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1 ACT TQI 

1.1 Introduction 

1.1.1 Setting the Scene 

This project is one of 17 projects funded by the Australian Institute for Teaching and School 
Leadership (AITSL). The purpose of the National Professional Standards for Teachers (the 
Standards) Pilot projects was to trial the Standards within existing structures and practices and 
to determine what further support is required for their implementation. The opportunity to 
trial the Standards is consistent with the intention of the Australian Institute for Teaching and 
School Leadership (AITSL) to work closely and collaboratively with stakeholders to develop a 
range of materials that document effective processes associated with the implementation of 
the Standards. 

The Standards provide a framework of three domains that describe (i) the knowledge, (ii) the 
practice and (iii) the professional engagement of teachers across four career stages: Graduate, 
Proficient, Highly Accomplished and Lead. Descriptors at each of the career stages define the 
work of teachers, so that the Standards make explicit the elements of high quality, effective 
teaching in 21st century schools. The Standards therefore provide guidance for maximising 
educational outcomes for students in all contexts. The Draft Standards were validated in 2010 
through two national surveys.  

Through engagement with stakeholders, it is intended that the Pilots will provide a shared 
sense of ownership and national consensus about the Standards. A range of organisations 
across each State and Territory is involved in undertaking the Pilot projects to reflect the 
diversity of structures and practices. This selection encompasses regulatory authorities, 
employers, universities, schools, associations and national organisations. 

As part of the preliminary organisational phase of the Pilot projects were grouped within four 
Theme Groupings. The ACT pilot is one of three pilots within the Theme Group: Initial teacher 
education and registration. It was undertaken within the context of a newly created ACT 
Teacher Quality Institute and the need to establish its position within the profession in the ACT. 

There is a strong focus on liaison between key teacher education institutions in the ACT, 
namely, the University of Canberra (UC) and the Australian Catholic University, Signadou 
Campus (ACU) to develop congruence between the teacher education programs in terms of 
quality assurance issues related to common expectations, professional learning experiences in 
schools and assessment of graduates against the Standards. 
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The aims of ACT TQI project were to: 

1. Use the Standards as an analytical framework to enhance professional experience 

programs for both pre-service teachers and mentors through improved feedback and 

self reflection cycles 

2. Use the Standards to build common understandings and a shared language to enable 

and support professional conversations in professional experience programs  

3. Use the Standards to identify the core components of a professional experience 

program that is consistent across teacher education institutions in the ACT 

4. Promote teacher quality through shared professional responsibility and collaboration 

5. Use the Standards to develop work embedded assessment tools: 

1. a template for the professional conversations about assessment 

2. a rubric for the professional experience report format. 

Standards 1 (Know students and how they learn) and 6 (Engage in professional learning) were 
chosen to keep the project manageable within the short time frame.  

Perceived benefits of the program included: 

Increased collaboration in the development of aligned Professional Experience programs for 
pre-service teachers in the ACT linked to National Standards 

Standards will provide common language and understanding for professional conversations 
around the assessment of pre-service teachers that could provide a model for professional 
conversations around standards at further career stages 

Improved teacher practice in mentoring using the Standards as a framework for professional 
conversations. 

 Improved understanding of the experience of professional practice and conversations for 

the key stakeholder groups and for ACT TQI and AITSL. 

 

1.1.2 Contextual Issues 

1.1.2.1 Recent establishment of the ACT Teacher Quality Institute (ACT TQI) 

The implementation of registration and the Standards in the ACT is a major change in the 

professional and industrial landscape for ACT teachers. The ACT Teacher Quality Institute (TQI) 

was established in 2010 and is currently establishing its position within the profession in the 

ACT. Prior to 2011 individual employers (ACT Education and Training Directorate, Catholic 

Education Office and independent schools) undertook their own qualification and police checks 

for employment and their own assessment of proficiency for employment. There was no 

central registration body or process. In this new regulatory environment most ACT teachers 

have had little access or involvement in the development and implementation of the 

Standards. Independent schools in the ACT have been using the Independent Schools Teacher 

Accreditation Authority (ISTAA) guidelines and procedures.  
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1.1.2.2 University Liaison 

The pilot focuses on liaison between the key teacher education institutions in the ACT, namely, 
UC and ACU, to develop congruence between the teacher education programs in terms of 
quality assurance issues related to common expectations, professional learning experiences in 
schools and assessment of graduates against the Standards. The Signadou Campus of ACU is 
one of 6 campuses of the ACU that delivers teacher education. As such it may have a limited 
ability to customise courses, professional experience requirements and assessment tools to the 
ACT context in alignment with UC. 

In response to teacher regulation requirements and student demand the University of 
/ŀƴōŜǊǊŀΩǎ CŀŎǳƭǘȅ ƻŦ 9ŘǳŎŀǘƛƻƴ ƛǎ ŎǳǊǊŜƴǘƭȅ ǘǊŀƴǎƛǘƛƻƴƛƴƎ ǘƻ ŀ ǊŀƴƎŜ ƻŦ ƴŜǿ ŎƻǳǊǎŜ ƻŦŦŜǊƛƴƎǎΦ !ǎ 
part of this overall restructuring the Faculty is reviewing and redesigning the professional 
experience component of its teacher education courses for implementation in 2012.  

1.1.2.3 Sample composition 

The short time frame for the study and the necessity to fit in with established university 
timetables for ǇǊƻŦŜǎǎƛƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜ ǇǊƻƎǊŀƳǎ ƭŜŘ ǘƻ ŀ ΨŎƻƴǾŜƴƛŜƴŎŜΩ ǎŀƳǇƭƛƴƎ ƳŜǘƘƻŘƻƭƻƎȅ 
(Kervin et. al., 2006). Students from ACU were already in schools, having commenced an eight 
week professional experience placement. Students from UC were gathered from a group who 
had completed all course requirements except for a final internship placement which was 
scheduled to take place in October and November. Students were given the option of 
completing an earlier placement.  

The small sample size and ACT context could affect the ability to maintain anonymity of 
participants. The final report has been written at a level for broader audiences and names and 
details of participants have been omitted to ensure anonymity. 

1.2 Research Questions 

A single research question was refined to incorporate the following aims of the ACT pilot: 

 Use the National Teaching Standards as an analytical framework to enhance 

professional experience programs for both pre-service teachers and mentors through 

improved feedback and self reflection cycles 

 Use the Standards to build common understandings and a shared language to enable 

and support professional conversations in professional experience programs  

 Use the Standards to identify the core components of a professional experience 

program that is consistent across teacher education institutions in the ACT 

 Promote teacher quality through shared professional responsibility and collaboration 

 Use the Standards to develop work embedded assessment tools: 

3. a template for the professional conversations about assessment 

4. a rubric for the professional experience report format. 

 

Research Question: How will Standards 1 (Know students and how they 
learn) and 6 (Engage in professional learning) inform and enhance the work 
embedded assessment and feedback for pre-service teachers and their 
mentors in the ACT?  
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1.2.1 Focus  

Using the Standards as a framework and reference point, the key elements of the pilot in the 
ACT context are: 

1. Engagement of both the pre-service teacher and the mentor in the professional 

experience placement process through structured professional conversations 

2. Cross sectoral collaboration in the identification and alignment of the core elements of 

the professional experience component of teacher education programs at the two 

universities 

3. Creation of tools that can be used in the implementation of the Standards for the 

assessment of pre-service teachers. 

Standards 1 and 6 were chosen to keep the project manageable within the short time frame 
and to reflect two key but discrete aspects of teaching i.e. Knowledge of students and how they 
learn and professional engagement.  

1.3 Methodological Considerations 

The pilot used a case study approach with analysis of narrative data and also drawing on survey 
data.  A case study approach was chosen because it enabled a focus on a specific real-life 
context with the ability to use a flexible range of multiple data collection sources to build a 
ΨǊƛŎƘΩ ƻǊ ΨǘƘƛŎƪΩ όYŜǊǾƛƴ ŜǘΦ ŀƭΦΣ нллсύ ŀŎŎƻǳƴǘ ƻŦ ǿƘŀǘ ƛǎ ōŜƛƴƎ ǎǘǳŘƛŜŘΦ ! ŎŀǎŜ ǎǘǳŘȅ ŀǇǇǊƻŀŎƘ 
also enabled in depth understanding of a specific situation that could be generalised to a 
broader context (Babbie, 2006) as the intention was also to identify elements that could be 
used in the future implementation of the Standards e.g. a model of professional conversations 
that could be used at further career stages. 

The project incorporated the following activities: 

1. Engagement of stakeholders 

2. Establishment of sample/participants 

3. Collection of baseline survey data  

4. A workshop/professional learning day  

5. Structured two week professional experience program using the tools developed in the 
workshop 

6. Collection of post participation survey data 

7. Initial data analysis to identify themes  

8. Collection of narrative data (interviews and focus groups)  

9. Analysis of narrative and survey data. 

1.3.1 Engagement of stakeholders 

The pilot proposal was initiated by a member of the ACT TQI Board with Board support. A 

Steering Committee consisting of representatives from UC, ACU, ACT Education and Training 

Directorate (ETD) and the Chief Executive of the TQI was established and met regularly to 

oversee development of the program, review progress and address issues arising.  
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A Project Officer was appointed to undertake the research. The Project Officer met regularly 

with the CEO of the TQI and the Steering Committee and maintained regular contact with 

SiMERR liaison staff. 

University staff at the participating universities were involved in developing the initial and post 
surveys, attending and contributing to the one day workshop, monitoring and assessing pre-
service teachers while on their professional experience placements, and providing support and 
expertise to the project team. 

Broader stakeholder groups such as employing organisations (ACT ETD and Catholic Education 
hŦŦƛŎŜύΣ ƛƴŘŜǇŜƴŘŜƴǘ ǎŎƘƻƻƭǎΩ ŀǎǎƻŎƛŀǘƛƻƴǎΣ ǳƴƛƻƴǎΣ ǇǊƛƴŎƛǇŀƭǎΩ ŀǎǎƻŎƛŀǘƛƻƴǎ ŀƴŘ ǘŜŀŎƘŜǊ 
representative groups were informed about the project via established cross agency 
committees responsible for teacher education and professional placement arrangements 
across the ACT. 

1.3.2 Establishment of sample/participants 

The intention was to have 10 participants from two schools, one ACT ETD school and one 
Catholic systemic school and to include a pre-service teacher and mentor from a 
Preschool/Early Learning in each sector. The principals of the initial two participant schools 
opted to join the pilot after discussions with the CEO of the ACT TQI. 

Pre-service teachers from UC participating in the pilot were recruited by invitation facilitated 
through the university. They were provided with information about the project, contact details 
of the Project Officer and opted in to the pilot. The sample contained 5 female students from 
UC, two were specialising in Early Childhood and the others in Primary. Four were final year 
students undertaking their final professional experience placement and one was a third year 
who needed to make up a previously incomplete professional experience placement. 

The four students from ACU were already undertaking an eight week professional experience 
placement. All were fourth year students undertaking their final professional experience 
placement. There were insufficient students placed at the originally identified school so the 
placements were at two neighbouring primary schools within one parish. We were unable to 
find a student to undertake placement in the Early Learning Centre attached to one of the 
schools. 

Mentoring teachers were recruited by invitation through individual schools in consultation 
with principals. They were provided with information about the project and opted in. One 
teacher did feel under some obligation to participate. 

The final sample consisted of 9 pre-service teachers and 9 mentor teachers. There were 3 Early 
Childhood placement pairs, one in a Preschool, one on a Kindergarten class and one on a Year 
2 class. There were 6 primary placement pairs. One of these was a special education Learning 
Centre placement for students with a range of mild to moderate disabilities.  

The sample included one male pre-service teacher, one male mentor teacher (not paired), one 
Indigenous pre-service teacher and one pre-service teacher with ESL background. The pre-
service teachers ranged in age from early twenties to early forties.  
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The mentoring teachers ranged in age from mid-twenties to early fifties. The early childhood 
teachers had been teaching from 32 to 38 years (33 years average) and the primary teachers 
had been teaching between 4 and 26 years (15 years average). 

1.3.3 Collection of baseline survey data  

Questionnaires were used to collect pre- and post-participation data. They included 

background questions that provided both demographic data and more open questions that 

allowed participants to respond in their own words. There were also a number of items that 

requested closed numerical responses on a Likert scale. These questions mainly related to the 

ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜ ǿƛǘƘ ŀƴŘ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ {ǘŀƴŘŀǊŘǎΦ ¢ǿƻ ǉǳŜǎǘƛƻƴǎ ŀǎƪŜŘ ŀōƻǳǘ ǘƘŜ 

types of evidence they might use to model and assess the descriptors for Standards 1 and 6 

identified for the pilot project. 

Questionnaires were distributed to participants, where possible, prior to the 
workshop/professional learning day in August. (Appendices 1 and 2) 

1.3.4 A workshop/professional learning day  

A workshop/professional learning day was held on Thursday 25 August. The workshop was 

attended by the participating mentor teachers and pre-service teachers, staff from both 

universities involved in both teaching and administration of professional experience, principals 

of two of the three schools involved, members of the TQI Board, including the Chair, and 

representatives from the ACT Education and Training Directorate and the Catholic Education 

Office  

The workshop was held at one of the participating schools and included the following sessions: 

1. National Professional Standards for Teachers, the Big Picture and this pilot 

This session provided a background and overview of the development of the Standards 

and their role in National Partnerships and teacher education programs and teacher 

registration. It also provided an outline of the pilot and the program for the day. 

2. Mentoring and Feedback, their role in this project 

This session focussed on the roles and responsibilities of both parties in a mentoring 

relationship and the principles and skills of giving and receiving feedback.   

3. Workshop: Developing a template for Professional Conversations 

Participants were placed in cross sectoral groups that included mentors and preservice 

teachers from each sector and staff from each university. They were provided with a 

range of resource material including performance review templates and reflection 

templates from a variety of sources. Their task was to develop a template that could be 

used for professional conversations as part of the assessment process for pre-service 

teachers. 

4. Workshop: Developing a rubric for assessment of pre-service teachers against 

Standards 1 and 6 

Participants remained in the same cross sectoral groups. They were provided with a 

range of resources including sample assessment reports and rubrics from several 

universities.  
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General discussion and lack of agreement about the purpose of the assessment 

including validity, reliability and fairness, and the type of assessment 

(Standards/criteria based versus graded/normative) resulted in a change of direction 

and the task was changed to the development of a draft evidence guide focussing on 

how both mentors and pre-service teachers could demonstrate aspects of Standards 1 

and 6. 

1. Clarification of roles, responsibilities and requirements for project participants 
This session focussed on the requirements for mentors and pre-service teachers to 
demonstrate and provide evidence to support achievement of Standards 1 and 6 using 
the professional conversation template and the draft evidence guide during at least 
two weeks of the professional experience placement. Requirements were deliberately 
not stated in terms of numbers or specific activities or evidence. (Program provided at 
Appendix 3) 

1.3.5 Structured two week professional experience program using the tools 
developed in the workshop 

Mentors and pre-service teachers were asked to integrate the use of the template for 

professional conversations and the draft evidence guide into their professional experience 

placement.  The placement was not structured to include use of these tools as some students 

were well into their placement when the pilot started and others began their placement after 

the workshop and with little notice. 

1.3.6 Collection of post participation survey data 

Post Surveys for participants were distributed in the last week of Term 3 (the last placement 

week for most participants) for return at the end of the school holidays. The survey forms for 

mentors and pre-service teachers (Appendix 4 and 5) were in the same format as the pre-

surveys with open questions about their experience of mentoring and giving and receiving 

feedback, some forced response questions about the use of the Standards and open questions 

about the types of evidence they used to model and assess the Standards. Additional open 

questions were also included about what participants saw as the key issues and 

recommendations for the implementation of Standards for the assessment of pre-service 

teachers. 

1.3.7 Initial data analysis to identify themes  

Data from the pre and post surveys was used to identify emerging themes for further analysis 

and clarification in interviews and focus groups. Emerging themes were discussed with SiMERR 

personnel and the pilot Steering Group. 

1.3.8 Collection of narrative data (interviews and focus groups)  

A series of interviews was undertaken with groups and individual participants. Timetabling was 

based on availability. Some group meetings included pre-service teachers and their mentors; 

others were mentor teachers only or pre-service teachers only. Two early childhood teachers 

were interviewed in a separate group and most pre-service teachers were also interviewed 

individually. 
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In the interviews participants talked about how they had used the template and the draft 

evidence guide. Participants were also given the opportunity to respond to the emerging 

themes and to add anything they may not have included in the survey responses. 

1.3.9 Analysis of narrative and survey data. 

Data from both narrative and survey sources was analysed in terms of Early Childhood 

mentors and pre-service teachers and Primary mentors and pre-service teachers and 

organised around the previously identified themes. 

 

1.4 Results from the Engagement 

1.4.1 Data Collection and Management 

The themes that emerged from the initial data collection and discussion at the workshop were: 

5. Exposure to and understanding of the Standards by working teachers 

6. Provision of evidence guides 

7. Flexibility of templates for professional mentoring conversations 

8. Mentoring training for teachers 

9. Consistency of university practices for pre-service placements and assessment.  

An overarching theme was the change in the language used by participants as the project 
progressed. There was a marked change in the quality and depth of the language used to 
describe evidence from the pre-survey to the post survey and through the collection of 
narrative data. By the end of the project participants had definitely developed a shared 
language and understanding that enabled them to reflect personally on their own achievement 
of the Standards and to be involved in professional conversations that clearly linked the 
Standards to assessment of pre-service teachers. 

Data from the 18 participants was grouped into three dual categories: 

1. Mentors and pre-service teachers 

2. Early Childhood and Primary 

3. Pre and Post placement. 

Two of the mentoring pairs did not develop a positive mentoring relationship. This was 
reflected in some of the responses to open questions and affected the reliability of aggregated 
responses in quantitative data in such a small sample. 

1.4.2 Analysis of the Data 

1.4.2.1 Analytical Procedures 

Cross-case analysis was used to determine emerging themes and comparative analysis of 
groups. The overlapping of data collection and analysis allowed deeper exploration of themes 
and confirmation of evidence. 
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1.4.2.2 Results 

1.4.2.2.1 Theme 1: Exposure to and understanding of the Standards by working teachers 

None of the mentoring teachers had assessed themselves against the Standards and in both 
the pre-survey questionnaire and at the workshop several expressed concern that they had not 
seen the Standards and had not discussed them with colleagues before involvement in the 
project. 

After working with the Standards mentoring teachers were overwhelmingly positive. 
Comments included: 

I have moved from virtually no exposure to the Teaching Standards to a clearer 
understanding of how they work and their impacts on the teaching profession.... They 
provide a clear direction, articulation of the skills teaching requires and the movement 
towards being highly accomplished teachers. 

They will provide teachers with a greater understanding of professional requirements. 
They will be a good reference point for professional discussions, for identifying areas of 
strength/concern or areas to be further developed. Those seeking promotion or on 
selection panels for those seeking higher duty positions will have specific indictors to 
support decision making.  

At the beginning of the pilot three pre-service teachers had assessed themselves against the 
national Standards. Two from ACU had provided evidence of their achievement against the 
Standards as an activity at university. None of the other students had assessed themselves 
against the Standards although their university assessments were all based on the NSW teacher 
standards. 

After the pilot all pre-service teachers reported greater understanding of the role and 
importance of the Standards to their careers. Comments included: 

LΩǾŜ ǊŜŀƭƛǎŜŘ ǘƘŀǘ ƛǘΩǎ ƴƛŎŜ ǘƻ ƘŀǾŜ ǎƻƳŜǘƘƛƴƎ ǘƻ ŀǎǎŜǎǎ Ƴȅ ƻǿƴ ǘŜŀŎƘƛƴƎ ŀƎŀƛƴǎǘΦ {ƛƳƛƭŀǊ 
to when assessing students you teach, you often place them in levels or stages of 
learning. Having the National Standards available gives me the opportunity to assess 
where I am as a pre-service teacher and how to make leaps and bounds in becoming a 
QUALITY teacher. 

University has opened my eyes to a broad range of theories behind education and 
learning, however this program and placement helped me focus on different ways 
students think, their intellectual abilities and developmental processes rather than just 
different ways of teaching a number of different students. (Primary placement focus on 
Standard 1) 

A number of mentor teachers and pre-service teachers highlighted the lack of exposure to and 
understanding of the Standards as a key issue in implementing assessment of preservice 
teachers against the Standards. Comments included:  

We as teachers should have had some discussion around the Standards. (Mentor 
teacher) 
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All teachers need to become extremely familiar with the Standards document ς both its 
content and purpose. (Pre service teacher) 

While acknowledging that this is a very small sample, pre-service teacher and early childhood 
mentor teacher participants were generally positive in their beliefs about the effectiveness of 
the Standards and did demonstrate some improvement in their response to questions about 
the potential effectiveness of the Standards in the assessment of and the provision of feedback 
to pre-service teachers.  

Table 1-1 - Early Childhood Mentor Teachers: Perceived Effectiveness of Standards 

Question Pre survey 
(Average) 

Post survey 
(Average) 

% Change 

How effective do you think that the 

Standards will be in supporting: 

   

Assessment of pre-service teachers 

Provision of feedback to pre-service 

teachers 

Improvement in classroom practice 

Improvement in outcomes for students 

3.0 

4.0 

 

4.0 

3.6 

4.0 

4.3 

 

3.6 

3.6 

+20% 

+6% 

 

-8% 

0 

 

Table 1-2 - Early Childhood Pre-service Teachers: Perceived Effectiveness of Standards 

Question Pre survey 
(Average) 

Post survey 
(Average) 

% Change 

How effective do you think that the 

Standards will be in supporting: 

   

Assessment of pre-service teachers 

Provision of feedback to pre-service 

teachers 

Improvement in classroom practice 

Improvement in outcomes for students 

3.6 

3.3 

 

4.0 

4.3 

4.0 

4.0 
 

4.0 

3.6 

+8% 

+14% 

 

0 

-14% 

Primary mentor teachers were initially unsure of the potential effectiveness of the Standards 
across a range of measures but were generally positive after engagement with the Standards. 
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Table 1-3 - Primary Mentor teachers: Effectiveness of Standards 

Question Pre survey 
(Average) 

Post survey 
(Average) 

% Change 

How effective do you think that the 

Standards will be in supporting: 

   

Assessment of pre-service teachers 

Provision of feedback to pre-service 

teachers 

Improvement in classroom practice 

Improvement in outcomes for students 

4 of the 6 

participants in 

this group 

ǊŜǎǇƻƴŘŜŘ Ψ5ƻƴΩǘ 

YƴƻǿΩ ǘƻ ŀƭƭ ƛǘŜƳǎ 

3.8 

3.8 

 
3.1 
3.8 

NA 

 

Table 1-4 - Primary Pre-service Teachers: Perceived Effectiveness of Standards 

Question Pre survey Post survey % Change 

How effective do you think that the 

Standards will be in supporting: 

   

Assessment of pre-service teachers 

Provision of feedback to pre-service 

teachers 

Improvement in classroom practice 

Improvement in outcomes for students 

4.3 

3.8 

 

3.8 

3.8 

 

3.8 

3.8 

 
3.8 

3.8 

-10% 

0 

 

0 

0 

 

The negative percentage change in the perception of the effectiveness of the Standards in the 
assessment of the pre-service teachers was affected by the two people who did not develop 
positive working relationships with their mentors. 

1.4.2.2.2 Theme 2: Provision of Evidence Guides 

The Draft Evidence Guide was developed at the workshop in response to the discussion about 
an assessment rubric and the lack of a clear agreement on the purpose(s) of a report format for 
graduate teachers. When it was clear that we would not develop an assessment rubric the 
group decided to look at possible sources of evidence that pre-service teachers could use to 
demonstrate their achievement of the Standards. 
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Mentor teacher pre survey responses to the questions of what evidence/activities they could 
use to model the Standard descriptors and what evidence/activities they could use to assess 
pre service teachers varied in ǉǳŀƭƛǘȅ ŦǊƻƳ ΨƻōǎŜǊǾŀǘƛƻƴΩ ŀƴŘ ΨŘƛǎŎǳǎǎƛƻƴΩ ǘƻ ŘŜǘŀƛƭŜŘ 
descriptions of specific activities and expectations e.g., 

Table 1-5 - Mentor Teacher: Example of pre survey response 

Standard Descriptor Evidence/activities 

6.3 Engage with 
colleagues and improve 
practice 

1. Staff meetings 

2. Team planning  

3. {ǘŀŦŦ t5 ŜǾŜƴǘǎΩ 

 I find it hard to comment at this time. I am not sure how this will 
look for pre service teachers. (EC teacher) 

 Participate in staff meetings. Offer ideas and participate in 
grade level planning. Active weekly planning with associate 
teacher. Join professional conversations with other staff 
members and contribute to the life of the school. Be in the 
staffroom at various times and capitalise on opportunities to 
network. Have a positive attitude, even when things may not be 
that exciting. (Primary teacher) 

 

The language and understanding in the responses to the post survey from mentor teachers 
tended to be more varied and complex and there were more comments indicating self-
reflection.  

Pre service teachers referred generally to documentation of observation and discussion and 
ǳǎŜ ƻŦ ǎǇŜŎƛŦƛŎ ǘŜŀŎƘƛƴƎ ƳƻŘŜƭǎ ŀƴŘ ǎǘǊŀǘŜƎƛŜǎ ŜΦƎΦ DŀǊŘƴŜǊΩǎ ƳǳƭǘƛǇƭŜ ƛƴǘŜƭƭƛƎŜƴŎŜǎ ƛƴ ǘƘŜ ǇǊe 
survey responses.  

Comments about the usefulness of the Draft Evidence Guide reflected the different ways it was 
used, the development of shared understanding through professional discussion and the need 
for some more specific annotated illustrations. Comments included: 

It made for great discussion as it was hard to understand what was required. 

Some of the evidence indicators were a little confusing. 

My only concern is that feedback and assessment may become too prescriptive if 
ǘŜŀŎƘŜǊǎ ŘƻƴΩǘ ǘƘƛƴƪ creatively when it comes to gathering evidence. 
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I became more aware of things that could be used as evidence and how I could use the 
Standards to develop myself as a role model for beginning teachers. 

Two of the early childhood teaching pairs in different schools independently came up with 
similar processes for gathering and demonstrating evidence using visual aids.  They placed the 
Standards in a prominent position on the classroom wall and when the preservice teacher 
undertook an activity or demonstrated achievement a sticky note or a photo was attached as 
an indicator. 

These sticky notes were sometimes difficult to place next to just one indicator and often 
led to some good professional discussion. 

Primary mentor and pre service teachers tended to gather evidence using more structured 
documentation and were interested in the different ways that other teachers used and 
recorded evidence. 

One of the pre service teachers commented that although she had been developing an e-
portfolio as part of her assessment for her university course this project had made the idea of 
ΨŜǾƛŘŜƴŎŜΩ ƳǳŎƘ ŎƭŜŀǊŜǊ ŦƻǊ ƘŜǊΦ 

Participants liked the fact that the Draft Evidence Guide was a simple and useful reference that 
supported assessment against the Standards. Most did not use the Draft Evidence Guide to 
support professional conversations. Participants identified the need for specific 
elaborations/illustrated examples of evidence for each standard and at each level. These 
should be available on line for easy reference. Participants acknowledged that AITSL would be 
providing specific evidence guides in the future. 

1.4.2.2.3 Theme 3: Flexibility of templates for professional conversations and feedback 

The Preamble was provided with the template for professional conversations to reinforce the 
message that this was a flexible document that could be used in a number of ways. It was 
apparent at the workshop that there was a range of preferred modes of operation ς from the 
big picture thinkers who did not want to bother with the detail to those who preferred to have 
all the information they needed in a structured format before they started working.  

In the post survey and the interviews participants described a range of activities and ways of 
using the template for professional discussion. Some used the template formally and daily, 
others used it for weekly feedback or mid-prac and final feedback sessions only. Some used it 
more informally on a daily basis and used the university report format for more formal 
feedback.  

Participants made a range of suggestions for improving the template. These have been 
incorporated into further versions that are likely to be used by UC in their revised professional 
experience practices. Participants also suggested that all prompts and preamble on the 
template could be mounted onto laminated card and blank forms provided for completion 
prior to and during discussion. 

1.4.2.2.4 Theme 4: Mentoring training for teachers 

Within this sample the majority of mentor teachers had undertaken no professional learning in 
relation to mentoring and providing feedback in the past three years. One early childhood and 



 AITSL Pilots Project Final Report ς Appendix D 14 

one primary teacher had been involved in a program to support beginning teachers with the 
ACT ETD that included workshops on mentoring and feedback. Experience of mentoring others 
ranged from nil, through limited experience with university students, to extensive experience 
as a supervising teacher and through leadership development programs.  

Experience of mentoring and receiving feedback varied. One early childhood teacher had a very 
negative experience of mentoring when she moved from Victoria to the ACT after teaching for 
нр ȅŜŀǊǎΦ {ƘŜ ǿŀǎ ǊŜǉǳƛǊŜŘ ǘƻ ǳƴŘŜǊǘŀƪŜ ŀǎǎŜǎǎƳŜƴǘ ǊŜǇƻǊǘǎ ǿƛǘƘ ŀ ΨƳŜƴǘƻǊΩ ǘŜŀŎƘŜǊ ǿƛǘƘ ǘǿƻ 
years experience. After receiving a permanent position she was required to undertake further 
probation reports. She commented: 

Hopefully with the introduction of National Professional Standards for teachers, such 
ǇǊƻŎŜǎǎŜǎ ŦƻǊ ƘƛƎƘƭȅ ŜȄǇŜǊƛŜƴŎŜŘ ǘŜŀŎƘŜǊǎ ǿƛƭƭ ōŜ ŜƭƛƳƛƴŀǘŜŘΩ 

The benefits of more positive experiences were also highlighted e.g. 

