy influences, including
national policy reform

• Employment package
relative to outside options
Demographics

Teacher surplus:
supply > demand

+
Skilled migration

+
Latent supply re-entering
the workforce

Supply
of teachers

Demand
for teachers
Teacher shortage:
supply < demand

–
Non-retirement exits

Teacher requirement
Potential dimensions of interest

–
Non-school leadership
promotions

–
Retirements

Size of student
population

• School type (primary,
secondary, other)
• Year level
• School sector (government,
Catholic, independent)
• Subject specialisation

• Role seniority
• Diversity (e.g. gender,
Aboriginal and Torres Strait
Islander status)
• Geographical location (e.g. by
jurisdiction or by remoteness)
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Factors driving teacher demand

Demand factors that might be considered include:

The demand for teachers is defined in the
aggregate as the total number of teaching
positions (filled and unfilled) in the system at a
given time.

• the demographic structure of the Australian
population
• compulsory schooling age across states and
territories as well as school attendance beyond
that age bracket
• student attrition and retention
• the teacher requirement (taking into account
student to teacher ratios, average class sizes,
teaching loads, curriculum structure, leadership
structures, deployment of teachers within and
across schools, and students’ special
requirements).

For the purposes of the conceptual framework, the
demand can be thought of as a total teacher
requirement which is a function of demographic
trends, size of the student population, system
requirements and actual preferences with regards
to schooling. Figure 4 outlines the proposed
conceptual framework for the demand for teachers
in Australia.

Figure 4: Conceptual Framework for the Demand for Teachers in Australia

Demographics

Teacher requirement
Actual requirements

Accounting for age
distribution, fertility, mortality,
net migration

Adjustments made with reference to:
• Preferences between government
and non-government schooling
• Students’ preferences over
elective programs
• Average class sizes

Population age structure

• Average teachers’ teaching load

Proportion of population of
schooling age

• Average headcount to FTE ratio

System min. requirements
Adjustments made with reference to:
• Required instruction time for
students

Number of school-aged
individuals
Accounting for enrolment
rates and retention rates

Size of student
population

• Curriculum structure
• Students’ special requirements
(e.g. CALD, Special Education)
• Leadership structure in schools
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Factors driving teacher supply

Supply factors that might be considered include:

Describing the supply of teachers requires
considerations of both the stock of continuing
teachers and the flows in and out of the teacher
workforce. Figure 5 illustrates a more detailed
conceptual framework for the supply of teachers in
Australia.

•
•
•
•
•
•

current teachers
pipeline of new teachers
migration
latent supply
attrition
full time equivalent (FTE).

Figure 5: Conceptual Framework for the Supply of Teachers in Australia
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Proportion renewing
registration

ITE
graduates

Alternative
pathways

Recognised
migrant teachers

Non-teaching
registered teachers

Proportion deciding to
join teacher workforce

Proportion deciding to
join teacher workforce

Proportion deciding to
join teacher workforce

Proportion deciding
to re-enter

Stock

Continuing teachers in current workforce
• Mobility (across roles, schools, locations and sectors)

Outflows

• Teachers remaining in the same role

Retirements
Proportion of teachers
who retire

Non-school
leadership roles
Proportion of teachers
promoted to leadership

Ongoing efforts to build out a conceptual
framework for the teacher workforce would require
recognition and consideration of the influence of
geographic and demographic factors on both
teacher supply and demand. Continued work in

Non-retirement exits
Proportion of teachers
who resign from teaching

adapting and updating any labour market model
for teacher workforce planning would necessitate
inclusion of a range of supply factors in addition to
those noted in this framework.
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Macro-level influences shaping the
market for teachers
Beyond the drivers of supply and demand, the
market for teachers is heavily influenced by a
number of macro-level factors which relate to the
broader economy, public perceptions and the role
of the government in shaping the profession.
For instance, with a general population increase
comes a richer mix of students from diverse
backgrounds and with a broader range of needs.
This includes more neuro-diversity and complex
behavioural and emotional needs. Anecdotally, a
high and increasing workload is one of the most
important factors influencing teachers’ decision to
leave the profession. Management of health and
social issues (e.g. children at risk, childhood
obesity) add to already high expectations of
teachers and schools.

The impact of the COVID-19 pandemic on the
economy and the broader labour market may
result in shifting public perceptions, seeing
teaching as a relatively secure and stable
profession. On the other hand, the use of virtual
classrooms, online modules, exams and
automated grading might have an adverse impact
on those teachers who prefer face-to-face contact
with students and traditional teaching methods.
Figure 6 provides examples of other factors which
may influence the teacher workforce and which
could be accounted for in a supply and demand
model, through consideration of how the impact of
these factors can be quantified or translated to
parameters which influence the underlying
assumptions in the model.

Figure 6: Example Factors Influencing Teacher Supply and Demand

Employment package relative to outside options
 mployment/contractual arrangements
E
(e.g. hours, superannuation)

Macro-level factors
Population increase

Teacher remuneration

Richer mix of students from diverse backgrounds and
with broader range of needs

 rospect of salary increases and promotions
P
over time

Changing role of schools (e.g. more health and
wellbeing responsibilities)

Workplace conditions

Rapid technological advances requiring different skills
(use of virtual classrooms, online modules, exams)

Teacher workloads

Future of work for teachers
Perceptions
 erception of relative stability (e.g. in the context
P
of economic downturn)
Occupational status
Sense of personal contribution
Community regard for teachers

Policy influences
Industrial relations factors (e.g. EBA negotiations)
Teacher registration processes
Changes in education standards
Changes in ITE landscape (e.g. tests, training,
role of micro-credentials in keeping the qualification
up to date)
Financial subsidies to study teaching at university
Regional differential payments and other incentives
(e.g. point system in Queensland)
Early childhood and TAFE/HE policies interacting
with schooling workforce (e.g. impact of universal
3YO kinder)
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Factors across the teaching career
lifecycle
Various factors influence decisions to join and
remain in the teacher workforce. Such factors are
both personal and intrinsic, and are environmental,
economic and somewhat predictable.
At each phase in the lifecycle of a teaching career,
actions by governments and employers can
influence the likelihood of teachers progressing to
the next phase. An effective labour market model
would consider the range of career phaseinfluencing factors, and can be used to project
likely outcomes based on changes at any given
career phase.

Figure 7 shows a useful conceptual model for the
teaching career lifecycle adapted from the
Organisation for Economic Co-operation and
Development (OECD).36
Each of these career phases provides
opportunities for specific and targeted support.
What is offered for teachers within one lifecycle
phase potentially impacts on the profession more
broadly, with interacting effects. A teacher
workforce labour market model could measure
factors across the teacher lifecycle and enable
more targeted supports. Examples of lifecycletargeted supports are listed in Figure 8 below.
These phases are separate, but related, to the
seven pillars set out in the National Initiatives to
Support Teaching and School Leadership
framework for national collaboration.

Figure 7: Teaching Career Lifecycle Phases

Attract

Prepare

Place

Induct

Develop

Recognise

Retain

Figure 8: Teaching Career Lifecycle Phases and Supports

Attract

Incentives, perceptions, career pathways and motivators, initial teacher education program quality.

Prepare

Initial teacher education program quality, leadership mentoring and preparation, industry partnerships,
teacher registration.

Place

Placement according to vacancies or skills needs, progression across or between schools.

Induct

Early career teaching load, support, induction processes, mentoring, collaboration, professional identity
and wellbeing.

Develop

Professional learning, instructional coaching, reflection, career and leadership pathways, feedback
and review.

Recognise

Status of the profession, career pathways, recognition of expertise.