The detail provided demonstrated a strong awareness/knowledge of the teacher as a 
person and of their function both individually and as part of a wider body. I came away 
with a sense of being highly valued and that those extra tasks and courses undertaken 
contributed to the well being of our school. 

All teachers with the ACT ETD undertake a Professional Pathways process that involves 
professional learning and development planning linked to system and school strategic 
directions and goals. Interviews/professional discussions are undertaken twice per year as a 
formative and summative review. Some mentor teachers had been involved in giving and 
receiving professional feedback through the Quality Teacher Program, which includes peer 
observation of lessons and feedback. 

In the pre survey descriptions of current practice in mentoring and providing professional 
feedback were limited. Most responses referred to observing and providing verbal feedback 
and discussing positive and negative aspects of a specific lesson. 

In the post survey mentoring teachers described a range of activities and ways of using the 
ǘŜƳǇƭŀǘŜ ŦƻǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘƛǎŎǳǎǎƛƻƴΦ ¢ƘŜ ƭŀƴƎǳŀƎŜ ŎƘŀƴƎŜŘ ŦǊƻƳ ǿƘŀǘ ΨLΩ ŘƛŘ ǘƻ ǿƘŀǘ ΨǿŜΩ ŘƛŘ 
as professional colleagues. There was a strong focus on reflection by the pre service teacher. 
The shared understanding and language was reflected in comments such as: 

When providing feedback more informally, such as on lesson plans, we kept the format 
in mind ς strengths and skills observed, challenges faced, and areas for development 
and ideas for support. 

¢ƘŜ ǘŜƳǇƭŀǘŜ ǿŀǎ ƎƻƻŘ ǿƘŜƴ ǿŜ ƘŀŘ ǎƻƳŜ ƳƻǊŜ άǎŜƴǎƛǘƛǾŜ ƛǎǎǳŜǎέ ǘƻ ŘƛǎŎǳǎǎΣ ǎǳŎƘ ŀǎ 
areas for improvement/challenges they are facing. I suppose it made it less personal. 

Within this small sample, early childhood teachers and pre-service teachers felt more 
comfortable/confident in asking for, giving and receiving professional feedback than their 
primary counterparts. Early childhood mentor teachers said they were more 
comfortable/confident asking for and receiving feedback after participation in this pilot. As a 
group they also demonstrated greater improvement in confidence in providing feedback to 
pre-service teachers who are not fulfilling expectations.  
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Table 1-6 - Early Childhood Mentor Teachers: Professional Feedback 

Question Pre survey 
(Average) 

Post survey 
(Average) 

% Change 

In general how comfortable /confident do 

you feel: 

   

Asking for professional feedback 

Receiving professional feedback 

Giving professional feedback 

Providing feedback for pre-service 

teachers not fulfilling expectations 

3.6 

4.0 

4.0 

2.6 

4.3 

4.3 

4.0 

3.6 

+14% 

+6% 

0 

+20% 

 

 

Table 1-7 - Primary Mentor Teachers: Professional Feedback 

Question Pre survey 
(Average) 

Post survey 
(Average) 

% Change 

In general how comfortable /confident do 

you feel: 

   

Asking for professional feedback 

Receiving professional feedback 

Giving professional feedback 

Providing feedback to pre-service teachers 

who are not fulfilling expectations 

3.1 

3.5 

3.5 

3.0 

3.6 

4.0 

4.1 

2.5 

10% 

10% 

12% 

-10% 

The two dysfunctional mentoring relationships were in the primary pairs and this may have 

affected responses to these items. The reduction in confidence/comfort in providing feedback 

to pre-service teachers not fulfilling expectations can be attributed largely to one primary 

teacher who had only ever had positive mentoring experiences before this pilot. 
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Table 1-8 - Early Childhood Pre-service Teachers: Professional Feedback 

Question Pre-survey 
(Average) 

Post survey 
(Average) 

% Change 

In general how comfortable /confident do 

you feel: 

   

Asking for professional feedback 

Receiving professional feedback 

Giving professional feedback 

4.3 

4.0 

3.0 

4.3 

4.3 

3.0 

0 

6% 

0 

 

Table 1-9 - Primary Pre-service Teachers: Professional Feedback 

Question Pre-survey Post survey % Change 

In general how comfortable /confident do 

you feel: 

   

Asking for professional feedback 

Receiving professional feedback 

Giving professional feedback 

4.0 

4.5 

3.3 

4.1 

4.1 

3.5 

+2% 

-8% 

+4% 

Pre-service teachers as a group were more comfortable/confident in asking for and receiving 
feedback than they were in giving feedback. This is likely to be a reflection of the mentoring 
relationship but was also a factor in their recommendation that they be able to provide 
feedback to the university about their mentor teacher and their school experience 
independently of the university reporting template which many of them use for employment 
purposes. 

Participants recommended that all teachers should have some training in mentoring and giving 
and receiving feedback. Some suggested that training for mentor teachers could be 
differentiated and include general introduction for all teachers and training in specific skill 
acquisition and university requirements for teachers involved in mentoring pre-service 
professional experience placements.  

Another suggestion was that general introductory information about providing constructive 
feedback and mentoring relationships could be included as an appendix to other material e.g. 
University course documentation for pre service teachers and mentors, TQI registration 
publications, AITSL website, employer induction material. 

1.4.2.2.5 Theme 5: Consistency of university practices for pre-service placements and 
assessment  

The August workshop was an important opportunity for staff from the two participating 
universities to meet, learn about the pilot project and how things worked in each sector. 
Although discussions about the pilot and cross sectoral engagement had taken place at a high 
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level, between Deans, some university staff had not had an opportunity to discuss the 
implications of the Standards on pre service teacher education courses and assessment. UC 
staff were in the early stages of their development of new professional experience structures 
for implementation in 2012. 

The issue of consistent practice between universities was raised regularly by participants in 
both questionnaires and interviews. Teachers involved with UC pre-service teachers were 
particularly concerned that in their review of professional experience arrangements UC would 
ōŜ ΨƎŜǘǘƛƴƎ ǊƛŘ ƻŦ ǘƘŜ ƛƴǘŜǊƴǎƘƛǇΩ ŀƴŘ ǊŜŘǳŎƛƴƎ ǘƘŜ ŀƳƻǳƴǘ ƻŦ ǘƛƳŜ ǇǊŜ-service teachers spend in 
schools. UC is aware of this perception and is currently running information sessions to 
reassure schools that their new arrangements are consistent with national agreements and 
practice. 

Pre-service teachers also raised the issue of national consistency of courses in the context that 
they are likely to be employed interstate. They were reassured that all teacher training 
institutions in Australia would be developing courses that provided teacher education 
graduates with opportunities to meet each of the Graduate Career Stage Descriptors. 

Both mentor teachers and pre-service teachers wanted university assessment reporting to 
align with Standards and be nationally consistent. 

Students from both universities commented that there should be a separate feedback 
mechanism for pre-service teachers to comment on their practicum experience directly to the 
university. While there is opportunity for students to comment on their mentor and the 
mentoring school on their evaluation report, this report is often used for employment purposes 
and specific comments may be inappropriate. Students saw this mechanism as a way to 
provide positive as well as critical feedback about mentors and the support they received in 
ǎŎƘƻƻƭǎ ŀƴŘ ŀǇǇǊŜŎƛŀǘŜŘ ǘƘŀǘ ƳƛǎƳŀǘŎƘŜǎ Ŏŀƴ ƻŎŎǳǊ ŀƴŘ ǘƘŀǘ ƻƴŜ ǇŜǊǎƻƴΩǎ ƴŜƎŀǘƛǾŜ ŜȄǇŜǊƛŜƴŎŜ 
of a mentor should not preclude that mentor working with other pre-service teachers. 

1.4.3 Summary 

All participants were concerned about the lack of exposure to and understanding of the 
Standards by working teachers. At the beginning of the pilot both mentor teachers and 
preservice teachers had little knowledge and experience of the Standards. After working with 
the Standards participants were positive about the use of the standards for assessment of 
preservice teachers and reported a greater understanding of the role and importance of the 
Standards to their careers. Most participants highlighted the need for teachers and preservice 
teachers to be given time to engage with the Standards. 

The Draft Evidence Guide developed for this pilot was appreciated as a simple and useful 
reference document. Participants developed greater understanding of the types of evidence 
they could use and different ways of presenting and using evidence to support assessment 
against the Standards. This was reflected in the language used to describe evidence in the post 
survey and discussions. The need for a more specific evidence guide was identified and the 
continuing work of AITSL in development of such a guide was acknowledged. 

The template for Professional Discussions developed in the workshop was used in a variety of 
different ways by participants. This flexibility was seen as a strength as it catered for different 
contexts and the different ways that people operate.  
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The majority of participants in this pilot had done no specific professional learning in relation to 
mentoring and provision of feedback in the past three years. Experiences of mentoring and 
giving and receiving feedback varied considerably. After participation in this pilot, mentoring 
teachers used more complex language to describe a greater range of mentoring activities, with 
a greater emphasis on professional partnership and self reflection by all parties to the 
mentoring relationship. Participants recommended all teachers who are mentoring preservice 
teachers have some initial training in mentoring and that additional training in specific skills be 
made available. 

Participants from both universities saw the introduction of National Teaching Standards as an 
opportunity to increase consistency of courses, practicum requirements and assessment across 
all universities nationally. Participants from both universities stressed the importance of close 
relationships between university and school staff and clear, shared understanding of all 
requirements and expectations before the pre-service placement begins. Students from both 
universities commented that there should be a separate feedback mechanism for pre-service 
teachers to comment on their practicum experience directly to the university. 

1.5 Resources 

1.5.1 Resources Developed for the Pilot 

The two versions of the Template for Professional Conversations, initial draft used in the pilot 
and the revised version both include a Preamble that provides context and are provided as 
Appendices 6 and 7. The UC is using the revised draft in their development of reviewed 
professional experience organisation for 2012. 

The Draft Evidence Guide (Appendix 8) was useful in the context of this pilot and generated 
good professional discussion. It is understood that it will be superseded with the AITSL 
publication of nationally consistent evidence guides that are being developed through other 
pilot projects. 

1.6 Findings and Outcomes 

1.6.1 Implications and Recommendations from the Pilot 

1.6.1.1 Exposure to and understanding of the National Teaching Standards by 
working teachers. 

Recommendation 1: 

Teachers should be given opportunities to spend time engaging and becoming familiar with 
the Standards. 

1.6.1.2 Provision of Evidence Guides 

Recommendation 2: 

Provision of on-line illustrations/elaborations for each Standard and Descriptor at each 
Career Stage should be integrated into the implementation of Standards. 

1.6.1.3 Flexibility of template for Professional Conversations 

Recommendation 3: 
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Provide different versions of the template with a common preamble to teachers and allow 
them to workshop the most useful format for themselves.  

1.6.1.4 Training for Mentoring Teachers 

Recommendation 4: 

All teachers who undertake mentoring roles for pre-service teachers should be involved in 
training in mentoring and providing feedback. 

1.6.1.5 Consistency of university practices for pre-service placements and 
assessment 

Recommendation 5: 

Teacher education courses nationally should have consistent course structures, practicum 
requirements and assessment protocols. 

Recommendation 6: 

Assessment protocols for pre-service teachers should be guided by the National 
Professional Standards for Teachers and be nationally consistent. 

Recommendation 7: 

Provision of practicum requirement information could be linked to mentoring training for 
teachers supervising pre-service teachers in schools. 

Recommendation 8: 

Universities provide a mechanism for pre-service teachers to report directly to the 
university about the quality of their practicum experience in schools. 

1.6.1.6 The Local Perspective 

No local perspective provided. 

1.6.1.7 The National Perspective 

No national perspective provided. 

1.6.2 Planning for the Future 

This project initiated cross-sectoral cooperation between the two teacher education 
institutions in the ACT, UC and ACU. Both universities are developing courses and associated 
policies and practices linked to the Standards. While the UC timeframe involves changes to 
course structures and professional experience arrangements in 2012, an ongoing dialogue has 
been established and there is a willingness to work together to create aligned policies and 
practices. 

The mentor teachers and pre-service teachers involved in this pilot have had a positive 
experience working with the Standards and can act as change agents as the Standards are 
implemented. Two of the pre-service teachers and one of the mentor teachers recently 
presented at a cross-ǎŜŎǘƻǊŀƭ ǇǊƛƴŎƛǇŀƭǎΩ ƳŜŜǘƛƴƎ ƻƴ ǘƘŜ {ǘŀƴŘŀǊŘǎ ŀƴŘ ƻǘƘŜǊǎ ƘŀǾŜ ŜȄǇǊŜǎǎŜŘ 
willingness to undertake similar roles in the dissemination of information. They will provide 
powerful role models in their schools and across the ACT. 
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This pilot was undertaken in Early Childhood and Primary settings. The introduction of 
registration and Standards for all teachers and all schools in the ACT in 2012 provides an 
opportunity to pilot a similar project in the secondary sector and in schools with different 
structures including P-10 schools and senior colleges.  

A strong recommendation from the pilot is for mentor training for teachers who are 
supervising preservice professional experience placements. It would be worthwhile to 
undertake further investigation into the efficacy of such training. There are options to 
investigate the effects of a range of implementation strategies such as provision of information 
only, interactive workshops and ongoing mentoring support. 

The ACT TQI will be trialling the initial versions of national Evidence Guides in consultation with 
AITSL in 2012 and this provides another opportunity for cross sectoral cooperation and 
research in conjunction with ACT TQI. 
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2 AEF 

2.1 Introduction 

2.1.1 Setting the Scene 

All Education Ministers agreed in the Melbourne Declaration on Educational Goals for Young 
Australians (Melbourne Declarationύ ƻƴ ΨǘƘŜ ƴŜŜŘ ŦƻǊ !ǳǎǘǊŀƭƛŀƴǎ ǘƻ ōŜŎƻƳŜ !ǎƛŀ ƭƛǘŜǊŀǘŜΩΦ  Lƴ ŀ 
major step towards achieving this aimΣ ǘƘŜ !ǳǎǘǊŀƭƛŀƴ /ǳǊǊƛŎǳƭǳƳ ƛŘŜƴǘƛŦƛŜǎ ΨAsia and 
!ǳǎǘǊŀƭƛŀΩǎ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ !ǎƛŀΩ as a Priority across the curriculum and at all levels of 
schooling from Foundation to Year 10.  
 
Asia literacy is therefore, a curriculum imperative and policy enacted through the Australian 
Curriculum. As such, all teachers, whether primary or secondary, regardless of sector and 
regardless of Key Learning Area are teachers of Asia literacy.  
 
The Asia Education Foundation (AEF) defines Asia literacy as deep and foundational knowledge, 
skills and understanding of the histories, geographies, literatures, arts, cultures and languages 
of the diverse countries of Asia.  

An Asia literate teacher requires relevant knowledge, skills and understanding of Asia to 
support the teaching of all subjects within the curriculum: English, History, Mathematics, 
Science, Geography, Languages, Arts, Technology and Design, Health and Physical Education, 
ICT, Economics, Business and Civics and Citizenship outlined as Phase 1, 2 and 3 subjects by the 
Australian Curriculum and Assessment Authority (ACARA). 

During the course of this pilot study the AEF identified a gap in the National Professional 
Standards for Teachers (hereaftŜǊ ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ΨǘƘŜ {ǘŀƴŘŀǊŘǎύΦ ¢Ƙŀǘ ƛǎΣ ǿƘƛƭŜ the Standards 
specifically relate to three of the seven of the General Capabilities in the Australian Curriculum: 
Literacy, Numeracy, and Information and Communication Technology, they only refer to one of 
the Cross-Curriculum Priorities ς Aboriginal and Torres Strait Islanders ς but do not refer to the 
other two: the !ǎƛŀ ŀƴŘ !ǳǎǘǊŀƭƛŀΩǎ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ !ǎƛŀ Priority (Asia Priority) and the 
Sustainability Priority.  

While it may be argued that if all teachers teach Asia literacy then the Descriptors are general 
enough to apply to all teachers.  However, using the logic of the Standards and curriculum 
imperative of the Asia Priority in the Australian Curriculum all teachers must therefore 
demonstrate Asia literacy competency in all Standards.  
Put simply, an English, Economics, Mathematics or Health and Physical Education teacher could 
not progress through the continuum from Graduate to Proficient to Highly Accomplished and 
[ŜŀŘ ǳƴƭŜǎǎ ǘƘŜȅ ΨŜǾƛŘŜƴŎŜŘΩ ǘƘŜ ǘŜŀching of the Asia Priority. 

So, while Standards 2 within the Professional Knowledge Domain (Know the content and how 
to teach it), has particular Focus Areas, namely, 2.4 related to Aboriginal and Torres Strait 
Islander people, 2.5 for Literacy and Numeracy and 2.6 referring to Information and 
Communication Technology, for teachers wishing to demonstrate competency in Asia literacy 
there is no reference point or even acknowledgement of the Asia Priority in the Standards. 

Consequently, the issue for the AEF became how teachers might use the Standards to evidence 
Asia literacy given the above.  Whether the Descriptors could be used by teachers was 
therefore what was being tested in this pilot study.   
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Therefore, the AEF undertook a pilot study to trial the use of the National Professional 
Standards for Teachers (the Standards) with a focus on developing a case study on how Asia 
literacy in Australian schooling can be supported by their use.  The AEF collaborated with the 
!ǳǎǘǊŀƭƛŀƴ tǊƻŦŜǎǎƛƻƴŀƭ ¢ŜŀŎƘŜǊǎΩ !ǎǎƻŎƛation (APTA) to undertake the pilot study.   
 
This pilot study provided an opportunity to reflect with teachers on the success of their 
learning and current and developing capabilities, professional aspirations and achievements in 
relation to Asia literacy and resulted in four case studies to support the development of Asia 
literate teachers in their career. 
 
The stakeholders and collaborators for this pilot study included: 
 

1. A government primary school teacher from Victoria, a catholic primary school principal 

from Western Australia, a deputy principal and cluster leader from the ACT and a 

humanities Head of Department from Western Australia, and 

 
2. AEF staff and consultants from APTA with expertise in Asia literacy, learning areas, 

particularly English and Humanities (history, geography, studies of society) and primary 
and secondary teaching. 

 

2.1.2 Contextual Issues 

The focus area for the case study was how Asia Literacy can best be supported by the 
Descriptors in the Standards.  The AEF explored how Asia literacy is defined, implemented and 
evidenced by teachers using a participatory monitoring and evaluation technique.  
 
With the implementation of the Australian Curriculum the Asia Priority will become a focus for 
many schools and teachers across Australia.  This pilot study provided an important context for 
the development of a case study to explore how:  
 

1. The framework provided by the Standards supports teachers to reflect on their practice 
and their school context in relation to the Asia Priority, and 

 
2. How the Standards inform the development of professional learning goals and/or 

professional accountability in relation to Asia literacy.  
 
 

The purpose of this pilot study was to undertake a trial in the use of the relevant Standards 
through the development of case studies on how Asia literacy can be supported by their use.   
 
In the course of the trial the AEF examined and reflected upon two specific Standards:  

 Professional Knowledge Domain, Standard 2 (Focus Areas 2.1, 2.2 and 2.3) ς Know the 

content and how to teach it, and  

 Professional Engagement Domain, Standard 6 (Focus Areas 6.1 to 6.4) ς Engage in 

professional learning. 
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During the course of the pilot project, the AEF developed a self-assessment tool to support 
teachers and principals in applying the identified Standards in relation to Asia literacy.  The self-
assessment tool, it was thought, could be used at different staƎŜǎ ƻŦ ŀ ǘŜŀŎƘŜǊΩǎ ŎŀǊŜŜǊ ŀƴŘ ōŜ 
particularly focussed, on what is for many, an emerging area of focus requiring new knowledge, 
skills and understanding.  

2.2 Research Questions 

2.2.1 The rationale of the pilot study  

The rationale of the pilot study was to explore how teachers define, implement and evidence 
their work using the Descriptors in the Standards framework and where they see themselves 
on the Standards continuum.  

 Research Question 1:  What does Asia literacy mean for a Proficient, Highly 

Accomplished and Lead teacher as defined in the National Professional Standards for 

Teachers? 

 Research Question 2: How can teachers be supported in identifying their place on the 

continuum of the career stages in the National Professional Standards for Teachers in 

relation to Asia literacy? 

2.2.2 Focus  

A number of key perspectives informed the focus of the Pilot investigation and these are now 
detailed. 

Asia literacy is now a policy supported by the authorising document The Melbourne Declaration 
of Education Goals for Young Australians and enacted through the Asia Priority in the 
Australian Curriculum. There is a gap in the National Standards in relation to the Asia Priority in 
ǘƘŀǘ ǘǿƻ ƻŦ ǘƘŜ !ǳǎǘǊŀƭƛŀƴ /ǳǊǊƛŎǳƭǳƳΩǎ tǊƛƻǊƛǘƛŜǎ ς the Asia and Sustainability Priorities ς are 
not mentioned. 

Given that much of the Australian Curriculum is involved in standard practice (with the roll out 
of the English, History, Geography and Science Curricula) in the near future, the AEF was 
interested to explore how the new priorities in the Australian Curriculum, may be evidenced in 
the Standards and what emphasis will be placed on the Cross-Curriculum Priorities. 

More specifically, with the advent of the Asia Priority in the Australian Curriculum, the AEF 
wanted to explore how teachers on the ground perceived themselves on a career path on the 
Standards continuum.   

Further, the AEF wanted to find out what practitioners were currently doing in the field to 
evidence their perception of their place on the continuum.  

Finally, the AEF wanted to know what support was being offered and provided at the school, 
systemic and organisational level for teachers wanting to plan a career path using the Asia 
literacy elements in the Standards ōȅ ŦƻŎǳǎǎƛƴƎ ƻƴ ǘŜŀŎƘŜǊǎΩ ǎǘƻǊƛŜǎ.   
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The AEF is keen to support teachers in identifying their place on the continuum of the career 
stages in the Standards in relation to Asia literacy.  And, to that effect created and then 
evaluated support materials in the form of a self-reflection tool.  This self-reflection tool was 
used with the teachers/principal during the interviews and later re-evaluated. 

2.3 Methodological Considerations 

The overall Pilot plan is best represented by a sequential overview: 

 Engage two project officers to work on cases. 

 Two-day meeting with AITSL and SiMERR July 27 and 28, 2011 to refine purpose of 

project and plan next steps. 

 August: Meet with project team to decide on common agreements and analyse 

approaches to be taken. Interrogate and interpret the Standards. Analyse the 

language in the Descriptors and how these might be measured and evidenced by 

two third parties: one of whom was the Principal, the other a colleague and whose 

role it was to act as a critical friends and verifiers of the statements made by the 

teacher. Discuss the involvement of the third party who is providing evidence to 

support or otherwise the teachers place on the continuum in the Standards.   Set 

milestones and dates for project activity. Ensure that pilot design and allocation of 

tasks is clear. 

 August: Meet with project team to decide the range of teachers to be approached 

including: representation from a range of sectors, states and territories, experience 

and positions held in the school and teaching experience.  Decide which 

teachers/principals would be approached to participate. 

 Four educators were chosen for the pilot study: one fourth year out Primary School 

teacher, one Humanities Head of Department, one Deputy Principal and cluster 

leader and one Catholic Primary School.  The fourth year out teacher has taught 

Mandarin for two years, the Humanities Head of Department and Deputy Principal 

and cluster leader are experienced studies of Asia educators and the Principal is in 

his first year of introducing studies of Asia with a focus on the Asia Priority in the 

Australian Curriculum. 

 August: First contact made with school principals and the purpose of the Pilot study 

explained. Formal follow up letter of introduction sent to principals and a 

supplementary letter sent to all participants explaining purpose of pilot study. Third 

party ΨǾŜǊƛŦƛŜǊǎΩ ŎƻƴǘŀŎǘŜŘ ŀƴŘ ŀƎǊŜŜƳŜƴǘ ƻōǘŀƛƴŜŘ ǘƻ ǇŀǊǘƛŎƛǇŀǘŜ ƛƴ ǘƘŜ Ǉƛƭƻǘ ǎǘǳŘȅΦ 

 August: Project team introduces themselves to the teachers and principals and sets 

a time and date for a lengthy interview for up to five hours, at the school if possible. 
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 August: Project team meets to create and evaluate a self-assessment tool. 

 September: Interviews conducted with teachers/principals. 

 September/October:  First drafts of the cases are written and team meets to discuss 

learnings. Third party verifiers contacted and their responses are added to the draft 

cases. 

 September/October: Project team has a number of meetings (via teleconference 

and email) to comment on and analyse what is in the drafts and to ensure that the 

two research questions have been answered. 

 October 5: Project team meets with Dr Greg McPhan (SiMERR) and Gavin 

Pinnington (AITSL) during the scheduled Site Visit for the Pilot. Roles and 

approaches are clarified and next steps put in place. 

 October:  Subsequent interviews with educators. 

 Team grapples with suggested changes to cases and explores the application of the 

ideas proposed by Dr McPhan during the Site Visit. After much analysis, two 

redraftings and re-contacting of teachers/principals (to reflect on earlier 

discussions), draft cases were submitted to the Project Director in their semi-final 

state.  

 Team discusses the key learnings, messages and recommendations from the pilot 

study. 

 

2.4 Results from the Engagement 

2.4.1 Data Collection and Management 

This section provides a summary of the data collected and how it was managed and organised 
for analysis. 

 Teachers/principals were interviewed face-to-face. 

 Interviews were taped. 

 Taped interviews were transcribed.  

 Transcriptions were then crafted into linear narratives based on the Descriptors in the 

Standards and cases were written using a number of sub-headings including: context, 

the interview and then the Descriptors in the Standards. 
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 First drafts were discussed and evaluated by the team and rewritten using a more 

uniform and systematic approach. 

 Cases were discussed, analysed and re drafted by the project team. 

 There were three iterations of the draft cases. 

 Project manager maintained data records and project information. 

2.4.2 Analysis of the Data 

2.4.2.1 The Standards:  

The first step for the team was to understand what the Standards actually meant and then 
analyse how the language in the Descriptors might be applied and evidenced by teachers.   

One challenge encountered was that while the Standards reflect the authorising document The 
Melbourne Declaration of Education Goals for Young Australians, the Standards document does 
not refer to two of the new Cross Curriculum Priorities in the Australian Curriculum: the Asia 
Priority and the Sustainability Priority.  

This perceived gap provided an opportunity to explore the Asia Literacy with the teachers who 
were being interviewed through the language in the Descriptors which is quite general and 
therefore applicable  to a range of interpretations and teaching areas. 

The project team debated whether it would be helpful to break up the Descriptors into 
component parts and measureable outcomes via a scaffolded checklistΣ ŦƻǊ ŜȄŀƳǇƭŜ άŎǳǊǊŜnt 
ŀƴŘ ŎƻƳǇǊŜƘŜƴǎƛǾŜ ƪƴƻǿƭŜŘƎŜέ ƳƛƎƘǘ ƛƴŎƭǳŘŜ ȄΣ ȅ ŀƴŘ Ȋ. Or whether we could develop 
indicators or exemplars for teachers to refer to. This, of course, became problematic and 
outside of the parameters of this pilot study. 

The project team interrogated particular Focus Areas within each of the Domains before the 
interview in the following way. For example, within the Professional Knowledge Domain, Focus 
Area 2.1 Highly Accomplished, key aspects were highlighted: Support colleagues using current 
and comprehensive knowledge of content and teaching strategies to develop and implement 
engaging learning and teaching programs.   

The questions the team posed included:  

1. What do each of the underlined words above mean in practice? 

2. What is the minimum and maximum a teacher would have to do to achieve and satisfy 

each of the underlined words above? 

3. How does a teacher verify with any authenticity the areas underlined above? 

4. What does the verification or evidence mean in different contexts, schools and states? 
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5. More importantly, how do teachers/principal verify that this is impacting on student 

outcomes?   

6. Can engagement, support, comprehensive knowledge or current knowledge be 

standardised across schools and states and territories? 

A further question posed here was one of ΨperceptionΩ.  

 What if a teacher perceived himself or herself, as Highly Accomplished or Lead and 

their principal or colleague did not?  

 What if, Asia literacy was not a high priority for the principal and the school leadership 

team and how does this impact on the evidence provided by the teacher? 

 And, what impact would this have on the pilot study? 

2.4.2.2 The interviews 

The team conducted the interviews with a full knowledge that the work we were undertaking 
was a pilot study in using Asia literacy and the Standards to plot career paths for educators on 
the Standards continuum. We had to keep this at the forefront of the interviews because we 
knew that the process we were undertaking was the first step and that to do this work full 
justice it would require an longitudinal study if it were to be meaningful a range of teachers 
across Australia who either were or were about to engage with the new Asia Cross-Curricular 
Priority in the new Australian Curriculum. 