Retain

Incentives, workplace experience, teacher and school leaderwellbeing.
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Key focus areas
The key focus areas were developed through research
and consultation, and agreed by Education Council.
In the next sections, the benefits, challenges and issues
of each key focus area are discussed in detail.

Figure 9: Summary of Key Focus Areas

Improved
understanding
of supply
and demand

• Characteristics of supply through ITE

• Attrition rates at various career stages

• Unmet demand in specialisations
including maths, science, languages,
and Special Education

• Impact of employment arrangements
(including casualisation) on teacher
retention

• Diversity of the teaching workforce
• A need for more Aboriginal and Torres
Strait Islander teachers

Addressing
priority needs

Supporting
teachers and
the teaching
profession

Identifying
and developing
educators of
the future

Building data
and evidence

• All teachers’ role in creating cultural
safety and delivering culturally
responsive practices for Aboriginal
and Torres Strait Islander teachers and
students

• Attraction and retention in hard to staff
schools, including in rural and remote
areas
• Teacher specialisation and skills
needs in maths, science, languages
and Special Education

• Effective induction and mentoring for
all early career teachers

• Wellbeing, school culture, and impacts
on teacher retention and attrition

• Opportunities to support and
recognise teaching leadership,
expertise and excellence

• Equitable access to professional
learning

• Understanding motivations to pursue
a teaching career, including among
students of school age

• Increasing cultural, social and
linguistic diversity in the teaching
workforce

• Considering the impacts and
opportunities of emerging
technologies on teaching practice

• Building on ITE reform to strengthen
the effectiveness of teacher
preparation

• A more sophisticated and ‘joined-up’
use of national and jurisdictional data

• Continuing to build out the Australian
Teacher Workforce Data (ATWD) to
realise its full value

• Exploring the value of existing data
projects and sources to understand
teacher supply and demand

• Elevating the status of the teaching
profession

• Leveraging sources such as the
Multi-Agency Data Integration Project
(MADIP)
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Improved understanding
of supply and demand
By working together, we can better understand and address
challenges in supply and demand across Australian schools.
There is broad agreement throughout the
education sector that more – and better –
information about supply and demand, as applied
to the teacher workforce, would be valuable.
Teacher supply and demand trends are not
nationally uniform in impact, extent or response.
Workforce planning priorities vary greatly across
jurisdictions, systems and sectors, geographic
area, specialisation and learning level, and are
affected by local and national workforce trends
beyond teaching.
Our current understanding of national supply and
demand trends for the teacher workforce in
Australia is immature and needs to be supported
by the analysis of more comprehensive and
linked-up national data and evidence. Data
currently available for labour market modelling is
insufficient for the more sophisticated modelling
that could identify and respond to specific
priorities for action. Workforce data is currently
widely dispersed across the various systems and

sectors responsible for the employment of
teachers. Historically, data regarding teacher
supply and demand are collected and used at a
jurisdictional level, or within the systems and
sectors themselves, drawing on unlinked
Australian Bureau of Statistics population census
information, government employment figures,
higher education graduate surveys, and data
collected by teacher regulatory authorities (TRAs),
employers and ITE providers.
Further work is merited to explore and address the
many factors influencing the attraction and
retention of teachers in the profession. This would
require a focus on understanding changing
community perceptions of the profession, further
building the status and esteem of teachers, and
understanding the factors influencing the
popularity of particular specialisations, in order to
strengthen workforce planning efforts.
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Supply through initial teacher
education
Available evidence suggests that ITE completion
rates are in decline. Despite increasing
commencements in recent years, the numbers of
graduates available to teach in any year has
largely plateaued.37 Between the 2007 and 2012
commencing cohorts, the six-year completion rate
declined by 10 percentage points for ITE
undergraduates and 3 percentage points for ITE
postgraduates. This decline is steeper for ITE than
for other higher education programs.38
However, the population of children aged between
3 and 18 years continues to grow. From 2019 to
2024, ABS population projections indicate the
population of primary school aged children is
projected to grow nationally by 5 per cent, while
the population of secondary school aged children
is projected to grow by 12 per cent. From 2024 to
2029, ABS projections indicate growth of 7 per cent
in primary school aged children and 4 per cent
growth in secondary school aged children.39 40
As a result, ITE supply may not be sufficient to
meet increasing demand.41 42
There is a critical need for more accurate,
thorough and detailed national data to explore the
complexities of ITE commencements, completion
rates and predicted completions, including
national data on registration rates of ITE graduates
and rate of transition to teaching.
Ongoing improvements in collaboration of ITE
providers with jurisdictions and employers could
enable more accurate alignment of teacher supply
and demand, such as through promotion of
in-demand specialisations or placements in
remote locations.

Unmet demand
National skills shortage data indicate that many
regional, rural, remote and low socio-economic
status schools report that they often have difficulty
recruiting teachers with specialisations in subject
areas including Science, Technology, Engineering
and Mathematics (STEM), Languages Other Than
English (LOTE), English as an Additional
Language or Dialect (EALD), as well as delivery of
education in specialist settings. This trend is noted
across jurisdictions, and at both primary and
secondary levels.43 44 However, the magnitude and
implications of the problem varies widely across
systems and sectors, and current reporting on the
issue is inconsistent, and relies on small samples.45
Data from the OECD’s Teaching and Learning
International Survey (TALIS) highlighted that unmet
teacher demand more heavily affects schools in
non-metropolitan and disadvantaged areas, and
employers across the country report greater
challenges filling teaching vacancies in regional
areas and particular specialist teaching areas that
already draw fewer ITE enrolments and
completions.46
Reported supply and demand vary substantially
across the country, even within specialisations.
The Australian Teacher Workforce Data (ATWD)
initiative will provide data on the rates at which ITE
graduates transition into the teacher workforce by
location and subject area or specialisation,
enriching assessments of the supply of teachers
through ITE, and aiding the planning of future
supply of specialist teachers.

Diversity deficits
There is a growing recognition of the benefits of a
teacher population that more proportionately
reflects the Australian population. However,
nationally, longitudinal trends in the characteristics
of the teacher workforce are unclear; there is no
clear data on the number of teachers in each
sector and their demographic and teaching
characteristics.
Most recent ITE data indicates that in 2017, 2 per
cent of all commencing and 2 per cent of all
completing ITE students identified as Aboriginal or
Torres Strait Islander.47 However, in that same year
3.3 per cent of the Australian population and 5.7
per cent of Australian school children identified as
Aboriginal or Torres Strait Islander.48
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Similarly, a considerably lower proportion of
teachers, at both the primary and secondary level,
are culturally and linguistically diverse in
comparison with the broader Australian population.
Only 8.9 per cent of primary school teachers and
10.8 per cent of secondary school teachers speak
a language other than English at home, compared
with 24.8 per cent of school children and 21 per
cent of the broader Australian population.49
The More Aboriginal and Torres Strait Islanders
Teaching Initiative (MATSITI) identified a
requirement for a longitudinal picture of the
deployment, skills, employment characteristics
and attrition rates of Aboriginal and Torres Strait
Islander teachers in the national teacher workforce.
National data on teacher workforce characteristics
would assist to understand and address supply
need by diversity.