With that in mind, once the interviews had been conducted, transcribed, read and analysed the 
team posed a number of questions including:  

 Iǎ ǘƘƛǎ ƛƴŦƻǊƳŀǘƛƻƴ ǳǎŜŦǳƭ ƻǊ ƘŜƭǇŦǳƭ ǘƻ ǘƘŜ ǇǊƻƧŜŎǘΩǎ ǇǳǊǇƻǎŜΣ ǘƘŀǘ ƛǎΣ ƘŀǾŜ ǿŜ ŦǳƭŦƛƭled 

our aims?  

 Have we gathered enough information?  

 Have we delved deeply enough into the Descriptors?  

 Can the process we used be duplicated in real life contexts?  

 What have we learned?  

The short answer to these questions was that more work needed to be undertaken over a 
longer period of time to provide authoritative, substantial and meaningful advice to teachers 
using the Standards in concert with the new Asia Priority. 

2.4.2.3 Self-assessment tool 

The self-assessment tool was a useful discussion starter in having teachers begin the process of 
self-reflection, analysis and thinking about the Standards. However, the self-assessment tool, 
while helpful for the team in this particular pilot study, is still a work in progress and needs 
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refinement, exploration and testing if it is to be used by a broader range of teachers in variety 
of contexts.  

The team, in discussions about the self-reflection tool, pondered the following questions:  

 To what degree is the self-assessment tool helpful? 

 Is it too general?  

 Is it too specific?   

 What would need to be reworked if it were to be published on a website or 

presented in professional learning situations? 

 Could the self-assessment tool be used by individual teachers/principals in real life 

settings? 

 What contextualisation needs to surround the self-assessment tool? 

2.4.2.4 Teacher/principal comments 

One of the issues for teachers interviewed in this pilot study was the tension between self-
ǊŜŦƭŜŎǘƛƻƴΣ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ƛƴǘǳƛǘƛǾŜ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜƛǊ ŎǊŀŦǘ ŀƴŘ ŘƻŎǳƳŜƴǘƛƴƎ ǘƘƛǎ ŀƎŀƛƴǎǘ ǘƘŜ 
Standards.  A perception from the interviewers was that teachers sometimes struggled to 
aǊǘƛŎǳƭŀǘŜ ǘƘŜ ŎƻǊǇǳǎ ƻŦ ǘƘŜƛǊ ŀŎƘƛŜǾŜƳŜƴǘǎ ōŜŎŀǳǎŜ ƻŦ ǘƘŜ ŀǘǘƛǘǳŘŜ ǘƘŀǘ άŀƭƭ ǘŜŀŎƘŜǊǎ Řƻ ǘƘƛǎέ 
ŀƴŘ ǿƘŀǘ ƭΩƳ ŘƻƛƴƎ ƛǎ ƴƻǘ ǳƴǳǎǳŀƭΦ IƻǿŜǾŜǊΣ ǘƘŜ ǘŜŀŎƘŜǊǎ ƘŀŘ ǎǳŎƘ ŀƴ ƛƴ ŘŜǇǘƘ ŀƴŘ ŘŜǘŀƛƭŜŘ 
intuitive knowledge of teaching, often built up over many years, that aligning their practise 
against the Standards Framework took sometime to articulate. The teachers needed to 
readjust their reflection of their professional qualities and experiences to the language in the 
Standards Framework. 

To be able to articulate an in depth and often intuitive knowledge is a skill required in any self-
evaluation process. It is quite a sophisticated process and requires not only ΩǎŜƭŦ-ŀƴŀƭȅǘƛŎŀƭΩ 
skills (and an exposure to and experience of these skills) but, in this case, an intellectual 
understanding of Asia literacy, in theory and practice, as well.  

Given this, the following questions were considered:  

 Given the nature of the pilot study how might the results be different if 

teachers/principals were to complete the same exercise over a longer period of 

time, especially given that they were unfamiliar with the Standards?   

 How does what the educators have said apply specifically to Asia literacy ς could 

it/does it apply to all teachers?  

 What unique messages about Asia literacy have we received that could be useful 

to all teachers? 
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2.4.3 Analytical Procedures 

At the beginning of the project The Most Significant Change (MSC) Technique (Rick Davis and 
Jess Dart) was to be used in preparing the cases. The project team read The Most Significant 
Change Technique ς A guide to its use in preparation for the project.  

While the data was gathered and interrogated with the MSC methodology in mind a number of 
ŦŀŎǘƻǊǎ ƳƛǘƛƎŀǘŜŘ ŀƎŀƛƴǎǘ ǳǎƛƴƎ ƛǘ ŦǳƭƭȅΦ ¢ƘŜ Ƴŀƛƴ ŦŀŎǘƻǊ ōŜƛƴƎ ǘƘŀǘ ǳǎƛƴƎ ŀƴ άƛǘŜǊŀǘƛǾŜ 
questiƻƴƴŀƛǊŜ ŀƴŘ ŦŜŜŘōŀŎƪ ŀǇǇǊƻŀŎƘέ ǿŀǎ ǇǊŜŎƭǳŘŜŘ ōȅ ǘƘŜ ǘƛƳŜ ŦǊŀƳŜ ƻŦ ǘƘŜ ǇǊƻƧŜŎǘΦ 

And therefore, the main methods used to interrogate data were:  

 The project team conducted interviews and received information (though 

interview or discussion with a third party).  

 The team would then meet as a group (either through teleconference or 

email) and discuss and compare findings, issues and challenges. The team used 

ƛǘǎ ǇǊƻŦŜǎǎƛƻƴŀƭ ǘŜƴǘŀŎƭŜǎ ǘƻ ŘƛǎŎǳǎǎ ǘƘŜ Ǉƛƭƻǘ ǎǘǳŘȅΩǎ ǇǊƻŎŜǎǎŜǎ ŀƴŘ ŦƛƴŘƛƴƎǎ 

more widely.  

 The information received was mapped against the purpose of the project.  

An example of this is the self-assessment tool. Questions were written as discussion starters 
and all other options and approaches were put on the table for consideration. It was soon 
realised that the self-assessment tool was another project in itself and it was decided that to 
meet the project deadline that we would use a series of three types of questions to elicit 
responses:  

1. General questions which were designed to reveal the kind of attributes an Asia literacy 

teacher might have. 

2. School-based questions which focused on how the implementation of Asia literacy in 

schools can be used to demonstrate what a teacher does in school and how this activity 

may be translated into the career path continuum in the Standards. 

3. Standards based questions which were intended to examine and interrogate the meaning 

for a particular context so that they could be used to identify where an individual stands 

and to determine any areas of further professional development that may be needed to 

assist in their achievement. 

For the team, the creation of a useful self-assessment tool became a challenging exercise as we 
were balancing how this self-assessment tool may eventually be used against the needs of this 
pilot study.  

We realised the self-assessment tool needed to be refined and contextualised for a range of 
audiences including: the interviewees, the AEF, all teachers, principals, subject associations, 
AITSL and SiMERR.  

In short, it had to serve many masters and the self-assessment tool that was created cannot, 
without further refinement and testing, serve the needs of these disparate audiences and be 
confidently published in the public domain as a meaningful tool for educators to use.  However, 
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it did serve us well for the pilot study and may serve as a discussion starter about how the 
Standards can be used for Asia Literacy teachers and the Cross-Curricular Asia Priority. 

2.4.4 Results 

General 

The pilot study to trial the use of the Standards with teachers of Asia literacy has created more 
questions than answers.  

While some general conclusions can be drawn from the work undertaken over the past four 
months, further analysis with a larger sample of teachers is required to progress and verify 
preliminary findings.   

Research Question 1:  What does Asia literacy mean for a Proficient, Highly 
Accomplished and Lead teacher as defined in the National Professional Standards for 
Teachers? 

While this question appears to be straightforward, the answer to it is in fact very complex.  

Asia literacy is now a policy supported by the authorising document The Melbourne Declaration 
of Education Goals for Young Australians and enacted through the Asia Priority in the 
Australian Curriculum but this is not reflected in the Standards. 

While it may be argued that if all teachers are teachers of Asia literacy then the Descriptors are 
general enough to apply to all teachers.  However, using the logic of the Standards and 
curriculum imperative of the Asia Priority in the Australian Curriculum all teachers must 
therefore demonstrate Asia literacy competency in all Standards. An Arts teacher cannot be 
regarded on the continuum as Graduate, Lead, Highly Accomplished or Lead with out 
evidencing the teaching of the Asia Priority. 

Professional Knowledge Domain, Standard 2 ς Know the content and how to teach it is 
fundamental to all teaching.   The omission of the Asia Priority in the Standards meant that 
teachers in the pilot study relied on their own interpretation of the Standards as there is no 
specific information on this new element of the Australian Curriculum.  The pilot study could 
therefore focus only on Descriptors themselves and what they mean for teachers.  

The Descriptors within the Standards use a language that is open to a range of interpretations 
and this is a positive for as range of reasonsΦ CƻǊ ŜȄŀƳǇƭŜΣ ǿƘŀǘ ƛǎ ǊŜƎŀǊŘŜŘ ŀǎ άƛƴƴƻǾŀǘƛǾŜ 
ǇǊŀŎǘƛŎŜέ όFocus Area 2.2) by one teacher or school may be considered passé by another.  
{ƛƳƛƭŀǊƭȅΣ ƛǎ άǇŀǊǘƛŎƛǇŀǘƛƴƎ ƛƴ ƭŜŀǊƴƛƴƎ ǘƻ ǳǇŘŀǘŜ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǇǊŀŎǘƛŎŜέ όFocus Area 6.2) 
enough ς ƻǊ ǎƘƻǳƭŘ ƻƴŜ Řƻ ƳƻǊŜ ǘƘŀƴ άǇŀǊǘƛŎƛǇŀǘŜέ ŀƴŘ ƛŦ ǎƻΣ ǿƘŀǘ ŘƻŜǎ ǘƘƛǎ ƳŜŀƴ ƛƴ ǇǊŀŎǘƛŎŜΚ 
CǳǊǘƘŜǊΣ Ƙƻǿ ƛǎ άŎƻƳǇǊŜƘŜƴǎƛǾŜ ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƻƴǘŜƴǘ Χέ όFocus Area 2.1) measured? And, 
how does this apply to Asia literate teachers? 

The educators who were interviewed grappled with the openness of the language of the 
Descriptors during the interview and in subsequent interviews and what it meant for them as 
Asia educators. Because there were no exemplars or definitions the teachers/principal spoke 
freely and laterally about what they had achieved in relation to what they thought the 
descriptors meant.  Their work was evidenced in a range of ways: through their principals and 
colleagues, units of work, lesson plans and the presentation of a range of documentation. 
Because the Descriptors are not prescriptive they were interpreted is slightly different ways by 
the teachers/principals interviewed, that is they brought their own knowledge, contexts and 
experiences to the analysis of the Descriptors. 
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Of note, is that while the principals/colleagues generally agreed with the interviewee as to 
where they were on the continuum in the Standards, this was not always the case. 
ΨtŜǊŎŜǇǘƛƻƴǎΩ ŀƴŘ ŜǾƛŘŜƴŎŜ ƻŦ {ǘŀƴŘŀǊŘ ŀǘǘŀƛƴƳŜƴǘ ŀǊŜ ŀ ƎǊŜȅ ŀǊŜŀ ƛƴ ǘƘƛǎ Ǉilot study and 
require further analysis. 

However, what can be stated with a tentative confidence is that what links and distinguishes a 
Proficient, Highly Accomplished and Lead teacher as defined in the Standards is praxis. All four 
educators involved in this pilot have grappled with understanding the philosophy of Asia 
literacy and the need for Asia literacy and have enacted it in their own classrooms and school 
settings.   

All of them have explored and engaged with Asia literacy and with a range of contemporary 
educational theories and policies, such as: the Asia Priority in the Australian Curriculum, 
Cooperative Learning, Inquiry Learning or Learning by Design to name a few.  They have not 
stagnated in their professional growth and appear to be constantly searching for new ways to 
teach and learn. To that end, they have all participated in a range of professional learning to 
enable that praxis.  

Proficient and Highly Accomplished teachers in the pilot study shared similarities in that they 
άƛƴƛǘƛŀǘŜŘΣ ŜƴƎŀƎŜŘΣ ŀƴŀƭȅǎŜŘΣ ǇŀǊǘƛŎƛǇŀǘŜŘΣ ŎƻƴǘǊƛōǳǘŜŘΣ ǳƴŘŜǊǘƻƻƪ ƻǊ ŀǇǇƭƛŜŘέ όǘŀƪŜƴ ŦǊƻƳ ǘƘŜ 
range of Descriptors in Standards 2 and 6) and they could evidence this through comprehensive 
portfolios of actions.  

A very strong message that came from the interviews is that what distinguishes Lead teachers 
in Asia literacy is that they are enablers. As such, Lead teachers may lead from the classroom 
and not be a principal or deputy principal. 

Research Question 2: How can teachers be supported in identifying their place on the 
continuum of the career stages in the National Professional Standards for Teachers in 
relation to Asia literacy? 

If the Asia Priority in the Australian Curriculum is to be given the full weight of its authorising 
document, The Melbourne Declaration of Education Goals for Young Australians, it needs to be 
acknowledged by the Standards national authorising agent the Australian Institute for Teaching 
and School Leadership, and represented in the Standards with the due attention that is 
currently given to: Literacy and Numeracy, Aboriginal and Torres Islander people, and 
Information and Communication Technology. 

Two of the teachers interviewed were clear in their message that school leadership needs to 
support Asia literate teachers on the ground.  Asia literacy is not a discrete subject area and 
traverses all subject areas and will be taught all teachers. Unless it is a high priority for school 
ƭŜŀŘŜǊǎΣ ŀƭƭ ƻŦ ŀ ǘŜŀŎƘŜǊΩǎ ōŜǎǘ ŜŦŦƻǊǘǎ ŀƴŘ ƘŀǊŘ ǿƻǊƪ ƛƴ !ǎƛŀ ƭƛǘŜǊŀŎȅ Ƴŀȅ Ǝƻ ǳƴǊŜŎƻƎƴƛǎŜŘ ς or 
be less recognised. The Asia Priority in the Australian Curriculum will go some way to 
addressing this challenge as the case story of the Catholic Primary School Principal 
demonstrates.  

Teachers need to be supported professionally through a range of approaches and agents, 
which may include: 
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1. The continuation of programs that have a proven record of professional 

development in Asia literacy. Principals and Deputy Principal in all schools across 

Australia need to continue to be professionally developed in Asia literacy through 

established programs such as the AEF managed The Leading 21st Century Schools: 

Engage with Asia ς An initiative for principals ς Professional Learning Program, a 

DEEWR funded, three-year project which has been delivered to over 500 principals 

across Australia.  Building on this initiative would ensure that principals are aware of 

how to implement the Asia Priority and support teachers at a grass roots level. 

2. A revision of existing documentation in Asia literacy. The Asia Scope and Sequence ς 

Engaging young Australians with Asia documents produced by the AEF, could be 

revised to incorporate the new Asia Priority in the Australian Curriculum. The revised 

documentation could be used by teachers in conjunction with the Standards. 

3. Subject associations: Cross-Curriculum priorities, such as the Asia Priority in the 

Australian Curriculum, are unique and new, and operate somewhat differently to Key 

Learning Areas. As such they need to be supported more strongly by all subject 

associations. 

4. Systemic support. Support from systems, sectors and local teacher registration 

agencies to strengthen teachers understanding of the Cross Curriculum elements of 

the Australian Curriculum and how these work in concert with the Standards. 

2.4.5 Summary 

A number of key points and/or themes have emerged from a consideration of the data 
collected during this Pilot: 

1. The Asia Priority in the Australian Curriculum needs to be given the imprimatur of its 

authorising document The Melbourne Declaration of Education Goals for Young 

Australians and needs to be included in the Standards as a reference point for all 

educators. 

2. At this stage, teachers and principals are not engaged consciously and systematically 

with the Standards for Teachers. 

3. Teachers need to be supported in a range of ways by a range of agencies in exploring 

how the Standards can be applied to Asia literacy and the Asia Priority. 

4. What distinguishes a Lead teacher in Asia literacy is that they are enablers and 

evaluators and as such they can lead from the classroom as well as from Principal, 

Deputy Principal or other school leadership positions. 

5. What links and distinguishes a Proficient, Highly Accomplished and Lead teacher as 

defined in the Standards is praxis.   
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6. A more rigorously tested self-assessment tool needs to be developed to support 

teachers and principals. 

7. The development of indicators or exemplars at each level in the Standards may aid all 

teachers in understanding how their career path in Asia literacy can be manifested 

through the Descriptors in the Standards. 

8. The results of this pilot study are embryonic and require further development if they are 

to be tested and made useful and meaningful to teachers across Australia. 

 

2.5 Resources 

2.5.1 Resources Developed for the Pilot 

A self-assessment tool was created for use in this pilot study that comprised:  

1. General questions which were designed to reveal the kind of attributes an Asia 

literacy teacher might have. 

2. School-based questions which focused on how the implementation of Asia 

literacy in schools can be used to demonstrate what a teacher does in school and 

how this activity may be translated into the career path continuum in the 

Standards. 

3. Standards based questions which were intended to examine and interrogate the 

meaning for a particular context so that they could be used to identify where an 

individual stands and to determine any areas of further professional development 

that may be needed to assist in their achievement. 

2.5.2 Existing Resources Used in the Pilot  

The Leading 21st Century Schools: Engage with Asia ς An initiative for principals ς Professional 
Learning Program 2011 was developed to engage school leadership, specifically principals, with 
Asia literacy. This document was used in developing the self-assessment tool. 

2.6 Findings and Outcomes 

2.6.1 Implications and Recommendations from the Pilot 

2.6.1.1 The Local Perspective 

The AEF takes the local perspective, in this context, to mean teachers and schools. The pilot 
study did not focus on systems and sectors. 

Teachers need to be supported in their engagement with the Asia Priority and Standards 
consciously and systematically though an up-skilled principal class, an agency such as the AEF 
and systems and sectors and the Australian Institute for Teaching and School Leadership. And, 
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that this may address what the AEF has called in this pilot study differing perceptions between 
principals and teachers of where teachers are on the Standards continuum.  

Teachers need to be professionally developed and supported in exploring how the Standards 
apply to Asia literacy and to all teachers. 

Teachers who define themselves as Proficient and Highly Accomplished in the National 
Standards need to be fully engaged in praxis. That is, they need to be supported and 
professionally developed in their understanding of the Asia Priority before they apply it in 
practice. 

Teachers who define themselves as Proficient and Highly Accomplished need to have 
exemplars and indicators that demonstrate how Lead teachers in Asia literacy became enablers 
and evaluators. 

The Standards need to support the concept that a Lead teacher can lead from the classroom. 

The development of indicators or exemplars at each Career Stage within the Standards may aid 
educators in understanding the how their career path in Asia literacy can be manifested 
through the Descriptors in the Standards. 

2.6.1.2 The National Perspective 

The Asia Priority in the Australian Curriculum needs to be given the full weight of its authorising 
document The Melbourne Declaration of Education Goals for Young Australians and needs to 
be represented in the Standards as a reference point for Asia literacy educators. 

The Australian Institute for Teaching and School Leadership as the national authority on 
teacher Standards needs to be at the vanguard of support for teachers given the new Cross-
Curriculum Asia Priority in the Australian Curriculum. 

The AEF, as a nationally recognised expert in Asia literacy, is well positioned to provide 
leadership for teachers, states and territories, systems, sectors and other organisations. 

The results of this pilot study are embryonic and require further development if they are to be 
tested and made useful and meaningful to teachers across Australia. 

A more rigorously tested self-assessment tool needs to be developed to support teachers and 
principals.  

The principal class needs to continue to be professionally developed in Asia literacy through 
established programs such as the AEF managed The Leading 21st Century Schools: Engage with 
Asia ς An initiative for principals ς Professional Learning Program, a DEEWR funded, three-year 
project which has been delivered to over 500 principals across Australia.  Building on this 
initiative would ensure that principals are aware of how to support teachers at a grass roots 
level. 
The Asia Scope and Sequence ς Engaging young Australians with Asia documents produced by 
the AEF, could be revised to incorporate the new Asia Priority in the Australian Curriculum and 
support teachers in identifying their place on the continuum of career paths in the Standards.  
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Cross-Curriculum priorities, such as the Asia Priority in the Australian Curriculum, are unique 
and new, and operate somewhat differently to standard practice in Key Learning Areas. As such 
they need to be supported more strongly by all subject associations. 
Support from systems, sectors and teacher registration agencies to strengthen teachers 
understanding of the new elements of Cross-Curriculum Priorities in the Australian Curriculum 
and how these work in concert with the Standards. 

 

 

 

 

2.6.2 Planning for the Future 

For the AEF, the case stories presented in this pilot study require further work if they are to 
serve as useful models of how the Standards apply to teachers of Asia literacy. The teachers, 
already interviewed could be re-interviewed and cases re-written.  

In addition, the self-assessment tool was developed in a formative way and requires 
refinement if it is to be used effectively and meaningfully by a range of teachers across 
Australia. 

Exemplars of professional learning models could be developed by the AEF to support teachers 
in identifying their place along the Standards continuum for Standard 6 ς Professional 
Engagement, and Standard 2  ς Professional Knowledge. 

Finally, the AEF needs to assess what agencies it can work with to provide expert advice in 
relation to the Asia Priority and how it can be used to apply to the Standards. 
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3 AIS NSW 

3.1 Introduction 

3.1.1 Setting the Scene 

The purpose of the study was to pilot with a range of primary and secondary schools the initial 
phase of a process that aligns the National Professional Standards for Teachers (hereafter 
ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ΨǘƘŜ {ǘŀƴŘŀǊŘǎΩύ ǘƻ ǎŎƘƻƻƭ Ǝƻŀƭǎ ŦƻǊ ƛƳǇǊƻǾŜƳŜƴǘΦ The pilot study involved 
investigating how the Standards for teaching Ŏŀƴ ōŜ ǳǎŜŘ ǘƻ ǎǳǇǇƻǊǘ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ 
of the professional expectations of the school. In addition, the schools used the Standards for 
teaching to identify professional learning and support that assists teachers to support the 
school in achieving its goals for improvement. 

 
In the study, the Standards were used as a means to assist teachers to: 

1. understand the actions they can take to assist the school to meet the goals  

2. identify evidence of their practice that demonstrates the extent to which they are 

assisting the school to meet the goals 

3. reflect on the extent to which they are supporting the school to achieve the goals 

4. identify professional learning that will support them in working towards the 

achievement of the goals. 

Three schools were invited to participate in the pilot. The pilot schools comprised one primary 
and two K-12 schools. Schools selected the teachers to participate in the study and determined 
ǘƘŜ ŀǇǇǊƻǇǊƛŀǘŜ {ǘŀƴŘŀǊŘǎ ŦƻǊ ǘƘŜ ǘŜŀŎƘŜǊǎΩ /ŀǊŜŜǊ {ǘŀƎŜΦ {taff members involved included 
classroom teachers and those with positions of formal leadership responsibility such as heads 
of departments or stage coordinators.  

3.1.2 Contextual Issues 

Following the initial meeting with the project stakeholders in Melbourne in July 2011 the 
parameters of the pilot study with the three schools were revised. The three month project 
timeline shaped the ways the professional standards for teaching could be used by teachers to: 

1. ΨǳƴǇŀŎƪΩ ǘƘŜ ǎŎƘƻƻƭ Ǝƻŀƭs for improvement and relate it to their professional role 
2. identify actions they can take to contribute to the school goals for improvement 
3. collect evidence of their practice that contributes to meeting the school goals for 

improvement.  

The SǘŀƴŘŀǊŘǎ ǇǊƻǾƛŘŜŘ ǘƘŜ ōŀǎƛǎ ŦƻǊ ǎŎƘƻƻƭǎΩ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǎȅǎǘŜƳŀǘƛŎ ǊŜǾƛŜǿ ƻŦ ǇǊŀŎǘƛŎŜ ŀƴŘ 

for identifying future professional learning and support plans.  

3.2 Research Questions 

 

The pilot study in the New South Wales Independent sector was focussed on how the 
Standards can be used to support teacher understanding of school goals. The process involved 
teachers: 

mapping the Standards to school goals 
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identifying actions for teacher practice aligned to the Standards 

recognising and identifying evidence that can be used to demonstrate improvement in 
ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƪƴƻǿƭŜŘƎŜΣ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ŜƴƎŀƎŜƳent 

assisting teachers to evaluate their current professional knowledge, practice and engagement 

selecting areas for whole school and individual teacher professional learning and support. 

 
The research questions for the study were: 

Research Question 1: How do the National Professional Standards for Teachers assist teachers 
to understand their school goals for improvement?  

Research Question 2: How does teachers' engagement with National Professional Standards 
for Teachers impact on their:  

a. confidence to meet the school goals and  

b. preparedness to engage in self-evaluation as part of the appraisal process?  

3.3 Methodological Considerations 

3.3.1 Project context 

Three schools in the Independent sector participated in the pilot project. The schools varied in 
size, location, economic status and focus of their school goals. School A is a K-12 school in 
western Sydney. All K-12 teachers including stage and subject leaders participated in the pilot 
that involved four school goals and the Standards at the Proficient Teacher Career Stage.  

School B is a Pre-school to Year 6 school in the northern beaches area of Sydney. The principal 
and senior executive identified three school goals to focus their mapping to the professional 
teaching standards at the Highly Accomplished Teacher Career Stage. 

School C is a K-12 school in south western Sydney area. The principal, senior executive and 
stage and subject coordinators selected three school improvement goals at the Highly 
Accomplished Teacher Career Stage. 

3.3.2 Project implementation  

In a series of facilitated workshops at each school, the participating teachers used the 
Standards for teaching as a basis for: 
1. engaging in collaborative professional dialogue to deepen their understanding of the 

school goals for improvement 

2. identifying actions of their practice that could support the achievement of the school goals 

and evidence of their contribution to the school goals 

3. evaluating their practice in relation to the school goals 

4. identifying individual professional learning to improve their practice 

5. contributing to the design of a whole school professional development plan.  
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Table 1 below provides two examples of school goals for improvement, professional standards 
for teaching that align to the school goals, a sample of the type of action teachers can take to 
assist the school meet the goal and an example of evidence that teachers identified that could 
use to demonstrate the extent to which they were supporting the achievement of the school 
goal.  
  



 AITSL Pilots Project Final Report ς Appendix D 39 

Table 3-1 - School goals, standards, actions and evidence 

School goals Standard Example of a suggested 
action 

Example of suggested 
evidence 

Designing high quality 

academic and co-

curricular programs 

2, 3, 4 & 5 Evaluates teaching programs 

in terms of student learning 

and achievement 

An evaluation of a program 

based on the extent to which 

the activities assisted 

students to learn 

Effective use of high 

quality resources 

including ICT 

2, 3 Designs lessons which utilise 

resources including software 

applications, web ςbased 

student centred activities and 

information that link directly 

to the learning goals and 

promote student engagement 

and learning 

 

Teaching program, unit of 
work or student tasks that 
include a range of software 
applications and student 
activities and research 
information accessible 
through the internet that 
have been selected to engage 
the students and promote 
learning in line with the 
selected goals and/or 
outcomes  
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3.3.3 Methodological approach 

A Grounded Theory approach was used for the study to inductively gather from the data how 
teachers and schools can use the professional standards for teaching to inform future 
professional learning plans both for individual teachers and the whole school. Data were 
collected and analysed in three phases aligned to the timeline for each school. The second and 
third data collection and analysis phase was guided by the theoretical developments that 
emerged (Punch, 2009). For the purposes of this study it was considered that data saturation 
was reached after the third case study. Figure 4.1 captures the methodical approach for the 
data collection and analysis.  

               

Figure 3-1 : Methodological approach for the data collection and analysis 

3.3.4 Data collection instruments  

Three data collection instruments were designed to capture the data from the participating 
teachers in the three schools. Two instruments comprised a teacher questionnaire (Appendix 
A) and an executive questionnaire (Appendix B) that captured quantitative data using a four 
point likert scale: not at all, limited, moderate and high. In addition teachers could provide a 
written comment giving a reason for their rating. Focus group interviews were conducted with 
a sample of teachers identified by each school. Each focus group explored issues about the 
processes they were involved in during pilot study. 

The focus group meetings were structured around the following questions: 

1. How did you feel about the Professional Review and Development System process that 
linked professional teaching standards, actions and evidence to the school goals? What 
did you feel that you gained from the process? 
 

2. During the first phase you identified actions that would support teachers at your school 
to contribute to the school goals. You also identified evidence that teachers could 
provide about how they could meet the school goals. How did this process help you 
understand the school goals?  What else would have helped you to better understand 
ǘƘŜ ǎŎƘƻƻƭΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎΚ  

 
3. What would you like to happen as a result of completing the self-evaluation and 

meeting with your reviewer?  
4. Is there anything else you would like to share about the process?  

The focus group interviews were audio recorded with informed written consent from the 
participants. 

ɆData collection 
from teacher 

questionnaries 
& analysis 

Ɇfocus groups & 
analysis 

School 
A 

ɆData collection 
from teacher 

questionnaries 
& analysis 

Ɇfocus groups & 
analysis 

School 
B 

ɆData collection 
from teacher 

questionnaries 
& analysis 

Ɇfocus groups & 
analysis 

School 
C 
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3.3.5 Timelines and all the procedural details 

 

Table 3-2 - Project timeline 

Action Date Resources 

Initial contact and confirmation 

of school participation 

By mid August 2011  

Principal and /or school 

executive briefing 

August 2011  

Facilitated workshops with 

teachers and school executive 

to map the standards to the 

school goals*  

By September 2011 School goals, AITSL National 

Professional Standards for 

Teachers  

Set dates for participants to 

collect evidence *  

By September 2011 School generated documents 

for mapping of standards to 

school goals 

AITSL pilot study Interim Report 

completed  

By October 2011 Report template 

Teachers self evaluate their 

contribution* to the selected 

school goals and participate in 

collegial meetings with 

supervisors  

By October 2011 School generated documents 

for mapping of standards to 

school goals 

Teachers and school executive 

participating in the pilot study 

complete questionnaires  

School A September 2011 

School B November 2011 

School C November 2011 

Teacher and executive 

questionnaires 

Identified teachers participate 

in focus groups 

School A September 2011 

School B November 2011 

School C November 2011 

Focus group interview schedule 

AITSL pilot study report  By November 2011 Report template 

3.4 Results from the Engagement 

{ƻƳŜǘƘƛƴƎ ƛƴ ƘŜǊŜ ǇŜǊƘŀǇǎ Χ 
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3.4.1 Data Collection and Management 

Table 5.1 below presents the data sources and type of data collected in the three pilot study 
schools.  

Table 3-3 - Data Sources 

School No of completed 
teacher questionnaires 

No of completed 
executive 

questionnaires 

No of focus 
group 

interviewees 

School A 28 2 8 

School B 4 1 5 

School C 11 4 6 

Total 43 7 19 

 

3.4.2 Analysis of the Data 

3.4.2.1 Questionnaires: Quantitative data analysis  

The quantitative data were collected through teacher questionnaires (Appendix A) and 
executive questionnaires (Appendix B) from the 43 teachers and 7 executive teachers who 
participated in the pilot project in the three schools. 

Item 1: How did discussing what actions teachers at your school can take to meet the standards 
at the staff professional development session assist you to understand how you can meet the 
school goals? 

The data revealed that most teachers reported that discussing the actions teachers can take to 
meet the Standards assisted them to understand how they could meet the school goals. For 
School A, 93% of respondents rated this item as moderate or high; at School B all teachers 
rated this item moderate or high; and at School C 73% of teachers and all executive rated this 
item as moderate or high.   

Item 2: How did working together at the staff professional development session help you to 
develop an understanding of what kinds of evidence teachers in your school could provide to 
demonstrate they have met the school goals? 

The response to this item by participating teachers was overwhelmingly positive.  Teachers 
reported that by working collaboratively either as a whole school staff (School A) or whole 
executive staff (School B and C) they had developed an understanding of the kinds of evidence 
that demonstrated the professional standards for teaching at the Proficient Teacher or Highly 
Accomplished Teacher career stage and how they could use this evidence to demonstrate 
meeting the school goals for improvement. All teachers at School C rated their response to this 
item as moderate or high. Only one teacher at each of School A and B indicated that the staff 
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development session had a limited impact on their understanding of the evidence that could be 
provided to meet the school goals.  

Item 3: To what extent does your understanding of the school goals, developed at the two staff 
professional development sessions, help you to identify how your current practice meets the 
school goals? 

In response to this item, all 15 teachers at School C reported that to a moderate or high extent 
they were now able to identify how their current practice meets the school goals. At School A, 
96% of teachers and at School B 75% rated this item as moderate or high because the 
professional standards for teaching provided a focus for the professional dialogue.  

Item 4: As a result of completing your self-evaluation, how confident are you in identifying 
areas for professional action and support that will help you meet the school goals? 

Participating teachers confirmed that by completing the self evaluation using the professional 
standards for teaching they were more confident to identify further actions for both individual 
teacher and whole school teacher professional learning. All teachers at School A and School B 
agreed to a moderate or high extent that they were more confident while teachers at School B 
were equally divided on this item with respect to their confidence to identify their own 
professional learning. Two teachers at School B indicated that they felt they were already fully 
meeting the school goals and therefore would need to identify further actions to deepen their 
contribution to meeting the school goals at the Highly Accomplished Teacher career stage.  

The seven responses to the executive questionnaire at Schools A, B and C followed a similar 
pattern to the data reported above with the respondents reporting a moderate or high rating 
to all items except one response for Item 2 at School A and 2 responses to Item 3 that indicated 
in their view discussing actions to meet the Standards had limited impact on their 
understanding about how teachers could meet the school goals. 

Summary ?? 

3.4.2.2 Qualitative data analysis 

The qualitative data were collected from the 50 teacher written responses on the 
questionnaires and focus group interviews conducted in the three sites with a total of 19 
teachers. The data were coded and analysed using the following four themes that answered 
the two research questions stated above.  

3.4.2.2.1 Individual understanding of school goals for improvement 

Teachers in the three schools engaged in a series and range of collaborative processes to map 
the professional standards for teaching to the school goals for improvement. The nature of 
school goals were that they are broad statements of intent and as was the case in the three 
schools designed for a range of purposes. For some teachers this was the first time they had 
been exposed to the school goals. As one teacher commented at the outset of the pilot project 
άǘƘŜǊŜ ǿŀǎ ŀ ōƛǘ ƻŦ ŎƻƴŦǳǎƛƻƴ ŀǎ ǘƻ ǿƘŀǘ ŜȄŀŎǘƭȅ ǘƘŜ ǎŎƘƻƻƭ Ǝƻŀƭǎ ǿŜǊŜέ ό{ŎƘƻƻƭ !Σ ¢ŜŀŎƘŜǊ мтύΦ  

For others this was the first opportunity they had to participate in robust discussion and 
professional dialogue about what the school goals meant in terms of their individual classroom 
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practice or to understand the purpose of having school goals to guide whole school 
improvement.    

Not only was it interesting to find out what the school goals were but how the goals and 
standards relate to each other. To completely understand how the two correlate you 
really had to break them down and understand the working and the context in which 
they were meant. Through discussion with other teachers I found myself questioning if 
the correct standard was chosen. (School 3, Teacher 2) 

For some teachers the professional conversations and activities that focused on goals and the 
Standards contributed to their understanding in tangible ways. In other words, what teachers 
needed to do to meet the school goals as the career stage specified in the selected Standards 
was more visible and shared in terms of their teaching practice.  

It was interesting to see how the standards were interpreted differently which lead to 
great discussions amongst the staff. (School C, Executive 4) 

It made me realise that the [school] goals are more achievable than they seemed on 
paper. (School A, Teacher 12) 

It has helped me acknowledge the things I am doing well, as well as the things I can 
improve. (School A, Teacher 9) 

Working in groups, discussion, expert groups, working on one goal and sharing with other 
groups, to develop actions to meet the goals and evidence provided the opportunity for 
me to extend my understanding. (School 3, Teacher 4) 

On the other hand for some teachers the discussion surfaced frustrations and concern about 
the clarity of what evidence they could use to demonstrate how they were contributing to 
meeting the school goals. While this viewpoint was reported by a minority of respondents it is 
an important consideration in how the standards are communicated and workshopped.  

The brainstorming session was good, however, I feel that the staff did not fully 
understand that their ideas [for action and evidence] had to be realistic. (School A, 
Teacher 17) 

3.4.2.2.2 Shared understanding of goals for improvement 

Teachers reported that a range of strategies assisted them to use the professional standards 
for teaching to focus and build a shared understanding of their school goals for improvement. 
ά¢ƘŜ PD sessions were useful in understanding more the philosophy of teaching and 
ŜȄǇŜŎǘŀǘƛƻƴǎ ƻŦ ŀƭƭ ǎǘŀƪŜƘƻƭŘŜǊǎέ ό{ŎƘƻƻƭ !Σ ¢ŜŀŎƘŜǊ нлύΦ ¦ǎƛƴƎ ǘƘŜ ǎǘŀƴŘŀǊŘǎ ǘƻ ƳŀǇ ǘƻ ǘƘŜ 
ǎŎƘƻƻƭ Ǝƻŀƭǎ ƛƴŎǊŜŀǎŜŘ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǿƘŀǘ ǘƘŜ ǎŎƘƻƻƭ Ǝƻŀƭǎ ƳŜŀƴ ƛƴ ǘŜǊƳǎ ƻf their 
practice as a teacher, subject or stage coordinator or member of the school executive. Largely 
this was achieved by using a range of professional learning strategies that included: 

1. participating in small groups to brainstorm actions and evidence that demonstrate the 

Standards   

2. ōŜƛƴƎ ŜȄǇƻǎŜŘ ǘƻ ŀ ǊŀƴƎŜ ƻŦ ŎƻƭƭŜŀƎǳŜǎΩ ǾƛŜǿǇƻƛƴǘǎ ŀōƻǳǘ Ƙƻǿ ǘƘŜ {ǘŀƴŘŀǊŘǎ ǊŜƭŀǘŜ ǘƻ 

the school goals 
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3. engaging in professional dialogue with colleagues to identify actions that teachers 

could take to meet the Standards in relation to the school goals 

4. breaking down the process of mapping the Standards to school goals and aligning 

actions and evidence to the Standards into small manageable steps within a 

collaborative framework 

5. using the Standards to make visible the expectations required of teachers to meet the 

school goals. 

Teachers were actively involved in the critical conversations in somewhat unfamiliar areas of 
school practice such as school goals, what these mean in terms of classroom practice and how 
they can be demonstrated using a set of professional standards for teaching and learning as a 
ōŀǎƛǎΦ ¢Ƙƛǎ ōǳƛƭǘ ǘŜŀŎƘŜǊǎΩ ǎŜƴǎŜ ƻŦ ƻǿƴŜǊǎƘƛǇ ŀƴŘ ōǳȅ-in that empowered them as key actors in 
ǘƘŜ ǇǊƻŎŜǎǎΦ ά¢ƘŜ ǎǘŀŦŦ ŎŀƳŜ ǘƻƎŜǘƘŜǊ ǘƻ ŎƻƳŜ ǳǇ ǿƛǘƘ ǎǳƎƎŜǎǘƛƻƴǎ ώŦƻǊ ŀŎǘƛƻƴǎ ŀƴŘ ŜǾƛŘence]. 
²Ŝ ƘŀŘ ŀ ǎŀȅΣ ƻǿƴŜǊǎƘƛǇ ƻŦ ǘƘŜ ƻǳǘŎƻƳŜΦ ¢Ƙƛǎ ƳŀƪŜǎ ƳŜ ŦŜŜƭ ƎƻƻŘ ŀōƻǳǘ ǘƘŜ ǇǊƻŎŜǎǎΦέ ό{ŎƘƻƻƭ 
A, Teacher 19) 

¢ŜŀŎƘŜǊǎΩ ŎƻƳƳŜƴǘǎ ǘƘŀǘ ǊŜŦƭŜŎǘŜŘ ǘƘŜ ǾŀƭǳŜ ƻŦ ǳǎƛƴƎ ǘƘŜ {ǘŀƴŘŀǊŘǎ ŀǎ ŀ ŦƻǳƴŘŀǘƛƻƴ ŦƻǊ ǘƘŜ 
professional development sessions included: 

After a very good discussion a barrier was crossed. The list of evidence to support school 
goals grew. A better understanding of how we can meet the school goals was made. 
There was a sigh of relief. (School 3, Teacher 2) 

[We] made them more concrete/less wordy as we discussed them. Particularly important 
for staff members who are not familiar with the standards. (School B, Teacher 4) 

The PD session provided ideas for me to understand the standard of the goals and what 
kind of activities I should take to follow those standards. (School A, Teacher 3) 

Aligning the goals was useful for executive and the outcome resonated with New Scheme 
Teachers and helped the entire staff to become aware of the standards. [The process] 
assisted our thinking in making the goals reasonable and achievable. (School A, Executive 
1) 

It really focused us in breaking down our school goals to be able to work toward meeting 
them. (School B, Teacher 1) 

Prior to the process, the school goals were not at the forefront of our thinking. They were 
written as part of the strategic plan. Completing the process has linked the school goals 
to daily practice. (School B, Teacher 3) 

However, not all teachers universally agreed that the professional learning sessions to map the 
Standards to the school goals had increased their clarity of understanding about what evidence 
was required to demonstrate the Standards. 

I felt there could be more clarity on the list of evidence. (School A, Teacher 9) 
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[While] it gave a clear picture of what the school focus would be and even though it was 
ŎƭŜŀǊ ƛƴ Ƴȅ ƳƛƴŘΣ L ǘƘƛƴƪ ƛǘ ŎƻǳƭŘΩǾŜ ōŜŜƴ ōŜƴŜŦƛŎƛŀƭ ŦƻǊ ǳǎ ǘƻ ƘŀǾŜ ǎǇŜƴǘ ƳƻǊŜ ǘƛƳŜ ŀǎ 
executives discussing the areas in greater detail. (School C, Executive 4) 

Our starting point was weak. [The standards] helped to understand and identify this. 
(School B, Teacher 2) 

It was considerably more difficult to match evidence to standards, but collaborating with 
staff outside my KLA and grade levels was very beneficial. There has been some lingering 
confusion about the ways in which particular goals could be met, particularly in 
leadership activities, it was none-the-less beneficial to identify areas for future 
professional action. (School C, Teacher 8) 

3.4.2.2.3 Increased confidence to meet the school goals 

The process of teachers using a standards-based approach to collect evidence of their current 
contribution to meeting the school goals raised a number of challenges. One challenge was 
related to how evidence could be collected. One teacher indicated that their effort towards 
meeting the school goaƭǎ ǿƻǳƭŘ ōŜ άƘŀǊŘ ǘƻ ǇǊƻǾŜ ǿƛǘƘƻǳǘ ƻōǎŜǊǾŀǘƛƻƴέ ό{ŎƘƻƻƭ !Σ ¢ŜŀŎƘŜǊ фύΦ 
!ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ǊŜŦƭŜŎǘŜŘ ǘƘŀǘ άǘƘŜ Ǝƻŀƭǎ ǎŜŜƳŜŘ Ŝŀǎȅ ŀƴŘ ŀŎƘƛŜǾŀōƭŜ ōǳǘ ōǊƻŀŘ ŀƴŘ ǘƘǳǎΣ ƛǘ ƛǎ 
difficult to pinpoint my progress in achieving these goals. I need to know what the expectations 
ŀǊŜέ ό{ŎƘƻƻƭ !Σ ¢ŜŀŎƘŜǊ мпύΦ !ƴƻǘƘŜǊ ŎƘŀƭƭŜƴƎŜ ǿŀǎ ǊŜƭŀǘŜŘ ǘƻ Ƙƻǿ ǘŜŀŎƘŜǊǎ ǇŜǊŎŜƛǾŜŘ 
identifying areas for improvement as weaknesses, demonstrated by the following comment: 

As a coordinator and teacher I need to be able to see where there are areas of weakness 
as a teacher with my staff and to use it as an example to see how we can learn from it 
and how we can work together to find ways of overcoming this weakness. (School 3, 
Teacher2) 

When I applied the standards to my subject area, it was clear what evidence I needed to 
collect . . . working together allowed me to discuss with secondary teachers especially the 
types of evidence needed. (School 3, Teacher 7)  

3.4.2.2.4 Preparedness to use professional standards for teaching to review practice 

Teachers consistently reported that using the Standards provided a structure and foundation to 
support their collection of evidence to demonstrate their contribution to meeting the school 
Ǝƻŀƭǎ ŦƻǊ ƛƳǇǊƻǾŜƳŜƴǘΦ ¢ƘŜ ǇǊƻŎŜǎǎ ŀŦŦƛǊƳŜŘ ǘŜŀŎƘŜǊǎΩ ŀǊŜŀǎ ƻŦ ǎǘǊŜƴgth while in a constructive 
way assisted them to identify areas for further development directly related to the school 
goals.  

I realise that I have areas for development. I need to make sure to file evidence whenever 
possible. I did not have the habit of keeping evidence and [now] realise it was important 
to keep evidence. (School A, Teacher 5) 

Great to know what direction we are heading . . .  self-evaluation is a powerfully 
educating process. (School B, Teacher 2) 

I know my areas of weakness. Through this process I can identify them and work on 
further development. (School A, Teacher 24) 
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Understanding the school goals has allowed me to reflect on my current practice. I was 
able to recognise the elements that are necessary for student success. I will ensure these 
elements are addressed so that I can meet the school goals. By doing this, I have 
evaluated my programs and strategies and attempted to draw a connection of how my 
teaching addresses the school goals. I plan to address the goals I have neglected in 
future. (School 3, Teacher 10) 

However, not all teachers expressed a strong level of confidence in their capacity to take the 
further actions required. 

I am confident in identifying places in which I need to improve on, but unsure of how I can 
actually go about implementing these changes to my particular [teaching] units and 
programs. (School A, Teacher 6) 

Found this difficult because a lot of our actions were retrospective ς we are achieving 
them. Needed to consider [future] actions that we will take to meet goals. (School B, 
Teacher 3) 

3.4.2.3 Results 

An analysis of the data highlighted three key drivers: capacity building; group solutions; and 
integrated professional learning strategies. These key drivers are reported below in the context 
of using the professional standards for teaching to improve professional practice and to 
ŎƻƴǘǊƛōǳǘŜ ǘƻ ǘƘŜ ŀŎƘƛŜǾŜƳŜƴǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎ ƎƻŀƭǎΦ ¢ƘŜǎŜ ǊŜǎǳƭǘǎ ŀƭƛƎƴ 
ǿƛǘƘ CǳƭƭŀƴΩǎ όнлммύ ŘǊƛǾŜǊǎ ŦƻǊ ǿƘƻƭŜ ǎŎƘƻƻƭ ǊŜŦƻǊƳΦ  

3.4.2.3.1 Capacity building  

First, using the Standards for teaching assisted teachers to understand what contribution they 
could make to their school goals for improvement. Rather than focusing on accountability, the 
ǇǊƻŎŜǎǎ ōǳƛƭǘ ǘŜŀŎƘŜǊǎΩ ŎŀǇŀŎƛǘȅ ǘƻ ǇŀǊǘƛŎƛǇŀǘŜ ƛƴ ŀ ǊƛƎƻǊƻǳǎ ŀƴŘ ǎǳǇǇƻǊǘŜŘ ŀŎǘƛǾƛǘȅ for self 
reflection anchored in professional standards and evidence-based practice. The professional 
dialogue teachers engaged in assisted them to identify high priority actions they need to take 
to demonstrate aspects of their practice that contributed to meeting the school goals.  

3.4.2.3.2 Group solutions 

In addition, the collaborative processes that included small group discussion and whole group 
synthesis of actions and evidence established clarity about the expectations of what teachers 
need to know in relation ǘƻ ǎǳōƧŜŎǘ ŎƻƴǘŜƴǘ ŀƴŘ ŜȄǇŀƴŘƛƴƎ ǘŜŀŎƘŜǊǎΩ ǊŜǇŜǊǘƻƛǊŜΦ CǳǊǘƘŜǊƳƻǊŜΣ 
ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎΩ ƛƴǘŜǊŀŎǘƛƻƴǎ ƛƴ ǘƘŜ ǊŜǾƛŜǿ ƛƴǘŜǊǾƛŜǿǎ ŜǎǘŀōƭƛǎƘŜŘ ǘƘŀǘ ǘƘŜǊŜ Ŏŀƴ 
be flexibility in how individual teachers demonstrate the standards through their classroom 
practice while ensuring that, collectively, the scope of evidence communicates the 
expectations of what evidence demonstrates that the school goals have been met.  
 

3.4.2.3.3 Integrated professional learning strategies  

Thirdly, teachers' engagement with the standards through collaborative and supported 
processes built ownership of and trust to review their current contribution and future needs to 
ƳŜŜǘ ǘƘŜ ǎŎƘƻƻƭ ƎƻŀƭǎΦ ¢ƘŜǎŜ ŀǎǇŜŎǘǎ ƻŦ ŀ ǎŎƘƻƻƭΩǎ ǎƻŎƛŀƭ ŎŀǇƛǘŀƭ ǿŜǊŜ ŘŜǾŜƭƻǇŜŘ ŀƴŘ ǘŜǎǘŜŘ ƛƴ 
the pilot project. This process resulted in an agreed set of actions and evidence that 
ǊŜǇǊŜǎŜƴǘŜŘ ǎȅƴŜǊƎƛŜǎ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭΩǎ ŎƻƳƳƛǘƳŜƴǘ ǘƻ 
support professional learning directly related to achieving the school goals for improvement. 
Teachers reported a shift had occurred from a perceived fragmented approach to traditional 
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forms of professional development to more coherent, focused and strategic activities within 
the school to support their future professional learning.   

3.4.3 Summary 

Mapping professional standards for teaching to school goals when conducted in a supported 
and collaborative environment represents a strategy lever for whole school change (Fullan, 
нлммύΦ ¢ƘŜ ǇǊƻŎŜǎǎ ƳƻŘŜƭǎ ǘƘŜ ΨǊƛƎƘǘ ŘǊƛǾŜǊǎΩ ǘƻ ŜƴƎŀƎŜ ǘŜŀŎƘŜǊǎ ŀƴŘ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎ ƛƴ ŎȅŎƭŜǎ of 
continuous improvement that inspires teachers to work together in a collective effort to 
demonstrate high standards of practice. In summary, using the professional standards for 
teaching highlighted the need for program coherence between the school goals and future 
plans for professional learning and the structures and organisation that the school put in place 
to ensure that both the strategies and resources are targeted and effective. The Standards 
provided a strong structural framework to guide the devŜƭƻǇƳŜƴǘ ƻŦ ǘƘŜ ǘƘǊŜŜ ǎŎƘƻƻƭǎΩ ŦǳǘǳǊŜ 
professional learning plans.  

3.5 Resources 

3.5.1 Resources Developed for the Pilot 

3.5.1.1 Questionnaires 

A questionnaire for teachers and school executive (Appendix A and B) that captured data 
related to effectiveness of using the Standards to: 

 Develop individual teachers understanding of the school goals  

 Link actions and evidence to specific career stages in the professional standards for 
teaching 

 .ǳƛƭŘ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎΩ ŎƻƴŦƛŘŜƴŎŜ ŀƴŘ ŎŀǇŀōƛƭƛǘƛŜǎ ǘƻ ŎƻƳƳƛǘ ŜŦŦƻǊǘ 
and resources to meet the school goals. 

3.5.1.2 Focus group interview schedule 

The focus group interview schedule is provided in Appendix C. The interviews were used to 
explore more deeply the issues and themes emerging from the questionnaires in each school.  

3.5.2 Existing Resources Used in the Pilot  

3.5.2.1 AITSL National Professional Standards for Teachers. (2011).  

3.5.2.2 NSW Institute for Teachers Professional Standards  

3.6 Findings and Outcomes 

3.6.1 Implications and Recommendations from the Pilot 

6. The Standards document is a useful resource tƻ ǎǳǇǇƻǊǘ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜƛǊ 
school goals.  

7. The Standards can be mapped to school goals to identify action and evidence to support 
the development of a culture of continuous improvement.  

8. The Standards, when aligned to strategic actions that are owned and valued by the whole 
school, contribute to the growth of social capital as a resource for improvement. 
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Goals, action plans and strategies will fuel my future accomplishments. (School 3, 
Teacher 3) 

3.7 References 

Fullan, M. (2011). Choosing the wrong drivers for whole system reform. Seminar Series Paper 
No. 204, Centre for Strategic Education.  
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4 APC ACSSO 

4.1 Introduction 

4.1.1 Setting the Scene 

The Australian Parents Council (APC) and Australian Council of State School Organisations 
(ACSSO) are the national organisations that together represent the parents of 3.3 million 
students attending Australian schools. 

APC and ACSSO have for a number of years worked collaboratively to promote the role of 
parents as the primary educators of their children and the importance of parents and teachers 
working in positive partnership to maximise the schooling outcomes and personal and social 
development of young Australians. 

The need for positive partnerships between parents and teachers is highlighted by research on 
ŦŀŎǘƻǊǎ ŎƻƴǘǊƛōǳǘƛƴƎ ǘƻ ǎǘǳŘŜƴǘ ƻǳǘŎƻƳŜǎΦ !ǇǇǊƻȄƛƳŀǘŜƭȅ сл ǇŜǊ ŎŜƴǘ ƻŦ ŀ ǎǘǳŘŜƴǘΩǎ ƻǳǘŎƻƳŜǎ 
are determined by the intrinsic characteristics that they bring to school, which are largely 
determined by their parents as well as their family and social environments. The remaining 40 
per cent of their schooling outcomes is attributable to the school they attend, and about 70 per 
cent of that 40 per cent is attributable to the quality of their teachers and their teaching 
practices. 

4.1.2 Contextual Issues 

These factors highlight the imperative for effective collaboration between parents and 
teachers. Connecting student learning at home and school contributes to the maximising of 
student outcomes, however many teachers feel ill equipped to engage positively and 
meaningfully with parents. A 2008 study by Monash University found that 82 per cent of 
teachers felt the need for more professional learning in the area of parent and community 
involvement (Doecke et al., 2008). 

The recently endorsed National Professional Standards for Teachers (hereafter referred to as 
ΨǘƘŜ {ǘŀƴŘŀǊŘǎΩύ make explicit what effective teachers should know and be able to do. Two of 
these Standards specifically address the relationship between teachers and parents / carers: 

3.7 Engage parents / carers in the educative process 
7.3 Engage with the parents / carers 

 

Identification of the practices and behaviours that characterise effective teacher engagement 
with parents / carers will give teachers a deeper understanding of what these Standards mean 
and thereby support their implementation. 

4.2 Research Questions 

The overarching research question for this Pilot project was:  

What are the common practices of teachers and school leaders at each career stage that lead 
to effective parental engagement to support student learning?  



 AITSL Pilots Project Final Report ς Appendix D 51 

In order to facilitate discussion within the focus groups, this research question was further 
broken down into three sub-questions. These sub-questions were: 

5. Research Question 1a: What do you believe are the important attributes, behaviours 
and processes for teachers when they engage with parents? 

6. Research Question 1b: How do these attributes, behaviours and processes show up 
differently across the four categories of teachers (Graduate, Proficient, Highly 
Accomplished and Lead)? 

7. Research Question 1c: What are some examples of what this looks like in practice? 

4.3 Methodological Considerations 

The Pilot enlisted professional support and utilised the networks of the APC and ACSSO to plan 
and conduct seven focus groups to identify specific knowledge and practices that are necessary 
for teachers to develop and demonstrate efficacy in engaging with parents / carers, specifically 
in relations to Standards 3.7 and 7.3. 

4.3.1 Project Management and Governance 

The Pilot was jointly managed by the Executive Director, APC, and the Chief Executive Officer of 
ACSSO and was oversighted by a steering committee comprising APC and ACSSO 
representatives. 

The Pilot engaged a consultant to support the Pilot. The consultant, Dr Janet Smith, an 
Educational Consultant and Associate Professor at the University of Canberra, was responsible 
for the design of the focus group process, facilitating the focus groups and analysing the 
information and feedback elicited from the focus groups and reporting thereon. 

4.3.2 Sampling and Scheduling 

It was seen as important to ensure the focus groups were as diverse as possible, and genuinely 
representative of various parent and teacher constituencies. Such considerations meant 
ensuring that the focus groups: 

 Were genuinely cross-sectoral and contained an even balance of parents and teachers 

from Government, Catholic and Independent schools 

 Represented an even balance of parents and teachers 

 Represented all of the four Career Stages for teachers 

 Represented early learning, primary, and secondary schools 

 Represented a cross-section of socio-economic circumstances 

 Represented to the extent possible a cross-section of ethnicities and cultures (although 

another pilot project was considering these two standards in a specific Aboriginal and 

Torres Strait Islander context) 

It was also acknowledged that whilst all diversity issues are enormously important, 
nevertheless, the full range of issues could not be addressed with only seven focus groups that 
did not include rural and remote locations. In particular, it was decided that both special needs 
and Aboriginal and Torres Strait Islander considerations could not be specifically addressed. 
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However, fortuitously parents of both Aboriginal and Torres Strait Islander students and 
parents of students with special learning needs were represented in some of the focus groups. 

Each jurisdiction used their pre-existing APC and ACSSO networks to invite a number of 
participants to the focus groups (see sample invitation in Appendix A), and each of the focus 
groups contained approximately 8-10 people. The focus group design intentionally included 
three focus groups that were a mixture of parents and teachers, two focus groups that 
contained only teachers, and two focus groups of only parents. The focus groups lasted for 
approximately two hours, and most were held in the afternoon or early evening.  

The schedule for the focus groups is shown below: 

Table 4-1 - Focus Group Schedule  

Location Focus Group Participants Date 

Queensland (Gold Coast) Parents and Teachers 19
th
 October, 2011 

New South Wales (Sydney) Parents  7
th
 November, 2011 

New South Wales (Sydney) Teachers 7
th
 November, 2011 

South Australia (Adelaide) Teachers 9
th
 November, 2011 

South Australia (Adelaide) Parents  9
th
 November, 2011 

Tasmania (Launceston) Parents and Teachers 10
th
 November, 2011 

Australian Capital Territory 
(Canberra) 

Parents and Teachers 17
th
 November, 2011 

4.3.3 Focus Group Process Design 

The consultant developed a draft set of research questions (instrument) to guide the focus 
group discussion, which were discussed with the steering committee. The instrument was 
provided to participants as an agenda (see Appendix B) at the beginning of the focus group as 
well as a copy of the relevant pages from the Standards. At the end of each session, 
participants were also given a copy of the Family ς School Partnerships Framework. Each focus 
group followed the agenda and included an Introduction and Background given by the 
facilitator, followed by an invitation to discuss each of the following 3 questions (which are the 
research questions): 

4. Research Question 1a: What do you believe are the important attributes, behaviours 
and processes for teachers when they engage with parents? 