Attrition rates
Factors driving career attrition appear to be multiple
and interrelated. Current estimates of attrition of
teachers in Australia vary widely, there is no national
or consistent data currently available,50 51 and
education systems and sectors therefore differ in
their capacity to model and predict attrition rates
across the lifecycle of the teaching profession.
However, stakeholder consultation indicated
persistent concerns regarding teacher attrition,
and early career attrition in particular.
If supply is to be fully understood, complete
national data is required to confirm actual
Australian teacher attrition rates across the
teaching lifecycle. Attrition rates and trends
should be better factored into future supply
and demand analysis. Modelling of attrition
is anticipated through the ATWD in the future.
Transition to registration
One data source that is currently available for
labour market calculations is the Graduate
Outcomes Survey (GOS), which records a relatively
small sample of higher education graduates’
employment four months after graduation. In 2016,
an analysis of GOS data revealed a lack of clarity
in employment outcomes for ITE graduates and
the relevance of their skills for workforce demand,
as well as potentially indicating a skills surplus in
some specialisations:

“

For primary and secondary [ITE]
graduates, just under half had found
full-time employment in schools in
2014 (45% primary, 46% secondary).
… In addition to those in full-time
employment, around a quarter of
primary and secondary graduates were
working part-time in schools. Of those
working full time in schools, only around
a third had permanent employment. …
It is not clear how many graduates end
up finding some form of teaching
employment, or how effective part-time
and casual work is as a pathway to
full-time employment.” 52

Better data about the registration rates of ITE
graduates and rate of transition to teaching will lead
to a clearer understanding of rates of attrition
following ITE completion. By linking graduate
employment data, teacher registration data and ITE
data, the ATWD will provide critical insight into ITE
completions, transition to employment, and early
career attrition.
Early career attrition
There is a trend in existing bodies of literature
suggesting that attrition rates in the teaching
profession are highest for early career teachers,
broadly defined as those within the first three to five
years of their career.53 Anecdotal evidence also
indicates that attrition rates for early career
teachers are high, however jurisdictions differ in
their capacity to model and predict attrition rates,
and there is a lack of national data to determine the
veracity of these claims.
Previous research by AITSL indicates that
estimates of early career attrition described in
Australian literature range from 8 per cent to 50 per
cent, which is consistent with other claims that
“there is no robust Australian evidence, and figures
do not agree”.54
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Mid-career and retirement attrition

Unknown latent supply of teachers

Mid-career attrition describes career departure
after the early career stage but prior to retirement.
There is a lack of detailed data about teachers
who leave the workforce, including by location,
subject area and specialisation, employment
contract and hours worked.

The latent supply of teachers refers to the pool of
inactive teachers who are registered with a teacher
regulatory authority (TRA) but are not presently
teaching, as well as those individuals with an
expired registration which might be recoverable.
The latent supply could also include ITE graduates
without registration.

Currently available data predict replacement
demand through calculation of the net separation
rate, which provides an estimate of the number of
new teachers required due to teachers retiring or
leaving the profession. Future retirement attrition
projections will need to account for an ageing
teacher workforce.
Clarity and consistency in definitions
Clarity and consistency in attrition definitions will
be necessary for accurate calculations of the
extent of workforce attrition and retention, to
address or avoid supply shortages or surpluses.
‘Attrition’ is differently understood, and this
variation in use contributes to an inconsistency of
data and reporting.55
During the early career teaching stage, attrition
has been variously defined as:
• e
 nrolling in, but not completing, an ITE
program;
• completing an ITE program but not taking up
employment as a teacher; or
• joining the teacher workforce and departing
within the first five years of employment as a
teacher.
During the broader teaching career, attrition might
mean retirement, a career change out of teaching,
or include relocation to a different jurisdiction or
sector.
Varying definitions mean potential omission of
critical data and varying and unreliable
calculations for workforce modelling and planning.
A national approach to defining and collecting
data is crucial.

The latent teacher workforce is typically not
captured by data collections but could be
included in labour market modelling through
jurisdictional collaboration. While the ATWD will
provide insights into the latent workforce in the
future, existing data do not show the number of
qualified teachers who are not currently in the
workforce, making it difficult to determine the ease
with which any demand for teachers can be filled.
While estimates of net replacement demand
attempt to account for teachers re-entering the
profession, the time-period on which these
estimates are derived predates significant growth
in demand for primary and secondary teachers.
Accurate data on latent demand could support
stronger efforts by schools to attract teachers to fill
vacancies, through increasing the rate of re-entry
of teachers into the profession. The latent
workforce could also potentially be drawn on in
response to a sudden, unexpected increase in
demand. Recent initiatives to support students to
catch up on learning they may have missed due to
the COVID-19 pandemic have demonstrated there
is a potential ‘surge’ workforce of teachers who are
registered but not currently teaching, in addition to
casual relief and pre-service teachers.56 57
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Employment conditions
Factors driving teacher satisfaction are multiple
and interrelated, and include community regard for
the profession, personal fulfilment, professional
development and promotional opportunities,
salary and working conditions. Casualisation,
short-term employment arrangements, and casual
relief teaching as a form of entry into the
profession for early career teachers are becoming
more prevalent.58 However, the extent of these
employment arrangements varies across
jurisdictions and sectors, highlighting contextual
differences that necessitate further consideration.
In an AITSL study with 98 teachers in their first year
of teaching, only one quarter “were employed on a
permanent contract”, and two thirds of early career
teachers identified as having “begun their teaching
career on short-term and casual contracts.” 59

“

It may be that in the reality of a more
fluid and mobile 21st century workforce
that the nature of work has changed
and it should no longer be assumed
that teachers will remain for a lifetime in
one field … Teaching graduates
working in other fields may simply
reflect the reality of the contemporary
workforce … The education sector may
be no more immune from this mobility
than other professions and may need
to develop new ways to attract and
retain teachers.” 60

Workforce casualisation and short-term contracts
can shape teachers’ career planning, such as their
intention to remain in the profession or to relocate
for employment. While some teachers may prefer
flexibility, these arrangements can result in
difficulties in ensuring consistent access to
professional learning opportunities. School leaders
report that “the provision of formal induction
practices to beginning teachers drops to 77% of
early career teachers on short-term contracts and
45% of casual relief teachers.” 61 62 This in turn has
flow-on effects for long-term workforce security
and for student outcomes.
We need to better understand the impacts,
challenges and opportunities associated with
evolving employment arrangements and practices
and factor these into supply and demand
modelling. Casualisation rates and trends merit
more detailed and longitudinal factoring into
labour modelling, ITE planning, teacher
recruitment and induction, and studies on teacher
career intentions and wellbeing.
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Addressing priority needs
A collaborative approach provides an opportunity to identify,
respond and adapt to immediate priorities for the teacher workforce.
The National School Reform Agreement
recognises that the wellbeing of all students is
fundamental to successful education outcomes.
It also acknowledges that priority cohorts include
Aboriginal and Torres Strait Islander students,
students living in regional, rural and remote
locations, students with a disability, and students
from educationally disadvantaged backgrounds.
The Closing the Gap Report 2020 is a timely
reminder of the particular need for continuing
focus on the needs and aspirations of Aboriginal
and Torres Strait Islander students, with targets for
school attendance and performance in literacy
and numeracy not met.63 Additionally, the More
Aboriginal and Torres Strait Islander Teachers
Initiative (MATSITI) was fundamental in shaping
recent understanding of Aboriginal and Torres
Strait Islander workforce needs in the teaching
profession.
National, jurisdictional and system-specific efforts
to meet the needs and aspirations of Aboriginal
and Torres Strait Islander teachers, students and
communities reflect a collective commitment to