5. Research Question 1b:  How do these attributes, behaviours and processes show up 
differently across the four categories of teachers (Graduate, Proficient, Highly 
Accomplished and Lead)? 

6. Research Question 1c: What are some examples of what this looks like in practice? 
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¢ƘŜ ŦŀŎƛƭƛǘŀǘƻǊ ŜǎǘŀōƭƛǎƘŜŘ ΨƎǊƻǳƴŘ ǊǳƭŜǎΩ ŀǘ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƻŦ ŜŀŎƘ ŦƻŎǳǎ ƎǊƻǳǇ ǘƻ ŜƴǎǳǊŜ ǘƘŜ 
group process was focused and effective.  These ground rules were: 

 There would be one conversation through the facilitator, and participants should signal 

to the facilitator when they wished to speak 

 tŀǊǘƛŎƛǇŀƴǘǎ ǎƘƻǳƭŘ ǊŜǎǇŜŎǘ ǘƘŜ ǇǊƻŎŜǎǎ ŀƴŘ ƻǘƘŜǊ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎ 

 Focus groups commonly represent a diverse and even contradictory range of views, 

and this is okay. The aim of a focus group is not to achieve consensus or to disagree 

ǿƛǘƘ ƻǊ ŎƘŀƴƎŜ ƻǘƘŜǊ ǇŜƻǇƭŜΩǎ ǾƛŜǿǎΦ 5ƛǾŜǊƎŜƴŎŜ ƻŦ ǾƛŜǿǎ ƛǎ ǿŜƭŎƻƳŜŘ ŀƴŘ ǘƘŜȅ ǿƛƭƭ ōŜ 

reflected in the report 

 The discussion would necessarily focus on the practices of teachers that lead to 

effective parental engagement to support student learning. If / when the discussion 

veered into other matters associated with teacher / parent engagement that did not 

concern student learning, discussion would need to be brought back to focus on the 

key questions under discussion 

The facilitator ensured that approximately 30 minutes were spent discussing each of these 
three questions. The facilitator took notes during the discussion, and after each session 
summarised and synthesised key findings. In the days following each session, participants were 
sent a thank you letter or email (see Appendix C). 

4.3.4 Analytical Methods 

The research for this Pilot was qualitative. Analytical methods were used in two aspects of the 
Pilot. During the focus groupΩs discussions, the facilitator used questioning techniques to focus 
discussion in order to draw out areas of agreement, explore differences and elaborate ideas 
presented by participants. The process ǿŀǎ ōŀǎŜŘ ƻƴ ǘƘŜ ŦŀŎƛƭƛǘŀǘƻǊΩǎ independent analysis and 
synthesis of the discussion. 

The facilitator analysed the summary notes of the focus group discussion to identify common 
themes and differences, synthesise key findings and identify learnings. 

4.4 Results from the Engagement 

4.4.1 Data Collection and Management 

The facilitator recorded summary notes of the focus group discussions, and after each focus 
group, summarised and synthesised key findings, looking for recurring themes, patterns and 
any new and significant learnings. 

4.4.2 Analysis of the Data 

The data has been analysed and summarised into the key themes that emerged. In some cases, 
ǘƘŜǎŜ ǘƘŜƳŜǎ ƘŀǾŜ ōŜŜƴ ŀǘǘǊƛōǳǘŜŘ ǘƻ ŜƛǘƘŜǊ ŀ ΨǘŜŀŎƘŜǊǎ ƻƴƭȅΩ ƎǊƻǳǇ ƻǊ ŀ ΨǇŀǊŜƴǘǎ ƻƴƭȅΩ ƎǊƻǳǇ. 
In most cases the themes were not specific to either teachers or parents, and applied to both. 

4.4.2.1 Analytical Procedures 

The research approach was qualitative in nature. Summary notes for the focus groups were 
analysed for commonalities and differences and key themes and findings were synthesised 
from the summaries. 
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4.4.2.2 Results 

4.4.2.2.1 Some introductory comments about the results  

Whilst the majority of findings that emerged during the focus groups are linked to the 
overarching research question and / or sub-questions, other findings also emerged that are not 
directly associated with the research questions. Therefore, the findings linked to each of the 
research questions will be discussed below under the relevant headings, and there will also be 
an additional section for findings not linked to the research questions. 

4.4.2.2.2 Research Questions  

4.4.2.2.2.1 Research Question 1a 

What do you believe are the important attributes, behaviours and processes for teachers 
when they engage with parents? 

In each focus group a uniform and commonly agreed set of attributes and behaviours emerged 
that participants believed teachers needed in order to foster effective parental engagement 
and support student learning. It was commonly agreed that teachers needed to have the 
following attributes, behaviours and skills: 

 Good communication skills 

 Value and foster good relationships with students/parents 

 Caring and calm 

 Positive 

 Professional 

 Approachable, warm and friendly 

 Diplomatic, fair, frank and honest  

 A good listener and to listen from the heart 

 Well organised 

 Able to model and develop trust 

 Flexible and adaptable 

 Notice things 

 wŜǎǇŜŎǘŦǳƭ ƻŦ ǘƘŜ ǊƻƭŜ ƻŦ ǇŀǊŜƴǘǎ ŀǎ ΨǇǊƛƳŀǊȅ ŜŘǳŎŀǘƻǊǎΩ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ 

 !ŎƪƴƻǿƭŜŘƎŜ ŀƴŘ ŀŎŎŜǎǎ ǇŀǊŜƴǘǎΩ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ 

 Prompt in following-up on questions and concerns expressed by parents 

 Prompt in communicating with parents any concerns they have about students 

 Mindful of confidentiality 

 Passionate and engaged 

 Proactive 

 Yƴƻǿ ŀƴŘ ŎŀǊŜ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΣ ŀƴŘ ƪƴƻǿ ǘƘŜ ΨǿƘƻƭŜ ŎƘƛƭŘΩ 

 Not condescending, intimidating or superior to parents 

 Exhibit cultural awareness and sensitivity 

 Socio-economic awareness and sensitivity 

 Accommodate and acknowledge diversity of families, but treat all children equally 

 Reach out to parents, especially those who are apprehensive about the school 

environment 

 Value and contribute to the broader school community 
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 Communicate that they like, value and understand your child 

 Regard each student as an individual 

 Regard parents as partners in the education of their children, and engage in a 

collaborative process with the parents 

 

4.4.2.2.2.2 Research Question 1b 

How do these attributes, behaviours and processes show up differently across the four 
categories of teachers (Graduate, Proficient, Highly Accomplished and Lead)? 

Graduate Teachers are commonly: 

 More reactive to situations, students and parents, rather than pro-active  

 Eager, energetic, diligent, passionate and enthusiastic about teaching 

 Fearful of parents and uncertain how to engage and communicate with parents 

 ¦ƴƭƛƪŜƭȅ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ǊƻƭŜ ƻŦ ǇŀǊŜƴǘǎ ŀǎ ǘƘŜ ΨŦƛǊǎǘ ŜŘǳŎŀǘƻǊΩ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ 

(unless the graduate teachers have their own children) 

 Likely to try to control conversations with parents 

 Apprehensive and self-conscious about having parents in the classroom 

 May lack sensitivity and diplomacy, and prematurely rush to incorrect conclusions 

 Up-to-date with the latest theories, approaches and techniques for enhancing learning 

outcomes with students 

 Needing the support and guidance of mentor teachers, who are either Highly Proficient 

or Lead Teachers 

 Primary teachers more quickly progress from being the standard of Graduate Teachers 

to Proficient Teachers because they have to communicate with parents more often, 

and have a smaller number of parents to get to know well 

Proficient Teachers are commonly: 

 Able to make the shift from theory to reality 

 Capable of better control of their classes, and more detailed knowledge of the 

curriculum than Graduate teachers 

 More skilled at communicating with parents, and knowing when and how to contact 

them, including one-on-one conversations, phone-calls, emails 

 More familiar with school policies, processes and protocols 

 Able to diffuse difficult situations 

 Collaborative with parents and other teachers 

 More comfortable with parents in the classroom, and can spot opportunities and 

communicate with parents how they can help 

 Able to converse with the principal to check on policies and what is expected of them 

in a given situation 

 Understand the school context, and know what strategies will work in particular 

schools 

 Aware of what professional learning they need 

Highly Accomplished Teachers are commonly: 



 AITSL Pilots Project Final Report ς Appendix D 56 

 More collaborative with parents 

 Able to set targets, achieve targets and be explicit about the sort of engagement they 

desire with parents 

 !ōƭŜ ǘƻ ƳŀƪŜ ƛƴǘŜǊǾŜƴǘƛƻƴǎ ǿƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎ ŀƴŘ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘ ŦŀƳƛƭƛŜǎ 

 {ǘŀǊǘƛƴƎ ǘƻ ƘƻƭŘ ǎƻƳŜ ƻŦ ǘƘŜ ΨŎƻǊǇƻǊŀǘŜ ƪƴƻǿƭŜŘƎŜΩ ƻŦ ǘƘŜ school 

 !ōƭŜ ǘƻ ŎǊŜŀǘŜ ŀ ǎŜƴǎŜ ƻŦ Ψ²ŜƭŎƻƳŜΩ ǘƻ ǇŀǊŜƴǘǎ 

 IŀǾŜ ŀƴ ΨƻǇŜƴ-ŘƻƻǊΩ ǇƻƭƛŎȅ ǿƛǘƘ ǇŀǊŜƴǘǎ 

 Far more confident and skilled in understanding the curriculum 

 Known and respected within the school 

 Known by parents, and likely to have earned their trust and respect  

 Able to support parents and other teachers 

 Likely to write articles in the school newsletter 

 !ōƭŜ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ǘƻ ǇŀǊŜƴǘǎ ǘƘŀǘ άL ƎŜǘ ȅƻǳǊ ŎƘƛƭŘέ 

 Sometimes hard to distinguish from Proficient teachers 

 More competent than standard 7.3 would ƛƴŘƛŎŀǘŜΣ ŀǎ ǘƘŜȅΩǊŜ ŀōƭŜ ǘƻ ōŜ ǇǊƻ-active and 

plan ahead and not just be responsive / reactive 

Lead Teachers are commonly: 

 More global, and have a whole school perspective 

 Likely to be change agents 

 Able to mentor Graduate and Proficient teachers 

 Able to have collaborative, two-way conversations with parents, including seeking 

ǇŀǊŜƴǘǎΩ ƻǇƛƴƛƻƴǎ 

 5ƻƴΩǘ ǊŜƎŀǊŘ ǇŀǊŜƴǘǎ ŀǎ ŀƴ ΨŀŘŘ-ƻƴΩ ǘƻ ǘƘŜ ŘŜŀƭΣ ōǳǘ ǊŀǘƘŜǊ ŀ Ǿƛǘŀƭ ǇŀǊǘ ƻŦ ǘƘŜ learning 

relationship 

 Able to be proactive and anticipate learning needs, such as assistance with literacy, 

numeracy, well-being 

 Committed to working more than the minimum number of hours 

 Able to create opportunities on behalf of others 

 Able to quickly accommodate changes 

 Able to recognise and cater to gifted and talented students 

 Able to recognise and cater to students with special learning needs 

4.4.2.2.2.3 Research Question 1c 

What are some examples of what this looks like in practice? 

 Parent-teacher interviews 

 Parent-teacher information sessions 

 Conducting phone-calls and / or interviews with parents early in the school year to get 

to know the parents, and to value and access the knowledge that parents have about 

their children 

 Creating opportunities to give feedback to parents, especially if there are concerns 

ŀōƻǳǘ ŀ ǎǘǳŘŜƴǘΩǎ ǇǊƻƎǊŜǎǎ 

 School newsletters that are engaging, frequent and accessible 

 Creating individual learning plans for students 
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 Welcoming parents to assist in the classroom, and attending excursions and school 

camps 

 Tutorial system where a teacher has responsibility for a small number of students that 

they get to know very well 

 Diary system where parents and teachers can easily communicate 

 Teachers participate in events associated with the school community, such as fetes, 

concerts, sporting carnivals, musicals, P&C / P&F 

 Mentoring schemes for new teachers, including appointing parent representatives on 

the selection panels for the mentoring teachers 

 Learning Clubs for students (and parents), e.g. Maths Club, Homework Club 

 Open plan classrooms, where an experienced teacher is paired with a new teacher, and 

the new teacher can learn good communication skills with parents 

 Home Visits for teachers, especially Kindergarten / Reception, to get to know the 

ǎǘǳŘŜƴǘΩǎ ŦŀƳƛƭȅ 

 Teachers formally communicate with previous teacher(s) who have taught this child, to 

ŦƛƴŘ ŀōƻǳǘ ǘƘŜ ŎƘƛƭŘΩǎ ƭŜŀǊƴƛƴƎ ŀƴŘ ŦŀƳƛƭȅ 

 {ŎƘƻƻƭǎ ǇǊƻǾƛŘƛƴƎ ǿƻǊƪǎƘƻǇǎ ŦƻǊ ǇŀǊŜƴǘǎ ƻƴ ǘƻǇƛŎǎ ǎǳŎƘ ŀǎ Ψ¢ƛǇǎ ŦƻǊ tŀǊŜƴǘ-Teacher 

LƴǘŜǊǾƛŜǿǎΩΣ Ψ/ƻƴǾŜǊǎŀǘƛƻƴǎ ǿƛǘƘ ǘƘŜ {ŎƘƻƻƭΩ 

 {ŎƘƻƻƭǎ ǇǊŜǎŜƴǘ ǇŀǊŜƴǘǎ ǿƛǘƘ ŀ ΨYƛǘΩ ǿƛǘƘ ǘƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ǘƘŜȅ ƴŜed to understand the 

schooling system, and be able to communicate with teachers 

4.4.2.2.3 Findings not linked to the research questions 

A number of additional findings not directly linked to each of the research questions were 
identified. 

4.4.2.2.3.1 The Focus Group process 

 Most parents were enthusiastic about attending the focus groups, and found them 

stimulating and affirming ς many lingered afterwards for quite awhile 

 Diversity was sometimes hard to accommodate in the focus groups, as the groups 

brought together disparate experiences and circumstances. For example, when groups 

contained a broad spectrum of socio-economic circumstances of schools and parents, 

the dynamic felt somewhat challenging for parents and teachers from different 

situations 

 Discussion was slightly different with parents and teachers together, compared to 

when they were in separate groups. When they were together, the conversations were 

still highly productive and respectful, but they were less focused on the unique needs 

of teachers in fostering relationships with parents that would enhance learning 

outcomes for their students, and the unique needs of parents in engaging in 

relationships with teachers to enhance learning outcomes for their children. It was 

helpful having some of each type of group (teachers only, parents only, mixed), as it 

provided a combination of meta-perspective and specificities.  
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4.4.2.2.3.2 The Standards 

 Teachers in some states / territories seemed more familiar with the notion of 

Professional Standards for Teachers than others. For example, NSW teachers were very 

used to working with standards 

 Teachers were generally aware of the Standards, but parents were not. This therefore 

meant that a more detailed explanation of the standards was necessary for parents 

than for teachers 

 Many questions were raised about the relationship and interplay of the Standards to 

teacher salaries and other industrial issues 

 Standards 3.7 and 7.3 seemed indistinguishable from one another for both teachers 

and parents. The facilitator explained that 3.7 was principally concerned with 

ΨhǇǇƻǊǘǳƴƛǘƛŜǎΩ ŀƴŘ ǘƘŀǘ тΦо ǿŀǎ ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ Ψ/ƻƳƳǳƴƛŎŀǘƛƻƴΩΣ ōǳǘ ǇŀǊǘƛŎƛǇŀƴǘǎ 

found this distinction hard to follow. This confusion was compounded by the fact that 

7.3 only mentions communication once (and it also mentions opportunities once) 

 Nearly every focus group commented that both SǘŀƴŘŀǊŘǎ оΦт ŀƴŘ тΦо ŦŜƭǘ ǘƻƻ ΨǊŜŀŎǘƛǾŜΩ 

ŀƴŘ ƴƻǘ ǎǳŦŦƛŎƛŜƴǘƭȅ ΨǇǊƻ-ŀŎǘƛǾŜΩ ǘƻ ŘŜǎŎǊƛōŜ a ǘŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎΣ ŜǎǇŜŎƛŀƭƭȅ ŦƻǊ 

the Highly Accomplished stage, where participants commonly said they would expect 

teachers at this level to have shifted away from a more reactive nature. For example, 

IƛƎƘƭȅ !ŎŎƻƳǇƭƛǎƘŜŘ ǘŜŀŎƘŜǊǎ ƛƴ тΦо άΦ Φ Φ ŘŜƳƻƴǎǘǊŀǘŜ ǊŜǎǇƻƴǎƛǾŜƴŜǎǎ ƛƴ ŀƭƭ 

ŎƻƳƳǳƴƛŎŀǘƛƻƴǎέ ŀƴŘ ƛǘ ǿŀǎ ŦǊŜǉǳŜƴǘƭȅ ŎƻƳƳŜƴǘŜŘ ǘƘŀǘ ǘƘƛǎ ǎƘƻǳƭŘ ƛƴǎǘŜŀŘ ǊŜŀŘ 

sometƘƛƴƎ ƭƛƪŜ    άΦ Φ Φ ōŜ ǇǊƻŀŎǘƛǾŜ ŀƴŘ ǊŜǎǇƻƴǎƛǾŜ ƛƴ ŀƭƭ ŎƻƳƳǳƴƛŎŀǘƛƻƴǎέ 

 There was excitement by parents about the notion of the Standards providing a 

common and accessible language about the nature of teaching and learning, and about 

ǘŜŀŎƘŜǊǎΩ ǿƻǊƪΣ ǿƘƛŎƘ ǎƻƳŜ ǇŀǊŜƴǘǎ ƳŜƴǘƛƻƴŜŘ ǿƻǳƭŘ ǇǊƻǾŜ ǾŜǊȅ ƘŜƭǇŦǳƭ to them 

when speaking with teachers  

 There was confusion over the notion of a Lead teacher by parents, as some found it 

hard to understand that a Lead teacher could still be a classroom teacher. In contrast, 

teachers didnΩǘ ŦƛƴŘ ǘƘƛǎ ŎŀǘŜƎƻǊȅ ŀǘ ŀƭƭ ŎƻƴŦǳǎƛƴƎ 

 Parents and teachers found it easy to describe and classify Graduate teacher attributes 

and Lead teacher attributes, but often found it hard to distinguish Proficient teachers 

from Highly Accomplished teachers 

 Some parents and one principal said that the Highly Accomplished Standards were the 

minimum they wanted any teacher in their school to have, and that the Graduate and 

Proficient SǘŀƴŘŀǊŘǎ ǿŜǊŜƴΩǘ ƘƛƎƘ ŜƴƻǳƎƘ 
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4.4.2.2.3.3 School / Parent Partnerships 

 Both parents and teachers uniformly commented on the vital role that the school 

principal plays in setting the tone of the school, and modelling a culture that values 

parents 

 None of the focus group participants had previously heard of the Family-School 

Partnerships Framework, and they were very grateful to receive this resource for their 

schools which they believed would be useful 

 Parents ƎŜƴŜǊŀƭƭȅ ŦŜƭǘ ǾŜǊȅ ŀŦŦƛǊƳŜŘ ŀǎ ǘƘŜ ΨŦƛǊǎǘ ŜŘǳŎŀǘƻǊǎΩ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ŀǎ ŀ ǊŜǎǳƭǘ 

of participating in the focus groups, and having their views sought. Many parents 

reported how much they appreciated the opportunity to have input into this pilot, and 

to participate in discussions alongside teachers 

 Many parents commented on the way that their own negative experiences of schooling 

continues to impact the ways they interact with the school now 

 Some teachers commented on the increasing demands of their jobs, such as NAPLAN, 

new curriculum, reporting systems and initiatives, and that these demands are pushing 

ƻǳǘ ƻǘƘŜǊ ŎƻƳǇŜǘƛƴƎ ŘŜƳŀƴŘǎ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ǘƛƳŜΣ ǎǳŎƘ ŀǎ ŎƻƳƳǳƴƛŎŀǘƛƴƎ ǿƛǘƘ ǇŀǊŜƴǘǎΦ 

hƴŜ ǘŜŀŎƘŜǊ ǉǳƻǘŜŘ ǘƘŀǘ άǘƘŜ ǘƘƛƴƎǎ L ƘŀǾŜ ǘƻ Řƻ ŀǊŜ ƴƻǿ ŜȄŎƭǳŘƛƴƎ ǘƘŜ things I want to 

Řƻέ 

 Attention was drawn to the difference between teachers merely providing information 

to parents and actually communicating with them. When information is conveyed, 

ǇŀǊŜƴǘǎ Ƴŀȅ ŦŜŜƭ ƭƛƪŜ ŎƭƛŜƴǘǎ ǿƘƻ ŀǊŜ άŘƻƴŜ ǘƻέΣ ǊŀǘƘŜǊ ǘƘŀƴ ŦŜŜƭƛƴƎ ǘƘe collaboration 

and reciprocity of real communication 

4.4.2.2.3.4 Professional Learning 

A range of Professional Learning needs for teachers were identified and recommended for 
teachers. All or some of the following suggestions arose during each focus group: 

 Communication (Listening, Difficult Conversations, Conflict Resolution, Mediation) 

 Mentoring new teachers (at Graduate and Proficient levels) 

 Writing school policies, including those referring to parents/carers 

 Legal and Ethical issues 

 Working with the Standards 

4.4.3 Summary 

The following six main themes consistently emerged from each of the focus groups: 

1. All parents and teachers involved in the focus groups were unanimous that the 
Standards document is a good initiative, and were most enthusiastic about their 
potential for encouraging teaching practices that would lead to more effective parental 
engagement, and therefore support student learning  

2. tŀǊŜƴǘǎ ǊŜƎŀǊŘ ǘƘŜƳǎŜƭǾŜǎ ŀǎ ǘƘŜ ΨŦƛǊǎǘ ŜŘǳŎŀǘƻǊǎΩ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΣ ŀƴŘ ǿŀƴǘ ǘƻ ōŜ 
closely engaged ƛƴ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎ, to increase their learning 
outcomes. 
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3. Teachers are respectful of the role of parents, and would like to closely involve them in 
ǘƘŜƛǊ ǎǘǳŘŜƴǘΩǎ ǎŎƘƻƻƭƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎΣ ƛƴ ŀƴȅ ǿŀȅǎ ǘƘŀǘ Ŏŀƴ ƛƴŎǊŜŀǎŜ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊning 
outcomes. 

4. The education endeavour is primarily all about relationships, which are grown by 
effective communication between principals, teachers, students, and parents. It was 
commonly agreed that strong and healthy relationships between teachers and parents 
were likely to result in increased student learning and engagement. 

5. The attitude and skills of the school principal matters enormously and sets the tone for 
the school culture and all teacher-parent relationships and communication within the 
school community.  

6. It was perceived that teachers at each of the four Career Stages have unique and 
differing skills and sensibilities associated with parental engagement, and that teachers 
at each stage could positively impact student learning by improving their relationships 
with parents. However, whilst it was seen that each career stage entailed a particular 
combination of strengths and weaknesses, most participants believed that Lead 
Teachers were likely to be the most skilled and able to establish successful parental 
engagement.  

4.5 Resources 

4.5.1 Resources Developed for the Pilot 

No resources were developed for the Pilot. 

4.5.2 Existing Resources Used in the Pilot  

Two resources were used during the focus groups: 

National Professional Standards for Teachers 
As the AITSL Standards were used as the basis for consultation with parents and teachers 
attending the focus groups, it was a fundamental resource for the Pilot. 

Family ς School Partnerships Framework: A guide for schools and families 
This framework underpins approaches to developing positive partnerships between parents 
and schools and informed the design and implementation of the Pilot. It was developed by the 
Australian Council of State School Organisations (ACSSO) and the Australian Parents Council 
(APC) with the support of the Australian Government and in consultation with other key 
stakeholders, including State and Territory government and non-government school authorities 
ŀƴŘ ǎŎƘƻƻƭ ǇǊƛƴŎƛǇŀƭǎΩ ŀǎǎƻŎƛŀǘƛƻƴǎΦ In 2008 it received unanimous endorsement by the then 
Ministerial Council for Education, Employment, Training and Youth Affairs (MCEETYA). 

4.6 Findings and Outcomes 

4.6.1 Implications and Recommendations from the Pilot 

A range of Professional Learning needs for teachers was identified. These recommendations 
were constant across each of the Australian States / Territories and the different school 
ǎŜŎǘƻǊǎΣ ŀƴŘ ǘƘŜǊŜ ŘƛŘƴΩǘ ŀǇǇŜŀǊ ǘƻ ōŜ ŀƴȅ ǎǳƎƎŜǎǘƛƻƴǎ ƻǊ ǇŜǊǎǇŜŎǘƛǾŜǎ ǘƘŀǘ ǿŜǊŜ ƭƛƳƛǘŜŘ ǘƻ ŀ 
particular location, jurisdiction or sector.  
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The Professional Learning offerings that were suggested for teachers included: 

 Communication Skills, including Listening, Difficult Conversations, Conflict Resolution, 

Mediation 

 Mentoring of new teachers at Graduate and Proficient levels 

 Writing school policies, including those referring to parents /  carers 

 Legal and Ethical issues pertaining to parents and students 

 Working with the National Professional Standards for Teachers 

Parents also requested opportunities for learning and support in how to more fully engage in 
ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴΦ ¢Ƙƛǎ ƳƛƎƘǘ ōŜ ƳƻǊŜ ŀǇǇǊƻǇǊƛŀǘŜƭȅ ǎǘǊǳŎǘǳǊŜŘ ŀǎ ŀ ǇŜŜǊ ƭŜŀǊƴƛƴƎ ƻǊ 
peer support process rather than a formal training program.  

Some participants also suggested that a resource such as a book or other publication was 
needed to document current exemplary practices already occurring in Australian schools for 
parent-teacher engagement, with an explanation of how this could enhance student learning. 
Some participants referred to US publications describing exemplars of parent-teacher 
engagement, and their desire to have an Australian version. 

4.6.1.1 The Local Perspective 

¢ƘŜǊŜ ǿŜǊŜƴΩǘ ŀƴȅ ǇŀǊǘƛŎǳƭŀǊ ƛƳǇƭƛŎŀǘƛƻƴǎ ƻǊ ǊŜŎƻƳƳŜƴŘŀǘƛƻƴǎ ǘƘŀǘ ǿŜǊŜ ƻƴƭȅ ǊŜƭŜǾŀnt at a 
local level. 

4.6.1.2 The National Perspective 

¢ƘŜǊŜ ǿŜǊŜƴΩǘ ŀƴȅ ǇŀǊǘƛŎǳƭŀǊ ƛƳǇƭƛŎŀǘƛƻƴǎ ƻǊ ǊŜŎƻƳƳŜƴŘŀǘƛƻƴǎ ǘƘŀǘ ǿŜǊŜ ƻƴƭȅ ǊŜƭŜǾŀƴǘ ŀǘ ŀ 
national level. 

4.6.2 Planning for the Future 

Parents and teachers expressed their hopes that funding would be allocated to provide the 
ƴŜŎŜǎǎŀǊȅ tǊƻŦŜǎǎƛƻƴŀƭ [ŜŀǊƴƛƴƎ ŀƴŘ ǊŜǎƻǳǊŎŜǎ ǘƻ ŜƴƘŀƴŎŜ ǘŜŀŎƘŜǊǎΩ ǎƪƛƭƭǎ ƛƴ ǘƘŜ ŘƻƳŀƛƴ ƻŦ 
parental engagement leading to improved student outcomes.  
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5 ASPA 

5.1 Introduction 

5.1.1 Setting the Scene 

Many principals will not have engaged with the National Professional Standards for Teachers 
όƘŜǊŜŀŦǘŜǊ ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ΨǘƘŜ {ǘŀƴŘŀǊŘǎΩύ ŀƴŘ ǿƛƭƭ ōŜ ǳƴŀǿŀǊŜ ƻŦ ǘƘŜ ƛƳǇƭƛŎŀǘƛƻƴǎ ōƻǘƘ ǇƻǎƛǘƛǾŜ 
and negative of the standards for them, their staff and their school communities.  There is a 
significant danger that many principals, especially in regional and remote areas, will ignore or 
pay scant attention to the Standards. 

It is critical that AITSL is cognisant of the challenges facing these principals in particular and is 
ready to provide the support and encouragement necessary to ensure the successful roll-out of 
the Standards. 