ensuring cultural safety and culturally responsive
practice across the entirety of the national teacher
workforce, and attention to the needs and
aspirations of educationally disadvantaged
students and cohorts. Throughout such efforts it is
essential that diversity within population groups is
recognised and respected, through responsive
and local co-design. Cultural safety and culturally
responsive practice are particularly important in
strengthening educational outcomes for Aboriginal
and Torres Strait Islander students.
Teacher workforce planning holds the potential to
address the needs of educationally disadvantaged
students and cohorts by prioritising the needs of
hard to staff schools and ensuring sufficient
teacher supply to meet in-demand teaching
specialisations and learning areas. Collaborative
national effort to address Australia’s priority needs
would enhance the ability of systems, sectors,
jurisdictions and stakeholders to continue to make
progress towards these goals.
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Aboriginal and Torres Strait Islander
teachers
Governments, education stakeholders and teacher
employers have recognised the critical role that
Aboriginal and Torres Strait Islander teachers play
in our schools, and have committed to attracting
and retaining them in the teaching profession, and
supporting and recognising their work and
wellbeing.
Attracting and retaining Aboriginal
and Torres Strait Islander teachers
Recent analysis undertaken by Ernst and Young
identified that in 2015 the proportion of Aboriginal
and Torres Strait Islander people employed in the
teacher workforce was well below the proportion
of Aboriginal and Torres Strait Islander people in
the overall student population.64 Data in that same
analysis indicated that between 29.4 per cent and
37.6 per cent of Aboriginal and Torres Strait
Islander teachers left the profession between 2012
and 2015 – a significantly higher rate of attrition
than in the broader teacher workforce.
This discrepancy in representation is notable as
both research and stakeholder feedback has
highlighted the importance of a diverse Aboriginal
and Torres Strait Islander teacher workforce.
Stakeholders have widely acknowledged the
importance of ensuring that the teacher workforce
is more representative of Australia’s population,
and research has emphasised the role of
Aboriginal and Torres Strait Islander teachers and
school leaders in securing better educational
outcomes for their student cohorts.65

A persistent school completion and achievement
gap is evident between Aboriginal and Torres
Strait Islander students and their non-Indigenous
peers. An evaluation of MATSITI found that
“successful engagement of Aboriginal and Torres
Strait Islander people in the teaching profession is
an essential contributor to great educational
success for children and young people, their
families and communities”.66 Other research has
found that “teachers who have grown up and
completed their schooling as Indigenous learners
have a wealth of experience and knowledge about
the pedagogies that are likely to be successful for
Indigenous students”.67
There is a clear need to better understand and act
upon the factors that contribute to attracting and
retaining Aboriginal and Torres Strait Islander
teachers.
Supporting and recognising Aboriginal
and Torres Strait Islander teachers
MATSITI and projects funded under that initiative
have provided a valuable starting point from which
to consider how best to continue supporting the
Aboriginal and Torres Strait Islander teacher
workforce. The challenges include attracting and
retaining more Aboriginal and Torres Strait Islander
students in ITE, better workforce engagement of
Aboriginal and Torres Strait Islander ITE graduates,
and better meeting the needs of the Aboriginal
and Torres Strait Islander teacher workforce.
There is a clear opportunity to further develop this
work, led by and in partnership with Aboriginal and
Torres Strait Islander people. This work should
recognise the diversity of Aboriginal and Torres
Strait Islander teachers and acknowledge that
multiple approaches may be required. It should be
culturally responsive and sensitive to the diversity
of needs, backgrounds, experiences and
knowledges within the Aboriginal and Torres Strait
Islander teacher workforce, and co-designed with
Aboriginal and Torres Strait Islander educators
and communities.
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Cultural safety and responsiveness
The Australian Professional Standards for Teachers
set out the expectation that Australian teachers
understand and enact principles of inclusion and
demonstrate strategies for differentiating their
teaching practice to meet the needs of Aboriginal
and Torres Strait Islander students.68 Further,
teachers are expected to ensure their students’
learning environment is culturally safe and that
their practices are culturally responsive, to
strengthen the educational experiences and
outcomes of Aboriginal and Torres Strait Islander
students. Cultural safety and enacting cultural
responsiveness are crucial priorities for supporting
Aboriginal and Torres Strait Islander students.
Embedding cultural safety and cultural
responsiveness in schools has often been
delegated to Aboriginal and Torres Strait Islander
educators, who are frequently expected to design
and champion inclusive and appropriate school
practices and programs. A failing of this approach
is it places the responsibility to lead this work on a
small proportion of the workforce, and their efforts
are often not properly recognised.69 Instead, the
entire teacher workforce should be supported to
engage in this work, and cultural responsiveness
must be modelled throughout the profession.
The gap in teachers’ confidence regarding how to
teach Aboriginal and Torres Strait Islander
students, as well as Aboriginal and Torres Strait
Islander knowledges, histories, cultures and
languages, has been recognised by Aboriginal
and Torres Strait Islander academics, educators
and communities.70 Improving teachers’
knowledge and confidence by building their
capacity and capability for cultural safety and
culturally responsive practice represents a move
towards meaningful co-design and co-delivery of
resources and professional learning opportunities,
which will support the development of culturally
safe environments for Aboriginal and Torres Strait
Islander teachers and students at the local level.
At a national level, AITSL is working with Aboriginal
and Torres Strait Islander communities and the
profession to co-design and develop a suite of
professional learning resources to enhance the
cultural competency of the existing teaching
workforce and increase cultural safety in schools.71

In addition to targeting action at the entire teacher
workforce and broader strategic planning,
research has also shown ITE is a suitable stage in
teacher training and preparation for building
capacity and capability and strengthening our
teacher workforce with a richer knowledge base
and understanding of Aboriginal and Torres Strait
Islander needs and aspirations.72

Hard to staff schools
The category of ‘hard to staff’ refers to schools
that have difficulties in teacher recruitment and
retention.
Across the country, two main types of schools are
typically noted as hard to staff: those that are
remote or regional; and those that have student
cohorts experiencing educational disadvantage.
While the need for high quality teaching should be
a priority given the equity challenges and range of
disadvantage to be addressed, research has
shown that there are even greater complexities
and challenges in teacher recruitment and
retention in such schools.73
The labels of rural, regional and remote are
applied based on official categorisations, but
variations in geography and population across the
nation mean that local staffing issues are not and
cannot be experienced or dealt with in the same
way, and that even the underlying factors are not
uniform. Many hard to staff schools have high
numbers of students with English as an additional
language or dialect (EALD), poor digital
technology connectivity, and/or lower accessibility
to the range of subject specialisations available in
other schools. Further, the additional challenges
for schools that support students with disability
merit greater consideration.74 75 76 This represents a
significant challenge for policy targeted towards
hard to staff schools, and highlights the
importance of clear data and shared evidence to
support effective local workforce planning and
strategies.
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Surveys conducted with exiting teachers in hard to
staff schools generally record isolation, lack of
support networks (both personal and professional)
and limited access to infrastructure (such as
internet, groceries and lifestyle) as key reasons for
workforce attrition in hard to staff areas,
particularly for teachers working in very remote
schools.77 In turn, hard to staff schools consistently
record their concerns about the lack of community
engagement of teachers and school leaders
sourced from metropolitan areas, and the impact
of high teacher attrition rates on students’ learning
and engagement.78 79
Consultation and research highlight that previous
attempts to address recruitment and retention
issues in hard to staff schools have primarily
focused on two avenues:80 81
• T
 argeted financial incentive programs aimed at
making hard to staff schools more attractive
employment prospects for teachers and school
leaders; and
• Programs, such as Teach for Australia and
Grow Our Own, that are aimed at diversifying
pathways into the profession for hard to staff
schools and hard to recruit curriculum areas.
Research has indicated that these programs have
been somewhat successful in increasing
recruitment and short-term retention into hard to
staff schools,82 but further longitudinal data
collection is necessary to develop a more
thorough understanding of what might be
effective. Again, there is an opportunity to use
labour market modelling and workforce planning
to identify targeted actions that could align ITE
placements with school and community needs.

Teacher specialisation
Anecdotal evidence has consistently indicated
increasing difficulties in recruitment of teaching
staff in particular subject areas, such as
Mathematics, Science, Geography, and
Languages Other Than English, as well as
teachers in specialist settings – most notably
affecting hard to staff schools.83 Government
workforce figures support such anecdotal reports,
but as such data is largely sourced from
principals’ advertised vacancy rates and smallscale surveying,84 it is of insufficient scale and
generalisability to serve for national modelling
purposes.85 Furthermore, there has historically
been no single cohesive data source for numbers
in ITE or the workforce at the granular level of
teacher specialisation, contributing to difficulties in
accurately scoping and addressing this highpriority issue.
The national picture regarding specialisation areas
is inconsistent and incomplete. The challenge is
exacerbated by the fact that difficulties with
specialist recruitment are not uniform across
jurisdictions, systems, sectors, and school types,
and neither are the methods by which any
difficulties are reported. Currently available data
do not yet provide needed clarity or resolution.
What is evident is the uncertainty as to the nature,
impacts and potential resolution of the issue of
teacher specialisation numbers; the emphasis
given this issue by those reporting it; and the
preliminary labour market modelling that shows
impending shortage across the teacher workforce.
Collectively, what is known about in-demand
teacher specialisations shows that this is a priority
need for more detailed and comprehensive
national data collection and modelling.
The Australian Teacher Workforce Data (ATWD) is,
for the first time nationally, collecting information
about the ITE students’ specialisations to aid
future planning. The ATWD is also collecting data
about specialist teachers who are already in the
workforce, but who are not necessarily recorded in
other data sets. This data will greatly contribute to
our collective modelling capacity by giving a
clearer indication of supply at the granular level of
teacher specialisations.
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Supporting teachers and
the teaching profession
Supporting the development and retention of our teacher
workforce is one of the most effective means of promoting
quality teaching practice.
Across the phases of the teaching career, there
are different ways that teachers can best be
supported. Requirements differ not only by career
phase but also by location (geographical location
such as metropolitan and urban compared with
remote, and from one jurisdiction to another),
school sector or system, and by teaching
specialisation. Incorporating teachers’ experiences
and insights in design, resourcing, delivery and
review of effective professional supports will
ensure they better meet the needs of the national
teacher workforce.
Support for our educators could include strategies
to support individual teachers, specific categories
of teachers, as well as larger-scale, collective
approaches for the entire profession. Supporting
the range of teachers in a range of ways and as
appropriate to their needs is critical to maintaining
the profession as one that is valued and

recognised. Including teachers in decision making
recognises expertise, encouraging active
professional participation and building the
classroom relevance of products they contribute
to. Recognition of expertise and experience builds
goodwill, as well as exploring ways to increase the
attractiveness and regard of the teaching
profession.
Increasing the status of the profession is
necessary for attracting and retaining the highest
quality teachers. Ultimately, maintaining,
embedding and taking pride in high standards
across our workforce will help to progress
teaching towards a high-status and effective
profession.
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Induction and mentoring
Across the country, there is a need for effective
induction and mentoring for early career and
graduate teachers to improve teacher retention
and support classroom readiness.

by the school, and be available to all early career
teachers, particularly targeted to new teachers
placed in hard to staff schools.
Supporting and recognising expertise
and excellence

Induction and mentoring processes vary widely in
their quality, approach, resourcing and embedding
in the whole school. Induction and mentoring have
been identified as the most important factors
necessary for supporting teachers through their
early career stages, particularly during the first
three to five years in the profession.86 Induction and
mentoring have been shown to be most effective
when classroom-focused and responsive to the
particular needs of early career teachers.87 88 89 It is
during these first years that a career is established,
and decisions made about retention and career
attitudes.90

All teachers and school leaders should have
opportunities to be recognised for their teaching
leadership, expertise and excellence.

Focus on induction at hard to staff schools

National certification of Highly Accomplished
and Lead Teachers (HALTs) is offered across
the majority of Australia’s school jurisdictions,93
and provides a mechanism for recognising the
expertise, leadership capacity and collegiality of
teachers. It has, for many teachers, provided a
way of demonstrating professional and pedagogic
leadership, school community-building, and
impact on student learning.94

Research has demonstrated that early career
teachers are more likely than their experienced
colleagues to be employed in hard to staff
environments. The combination of their lack of
experience, need for greater support and learning
opportunities, and the increased challenges of
hard to staff schools makes further investment in
support strategies even more crucial:

“

 here can be particular challenges for
T
induction in rural schools where there
may be limitations of distance,
isolation, small staff and fewer
resources … Graduate teachers
working in remote and very remote
schools perceived that they were less
prepared for teaching than those
working in cities and larger regional
locations”.91

Effective induction can facilitate a culture of
professional support and expectations and
translate the pedagogical and the theoretical into
practice. Both induction and mentoring must be
established well in school practices, follow the
needs of the teacher, be supported and valued

A growing body of research points to the
importance of professional networking in
developing expertise, and the benefits for schools
and teachers of the ‘community of practice’ model
or ‘professional learning networks’ across
schools.92 Consultation across jurisdictions and
sectors emphasised the benefits of continuing to
recognise classroom teaching expertise, and
providing opportunities for career enhancement.

The HALT model promotes teacher collaboration
to share and grow expertise, support connections,
and improve professional practice. The HALT
Network, for instance, provides a forum for
collaborative growth and a shared professional
identity of excellence. This benefits all teachers –
at Graduate, Proficient, Highly Accomplished and
Lead career stages – through to school leaders.
This is one example of a framework through
which the expertise and excellence of our teacher
workforce is recognised and celebrated.
Opportunities exist for ongoing development
and support of HALTs, and for development of
other such mechanisms for recognising expertise
and excellence.

Targeted research and efforts
to improve retention
The combination of factors that determine a
decision to leave the profession at different phases
in the teaching career lifecycle are poorly

TEACHING FUTURES | Background Paper | 29

understood. Reports vary about the weight of
factors and success of interventions.
We need to know more about the ‘tipping point’ or
combination of variables that affect decisions to
leave the profession, including the role of
workplace culture, casualised or short-term
positions (particularly for early career teachers)
and the role of professional learning or support,
wellbeing and autonomy. Retention research must
identify the factors critical for increasing retention
across different career stages, including for
Graduate, Proficient, Highly Accomplished and
Lead teachers.
Consideration should also be given to the best
ways to re-engage teachers who have left the
profession.

Wellbeing and school culture
Consistent across research and practice is the
recognition of teachers’ right to wellbeing and a
safe and responsive school culture and context.
Preliminary research in this field shows that school
culture and perceptions of wellbeing are factors in
the attraction, retention and efficacy of quality and
engaged teachers and school leaders.
Little is known about the specific factors or
decisions that consistently improve or strengthen
wellbeing and school culture, and the role played
by principals, school leaders, and other
stakeholders in sustainably supporting these
efforts. Similarly, consultation has suggested that
the factors that are understood to affect wellbeing
and school culture vary across jurisdictions and
sectors. Providing teachers and school leaders
with access to health and wellbeing initiatives has
reportedly contributed to teacher development
and retention, however more data is needed to
identify evidence-based practice.

High quality professional learning
Providing teachers and school leaders with
opportunities for high quality professional learning
and targeted mentoring initiatives is essential to
supporting teacher development, satisfaction and
retention. Given the differences across the career
stages from Graduate to Lead, high quality
professional learning must also reflect and
address the variety of professional needs and
contexts for the entire teacher workforce.