Lƴ ǘƘŜ ŎƻƴŎƭǳŘƛƴƎ ǊŜƳŀǊƪǎ ƻŦ ǘƘŜ 9ȄŜŎǳǘƛǾŜ {ǳƳƳŀǊȅ ƻŦ ǘƘŜ άCƛƴŀƭ wŜǇƻǊǘ ƻƴ ǘƘŜ ±ŀƭƛŘŀǘƛƻƴ ƻŦ 
5ǊŀŦǘ bŀǘƛƻƴŀƭ tǊƻŦŜǎǎƛƻƴŀƭ {ǘŀƴŘŀǊŘǎ ŦƻǊ ¢ŜŀŎƘŜǊǎέ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ŎƻƳƳŜƴǘǎ ǿŜǊŜ ƳŀŘŜΦ  

The range of issues identified in the commentary across both Surveys and the Focus 
Group Workshops indicate that the profession has many questions about implementation 
that need to be fully worked through and resolved before taking the Standards to the 
implementation phase. Issues such as contextual variations in teaching and learning, 
access to resources, integration of the Standards with existing State and Territory 
processes, and integration of the teaching standards with leadership standards are but a 
few of the major considerations identified. (p ix). 

This project aimed to articulate some of those issues and elucidate possible ways of addressing 
them. 

5.1.2 Contextual Issues 

Key contextual issues of the study of principals and their readiness to implement the Standards 
related to which state or territory jurisdiction they came from and how far they were from 
major population centres.  Additional contexts were the level of experience of principals, 
whether they were early in their career (less than or equal to 5 years experience) or later in 
their career (greater than 5 years) and the staffing profile in their schools, that is were the staff 
early in their careers or later in their careers. 

5.2 Research Questions 

After taking into account the current situation that exists in schools regarding the Standards 
and the likelihood that a number of principals proposed to be interviewed may not have 
ŜƴƎŀƎŜŘ ŀǘ ŀƭƭ ǿƛǘƘ ǘƘŜ {ǘŀƴŘŀǊŘǎ ŀƴ ƻƴƭƛƴŜ άǇǊŜ-ƛƴǘŜǊǾƛŜǿ ǎǳǊǾŜȅέ ǿŀǎ ŘŜǾŜƭƻǇŜŘ ό!ǇǇŜƴŘƛȄ 
1).  This survey aimed to provide interviewed principals with an introduction to the Standards, 
the issues involved and to have them think about what challenges they may face when 
required to implement the Standards in their schools. 
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A feature of the survey was to also gather data about them and their schools to make sure the 
study encompassed as wide a range of contexts as possible so as to gain a sense of the breadth 
of issues and challenges faced by principals. 

Each principal was then interviewed and topics covered mirrored those in the pre-interview 
survey to a greater or lesser extent. 

A brief outline of the research questions proposed is below. 

1. What strategies do principals propose to use to engage staff in implementing the 
standards? 

2. What kind of structures might they put in place to do this? 

3. What kind of things do they need to know and understand before they can start 
implementing the Standards? 

4. What kind of support do they think could be helpful? And what things do you think will 
help principals implement the Standards? 

(i) Materials? 

(ii) Training? 

(iii) Personnel? 

(iv) Other? 

5. What are the professional learning needs for your school? 

(i) Examples of strategies? 

(ii) A general introduction for the whole staff? 

(iii) What are needs specific to your school, leadership team, you 

as a principal? 

(iv) What kind of follow up to the Standards will be needed? 

6. What things do you think will help principals implement the Standards? 

7. What barriers do you think there will be to implementing the Standards? 

8. How prepared is are you to implement the Standards? And how will the school context 
influence how the Standards are implemented? 

5.2.1 Focus  

As already mentioned the prime purpose and focus of the study was to  

 Provide a report detailing the challenges principals expect to meet in rolling out the 

Standards for teachers 

 

 Identify support materials currently being used by principals when discussing with their 

staff about the standards 

 

 Identify support and materials needed by principals to assist them implement the 

standards 
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5.3 Methodological Considerations 

Principals were selected by ASPA Executive.  The selection was based on maximising the 
chances of providing a range of contexts and critical information on how to implement the 
NPST.  Principals selected individual lead teachers with a view to providing similar input to the 
ǇǊƻƧŜŎǘΩǎ ǊŜǎŜŀǊŎƘΦ  {ǳŎƘ ŎƻƴǾŜǊǎŀǘƛƻƴǎ were conducted on four occasions, three in a small 
group situation and one as a single interview.  The small group situations provided the 
opportunity for teachers and principals to bounce ideas and concepts off one another and also 
triggered greater consiŘŜǊŀǘƛƻƴ ƻŦ ǘƘŜ άōƛƎƎŜǊ ǇƛŎǘǳǊŜέ ǘƘŀƴ ƳƛƎƘǘ ƻǘƘŜǊǿƛǎŜ ƘŀǾŜ ōŜŜƴ ǘƘŜ 
case. 

As noted above Principals were provided with a preparatory survey as a tuning in exercise to 
the one-on-one, face-to-ŦŀŎŜ ƛƴǘŜǊǾƛŜǿ ŎƻƴŘǳŎǘŜŘ ōȅ !{t!Ωǎ tǊŜǎƛŘŜƴǘΣ aǎ {ƘŜǊŜŜ ±ŜǊǘƛƎŀƴΦ 

A set of questions (see Section 3 above) was designed to ensure comparability of input 
between different principals and their responses recorded by the interviewer by taking notes 
or, as in most instances, by audio recordings.  These audio recordings were transcribed and the 
written notes analysed for common themes and challenges.  These were cross-referenced to 
the pre-interview survey. 

Not all questions were given equal weight in the interviews and in some instances it was not 
possible to cover the whole set of questions.  It was intended to also gather some semi-
quantitative data using a Likert Scale in the interviews on a variety of aspects of implementing 
the Standards but this proved to be impractical.  It was found however, that the transcripts of 
interviews provided excellent insights into what principals thought about implementing the 
NPST. 

Analysis of the pre-interview survey results provided quantitative data prior to the interview 
and were also used to show differences in responses by principals from the range of contexts 
outlined above.  A download of the raw data from the pre-interview survey is provided in 
Appendix 2 and reference will be made in the report to these findings. 

5.4 Results from the Engagement 

5.4.1 Data Collection and Management 

Data from the study was collected via the pre-interview survey, audio taped and transcribed 
interviews, and notes from interviews of a group of far north Queensland principals. 

Survey data was downloaded into an Excel spreadsheet to examine written responses of 
principals at different stages in their career.  On the survey site, data was cross-referenced to 
examine, quantitatively, responses from early career principals and from principals later in 
their career to questions about their understanding of and readiness to implement the 
Standards.  Graphs of these responses were produced.  However, owing to the small number of 
principals surveyed compared to the numbers of principals in Australia caution must be used in 
interpreting and generalising the results. 

Two interviews were listened to by two people and themes emerging were identified, 
discussed and agreed upon. Transcribed interviews were read and themes highlighted.  Themes 
were then identified as challenges to be faced or a strength, weakness or opportunity 
presented by implementation of the Standards.  Challenging themes were grouped into like 
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categories and sorted according to their frequency of mention and reported on below.  In the 
introductory section to the results strengths of the standards as perceived by the principals was 
also reported on. 

5.4.2 Analysis of the Data 

17 of the 24 principals individually interviewed filled in the pre-interview survey and provided 
their perspectives of the Standards and insights into models implementation.  The raw data set 
for the whole survey is at Appendix 1. 

Cross-ŎƻǊǊŜƭŀǘƛƻƴ ƻŦ ǇǊƛƴŎƛǇŀƭǎΩ ǘƘƻǳƎƘǘǎ ŀōƻǳǘ ǘƘŜ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴ ƻŦ ǘƘŜ bt{¢ ǾŜǊǎǳǎ ǘƘŜƛǊ 
time as a principal were made and the results recorded and presented in the section on 
Results.  Analysis of the survey data and the interview transcripts showed the broad agreement 
between the two modes of data collection. 

As mentioned previously themes from the transcription of the audio tapes of the interviews 
were identified, checked with the interviewer and categorised according to the type of theme.  
Comments made in the online survey were also read and combined with the themes from the 
transcriptions. 

Examples of support materials currently used by principals in their discussions with staff were 
sought and examples from three schools provided.  Principals also identified the kinds of 
ǎǳǇǇƻǊǘ ƳŀǘŜǊƛŀƭǎ ǘƘŜȅ ǿŜǊŜ ŀŎŎŜǎǎƛƴƎ ǘƻ ƛƳǇƭŜƳŜƴǘ ǎǘŀǘŜ άǎǘŀƴŘŀǊŘǎέ ƳŀǘŜǊƛŀƭǎ would be 
useful when implementing the national Standards. 

5.4.2.1 Analytical Procedures 

In addition to the cross-referencing of views about the NPST against the principals level of 
experience, state/territory and region the majority of transcribed interviews was entered into a 
word frequency diagram generator, common words ignored and the final diagram checked for 
consistency with the major themes identified.  There was significant overlap between this 
diagram and the themes. 

5.4.2.2 Results 

In the responses to each of the questions, detailed in the pages below, the challenges facing 
principals have been focussed on rather than their more balanced views of the Standards as a 
whole.  In order to address this imbalance the authors of the report thought it was appropriate 
to ǇǊƻǾƛŘŜ !L¢{[ ǿƛǘƘ ǎƻƳŜ ǎǘŀǘŜƳŜƴǘǎ ŀōƻǳǘ ǘƘŜ ǇƻǎƛǘƛǾŜ ŀǎǇŜŎǘǎ ƻŦ ǇǊƛƴŎƛǇŀƭǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ 
the Standards. 

 

Generally, principals praised the explicitness of the Standards when describing good teaching 
practice and felt they would assist with transforming schools.  A number also thought that 
those schools with good structures and processes are succeeding in implementing current like 
initiatives in their state/territory more so than those without such structures and processes. 

 

A number also commented that articulating expectations of good teacher practice and 
developing a culture of reflective conversation based upon self reflection using tools based on 
the standard would be very helpful to implementing the standards. The point was made that to 
develop such a ŎǳƭǘǳǊŜ ŀ άƭŀƴƎǳŀƎŜέΣ ŀǎ ǇǊƻǾƛŘŜŘ ōȅ ǘƘŜ ǎǘŀƴŘŀǊŘǎΣ ǿƛƭƭ ƴŜŜŘ ǘƻ ōŜ ǳǎŜŘ ǘƻ 
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clarify and agree on what is being observed and to discuss the observations.  It was felt that the 
standards provided an important scaffold for self-reflection and rating and could inform 
professional conversations. 

 

Responses to each of the questions follows. 

5.4.2.2.1 What strategies do principals propose to use to engage staff in implementing the 
standards? 

There were a range of responses to this question with most principals saying they would use 
current structures, policies and procedures to implement the standards.  One principal 
commented that ά²Ŝ ƘŀǾŜ ώƘŀŘϐ ǘŜŀŎƘŜǊ ǎǘŀƴŘŀǊŘǎ ƛƴ ǘƘƛǎ ǎǘŀǘŜ ŦƻǊ Ƴŀƴȅ ȅŜŀǊǎ ƴƻǿ ŀƴŘ ǿƻǳƭŘ 
not view national standards as much [of] a change to what is already ƛƴ ǇƭŀŎŜέ 

They see the Standards as ŀŎǘƛƴƎ ǘƻ άsupport the work we are currently doing and add another 
ŘƛƳŜƴǎƛƻƴΦέ 

A number of principals mentioned that they intend to use the standards as a άǘƻƻƭ ŦƻǊ 
encouraging teachers to reflect on their practice. They are also extremely useful for 
commencing 1:1 conversations with teachers as they provide a range [of] entry points that are 
ŎƭŜŀǊ ŀƴŘ ǳƴŜƳƻǘƛǾŜΦέ 

Another principal will use the Standards in a more whole school manner. ά¢ƘŜ ǎŎƘƻƻƭ Ƙŀǎ 
experienced significant change in leadership. Policies and procedures are in urgent need of 
review and updating. The national Standards for teachers will underpin much of our review 
ǿƻǊƪΦέ 

 !ƭƭ ōǳǘ п ƻŦ ǘƘŜ мт ǇǊƛƴŎƛǇŀƭǎ ŦƛƭƭƛƴƎ ƛƴ ǘƘŜ άtǊŜ-LƴǘŜǊǾƛŜǿ {ǳǊǾŜȅέ ŀƎǊŜŜŘ ƻǊ ǎǘǊƻƴƎƭȅ agreed that 
they were clear in their mind about processes to use to implement the Standards.  It is worth 
noting that principals early in their career seem not as clear about the processes they will use. 
See Figure 1. 
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Figure 5-1 : Processes for Implementing the Standards 

 

5.4.2.2.2 What kind of structures might they put in place to do this? 

 Many principals indicated that their current structures that exist include regular staff and 
executive/leadership team meetings where teaching practice is a focus.  One of the most 
comprehensive responses was ǿƘŜǊŜ ŀ ǇǊƛƴŎƛǇŀƭ ƴƻǘŜŘ ǘƘŀǘ ǘƘŜȅ ƘŜƭŘ άRegular fortnightly 
professional learning sessions reflecting on teacher practice and promoting digital and 
personalised pedagogy.έ In addition, this principal also anticipated: 

Using a significant evidence base to promote and support teacher development including 
a survey using the AITSL standards that enables staff to self assess their practice and 
provide key points for targeted professional development conversations and classroom 
observation. 

 Another indicated that:  

We have an established beginning teacher program that is overseen by a Head Teacher, 
each faculty has an appointed Head Teacher with responsibility for the development and 
support of staff, we have a whole school Teacher Professional Development team, we 
have an executive team that is regularly involved in professional development activities 

 Many structures are similar in that they involve working with school leadership teams and 
committees to implement initiatives such as the Standards. This in turn may be seen as a 
ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŀƴŘ ƎǊƻǿǘƘ ǇǊƻƎǊŀƳΦ  aŀƴȅ ŀƭǎƻ ŎƻƳƳŜƴǘŜŘ ƻƴ ǳǎƛƴƎ άŎƻŀŎƘƛƴƎέ ƻǊ 
άƳŜƴǘƻǊƛƴƎέ strategies to support professional learning goals and priorities. 
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5.4.2.2.3 What kind of things do they need to know and understand before they can start 
implementing the Standards? 

Perhaps obviously a clear and detailed knowledge and understanding of the NPST was 
commented on as being of critical importance to implementing the NPST.  A number of 
principals indicated that they had a good understanding of the Standards with 11 out of the 17 
ǊŜǎǇƻƴŘŜƴǘǎ ǎŀȅƛƴƎ ǘƘŜȅ ŀƎǊŜŜŘ ƻǊ ǎǘǊƻƴƎƭȅ ŀƎǊŜŜŘ ǿƛǘƘ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ ǘƘŜȅ άhave a 
ŘŜǘŀƛƭŜŘ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ bŀǘƛƻƴŀƭ tǊƻŦŜǎǎƛƻƴŀƭ {ǘŀƴŘŀǊŘǎ ŦƻǊ ¢ŜŀŎƘŜǊǎΚέ 
However, the degree of understanding expressed in the survey by participants was not as 
evident in the interview.  

A concerning aspect of these results is the observation that only 1 principal early in their career 
agreed with this statement. See Figure 2.   

Figure 5-2 : Knowledge and Understanding of the Standards 

 

When data for this same question was analyzed on a state-by-state basis it was clear that 
principals from one state were lacking knowledge of the Standards.  See Figure 3.  This will 
require further investigation to test the veracity of this finding. 
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Figure 5-3 : Knowledge and Understanding of the Standards - State/Territory Distribution 

Other comments related more to needing an understanding of the rationale behind the whole 
Standards initiative and what was trying to be achieved by engaging in its implementation.  This 
seemed more a function of principals early in their career who had not been involved in lead up 
discussions about standards.  In a number of cases principals indicated that between being 
approached to form part of this study and the interview their local jurisdiction had briefed 
principals in their system about the Standards. 

5.4.2.2.4 What kind of support do they think could be helpful? And what things do you 
think will help principals implement the Standards? 

There were a number of things canvassed by principals as being supportive of successfully 
implementing the Standards.  The majority of comments in the Pre-Interview Survey related to 
the provision of professional learning and/or examples of implementation of the standards.  
One principal called for a άŎƭŜŀǊƭȅ ǳƴŘŜǊǎǘƻƻŘ ŦǊŀƳŜǿƻǊƪ ŦƻǊ ƭŜŀŘƛƴƎ ŦƻǊ ƛƳǇǊƻǾŜŘ ǇǊŀŎǘƛŎŜΦέ 

Clarity of what is required ranged from requests about the άŎƭŀǊƛǘȅ ƻŦ ǇǳǊǇƻǎŜ ƻŦ ǘƘŜ ǎǘŀƴŘŀǊŘǎέ 
to άōŜǎǘ ǇǊŀŎǘƛŎŜ ƳƻŘŜƭǎ ƻŦ ǳǘƛƭƛǎƛƴƎ ǘƘŜ ǎǘŀƴŘŀǊŘǎ ǘƻ ƭƛŦǘ ŎŀǇŀŎƛǘȅ ǊŀǘƘŜǊ ǘƘŀƴ ŀǎ ŀ ŘŜŦƛŎƛǘ ǘƻƻƭέΦ 

¢ƛƳŜ ƻŦ ŎƻǳǊǎŜ ǿŀǎ ƳŜƴǘƛƻƴŜŘ ŜǎǇŜŎƛŀƭƭȅ ǊŜƭŀǘŜŘ ǘƻ ǎȅǎǘŜƳ άstaffing allocationsέ ǘƻ ǎŎƘƻƻƭǎ ŀƴŘ 
άŀǇǇǊƻǇǊƛŀǘŜ ŀƭƭƻŎŀǘƛƻƴ ƻŦ ǘƛƳŜ ŦƻǊ ǘŜŀŎƘƛƴƎ ŀƴŘ ǇǊŜǇŀǊŀǘƛƻƴ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ǿƛǘƘƛƴ 
ƛƴŘǳǎǘǊƛŀƭ ŀƎǊŜŜƳŜƴǘǎΦέ  Some also called for linking the Standards άǿƛǘƘ ƻǘƘŜǊ ǇǊƻŦŜǎǎƛƻƴŀƭ 
standards developed at the State leǾŜƭέ  

Other kinds of support mentioned are quoted under the headings below and examples of state 
or school based instruments are in Appendix 3. 

5.4.2.2.4.1 Materials 

 Models of approaches to implementation 

 A well structured online learning module that unpacks the Standards. 
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 Supporting templates to allow for self and collaborative reflection against the standards 
and domains 

 Supporting examples of what "demonstrated or achieved looks like". 

 Interactive on line tools - matrices that can be downloaded. 

  Access to new documentation (hard copy) as well as online, easily available 

 Apps for smart phones 

 Pre-prepared material for unpacking the Standards to be used with staff 

5.4.2.2.4.2 Training 

 Workshops for teachers on the Standards. 

 Inclusion in pre-service training. 

 More discussion around and empowerment of staff in the process. Coaching skills provide 
confidence for talking to teachers about their performance and stimulating thinking and 
planning for future action and growth. 

 Use of the standards as a means for giving and receiving feedback by teaching teams. 

 Adequate training in the process for key stakeholders will also be needed, especially to 
ensure consistency of judgement across sectors and states. 

 Identifying school based measures such as classroom observation and working with 
observers (all staff) to develop agreed benchmarks they would see in the school. 
Consistency is critical. 

5.4.2.2.4.3 Personnel 

 Adequate resourcing in the form of support materials and time [outside the classroom] 
within staffing allocation to free both mentors and new teachers from face to face 
teaching. 

 {ǳǇǇƻǊǘ ŦƻǊ ǇǊƛƴŎƛǇŀƭǎ ǘƻ άreflect on their current practices that target improved 
professional practice and then rejig the landscape to ensure the new standards 
complement existing practice and in some cases replace existing practice.έ Χthe inclusion 
of significant practicing school leaders in AITSL planning group(s) responsible for planning 
implementation. 

5.4.2.2.4.4 Other 

 Quality accreditation processes, owned by the education profession, not employers or 
government. 

  Change the culture around professional learning to move 'from workshop to workplace'. 

  There needs to be a recognition of current teachers' very diverse roles and responsibilities 
and the added pressure that high community expectations of student achievement and 
results/outcomes now place on teachers. 

  An explicit systems performance management/accountability process that reflects the 
standards will be useful. 

5.4.2.2.5 What are the professional learning needs for your school? 

Many of the professional learning (PL) needs indicated above apply to this section and will not 
be repeated here.  Matters worthy of note have been placed in the appropriate section below.  
A number of principals commented that Professional Learning is critically important as it will 
ƘŜƭǇ ǘƻ ŜƴǎǳǊŜ ŎƻƴǎƛǎǘŜƴŎȅ ŀŎǊƻǎǎ ǎŎƘƻƻƭǎ ŀƴŘ ƧǳǊƛǎŘƛŎǘƛƻƴǎΦ  !ǎ ƻƴŜ Ǉǳǘ ƛǘ άI have a great 
concern about how consistency will be established, maintained and ensured across the 
ŎƻǳƴǘǊȅΦέ 
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5.4.2.2.5.1 A general introduction for the whole staff 

There was a call for άŀ ōŀƭŀƴŎŜŘ ǾƛŜǿ ƻŦ Ƙƻǿ ǘƘŜ ǇǊƻŦŜǎǎƛƻƴŀƭ ǎǘŀƴŘŀǊŘǎ Ŏŀƴ ŜƴƘŀƴŎŜ ǘŜŀŎƘŜǊ 
practice and promote professional growth... there will be a performance aspect to this which is 
reasonable and if handled well will help underperforming teachers understand what they need 
ǘƻ Řƻ ǘƻ ƛƳǇǊƻǾŜ ǘƘŜƛǊ ǇǊŀŎǘƛǎŜΦέ 

5.4.2.2.5.2 What are needs specific to your school, leadership team, you as a principal? 

Time was yet again mentioned in comments relating to the Standards: ά¢ƛƳŜΣ ƛƴǘŜǊŜǎǘ ŦǊƻƳ 
teachers to buy in, alignment to performance and regƛǎǘǊŀǘƛƻƴ ǇǊƻŎŜǎǎŜǎ ƛƴ ǎǘŀǘŜǎέΦ 

 A point was made in the interviews that schools from a low SES background or with large 
numbers of students and parents from a language other than English background would have 
trouble engaging their communities in discussions about the Standards.  Some thought will 
need to be given as to how to effectively manage this context. 

 In interviews it was noted that schools with a staffing profile consisting of large numbers of 
young staff are well placed to introduce the Standards as they are familiar with the language of 
ǎǘŀƴŘŀǊŘǎΣ ŀǊŜ ŦŀƳƛƭƛŀǊ ǿƛǘƘ ŎƭŀǎǎǊƻƻƳ ƻōǎŜǊǾŀǘƛƻƴ άǿŀƭƪ ǘƘǊƻǳƎƘǎέ ŀƴŘ ŀǊŜΣ ƛƴ ǎƻƳŜ ǎǘŀǘŜǎΣ 
required to meet registration requirements having a similar set of standards to those in the 
Standards.  Unfortunately, because of this, ŀ άǘǿƻ ǘǊƛōŜǎέ ŎǳƭǘǳǊŜ can develop and is something 
that has to be guarded against. 

 Again in interviews the lack of incentive for staff later in their career than new teachers 
ǎŜŜƪƛƴƎ ǘƻ ōŜŎƻƳŜ άǇǊƻŦƛŎƛŜƴǘέ ǿŀǎ ǇŜǊŎŜƛǾŜŘ ǘƻ ōŜ ŀƴ inhibiting factor for the implementation 
of the Standards.  

5.4.2.2.5.3 What kind of follow up to the Standards will be needed? 

 As quoted in 4.2.2.5 above a major issue will be άŀōƻǳǘ Ƙƻǿ ŎƻƴǎƛǎǘŜƴŎȅ ǿƛƭƭ ōŜ ŜǎǘŀōƭƛǎƘŜŘΣ 
ƳŀƛƴǘŀƛƴŜŘ ŀƴŘ ŜƴǎǳǊŜŘ ŀŎǊƻǎǎ ǘƘŜ ŎƻǳƴǘǊȅΦέ  Many principals commented upon the need for 
clarity (an oft quoted positive of the Standards) and consistency across schools and systems.  

Almost in the same breath principals said system support for the standards was highly 
important if this initiative was to have any chance of success.  Principals also called for a clear 
link to be established (as noted above) between the NPST and state standards or equivalent. 

Another point made was the need for regular evaluation to ensure that they maintain or reflect 
cutting edge practice or best practice as over time the Standards will need to become even 
more rigorous as the graduates who were first introduced to the standards move through the 
system. 

5.4.2.2.6 What things do you think will help principals implement the Standards? 

Many of these things have already been identified in 5.2.2.4 however some additional points 
are made under the headings below. 

7. Global perspective 

Continued system support and inservice for principals and their staff. 
If the language of the standard is to become the language of the profession then that language 
must be used in other documents that describe current best practice. 
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8. Professional conversations 

A number of principals in interviews and in the Pre-Interview Survey mentioned the 
importance of tools or instruments to assist them or their leadership team have conversations 
with teachers about their teaching.  Such tools related especially to classroom observations, 
self-evaluation (to give a beginning to the conversation), guides on how to develop a climate of 
co-operation, guides to the giving and receiving of feedback etc.  A more extensive listing will 
be entered in Section 7. 
 
It should be noted that nearly every principal commented on the helpfulness of the explicit 
language in the standards document and sought tools or instruments that were characterised 
with the same explicitness and clarity.  

9. Easiest aspects of the standards to implement 

Early career staff were seen as being the easiest to inculcate into the new standards 
environment and if there was already a culture existing in the school of conversations about 
teaching, walk through classroom observations and a language related to that of the standards 
then implementation of the Standards would be quite straightforward. 

5.4.2.2.7 What barriers do you think there will be to implementing the Standards? 

A number of barriers were mentioned which basically stemmed from a lack of support from the 
system or a lack of things mentioned as being required to implement the Standards. Some key 
barriers indentified are in the quotes below: 

 Teachers need to be very aware of what the standards are and what they mean for them. 

 Time, interest from teachers to buy in, alignment to performance and registration 
processes in states. 

 Possible Union activity. 

 Lack of high quality professional learning for principals and supervisors. 

 Time management within heavy workloads will be an issue. Interest levels of staff in the 
performance standards. Industrial issues. 

 In general discussions with staff: 

Teachers concern over the intention of the Standards 

Perception of how this is valued by the system, remuneration etc 

A climate of add on and accountability without authority 

 Lack of time, not enough Professional Learning and professional discussion because of 
competing topics/areas of professional development needing their attention, e.g. 
Australian Curriculum and understanding NAPLAN analytically are but two. 
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5.4.2.2.8 How prepared is the principal to implement the Standards? And how will the 
school context influence how the Standards is implemented? 

Principals were asked to self asses their readiness to implement the Standards.  The following 
two figures (Figure 4 and Figure 5) indicate this self-assessment by experience and by state and 
territory.  It would appear that less experienced principals feel less prepared to implement the 
Standards and some states and territory principals feel likewise. 

 

Figure 5-4 : Preparation for Implementing the Standards 
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Figure 5-5 : Preparation for Implementing the Standards - State/Territory Distribution 

Matters relating to a schools context mainly concerned the staffing profile of a school although 
mention has been made above of the multitudinous initiatives and situations currently existing 
in schools. Points made by principals included: 

 ¢ƘƻǎŜ ǊŜƭŀǘŜŘ ǘƻ ǘƘŜ άǘƻƻƭǎέ ŎƘŀƭƭŜƴƎŜ ƛƴ ǘƘŀǘ ŘƛŦŦŜǊŜƴǘ ǘƻƻƭǎ ŀǊŜ ƴŜŜŘŜŘ ŦƻǊ ŜŀŎƘ ƭŜǾŜƭΦ 

 Age and stage issue ς early career teachers more adept with language and willing to get 
ƛƴǾƻƭǾŜŘ ǿƘŜǊŜŀǎ άƻƭŘŜǊ ŎŀǊŜŜǊ ά ǘŜŀŎƘŜǊǎ ƳƻǊŜ ǎŎŜǇǘƛŎŀƭ ŀƴŘ ǇƻǘŜƴǘƛŀƭƭȅ ƳƻǊŜ ŘƛǎŜƴƎŀƎŜŘ 

 This profile (early and much later career teachers) in a school can lead to a two tribes effect 

 There may be a need to challenge the notion that the more years of experience a teacher 
has the higher the quality of their teaching. 

 Managing the transition from the old culture to the new. 

 Entering a new school and building a new culture can be a matter of reframing what the 
standards are about and developing a professional growth model.  The principal has a key 
role in doing this reframing and envisioning. 

 Also a question of how much do you invest in permanent staff as opposed to temporary 
staff. 
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5.4.3 Summary 

In summary principals thought the challenges that exist for the implantation of the Standards 
centred on a number of things that are listed in rank order in Table 1 below. 

Table 5-1 - Challenges  

Challenges 

Tools for 

Self assessment 

Reflection 

Data gathering 

Classroom observation 

Culture ς developing or changing 

Professional growth  

Supportive structures 

Staffing profile 

Engagement of teachers in the NPST 

Incentive/imperatives for teachers 

State Structures 

Links to performance management 

Language 

 

A complete listing of the challenges identified from the discussions with principals can be found 
ƛƴ !ǇǇŜƴŘƛȄ пΦ  ! ǿƻǊŘ ŦǊŜǉǳŜƴŎȅ άǊŜǇǊŜǎŜƴǘŀǘƛƻƴŀƭ ŘƛŀƎǊŀƳέ ƻŦ ǘƘŜ ǘǊŀƴǎŎǊƛōŜŘ ƛƴǘŜǊǾƛŜǿǎ Ŏŀƴ 
be found at Appendix 5. 