Teachers at all career stages benefit from support
such as ongoing professional learning, leadership
mentoring, partnerships with professional
networks and colleagues, and communities of
practice. Inclusion in decision making and
evidence informed, teacher-designed, professional
and ongoing learning programs reinforce
recognition and the importance of professional
expertise.
Significant achievements across jurisdictions and
at the national level have promoted quality,
expertise and leadership across the Australian
teacher workforce through enhanced professional
learning. Continued support of and ongoing
commitment to such initiatives will progress efforts
in identification, selection and access to (as well
as take up of) high quality professional learning for
teachers and school leaders.

Status of the profession
Evidence provided in One Teaching Profession has
confirmed that greater national consistency and
greater quality in teacher registration will positively
influence teachers’ professional preparation,
development and recognition; teaching quality;
child safety and learning; and the professional
status of teaching.95
A consistently strong status of the profession is
necessary for attracting and retaining the highest
quality teachers, as well as for recognising
teachers’ expertise and importance once in the
profession, and for improving student outcomes.
Public regard for the teaching profession has the
potential to improve the popularity of teaching as a
career choice, leading to increased ITE
commencements and attraction into the
workforce. Similarly, esteem of the profession has
potential to reduce teacher attrition.
Limited research in other professional contexts has
shown that community campaigns have had
success in improving public perceptions of
professional standing. However, while work to
gauge and strengthen community perception of
teachers and the teaching profession is noted by
stakeholders as potentially valuable, consultation
feedback has expressed mixed perceptions of the
necessity and benefits of such campaigns.
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Identifying and developing
educators of the future
Ambitious and forward-thinking planning will ensure our
education workforce is most suitable and supported to prepare
students for the future.
There is an urgent need for national focus on
understanding future challenges and implications
for identifying, preparing and supporting
educators of the future. The future economy, new
demands, and emerging fields of work have the
potential to shift perceptions and expectations of
the teacher workforce, in addition to necessitating
shifts in the ways that our future teacher workforce
shapes itself and its contributions.
The impact of the COVID-19 pandemic on the
work and role of teachers has highlighted the
importance of the teacher workforce’s adaptability,
skill range and readiness. Future-focused planning
of the teacher workforce requires consideration of
technological, economic, employment,
geographic and social trends, channelled into
evidence informed strategic building of our future
teacher workforce.

Identifying and developing educators of the future
requires an ambitious focus. Changes to the
nature of study and work will necessitate new
approaches to teaching and to building our future
workforce. Predictions for emerging fields of work
and our future economy present an opportunity to
drive innovation in education and teacher
preparation. We will need to question our
expectations, demands, infrastructure and current
processes, to identify opportunities and priorities
for planning.

Exploring future possibilities
Work to anticipate the ‘educator of the future’
raises important questions about who will be
teaching in future years and decades, and what
will be expected, hoped or assumed of this future
workforce. This predictive work requires clarity as
to who is attracted to the profession, and who we
as a country want to be included in our future
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teacher workforce. Within such conversations,
consideration is commonly given to attributes and
characteristics, as well as to skill, knowledge and
content, and to a drive or passion for teaching – a
‘calling’. An elevated status of the teaching
profession will impact its attractiveness as a career
choice into the future, through stimulating a
pipeline of prospective teachers and improving
retention once they enter the profession.
There is a need for more data and data-based
discussion to understand who the educators of the
future might be, and what skills, capabilities and
characteristics they will need to succeed as
teachers. Further study is needed into the
characteristics of those who are motivated to
pursue a teaching career, including research with
students of current school age, to identify
motivations and thoughts about the teaching
profession.

The impacts and opportunities of
emerging technologies
With increasing reliance on an ever-proliferating
range of digital and learning technologies has
come further skills expectations of teachers. There
has been little research on the impacts on the
teacher workforce of emerging technologies for
planning, delivering, assessing, communicating,
designing and sourcing resources, and
undertaking administration duties. Current trends
suggest that skill, knowledge and comfort with
digital and learning technologies will continue to
be essential for teachers, and further work could
assist in better understanding their impact and role
in education.
Inconsistent access to technologies
The assumption that educators of the future will all
be ‘digital natives’, along with their students, might
not always hold, particularly in the short-term.
Across the country access to, and reliability and
quality of, digital and learning technologies is
inconsistent and schools vary greatly in their
capacity to leverage technology for learning.96
This may decelerate the full adoption of such
technologies within teachers’ work, from ITE
preparation and across the career span and
through the range of professional teaching duties.

Online teaching
The COVID-19 pandemic has given cause to
rethink our collective demands, expectations, and
support for teaching and learning that are both
enhanced and mediated by digital technology.
Educators of the future will be working in an
education context possibly unimaginable to many
today, and adaptability must become an essential
characteristic of the teacher workforce – supported
and scaffolded by ITE providers, jurisdictions,
teacher regulatory authorities (TRAs) and
employers.
Blended or online teaching capacity might in
future become as integral as teaching
specialisations, and will in turn require recognition
and support through the teacher preparation
process. Consideration might also be given to
whether there are regulatory barriers to innovative
approaches in online teaching, and how these
might be addressed.
Further, our capacity to respond to unexpected
demand for online teaching deserves
consideration; for instance, capacity to draw on
teachers with the ability to provide online small
group learning support for students, or to develop
resources for other educators, students or parents
at short notice to align with curriculum and
learning programs.

Diversity within the teacher
workforce
By working collaboratively to grow the teacher
workforce, we have an opportunity to deliver the
benefits of a teacher population that more
proportionately reflects the Australian population.
Australia’s current student cohort is diverse, with a
heterogeneous population who, research has
shown, will benefit from teachers from a diversity
of backgrounds who can practice, model and
encourage cultural responsiveness in schools.97 98
A culturally and linguistically diverse student
population benefits from a learning environment
and a teaching workforce that values and
understands them and that “reflects their cultural
contexts.” 99 A diverse teacher workforce that
embeds culturally responsive practice “develop[s]
a knowledge and appreciation of diverse cultures,
explore[s] how equitable and inclusive practices
can be implemented in schools, and imagine[s]
strategies for challenging existing barriers.” 100
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An increasingly diverse and culturally responsive
teacher workforce is a crucial step towards
addressing achievement gaps across Australia’s
student communities. The Alice Springs
(Mparntwe) Education Declaration has set a clear
goal to “ensure that education promotes and
contributes to a socially cohesive society that
values, respects and appreciates different points
of view and cultural, social, linguistic and religious
diversity”.101 Workforce planning will need to
anticipate and meet the various needs of
Australia’s future student population in order to
fulfil its obligations to them.
Diversity and inclusion strategies should consider
the variables that attract individuals into the
teacher workforce and employ targeted initiatives
to address gaps in the composition of the teacher
workforce, including subject specialisations, field
of education and cultural and linguistic diversity.
The development of the capacity of future
educators, from Graduate to Lead career stages
and beyond, to embrace diversity and
demonstrate cultural responsiveness will involve
higher education providers, employers, TRAs,
schools and teachers themselves, and will be an
ongoing process.

Strengthening the effectiveness
of teacher preparation
Through Growth to Achievement: Report of the
Review to Achieve Educational Excellence in
Australian Schools (the second Gonski Review) in
2018 recognised the role of ITE in preparing
teachers for the profession, with flow-on effects for
attracting and retaining high quality teachers.102
Consultation feedback has made clear that ITE
must continue to build on its successes and work
towards strengthening the effectiveness of teacher
preparation. Australia’s future teacher workforce
will only be prepared and supported to meet the
needs of their students if graduate teachers are
adaptable and responsive, proficient in delivery of
newer styles of teaching and learning, and aware
of emerging fields of work and technology.
Consultation has agreed that strategic planning,
ambition, and a future-focus are necessary in the
areas of teacher preparation and transition into the
workforce.

There has been considerable improvement and
impact since Action Now: Classroom Ready
Teachers103; however, recent ITE graduates still
identify improved quality and currency of
instruction, better mentoring and support during
teaching placements, stronger links between
educational theory and classroom practice, and
enhanced training in relevant digital technology
hardware and software as opportunities for
improvement in ITE. This is consistent across both
traditional ITE and alternative teacher preparation
models.104 105 106 107
Insights from AITSL’s Initial teacher education:
Data report 2019 108 illustrate the changing patterns
of delivery of ITE: it is increasingly delivered with
an online component, and the proportion of
students studying ITE at a postgraduate level is
increasing. Those studying at a postgraduate level
and by mixed mode of study (on campus as well
as online) are increasingly likely to complete their
ITE studies when compared with other ITE
students. Currently, the majority of ITE
commencements are still female, aged 24 years
and younger, from medium socio-economic status
backgrounds, and from metropolitan locations;
however, there are slightly increasing numbers of
lower socio-economic status commencements
and completions in ITE courses when compared
with other higher education courses, which might
reflect shifts in the pattern of delivery in line with
student needs.
Broader options for ITE delivery and study raise
the potential for an increasingly diverse range of
ITE students – such as through improving the
attractiveness of ITE for students who might
otherwise have not considered the profession.
Development of ITE delivery has the potential to
further enrich the diversity of our teacher workforce
and ensure that teacher preparation continues to
progress towards meeting the needs of educators
and students into the future.
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Building data and evidence
Policy is most effective when informed by evidence.
Building and connecting national data and evidence
will allow us to identify, measure, and address shared
challenges in the teacher workforce.

A focus on building data and evidence is a
consistent theme across each of the key focus
areas of Teaching Futures. It is vital that planning
decisions are informed by strong data and robust
evidence. Workforce planning requires high quality
data to provide a strong evidence-base for
identifying priorities, reviewing potential
responses, and evaluating success.
However, gaps exist in currently available data and
evidence, particularly at the national level.
Opportunities exist for expansion, linking,
improved timeliness and depth. These collections
could be more powerfully used through greater
sharing of data, attention to data analysis and
evaluation, consistency in definitions and
approaches, and a focus on addressing and filling
gaps in knowledge.

National, consistent, longitudinal and
comprehensive data and evidence are critically
required to understand the nature and trend of
supply and demand in the teacher workforce,
determine actions to address specific issues over
time – including support for early career teachers,
subject specialisation demand, and the needs of
regional, rural and remote schools – and to
evaluate and share policy and programs that work.
Building our data and evidence will provide a more
thorough and usable national picture of the
profession and the teaching career lifecycle.
Continuing to build out the Australian Teacher
Workforce Data (ATWD), exploration of other data
linkage projects such as the Multi-Agency Data
Integration Project (MADIP) and the establishment
and sharing of further research and evaluation
data could provide valuable insights for workforce
planning. Everyone benefits when we evaluate and
share information about policy and programs.
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Current data sources
A number of data sources and projects provide
separate silos of data and a preliminary evidencebase for the education sector across factors such
as recruitment, retention and career progression,
and workforce characteristics for teachers and
school leaders.
Australian Teacher Workforce Data (ATWD)109
A notable undertaking in teacher workforce data
and evidence is the ATWD initiative. Endorsed by
Education Council in 2016, the ATWD is a national
project, jointly funded by the Australian
Government and all state and territory
governments.
The ATWD is a nationally agreed data linkage
project that – for the first time in Australia – brings
together both national and jurisdictional-based
data on ITE and the teacher workforce. It provides
nationally consistent, longitudinal data and
information about the teacher workforce – from
ITE, to the end of teaching career; across states
and territories, systems and sectors.
The purpose of the ATWD is to gain an
understanding of the lifecycle of the modern
teaching career, and to identify trends in teacher
education, the teacher supply pipeline and the
teacher workforce in Australia, that will help inform
national policy and programs to support the
profession and improve student outcomes.
Implementation of the ATWD is well underway, with
the first reporting made available through the
initiative in November 2020. A fully national data
set is anticipated by 2021.
New data sources provided through the ATWD
include:
• F
 or the first time, de-identified teacher
registration data will be collated nationally and
linked to data from the Higher Education
Information Management System (HEIMS) and
Quality Indicators for Learning and Teaching
(QILT) surveys, eventually providing a
longitudinal view of the teaching career
lifecycle.
• The ATWD Teacher Survey, which from 2020
has included participation of teachers in all
states and territories.

Over time, the ATWD will enable further and
ongoing data collection; more thorough insights
for workforce modelling; currency of strategic
workforce responses; progress towards nationally
consistent terms, definitions and approaches; and
increased confidence and involvement in the
initiative, resulting in greater depth and national
scope of the data.
Teacher preparation data sources: Higher
Education Student Data Collection (HESDC)110
and Quality Indicators for Learning and
Teaching (QILT)111
The HESDC includes data for all students who
have completed an ITE program at an Australian
tertiary provider. The HESDC is a census of
administrative and statistical information on higher
education students in Australia. Data are collected
by higher education providers and submitted to
the Australian Government Department of
Education, Skills and Employment (DESE) through
the Higher Education Information Management
System (HEIMS) under the Higher Education
Support Act 2003. HESDC data includes data on
enrolments, units of study, programs, and
completions for students attending higher
education who are eligible for Commonwealth
assistance.
The QILT surveys comprise the Student
Experience Surveys (SES), the Graduate
Outcomes Surveys (GOS) and the Employer
Satisfaction Surveys (ESS) which are conducted
annually across all higher education students by
the Social Research Centre on behalf of DESE.
As these two teacher preparation data sources
focus on higher education learning and teaching,
they provide insight into pre-service teachers’ and
early career teachers’ experiences during teacher
preparation. The HESDC data covers all students
(census data) and as such is a rich source of
critical insight into the characteristics of ITE in
Australia. The QILT surveys achieve large sample
responses, and with improving response rates are
a developing and useful source of data on
employment outcomes.
These two data sources are linked at the unit
record level in the ATWD, providing critical insights
into outcomes of ITE, supply trends and
characteristics, to facilitate ITE innovation and
improvement.
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Multi-Agency Data Integration Project
(MADIP)112
The Multi-Agency Data Integration Project (MADIP)
collates and combines data from six Australian
government agencies to integrate and increase the
utility of data on education, healthcare, population
statistics (such as the Census), taxation records
and welfare payments. MADIP relies on
government agency partnerships, and enables
identification of trends across the population
across these social impact areas.
This data integration and agency collaboration has
enabled a more sophisticated and ‘joined up’ use
of this national data and evidence and promotes
insight into key workforce markets for teachers and
school leaders in Australia. Further opportunities
for data integration would require continued
collaboration and investment in these processes.
Teaching and Learning International Survey
(TALIS)113
The OECD’s Teaching and Learning International
Survey (TALIS) collects internationally comparable
data on the learning environment and the working
conditions of teachers and principals in schools
across the world every three years. Australia’s
participation in TALIS 2018 was managed by the
Australian Council for Educational Research
(ACER), and involved a total of 6,603 teachers and
453 principals from a representative sample of
primary and secondary schools across
Australia.114
The results of the survey continue to provide valid,
timely and comparable information from the
perspective of school practitioners to help
countries review and define policies for developing
a high quality teaching profession.