5.5 Resources  

5.5.1 Resources Developed for the Pilot 

The resource developed for this pilot was the Pre-Interview Survey used as a preparatory 
ƛƴǎǘǊǳƳŜƴǘ ǘƻ άǘǳƴŜέ ǇǊƛƴŎƛǇŀƭǎ ƛƴǘƻ ǘƘŜ ƛǎǎǳŜǎ ƛƴǾƻƭǾŜŘ ƛƴ ƛƳǇƭŜƳŜƴǘƛƴƎ ǘƘŜ Standards.  The 
questions asked and responses provided can be seen in Appendix 1. 

5.5.2 Existing Resources Used in the Pilot  

Constant reference was made to the National Professional Standards for Teachers and the 
National Professional Standard for Principals 
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5.6 Findings and Outcomes 

5.6.1 Implications and Recommendations from the Pilot 

Data collected for this project indicates that AITSL and individual education 
departments/authorities must co construct an engagement or implementation plan. Principals, 
school leaders, teachers and the community must first understand the value proposition i.e., 
Standards will increase the focus on teaching and learning and it has the capacity to raise the 
quality of teaching in all schools and then they will commit to the use of the National 
Professional Standards for Teachers.  

The following are recommendations to support implementation of the Standards.  

1. For those principals in states and territories where standards and/or frameworks exist, 
it is critical that there is an understanding around the purpose and status of the 
standards and the relationship between the two documents. AITSL must show how the 
documents interconnect.  

2. Furthermore there is a recommendation that there is a determination of the 
relationship between the standards and employment and industrial regulations. This 
was seen as an area for potential conflict particularly when teachers who have expert 
status achieved under a prior model, are not viewed as having achieved a similar level 
(e.g. highly accomplished or lead status) when NPST becomes the new evaluation 
instrument. 

3. It is recƻƳƳŜƴŘŜŘ ǘƘŀǘ ǘƘŜ !L¢{[ /ƭŜŀǊƛƴƎƘƻǳǎŜ ƻŦŦŜǊ ǎŎƘƻƻƭǎ ǎƻƳŜ ΨƘƻǿ ǘƻ ǇŀŎƪŀƎŜǎΩ 
or a suite of implementation tools that schools can use as the starting point. 
Developing structures, processes, proformas, templates or record keeping takes time 
and without the time to develop these supports schools may resist beginning the 
professional conversations which are critical to implementing the Standards 
successfully. Principals and school leaders stated that there is so much information 
available it is difficult to determine the most effective or appropriate tools. For many 
schools there is also the issue of cost and many of the tools are very expensive. 

4. AITSL should and consider recommending tools or providing tools to address the 
following areas of need: 

o A getting started kit for staff at all levels ς from Graduate to Lead Teacher 

o High quality but inexpensive coaching and mentoring professional learning or 
models based on coaching and mentoring where the focus is on knowing what 
questions to ask, or the provision of guides on how to have a challenging 
conversation.  

o Reflection and self- assessment tools with some links to the Standards. 

o Quality feedback tools and question matrices that can be used in both 
conversations or written reports. 

o Exemplars of preferred data sets that can be used to inform professional 
conversations.  Data must be both quantitative and qualitative and include 
data from classroom observations/instructional rounds. 

o Models of Record keeping ς electronic templates developed against the 
standard, simply ways of recording information from conversations etc.  



 AITSL Pilots Project Final Report ς Appendix D 77 

5. For many principals this is a more thorough process of reviewing and managing staff 
growth and development. It adds another layer of complexity of the role for the 
principal. To be effective principal, in this new context, must have the following 
knowledge, skills and understanding and AITSL must examine the nature and extent of 
professional learning to ensure current school principals and aspiring principals have: 

 Sound knowledge of the Standards 

 The skills to manage multiple staff reactions to engaging in the standards process 

 An understanding of what needs to be achieved and how this process will 

contribute to improvements in teaching and student outcomes. 

 Skills in instructional leadership 

 A capacity to build quality relationships and to be capable of knowing what 

people need to do to get to the next level or to perform better at their current 

level. 

 Knowledge and understanding of the Principal standard. 

 

5.6.1.1 The Local Perspective 

Although each school context is unique, there are a number of common features or 
recommendations from school communities that are engaged in rich professional dialogue 
focused on quality teaching and learning.  

The implementation of Standards is dependent upon the development of a culture of trust and 
ŎƻƭƭŜƎƛŀƭƛǘȅ ǊŀǘƘŜǊ ǘƘŀƴ ΨǇǊƛǾŀǘŜ ǇǊŀŎǘƛŎŜΩ ŀƴŘ ŀ ǎƘŀǊŜŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǊƻƭŜ ƻŦ ǘƘŜ 
standards.  

Standards are most effective when they are tied to school and systemic expectations and 
priorities. They should be incorporated in school improvement or transformation plans. 

As stated by a number of principals, άwe need to be clear about what we want, what we expect 
and what we mean when we use the term high quality.έ There is a need to create deliberate 
intentional processes, working with staff to unpack what the Standards mean. 

¢ƘŜ ǎŎƘƻƻƭΩǎ ǎtaffing profile does impact on a schoolΩǎ capacity to begin these conversations 
with principals reporting that early career teachers were more familiar with the language and 
ǿƛƭƭƛƴƎ ǘƻ ƎŜǘ ƛƴǾƻƭǾŜŘ ǿƘŜǊŜŀǎ άƻƭŘŜǊ ŎŀǊŜŜǊ ǘŜŀŎƘŜǊǎέ ǘŜƴŘ ǘƻ ōŜ more sceptical and 
potentially more disengaged. For some the paradigm has changed from the notion that the 
more years of experience a teacher has, the higher the quality of their teaching.  

It is highly important that the leadership team focuses on the needs of teachers at all stages, 
providing incentive, imperative and support. Poor management can lead to teachers feeling 
devalued and result in a άtwo tribesέ effect. 

For an incoming principal or a beginning principal entering a new school and building a new 
culture can be a matter of reframing what the standards are about and developing a 
professional growth model. There may be value in developing a quick audit tool to promote a 
quick review of current context. 
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A number of principals raised the issue of investment as it relates to permanent and temporary 
staff.  

Transparency and consistency are critical. All members of the team must know the process and 
the structures that will be used to support professional conversations and to make the 
ƧǳŘƎŜƳŜƴǘǎ ŀōƻǳǘ ŀ ǘŜŀŎƘŜǊΩǎ ƭŜǾŜƭ.  Principals must take the time to frame the conversations 
even if not directly involved in each and every conversation. 

To be effective and demonstrate the value of the professional conversation, the Principal must: 

1. Allow time for the process including preparation, interview, and follow up. As one 
principal stated, άŀ ƭŀŎƪ ƻŦ ǘƛƳŜ Ŏŀƴ ōŜ ǳǎŜd as an excuse but people do like to talk 
about themselves,έ and another estimated that it takes approximately 2 to 4 hours per 
ǇŜǊǎƻƴ ǇŜǊ άŎƻƴǾŜǊǎŀǘƛƻƴέΦ 

2. Invest in people/the team who are leading the conversations. It is important to realise 
that this investment has cost implications and there is no doubt that this is potentially 
easier to do in a larger school with a large management team to share implementation 
of the process. 

3. Identify and involve key stakeholders (parents, students, peers at other schools) 

4. Guarantee access to professional learning at all stages in the process. 

5.6.1.2 The National Perspective  

If one purpose of the Standards is to raise the profile of teaching and increase awareness about 
what is good practice, Standards must be shared with multiple audiences. Identification and 
involvement of key stakeholders (parents, students, peers at other schools) has the potential to 
be more difficult in some contexts e.g.: at lower SES schools and schools with a high population 
of ESL speakers, remote communities. 

Language is both a barrier and an enabler. There must be a clear set of guidelines, carefully 
worded definitions that are applied consistently across all jurisdictions, and a decision to avoid 
any potentially punitive language. It is about a growth and development culture that challenges 
the individual, the team and the community to keep the focus on what makes a good teacher.  

AITSL and all states and territories must get the balance right between incentive and 
imperative and realise that at one end it is about performance management but this can be 
ǎŜŜƴ ŀǎ ōŜƛƴƎ ŀǘ ƻŘŘǎ ǿƛǘƘ ǇǊƻŦŜǎǎƛƻƴŀƭ ƎǊƻǿǘƘΦ ¢ƘŜǊŜ ƛǎ ŀ ƴŜŜŘ ŦƻǊ ŀ άƳŀƴŀƎƛƴƎ ƛƴ ŀƴŘ 
ƳŀƴŀƎƛƴƎ ƻǳǘέ ǇǊƻŎŜǎǎ ōǳǘ Ƴŀƴȅ ǉǳŜǎǘƛƻƴ ǿƘƻ Ƙŀǎ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ǘƻ ŀǊǘƛŎǳƭŀǘŜ ǘƘƛǎ ǇǊƻŎŜǎǎΦ LŦ ƛǘ 
is at a state level then effort must be made to make the approach consistent across the nation. 

There will always be staff at both ends of spectrum as yet there is little clarity around the 
financial incentive or professional incentive at each stage within the Standards. 

Graduates and Proficient have an incentive to gain higher levels if extra pay is involved ς this is 
not as pronounced for staff already at those levels 

LŦ ǎǘŀŦŦ Ŧŀƛƭ ǘƻ ŎƻƴǘƛƴǳŜ ǘƻ ǇŜǊŦƻǊƳ ŀǘ ƘƛƎƘŜǊ ƭŜǾŜƭǎ ǿƻǳƭŘ ǘƘŜȅ ōŜ άŘŜƳƻǘŜŘέ ŀƴŘ ǘƘǳǎ ƭƻǎŜ ǘƘŜ 
extra pay? If this did happen they would seek assistance from the union and it could quickly 
become an industrial issue. 
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The successful implementation of Standards depends upon the level of commitment and 
support for the Standards by the state jurisdictions. There is a need to map the relationship of 
the Standards to state standards or frameworks. The connection between the Standards and 
employment conditions must be determined, as this will have a bearing on the negotiation of 
9.!ΩǎΣ ǎǘŀŦŦ ǎŜƭŜŎǘƛƻƴ ŀƴŘ ǇǊƻƳƻǘƛƻƴΦ 

All principals interviewed stressed that above all else the implementation of the NPST is 
dependent upon professional learning, professional learning from both the ground up and the 
top down. The focus is on transformation and a system or a school can only transform when 
there is new relevant learning. 

5.6.2 Planning for the Future 

To maintain the initial impetus provided by implementing the Standards and ensuring its 
continued roll-out will be a significant challenge.  Addressing the issues and challenges raised 
above will be important to the success of the NPST and continued engagement with the 
profession, especially those charged with implementing it in schools, that is principals, will be 
critical. 

It is clear from this study that these principals have engaged with the National Standards for 
Teachers and are aware of the implications both positive and negative of the standards for 
them, their staff and their school communities but some have yet to fully appreciate and 
understand the implications and possible advantages of this initiative.  There is a significant 
danger that many principals, especially in regional and remote areas, will ignore or pay scant 
attention to the Standards. 
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6 Australind 

6.1 Introduction  

6.1.1 Setting the Scene 

Australind Senior High School (ASHS) is a large regional education institute located 160km 
south of Perth in a stunning estuary environment on the Indian Ocean. The school has 982 
students enrolled from year eight to twelve. We enjoy a stable, yet diverse student population 
with increasing numbers of Aboriginal, Maori and migrant students whose families are drawn 
to the area for employment in the booming Western Australian mining sector. Our Index of 
Community Socio-Educational Advantage (ICSEA) value is 969, yet we consistently perform 
above statistically similar schools, especially in Numeracy. 

We run a series of key academic programs including Thinking Science (University of Western 
Australia), Aviation, Jazz Performance and Composition, Japanese (Language Hub for the South-
West Region) and our flagship Department of Education WA, Academic Specialist Program - 
Mathematics and Philosophy.  

We are a Registered Training Organisation (RTO) with the ability to provide Australian 
Qualifications Framework (AQF) Certificate I and II courses in, Business, Hospitality, 
Engineering, Building and Construction, Information Technology and Community Service (Child 
Care).  

We have developed strong international education partnerships with highly performing 
schools, Preston School (UK), Moka (Japan) and Jinan (China) to embellish research, Asia 
literacy and cross-curricular perspectives as outlined in the Australian Curriculum. We are 
engaged with these schools through student and teacher exchanges and regular professional 
discourse on teaching and learning. 

Australind Senior High School has a rich tradition of research based school improvement 
programs. The school has developed a culture of success that is measured against both student 
achievement and progress. Each of our school improvement strategies is reviewed against key 
performance indicators including progress and achievement targets across a range of student 
assessment. In 2007, the school won a Teaching Australia: Award for School Improvement 
utilising a Department of Education (WA) program called Assessment Literacy. In this program, 
teachers were trained to analyse student performance information from a range or formative 
and summative assessments and then use the data to monitor student performance, 
differentiate learning and plan for classroom improvement.  

The opportunity to undertake a pilot around engagement with the National Professional 
Standards for Teachers (hereafter referred to ŀǎ ΨǘƘŜ {ǘŀƴŘŀǊŘǎΩύ builds upon that practice and 
provides a new complimentary focus. That focus is utilising student voice. Specifically, student 
surveys designed to inform teachers of their professional practice and video footage of lessons. 
The surveys were designed to align with the focus areas defined in the Australian Institute for 
Teaching and School Leadership (AITSL) Professional Standards for Teachers (the Standards). 
For the purpose of this project we have narrowed the focus of our research to the Professional 
Practice domain, more specifically, Standards 3 and 5. Feedback garnered from the student 
ǎǳǊǾŜȅǎ ǿŀǎ ǳǎŜŘ ǘƻ ƛƴŦƻǊƳ ŎƭŀǎǎǊƻƻƳ ǇƭŀƴƴƛƴƎ ǿƛǘƘ ǘƘŜ ŀƛƳ ƻŦ ƛƳǇǊƻǾƛƴƎ ǘŜŀŎƘŜǊǎΩ 
professional practice.  Seeking feedback from students was deemed potentially confronting by 
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teachers in the initial stages of the program. Thus, collaborative pairs of teachers were written 
into the project design. This resulted in six pairs being invited from six different learning areas 
to support one another, provide mentor support in some cases, observe classroom practice, 
analyse survey data and plan for improvement.  

The introduction of video footage was inspired by the work of Dr David Clarke and his talented 
team at the International Centre for Classroom Research (ICCR) based at The University of 
Melbourne. The rationale behind the use of classroom footage was to provide a powerful 
record of classroom practice that could be used by teachers in the trial to reflect upon. The 
nature of video data was an important material actor, since it could bring the classroom to the 
ŘƛǎŎǳǎǎƛƻƴΣ ōŜ ǾƛŜǿŜŘ ƻǾŜǊ ŀƴŘ ƻǾŜǊΣ ŀƴŘ ΨǎŀǿΩ ǘƘƛƴƎǎ ƭƛǘŜǊŀƭƭȅ ŦǊƻƳ ŘƛŦŦŜǊŜƴǘ ǇŜǊǎǇŜŎǘƛǾŜǎ 
(Gorur & Clarke, 2008).  We felt that it was a crucial tool for teachers to use as it would reveal 
the multi-dimensional and intricately embedded practices of the classroom, and allow teachers 
a rare opportunity to assess their performance against set criteria, represented by the 
Standards, through a self-reflective vocational mirror.  

6.1.2 Contextual Issues 

Australind Senior High School has recently (January 2011) gained Independent Public School 
(IPS) status under the auspices of the Department of Education (DoE) Western Australia. This 
transition has provided the school with greater autonomy particularly with regard to 
flexibilities in the management of resources. We have also seen the introduction of the 
inaugural School Board consisting of 15 members from our wider school community. However, 
with greater autonomy comes greater responsibility and expectation stemming from the school 
community, school administration and the Department to improve student performance. This 
places greater pressure on all staff and so it is important to seek methods of school 
improvement that are effective yet manageable within an already tight teacher schedule and 
even tighter budget constraints.  

There is a conundrum that lies at the heart of school improvement - the struggle to balance the 
potential shortfall between proposed school priorities (targets, KPIs, goals) and finite human, 
material and financial resources. School improvement circulates through a constant cycle of 
assessment, planning and action. This cycle requires time and focused effort from all staff to 
succeed, yet relies significantly on whole-staff good will, fuelled by a genuine desire to improve 
student performance. Thus, it is essential that programs implemented are directly connected to 
our strategic direction and sustainable in practice. A key priority outlined in the school business 
plan is Quality Teaching and a Key Performance Indicator (KPI) linked to this priority is to have 
all teachers mapped to the AITSL standards by 2013.   The KPIs embedded in the plan form the 
basis for future school review and provide points of focus for the School Board to discuss and 
evaluate using a range of formative assessment that guide the school toward the ultimate goal 
of attaining its KPIs and targets.  

When writing the business plan we felt strongly that it was necessary to align teacher 
performance to a nationally accredited set of standards that could be linked to teacher 
performance through a combination of self-reflection, mentor/collegial observation and 
student feedback. Thus, teacher performance could be self-monitored through metacognitive 
understanding, mentor/collegial observation then linked to professional development based 
upon individual teacher need. Further, the language of the Standards could be discussed on a 
national scale and linked to teacher development and school improvement programs 
throughout Australia that are highly tailored to individual school contexts.  
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ASHS has, like many large high schools, run a traditional leadership structure. However, with 
the advent of IPS status and thus governance by a school board, the appetite of staff for 
greater ownership of decision making has been evident. This has led to a restructuring and 
redistribution of school leadership defined by a series of school committees that inform the 
school board. This will place more responsibility on all staff to drive school improvement 
through engagement with decision making processes. We currently have 100% of 
administration, 67% teaching and 30% of support staff enrolled in our school committees 
providing leadership opportunities and empowerment at all levels of school management. 

Our teaching staff is highly experienced and characterised by an average age of 45 years. Due 

to this, the staff have experienced many curriculum and policy changes in their respective 

careers. Thus, it was crucial to guard against the possibility of change fatigue and potential 

resistance against the introduction of student voice into our school improvement strategy.    

The most significant issue facing the project in the initial stages were concerns from teachers 

discussing the potentially confronting nature of student voice. It is uncommon for schools in 

our context to seek student feedback, and a greater ask to use this data to inform the quality of 

ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜΦ  ¢ŜŀŎƘŜǊ ŎƻƴŎŜǊƴǎ ǿŜǊŜ ǘǊŜŀǘŜŘ ǿƛǘƘ ǊŜǎǇŜŎǘ ŀƴŘ ǘƘŜ Ƴŀƛƴ 

issues identified in the following: 

 Are we passing too much power over to students? 

 Can students assess how well a teacher is performing? 

 Can students be trusted to answer surveys respectfully?  

 Are we exposing ourselves to scrutiny by students and community members? 

 Will students intentionally give negative feedback to teachers they did not like? 

In order to allay some of these concerns it was decided that Standard 4 would not be used for 

the pilot as it refers extensively to classroom management and this was perceived as an area 

ǘƘŀǘ ǘŜŀŎƘŜǊǎ Ƴŀȅ ōŜ ǎŜŜƴ ǘƻ ōŜ ΨƧǳŘƎŜŘΩ ōȅ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴ ŀƴŘ ǎǘǳŘŜƴǘǎ ǊŀǘƘŜǊ ǘƘŀƴ ŀǎǎŜǎǎŜŘ 

in line with the intent of the trial. 

Filming of classes was also treated with some scepticism. Would it be used as an accountability 

measure by senior administrators? Some parents were also suspicious of their children being 

filmed and so we sent permission letters home explaining the nature of the project. It was very 

encouraging that all parents allowed their children to be filmed for the purposes of teacher 

improvement and research.  

6.2 Research Questions 

The following will outline the rationale for the research questions below citing our formative 
academic research and describing how contextual issues have informed the particular 
questions. 

The introduction of student voice into the classroom improvement cycle was challenging for 
many of our teachers, as indicated above. However, a paradigm shift was needed in our school 
to move from, largely, teacher-centred to more student-centred teaching and learning. Thus, 
student voice was included in our analysis of classroom performance through video footage of 
lessons and the introduction of student surveys.   
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There is an established responsibility placed on school administrators to use all available data 
to inform school improvement planning and for classroom teachers to use a range of formative 
and summative student assessment data to inform classroom planning. The reliance on data, 
especially with regard to population tests such as NAPLAN, have exposed schools to much 
greater public scrutiny through government endorsed data programs such as My School and 
ǎǳōǎŜǉǳŜƴǘƭȅ ǎŎƘƻƻƭǎΩ ŜȄǇƻǎǳǊŜ ǘƻ ǘƘŜ ƳŜŘƛŀ.     

¢ƘŜ ƳŜŀǎǳǊŜ ƻŦ ŀ ǎŎƘƻƻƭΩǎ ŜŦŦŜŎǘƛǾŜƴŜǎǎ ƛǎ ƴƻǿΣ ǇǊŜŘƻƳƛƴŀƴǘƭȅΣ ŜǾŀƭǳŀǘŜŘ ǘƘǊƻǳƎƘ ǎǘǳŘŜƴǘ 
performance. Therefore, it is logical to change the focus of school improvement from teaching 
to learning. Further, we should focus on the greatest source of variance that can make the 
difference ς the teacher (Hattie, 2003). In simple terms, teachers should assess their 
performance against the performance of their students. If teachers assess their own 
performance through guided self-reflection and then focus on how to improve student 
learning, the teaching will adapt to cater for the individual needs of students.  It is interesting 
that when assessing information from tests, the majority of teachers see such feedback as 
providing information about children, their home backgrounds, and their grasp of curricula ς 
and too rarely do they see such feedback as reflecting on their expertise as teachers (Hattie, 
2003).  

From a consideration of these points, we developed the first three focus questions: 

1. How can the Professional Practice domain be used to audit current professional 
learning practices and structures?  

2. How can students contribute to improved teaching and learning? 

3. How can student feedback data assist schools to improve practice? 

The recent introduction of our inaugural Independent Public School (IPS) Board has brought 
sense of greater accountability from the school community to our school strategy and 
operations. Thus, the results from the pilot will help to inform decisions about future 
summative and formative strategies needed to engage our wider school community. The intent 
of this goal will be captured in answering the following question: 

4. What summative and formative strategies can be used to engage the community and 
to monitor student feedback? 

Two additional research questions were developed around the identification of priority areas 
and challenges associated with professional learning: 

5. What are the three priority areas for improving teaching identified from student 
feedback? 

6. What issues and challenges arise from the pilot for using the National Professional 
Teaching Standards to inform a schools professional learning program? 

6.3 Methodological Considerations 

The impetus to apply for the AITSL pilot project was, as stated above, to attain a KPI under the 
priority area of Quality Teaching listed in the school business plan. The pilot was initially tabled 
at a school Academic Research and Development Committee meeting. A sub-committee was 
then formed to shape the proposal for submission to AITSL. The committee saw the pilot as the 
perfect opportunity to accelerate progress toward the goal of having all teachers mapped to 
the Standards by 2013.  
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The purpose of the pilot is to improve teacher and thus student performance. Our research 
into teacher development and more importantly the barriers inhibiting development has 
provided rich information about how teachers evaluate their own performance, the 
performance of colleagues and asks students to evaluate teacher quality. Conceptually, this 
method provides rich input from three points forming a data triangulation pyramid. This 
concept is represented in (Figure 3).  

 

Figure 6-1 : Data Triangulation Pyramid 

Within the context of this Pilot, teachers mapped themselves against the Professional Practice 
domain of the National Professional Standards for Teachers (the Standards) with a view to 
identifying and discussing gaps (weaknesses). Teacher performance was further evaluated 
against empirical data gleaned from mentor and student feedback. Through this process the 
ǘŜŀŎƘŜǊǎΩ ƳŜǘŀŎƻƎƴƛǘƛƻƴ ƛǎ ƳƻǊŜ ŀŎŎǳǊŀǘŜƭȅ ŜƴƎŀƎŜŘΦ ¢ƘǳǎΣ ǿŜ ŀƛƳŜŘ ǘƻ ōǳƛƭŘ ǘƘŜ ŎŀǇŀŎƛǘȅ ƻŦ 
teachers through self-reflective gap analysis, mapped against the Standards and guided by 
student surveys, classroom video footage and colleague/mentor feedback in a highly 
supportive paradigm.   

We were determined to run the pilot study within existing school structures and in alignment 
with the school improvement cycle illustrated (Figure 4) in the Department of Education WA, 
School Improvement and Accountability Policy (2008).  
 

 

Figure 6-2 : School Improvement Cycle 

To ensure alignment of processes between the pilot and our school improvement cycle we will 
focus on three interconnected and interdependent areas:  

 Investigating the Standards for teacher self-reflection (Assess) 
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 Linking the Standards to collaboration/mentoring as the basis for improvement 
(Plan) 

 Investigating the use of the Standards to inform professional learning for teachers 
(Act) 

With the pilot directly linked to existing school systems and processes we were left with the 
logistical operations to deliver. We believe that this will be most useful outlined in a 
chronological order of events: 

Week 1: A whole day meeting with the project team was conducted by the program 
coordinators. Collaborative pairs were organised prior. The coordinators reviewed findings 
from the pilot symposium held in Melbourne. The focus questions were discussed in detail and 
the Standards unpacked and linked to classroom evidence. This was done with the assistance of 
Level 3 Classroom Teachers (L3CT) whose advanced standing in the Department is closely 
aligned to the Lead teacher phase of the Standards. A decision was made to concentrate on 
foci within the Professional Practice domain only.   Staff were required to identify classes to be 
surveyed and which focus areas they would concentrate on.  Staff were given the opportunity 
to write survey questions linked to their selected focus areas. All issues surrounding surveys 
and classroom filming were raised for discussion. Timelines, participant responsibilities and 
resources were distributed to staff. Prior to this meeting, potential partnerships were identified 
by the lead team. The main criteria to ensure the success of the pilot was that these mentors 
ǿŜǊŜ ǘǊǳǎǘŜŘ ΨŎǊƛǘƛŎŀƭ ŦǊƛŜƴŘǎΩΦ ¢ƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇ ƴŜŜŘŜŘ ǘƻ ōŜ ŀƴ ƻǇŜƴ ŀƴŘ ƘƻƴŜǎǘ ƻƴŜ ǿƛǘƘ ŀ 
focus on self-improvement. For this reason the traditional line manager/subordinate 
partnership was avoided unless requested by both partners.  

Weeks 2 & 3: Complete sets of surveys were designed and stored on a shared drive for easy 
access by staff.  This required feedback from the school pilot team and the Centre for Science, 
ICT and Mathematics Education in Rural and Regional Australia (SiMERR) staff. A four point, 
Likert Scale, was adopted ranging from strongly disagree to strongly agree [Appendix 1]. 
Teachers were trained to use digital video cameras and radio microphones to capture 
classroom footage. Permission letters were sent to parents. 

Weeks 4 & 5: Initial surveys were conducted in hard copy and classes were filmed. 
Collaborative pairs organised time to meet and discuss findings. The standard collaborative 
session was planned to be two hours in length.  

Week 6: Initial survey data was collated and input into a master spread sheet, organised by 
focus areas. Classroom footage was stored in the shared drive.  

Week 7: Teachers were issued with a classroom improvement planning framework [Appendix 
2]. They planned to improve areas revealed through student surveys and/or video footage.  

Weeks 8 ς 11: Lessons were delivered with the aim of improving performance in the focus 
areas identified.  

Weeks 12 & 13: The same classes were surveyed using the same surveys to establish whether 
students could identify improvement in teacher performance. Some teachers filmed their 
classes again to assess their performance. Collaborative pairs met to discuss results.  
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Weeks 14 & 15: Survey data was collated and input into a master spread sheet, organised by 
focus areas. Classroom footage was stored in the shared drive. A summary sheet was prepared 
to enable data from the first and second survey to be compared. Improvements and 
regressions were colour coded and graphs produced for analysis [Appendix 3].  

Weeks 16 & 17: Final report drafted for SiMERR and AITSL.  

 

6.4 Results from the Engagement 

6.4.1 Data Collection and Management 

The focus of our pilot was the investigation of how the student voice could be used to inform 
ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜΦ ²Ŝ ŘŜŎƛŘŜŘ ǘƻ ǊŜƭȅ ƻƴ ǘƘŜ ǘǊƛŜŘ ŀƴŘ ǘŜǎǘŜŘ ƳŜǘƘƻŘ ƻŦ ǎǳǊǾŜȅ 
data utilising a four point, Likert Scale. The four point scale was preferred to a five point scale 
as we wanted to avoid students selecting the middle point, essentially forcing them to commit 
ǘƻ ŀ ǇƻǎƛǘƛǾŜ ƻǊ ƴŜƎŀǘƛǾŜ ŀǎǎǳƳǇǘƛƻƴ ŀōƻǳǘ ǘƘŜƛǊ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜΦ  

We decided to make the surveys anonymous to protect students from being identified as we 
felt that this would result in more honest responses. The surveys were designed to translate 
the developmental stages of a specific focus area from the Standards into student-friendly 
language [Appendix 1]. Eight questions were written for each of the focus areas selected for 
the Pilot in an attempt to elicit ǎǘǳŘŜƴǘǎΩ ǇŜǊǎǇŜŎǘƛǾŜ ƻŦ ŎƭŀǎǎǊƻƻƳ ŜǾƛŘŜƴŎŜ ǘƘŀǘ ǿƻǳƭŘ be 
reflective of the Lead Career Stage.  