Australian Bureau of Statistics (ABS)
The Australian Bureau of Statistics (ABS) collects
and reports data on schools, students and staff
through Category 4221.0, ‘Schools, Australia’,115
and on populations and population projections by
State and Territory and nationally through
Category 3222.0, ‘Population Projections’.116
It is the main source of data on education demand
through the provision of Australian population
statistics.
Employer–employee data: Longitudinal Linked
Employer Employee Dataset 2006-2017
(L-LEED)117 and the Survey of Employers who
have Recently Advertised (SERA)118
The Longitudinal Linked Employer-Employee Data
(L-LEED) project, drawing on efforts by DESE, the
Treasury and the Australian Taxation Office, is part
of the Commonwealth Data Integration Partnership
for Australia (DIPA) collaboration of government
agencies to share data for purposes of policy and
program evaluation and improvements.
For teacher workforce planning purposes, the
L-LEED project makes use of DESE data on
university-level educational attainment alongside
personal and business income records, linking
business and employer data with employee data.
This enables identification of figures and trends
within the teacher workforce.
The Survey of Employers who have Recently
Advertised (SERA) is a small-scale telephone
survey conducted by DESE with employers in
particular fields. Essentially a small data set of
recruitment and skills shortage data, its limitations
due to small sample size affect its reliability for
teacher workforce planning purposes. It has been
used to identify trends and patterns in principals’
reported recruitment difficulties across
jurisdictions and school sectors, but larger-scale
and greater level of detail assist in predictions and
responses to recruitment and skills shortage
trends identified.
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Teacher registration and professional
surveys data

Addressing gaps in currently
available data and evidence

A range of TRA and professional bodies’ survey
data is available across the Australian jurisdictions.
Examples that are relevant for teacher workforce
planning include:

The early indications are that the ATWD will deliver
critical new insights from the analysis of linked
data and new and powerful information as the
collection builds out longitudinally.

• V
 ictorian Institute of Teaching’s (VIT) annual
Casual Relief Teacher Survey of over 4,000
casual relief, emergency, relieving and relief
teachers119
• Queensland College of Teachers (QCT)
commissioned survey and research into
motivations for joining the teacher workforce120
• Australian Council for Educational Research
(ACER) Staff in Australian Schools (SiAS)
survey, conducted in 2007, 2010 and 2013, on
behalf of the Australian Government121 122 123
• The Grattan Institute’s Attracting High Achievers
to Teaching Survey, March–May 2019 with
approx. 950 respondents, and resultant
research report124
• The Australian Principal Occupational Health,
Safety and Wellbeing Survey, an annual survey
since 2011, funded by the Australian Research
Council125
These sources provide significant insight at the
jurisdictional level, however are not often shared
and not necessarily comparable due to
inconsistency in methodology and lack of
generalisability from a national perspective.
Schools data: My School126
My School, overseen by the Australian Curriculum,
Assessment and Reporting Authority (ACARA),
collates and reports school data, with a focus on
data consistency and student progress. A national
undertaking, the My School website provides
publicly-accessible information about all Australian
schools, their size, demographics, performance
and funding.
Data is collected regarding student and teacher
numbers, attendance rates, funding, student
diversity (including parental occupation and
education, socio-educational advantage, and
Aboriginal and Torres Strait Islander status),
and comparisons of improvement.

Initial teacher education and pipeline
supply data
The ATWD, through access to linked, de-identified
unit record data will allow deeper analysis of the
ITE supply pipeline, and provide an understanding
of the progress of different student cohorts from
program commencement to program completion
or exit. Such recorded data include:
• D
 emographic profiles: age, gender, socioeconomic status, disability, citizenship,
Aboriginal and Torres Strait Islander status
and diversity
• Field of education (early childhood, primary,
secondary and mixed)
• Qualification type and program level
• State and territory of a student’s residential
address compared to the location of their
higher education provider
• Subjects that students are being prepared
to teach.
It is expected that the initial ATWD findings will
provide the foundation for more detailed and
comprehensive analysis of ITE data in future years,
providing such insights as:
• Improved estimates of the number of ITE
students studying early childhood, primary and
secondary education
• A comprehensive demographic assessment of
which students commence and complete ITE,
who they are and where they come from
• Improved clarity on the factors influencing an
accurate determination of the available supply
of graduates available to work in any state or
territory
• Assessing the subject areas that ITE students
will be qualified to teach, such as mathematics
and science.
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Workforce characteristics data
The ATWD will also provide an improved
understanding of the profile and demographics of
Australian teachers, including an insight into the
transition between ITE and teaching including:
• C
 haracteristics of the teacher workforce across
jurisdictions, sectors, and nationally, comprising
how many teachers there are, where they teach,
qualifications held and the FTE supply of
teachers nationally and within jurisdictions
• Gaps in supply of teachers across sectors and
jurisdictions
• Potential surplus or shortage through ITE and
within the workforce, by jurisdictional labour
market and across the nation, including by
specialisation and by diversity characteristics.
Over time, and as the data builds out
longitudinally, ATWD reports will provide an
analysis of local and national supply trends in
specialities and subjects, including an analysis of:
• E
 mployment outcomes of ITE
• Graduate perceptions
• Early career experiences – labour contracts,
time to employment, early career support
• Teaching career paths
• Early and later career retention and attrition
rates
• Factors that influence decisions to leave
teaching.
Additionally, the ATWD will increasingly provide
comprehensive national data to support the
development and evaluation of programs and
policy reform initiatives such as strategies to
increase the number of Aboriginal and Torres Strait
Islander teachers, support teachers in rural and
remote areas, and provide longitudinal data on the
pipeline of science and mathematics teachers.

Opportunities to continue to build
our data and evidence
There is a very evident opportunity for ongoing
build-out of the ATWD, commitment to data
linkage projects such as MADIP and for
establishment and sharing of further research and
evaluation data. This will call for ongoing national
data collection, sharing of evidence and insights,
and provision of evaluation and analysis.
Building our data and evidence could provide a
more thorough and usable national picture of the
profession and the teaching career lifecycle –
contributing to evidence-based insights for current
and predicted workforce characteristics at a
national level, to support jurisdictional workforce
planning, determine national collaborative effort
and enable sharing of best practice in addressing
areas of national priority for the teacher workforce.
Detailed population and predictive data about
school students, such as through the ABS or
MADIP, could contribute insights into trends and
rates in student populations and resultant teacher
demand pockets. For instance, population
predictions of increases or decreases in parts of
the country or affecting specific student cohorts
highlight where more or fewer teachers will be
needed, by location, teaching specialisation, or
diversity characteristics. Such modelling draws on
ABS and Census information, namely ABS
Schools Australia and range of ABS population
projections sources.
These available data sources offer considerable
potential to be linked-up with other sources on
supply and used for comprehensive labour market
modelling.
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Conclusion
In December 2020, Education Council agreed to
publish a narrative, National Initiatives to Support
Teaching and School Leadership, that will guide
decision-making and commissioning of work at a
national level to strengthen the teacher workforce
and support quality teaching and school
leadership.127
It highlights what has been achieved by
governments working collaboratively and sets out
the case for continued national collaboration. It
recognises that different jurisdictions, schools,
school systems and sectors have different
priorities, and that for national initiatives to
succeed requires a consensus approach. It also
establishes principles for national collaboration,
which will be used to guide future decisions on
pursuing national actions. National collaboration
must complement, not duplicate or contradict,
local approaches.

The narrative will inform future work at a national
level to support the teacher workforce, which will
be carried forward as part of the Education
Ministers Meeting workplan. Teaching Futures
highlights opportunities for potential future efforts
to build an effective, sustainable, supported, and
high-status teacher workforce. By working
together, Australia’s school systems and sectors
can achieve improved outcomes for teachers and
school leaders, for employers, and for initial
teacher education providers – and ultimately, for
students in every classroom across the country.
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