After consideration we decided to present the surveys in hard copy as this was, logistically, a 
better option than trying to get a large number of students (approximately 300) to complete 
ǘƘŜ ǎǳǊǾŜȅǎ ŜƭŜŎǘǊƻƴƛŎŀƭƭȅ ƛƴ ŎƻƳǇǳǘŜǊ ƭŀōǎΦ ¢Ƙƛǎ ƳŜǘƘƻŘ ŀƭǎƻ ŀŘŘŜŘ ƛƳƳŜŘƛŀŎȅ ǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ 
feedback as the surveys were given at ǘƘŜ ŜƴŘ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ƭŜǎǎƻƴǎΦ  

Hard copies of surveys were collated and filed and individual spread sheets were created for 
each focus area, including a weighted mean score [Appendix 4]. The weighted mean score was 
a valuable addition provided by our SiMERR project mentor Dr Bruce Mowbray. This is 
extremely useful because it accounts for the difference in number of students in each class.  

A summary of weighted mean scores was created in a separate spread sheet and conditional 
formatting applied. Conditional formatting was coded in the following way; less than 2.5 
coloured in red (concern); between 2.5 and 3.0 coloured in yellow (neutral); greater than 3.0 
coloured in green (good). This formatting provided an excellent overall picture of student voice 
and will become a valuable tool when providing feedback to teachers in future. 

Finally, individual teachers have been provided with simple bar graphs that illustrate pre and 
post survey data. An example of this has been provided with names removed for confidentiality 
(Figure 6). 
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Figure 6-3 : Chart - Comparison of Pre and Post Survey Weighted Mean Scores 

A complete set of charts is provided in Appendix 5. These charts provided a focus for 
professional conversations around improvements in teacher practice. Included in these 
conversations were possible reasons for observed trends, such as, the decrease in post-survey 
ǊŜǎǳƭǘǎ ŦƻǊ ¢ŜŀŎƘŜǊ н ŜǾƛŘŜƴǘ ƛƴ CƛƎǳǊŜ оΦ ! ŎŜǊǘŀƛƴ ŘŜƎǊŜŜ ƻŦ ΨƭŀǘƛǘǳŘŜΩ ǿŀǎ ŜȄŜǊŎƛǎŜŘ ǿƘŜƴ 
interpreting such results, taking into consideration aspects of the Pilot process, e.g., timing, 
clarity of questions asked, student familiarity with the process etc.  

6.4.2 Analysis of the Data 

The analysis of student survey data in the pilot requires rationalising. It was very important to 
our team that the survey data be used in a balanced way, as only one point of focus in the 
highly complex cycle of school improvement. It has yielded some excellent points for 
conversation and provided revealing yet sound feedback for our teachers. Analysis of the data 
was organised within three main categories: 

 

6.4.2.1 Individual Teacher Data [Appendix 4] 

 Provided a raw score tally for each focus question organised by Likert category  

 Weighted mean score organised by focus question 

Teachers, predominantly, concentrated on two focus areas each from the Standards. The areas 
of focus were regarded by the teacher as areas of professional practice requiring improvement. 
Results from the first survey provided a raw score tally and mean score. This was a raw but very 
useful way for teachers to analyse areas of concern. For example, under Focus area 3.3 
ǎǘǳŘŜƴǘǎ ǿŜǊŜ ŀǎƪŜŘ ΨǿŜ ǊŜƎǳƭŀǊƭȅ ƎŜǘ ǘƻ Řƻ ƎǊƻǳǇ ǿƻǊƪΩΦ hŦ ǘƘŜ ŜƛƎƘǘ ǘŜŀŎƘŜǊǎ ǇŀǊǘƛŎƛǇŀǘƛƴƎ ƛƴ 
the first round, seven exposed results that have been deemed of concern. Teachers responded 
positively to these results and the second round or surveys identified only three teachers that 
had not seen a significant improvement in results.  This was also reflected in the weighted 
mean score (All) with the first survey round yielding 2.03 (concern) compared with the second 
round 2.59 (neutral). Thus, significant individual improvement resulted in significant overall 
improvement. 
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6.4.2.2 Group Data [Appendix 4] 

 Provided a tally for (All) responses organised by focus question and Likert category  

 Weighted mean score organised by focus question and (All) responses 

 Charts populated with weighted mean score data from both surveys and organised by 

teacher (x axis) and weighted mean score (y axis) 

Teachers were provided with group data. However, as the focus was on individual teachers and 
collaborative pairs, no attempts were made to analyse the data for any group oriented 
improvement planning.  From the perspective of the pilot coordinator and school administrator 
the charts do serve as a clear illustration of student voice across a number of classes. For 
example, in the example listed above, it was clear that group work was not being widely used 
across a significant number of classes in the school. Without group work it is impossible for 
teachers to rate highly in Focus area 3.3 (Use teaching strategies). The Standards state that a 
Lead teacher will modify and expand their repertoire of teaching strategies to enable students 
to use knowledge, skills, problem solving and critical and creative thinking (Education Services 
Australia, 2011). Further, without group work, constructivist learning cannot effectively take 
place, a practice that many consider essential to effective learning.  

6.4.3 Summary Data [Appendix 3] 

 Weighted mean score responses (as above) 

 Summary page organised using conditional formatting (outlined in 5.1) 

 Percentage distributions comparing survey 1 and 2 weighted mean scores 

Summary data was organised to give pilot coordinators (school administrators) a quick overall 
view of the weighted mean scores. This aggregated data provided a traffic light system that 
was able to be converted into a percentage distribution of scores outlined in (Table 1) 

 

Table 6-1 - Percentage Distributions Comparing Survey 1 and 2 Weighted Mean Scores 

3.1 
Pre 

3.1 
Post 

3.3 
Pre 

3.3 
Post 

3.4* 
Pre 

3.4* 
Post 

3.5* 
Pre 

3.5* 
Post 

3.7* 
Pre 

3.7* 
Post 

5.1* 
Pre 

5.1* 
Post 

5.2 
Pre 

5. 
2Post 

58% 37% 17% 28% 0%* 0%* 56%* 50%* 0%* 0%* 31%* 31%* 60% 65% 

42% 42% 42% 47% 0%* 6%* 25%* 31%* 25%* 0%* 50%* 38%* 30% 30% 

0% 21% 41% 23% 100%* 94%* 19%* 19%* 75%* 100%* 19%* 31%* 10% 5% 

Note: Focus areas tested with two or less participants indicated with a (*) 

  

6.4.4 Results 

6.4.4.1 How can the Professional Practice domain be used to audit current 
professional learning practices and structures? 

The Professional Practice Domain provided an excellent initial point of engagement with the 
Standards to consider what a Lead teacher should do in the classroom. This is what our 
ǇŀǊǘƛŎƛǇŀƴǘǎ ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ΨǘƘŜ ƴǳǘǎ ŀƴŘ ōƻƭǘǎ ƻŦ ǘŜŀŎƘƛƴƎΩ ōŜŎŀǳǎŜ ƛƴ ǘƘŜ ŜŀǊƭȅ ǎǘŀƎŜǎ ƻŦ ǘƘŜ 
pilot the team was able to decipher the developmental stages of each focus area easily and 
more importantly link this information to classroom evidence. This is the key to any set of 
criteria designed to inform teaching practice. This clarity enabled teachers to map themselves 
to the Professional Practice domain and thus identify potential areas for improvement.  
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The role of the Mentor was important during this part of the process, as these partnerships 
were based within learning areas and with colleagues that participants felt comfortable with. 
This familiarity of the teaching context within the pilot enabled teachers to relate the 
Standards to their current practice and more importantly, envisage how improvement might be 
created and demonstrated. 

This practice brings much greater definition to the individual needs of teachers and thus much 
clearer direction to staffs professional learning needs. Initially, this concept was foreign to staff 
because professional learning in our context has often been delivered to whole staff based 
upon broad school priorities such as literacy or Aboriginal education.  This can be frustrating for 
teachers who are strong in these focus areas and for the majority, who could benefit from such 
professional learning, they often find it an inadequate inoculation against a host of highly 
complex problems. 

Clearly, using the Professional Practice Domain as an agent for bringing about far more 
individualised professional learning is of great advantage to schools. The Institute for 
Professional Learning, Western Australia is currently designing their programs to align with the 
Standards, a resource that schools should utilise. There appears to be an appetite for teachers 
to drive their own development in our State system and the Standards are a great way to chart 
that course.   

6.4.4.2 What issues and challenges arise from the pilot for using the National 
Professional Teaching Standards to inform a schools professional learning 
program? 

 A considerable amount has been learned from involvement with the pilot. Key issues will be 
outlined in the following: 

 Question design: Far more research would need to be put into question design before 
using the data as a quality measurement tool. It is questionable whether students, at 
all times, clearly understood what they were being asked. Thus, further research could 
focus more on gaining consistency in student response to the Standards. Regardless, 
the surveys did provide some data trends that support findings already identified from 
other sources. Most importantly, it became the vehicle for rich professional dialogue 
focusing on student perception and teacher performance. 
 

 Maintaining adequate resources: To continue the program with the same level of 
intensity will be challenging in the future. Pilot funding from AITSL gave us the 
flexibility to provide ample time for workshops, classroom filming, collaboration 
sessions and planning time over a condensed period. We are currently investigating 
how we can expand the program across the school year with existing funding sources.  
 

 Unsuitable time frame: The pilot was conducted in a compressed time frame and out of 
alignment with the teaching and learning cycle of improvement. In our context, the 
initial survey would have been best implemented at the beginning of Term 2. This 
would give teachers the opportunity to build relationships with students and to 
compile rich data about their learning. Conversely, students would have experienced 
ǘƘŜƛǊ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜ ŀƴŘ ōŜ ŀōƭŜ ǘƻ ǇǊƻǾƛŘŜ ƛƴŦƻǊƳŜŘ ŦŜŜŘōŀŎƪΦ  
Further, teachers have the opportunity during the year to seek professional learning 
opportunities and make multiple adjustments to their practice. We envisage small 
groups of teachers having similar issues and would be better able to broker 
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professional learning opportunities for them if the assessment stage occurred earlier in 
the year. 

The following will answer two interrelated questions: 

6.4.4.3 How can students contribute to improved teaching and learning?  

6.4.4.4 How can student feedback data assist schools to improve practice?  

From the outset, our pilot was focused on the potential value of student voice in contributing 
to improve teaching and learning. This drive stems from a more holistic school strategy that 
includes significant resources being allocated to student leadership, peer support and 
mentoring.  Essentially, we are acknowledging the value of student voice more now than ever 
before. This is the first step in the process of tapping the source for our quality teaching 
programs. 

The student surveys conducted during the pilot were extremely revealing. The process assisted 
the paradigm shift from teaching to learning, i.e. What are my students learning? How well are 
they learning? What do I need to adjust in my professional practice to improve results? Asking 
students what it was that we could improve, to assist them to learn, supported existing school 
priorities that had been revealed through other forms of school data. For example, attitude, 
behaviour and effort data from school reporting had indicated a concerning trend. Students 
were lacking the ability to set and achieve challenging learning goals. This data had been shown 
to all staff at a meeting earlier in the year. In consideration of this issue and through personal 
recognition - explicit teaching of this skill was deemed necessary.  When the survey data was 
ǊŜǘǳǊƴŜŘΣ ǘǿƻ ƪŜȅ ŀǊŜŀǎ ǿŜǊŜ ƛŘŜƴǘƛŦƛŜŘ ŀǎ ΨŎƻƴŎŜǊƴƛƴƎΩΤ I set goals for my learning (W/Mean 
2.52) and My teacher clearly explains why we are doing set tasks (W/Mean 2.5). This 
information was explicit and targeted. It spoke to the teachers, almost pleading with them, to 
explicitly teach this skill. It also indicated that they (students) needed to understand the 
relevance of lessons and how this learning could help them to achieve their learning goal. 
These findings also provide evidence about the potential lack of formative assessment in 
teaching and learning.   

The actual process of translating the foci into classroom evidence and then further into student 
friendly survey questions was formative. The line of inquiry moved from having questions 
asked of one self (self-reflection/metacognition) to asking our students how we were going. 
Further, it was the pilot team that were writing (asking) questions that they were seeking 
answers for. Thus, students can contribute to teaching and learning if we value the potential of 
the feedback and can discuss with them the things that may be achieved through combined 
focus and effort.  

It is not surprising that the surveys were extremely revealing for teachers. In many cases they 
illustrated issues in professional practice that the teacher had identified during the mapping 
process; in some cases issues were unexpected. From an administrators point of view the 
aggregated data exposed issues that may be reflective of wider problems in teaching and 
learning; in some cases the data confirmed issues that we knew already existed. The common 
factor with all of these findings is that the data was extremely useful to inform the need for 
improved teaching and learning; the feedback could also be quite targeted.  
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6.4.4.5 What summative and formative strategies can be used to engage the 
community and to monitor student feedback? 

Although only one of our pilot team explicitly attended to Focus area 3.7 (Engage 
parents/carers in the educative process), the data was revealing and supported concerns that 
we have about parental disengagement from the teaching and learning process and whole 
school decision making. In fact, all eight responses of the survey ǿŜǊŜ ƻŦ ΨŎƻƴŎŜǊƴΩΦ CǳǊǘƘŜǊΣ ǘƘŜ 
teacher involved is outstanding and the students selected were academically gifted from a 
Department accredited Specialist Program called Mathematics and Philosophy (MAP).  

The teacher responded to the student data positively with a range of formative strategies 
including regular emails, letters home (including assessment schedules), commentary in diaries 
and formulation of a set task where parents and students conducted a cooking experiment 
together. Many teachers in our school use a combination of these strategies but a more 
structured whole school approach to seeking parental support and feedback is required. 

The School Board, that constitutes is our community representative body, has been made fully 
aware of the AITSL project and updates have been given during board meetings. A summative 
analysis of the results and findings will be delivered upon completion of the pilot report.  

6.4.4.6 What are the three priority areas for improving teaching identified from 
student feedback? 

It has been recognised throughout this report that a great advantage of the Standards is that 
individual teachers can recognise areas for improvement and seek professional learning 
opportunities to improve student performance. However, an aggregation of the data has 
revealed some key areas that could be prioritised and thus better resourced. 

 Focus area 3.3 ς Use teaching strategies: The first set of surveys revealed many areas 
ƻŦ ΨŎƻƴŎŜǊƴΩ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘƘŜ ƭƛƳƛǘŜŘ ǳǎŜ ƻŦ ǘŜŀŎƘƛƴƎ ǎǘǊŀǘŜƎƛŜǎ ŀŎǊƻǎǎ ŀ ǊŀƴƎŜ ƻŦ 
classrooms. Eight teachers and 147 students were involved in this survey and so the 
sample was regarded significant. Many students were indicating that teachers spent 
most of their time talking in front of their classes, did not engage the students regularly 
in group work, were not able to clearly link lessons to real life scenarios and were 
limited in their ability to equip students with a variety of ways to solve complex 
problems. When asked what a lesson strategy was in one class the majority of the class 
said it was a power point. However, encouraging data was evident in the second set of 
ǎǳǊǾŜȅǎ ǿƘŜǊŜ ǇŜǊŎŜƴǘŀƎŜ ŘƛǎǘǊƛōǳǘƛƻƴǎ ƛƴ ǘƘŜ ΨƴŜǳǘǊŀƭΩ ŀƴŘ ΨƎƻƻŘΩ ŎŀǘŜƎƻǊƛŜǎ ŎƻƳōƛƴŜŘ 
increased from 59% to 75%. The school will continue to prioritise this area to improve 
teacher quality. 
 

 Focus area 3.4 ς Select and Use Resources: A priority area for our school (as many 
others in the education profession at present) is implementation of ICT into the 
curriculum in a contemporary and engaging way. We also need to be cognisant of 
ǎǳǇǇƻǊǘƛƴƎ ǊŜǎƻǳǊŎŜǎ ǘƘŀǘ Ƴŀȅ ŀǇǇŜŀƭ ǘƻ ŀ ǾŀǊƛŜǘȅ ƻŦ ǎǘǳŘŜƴǘǎΩ interests and learning 
styles. We have an aging workforce and for many of these teachers, students will be far 
more advanced in their knowledge and understanding of ICT. In this area only two 
teachers and 30 students participated and so findings need to be treated with caution. 
However, the results were not too encouraging with all but one question receiving 
ǊŜǎǇƻƴǎŜǎ ǘƘŀǘ ǿŜǊŜ ƻŦ ΨŎƻƴŎŜǊƴΩΦ The school has spent significant Federal and State 
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funding to equip the school with ICT resources. Training programs are also scheduled 
to assist teachers to make to most of this opportunity. 

 

 Focus area 3.1 ς Establish challenging learning goals: As stated above it is 
acknowledged that students in our school need support and direction in how to set and 
achieve challenging goals.  The data indicates students clearly recognise that their 
teachers hold high expectations for them, acknowledge good effort and they generally 
feel well supported. However, when students were asked if they knew explicitly what 
their current ability level was for a particular subject or what targets/goals had been 
ǎŜǘ ŦƻǊ ŀŎƘƛŜǾŜƳŜƴǘΣ ǘƘŜ ǊŜǎǇƻƴǎŜǎ ǿŜǊŜ ƻŦ ΨŎƻƴŎŜǊƴΩΦ ¢Ƙƛǎ ƛǎ ŜǎǎŜƴǘƛŀƭ ƛƴŦƻǊƳŀǘƛƻƴ ŦƻǊ 
teachers to diagnose and to communicate to students. It forms the basis for formative 
assessment and differentiated learning. This will form a crucial part of our school 
improvement strategy in 2012. 

6.4.5 Summary 

Within the constraints of any pilot and specifically those outlined in this report, this pilot has 
delivered on its intent. Namely to produce a process by which the Australian Teaching 
Standards can be incorporated into schools and actively engaged with by practicing teachers in 
order to engender improved performance. 

It must be remembered that the role of the full time classroom teacher is an incredibly 
demanding one and that teachersΩ ŦǊŜǉǳŜƴǘƭȅ ƛŘŜƴǘƛŦȅ ǘƘŜƳǎŜƭǾŜǎ ŀǎ ΨǘƛƳŜ ǇƻƻǊΩΦ !ƴȅ ƛƴŎǊŜŀǎŜ 
in time allocation will always be absorbed into the daily demands of each class and the 
individual needs of students, as well as the expectations placed upon teachers by their school 
and education authority. Consequently, for the Standards to be effective, they need to be 
incorporated into the ongoing routine of schools and teachers. The danger always exists that 
the adoption of the Standards becomes one of compliance rather than of utilisation and that 
the benefit of the Standards as a vehicle for improving teacher performance is lost. The pilot, 
as run at Australind Senior High School, provides a process for maximising the adoption and 
application of the Standards that can be tailored and modified in response to differing 
circumstances. 

At its essence, the process is well described by the figures 1 and 2. Adoption of the Standards 
as a mechanism for self-improvement becomes part of a year long cycle; an idea that is 
incorporated into Figure 1 and illustrated in Figure 4 below. Teachers become familiar with the 
language and intent of the Standards early in the year. As the first term progresses, the 
teacher, in collaboration with their mentor can establish where they sit in regards to the 
Standards. As in the pilot, only a small number of focus areas would be addressed to ensure 
that improvement is significant. By the end of the first term, student input would be sought 
and areas of potential improvement identified. The rest of the year would involve the 
implementation of improvement plans.  
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Figure 6-4 : Data Triangulation Pyramid - Modified 

Should the Standards be addressed in a system wide manner, it is anticipated that formal and 
specific Professional Development programmes will evolve to better serve the needs of the 
profession. 

The model outlined above is an expansion of the pilot and one which could be adopted in most 
schools with minor amendments. The modest gains in some focus areas identified in the pilot 
could be amplified through such an expansion of the model. The benefits of the common 
language provided by the practical application of the Standards have the potential to improve 
the efficiency and application of teacher development and consequently student outcomes. 

6.5 Resources 

6.5.1 Resources Developed for the Pilot 

A list of resources developed for the pilot is as follows: 

1. Power Point ς outlining processes, roles, responsibilities and timelines  

2. Classroom film footage and audio 

3. Student surveys [Appendix 1] 

4. Classroom improvement plans [Appendix 2]  

5. Excel ς conditionally formatted summary sheet [Appendix 3]  

6. Excel - focus area summary sheet [Appendix 4]  

6.5.2 Existing Resources Used in the Pilot  

1. Australian Institute for Teaching and School Leadership (AITSL) National Professional 

Standards for Teachers, 2011.  

 
2. Department of Education Western Australia, School Improvement and Accountability 

Framework, 2008. This policy document guided the pilot design enabling the school to 

school to conduct operations within Department endorsed school planning and review 

structures. This document may be accessed using the following link. 

www.det.au/education/accountability/Docs/SIAF%20Final.pdf   

 

Ongoing PL & Feedback 

Beginning of term 2 

Beginning of term 1 

http://www.det.au/education/accountability/Docs/SIAF%20Final.pdf
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6.6 Findings and Outcomes 

6.6.1 Implications and Recommendations from the Pilot 

Implications 

The main implication for our school is the revelation that we need to redesign our professional 
learning program to be more flexible in what we deliver and when. If the Standards are to be 
used as a working document (rather that a shelved document), teachers need to see the value 
in them. This places the onus on teachers to use the Standards as their map of development 
and conduit to professional learning and thus improved professional practice. 

This implication requires school leaders to rethink the way that they resource professional 
learning and at what time of the year in most beneficial to collate data and distribute to 
teachers. The State government is currently attempting to substantially increase the amount of 
school development days. However, one of the conditions is that the meetings need to be 
whole staff. This decision does not support the findings of our pilot which signifies a far more 
tailored approach to professional learning.  

Clearly, through the very act of surveying students, we are simultaneously increasing our 
transparency of teaching practice with students and parents. It is doubtful that either group of 
stakeholders has been exposed to the mechanics of classroom practice in more traditional 
forms of school improvement programs that are teacher focused. With continued development 
of the program, it is inevitable that students and parents will become more educated about 
what good teaching and learning should look like in the classroom and be able to communicate 
with teachers through this discourse. It may be confronting for teachers to have this knowledge 
base increase because with it will come greater accountability for teachers and administrators. 

Recommendations 

The following is a list of recommendations that may be useful for schools: 

 Timing: Be strategic about when to embed student survey data into the school 

planning cycle. It needs to be positioned early enough to make significant changes to 

professional practice. Further, teachers and students need to have had enough time to 

understand the nuances of the knowledge and understandings implicit in each 

classroom environment. 

 Coverage: Use a range of data sources. Student survey data is an excellent source of 

information but it should not be used in isolation. A triangulation of data sources 

including qualitative and quantitative sources is an excellent method for analysis.  

 Autonomy: Give teachers more autonomy with regard to their selection of professional 

learning. The needs should be identified within the Standards and tailored to individual 

needs. 

 Self-reflection tools: Use video footage for classroom conferencing. This is a very 

efficient way to collect and store visual data that may be used to peruse at a more 

strategic time and by a number of observers.  

 Collaboration: Allow teachers time to collaborate with a trusted colleague. This may 

require strategic coordination of timetables to allow for meeting times. 
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 Network: It is common that a broad range of outstanding expertise exists within local 

school communities. Thus, geographically close schools should collaborate (network) 

with the aim of sharing best practice, expertise and build a common set on 

understandings. 

 Integrate: Build student voice into existing practice. Change is inevitable but one must 

be cognisant of staff workloads and honour trusted systems and procedures.  

 Focus: Start small and build from there, i.e. Focus area 3.1 first. The Standards are quite 

dense in content and broad in scope. Thus, it would be best to select only 2 ς 3 focus 

areas to concentrate on for each improvement cycle. 

 Distribute curriculum leadership: Create opportunities for staff to lead curriculum 

change. It will be highly likely in a school that a number of staff may be concentrating 

on improvement in the same focus area. Nominating and training a staff member to 

lead change in select focus areas would cement the knowledge base and build capacity 

amongst staff.  

 Broker: Use available resources to assist with professional learning needs tailored to 

the Standards. All state education systems provide access for staff to attend 

outstanding professional learning. Western Australia has piloted a project with AITSL 

that links the Standards directly to professional learning. Make the most of these 

resources. 

 Transparency: Be open with all stakeholders about your school improvement strategy. 

This will build trust and generate future support for projects.  

6.6.1.1 The Local Perspective 

Findings from the pilot will be distributed throughout the Leschenault Alliance of Public 
Schools. This small network is constituted of our school and feeder primary schools. We have a 
strong tradition of collaboration and work closely with them on transition programs for 
students moving from primary to high school. There is an excellent opportunity to use our 
knowledge of the Standards to build common understandings about outstanding teaching and 
learning and use this information for school improvement. 

6.6.1.2 The National Perspective 

With the implementation of the Australian Curriculum upon us and Professional Standards for 
Teachers being trialled, it makes sense for schools to implement both together. It seems logical 
to align this work because common platforms will promote shared beliefs and understandings, 
thus clarifying national educational discourse. This will enable policy makers to forge clear 
directions allowing educators to deliver enhanced teaching and learning and improved student 
performance.  

6.6.2 Planning for the Future 

In conjunction with the Department of Education (WA) regionalisation agenda, Principals from 
state schools have been instructed to form networks for the purpose of supporting staff, 
students and the community. The networks are charged with the purpose of developing shared 
vision and innovative practice with the aim of improving interschool performance. Further, 
professional learning funds from the Department will be channelled through the network and 
targeted at more integrated models for school improvement. The Institute for Professional 
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Learning, (WA) will broker professional learning tailored to suit individual teacher needs and as 
identified in the Standards, mentor/colleague feedback and student voice.  
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7 CDU-NTTRB 

7.1 Introduction 

7.1.1 Setting the Scene 

In December 2010, the Ministerial Council for Education, Early Childhood Development and 
Youth Affairs (MCEECDYA) endorsed the National Professional Standards for Teachers 
(ƘŜǊŜŀŦǘŜǊ ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ Ψthe National StandardsΩ). These National Standards were released by 
the Education Ministers on 9 February 2011, and will be implemented in the Northern Territory 
in 2013. 

In the second half of 2011, the Australian Institute for Teaching and School Leadership (AITSL) 
commissioned several very small research Pilots to briefly trial the use of the Standards within 
existing processes and practices in schools, school systems and associated organisations. This 
report is about one of the very small Pilots. The combined outcomes of these pilots are 
intended to inform what further is required to support implementation of the National 
Standards.  

The findings outlined in this report are the outcomes from a joint project undertaken 
collaboratively by the Centre for School Leadership, Learning and Development at Charles 
Darwin University in the Northern Territory, and the Teacher Registration Board (TRB) of the 
Northern Territory. The pilot was supported by all three school sectors in the Northern 
Territory: the Department of Education and Training (DET); the Catholic and Education Office; 
and the Association of Independent Schools (AIS) Northern Territory.  

7.1.2 Contextual Issues 

The Northern Territory covers 1,346,200 square kilometres. It has two main climates: desert 
climate in the centre of Australia, and a tropical climate north of Katherine. The population of 
the Northern Territory is 220 000. About one-third of all Territorians are Indigenous. The 
median age of Territorians is 31.2 years (Australian Bureau of Statistics, 2010). 

Students in the Northern Territory come from a variety of backgrounds and cultures. There are 
190 schools in the Northern Territory: 36 non-government, and 154 Government schools. Over 
40% of these schools are in remote or very remote locations. This pilot was conducted with 
nine teachers in seven schools located in regional, remote and very remote locations. Two of 
the teachers were located in schools in the desert, and the remainder were located at the 
northern end of the Territory, with three teachers located in one school, on one of the islands 
near Darwin. All the teachers involved were provisionally registered, and all the schools in the 
pilot have sizeable Indigenous student populations. 

To ensure that teachers in the Northern Territory are appropriately qualified and competent to 
teach, all teachers must be registered with the Teachers Registration Board (TRB) of the 
Northern Territory.  Suitably qualified new teachers can seek registration and are allocated 
Provisional Registration by the Board. The requirements for registration as a teacher in the 
Northern Territory are guided by the Teacher Registration (Northern Territory) Act.  

Provisional Registration is provided if the Board determines an applicant does not have the 
prescribed professional experience and currency of practice for full registration but is 
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ƻǘƘŜǊǿƛǎŜ ŜƭƛƎƛōƭŜ ŦƻǊ Cǳƭƭ wŜƎƛǎǘǊŀǘƛƻƴ ǳƴŘŜǊ ǘƘŜ !ŎǘΦ Ψ/ǳǊǊŜƴŎȅ ƻŦ ǇǊŀŎǘƛŎŜΩ ǊŜǉǳƛǊŜǎ ǘŜŀŎƘŜǊǎ to 
demonstrate they have a minimum of 180 days of teaching in the previous five years. 
Provisional Registration is granted for a period of three school years and teachers are 
supported with an induction program into the teaching profession in the Northern Territory. 
During this time the provisionally registered teacher works towards gaining the professional 
experience that entitles him or her to apply for Full Registration. Applications for moving from 
Provisional to Full Registration require the teacher to prepare a portfolio of evidence against 
the Professional Standards for Competent Teachers in the Northern Territory (hereafter 
referred to aǎ ΨǘƘŜ b¢ {ǘŀƴŘŀǊŘǎΩ).  

7.2 Research Question 

This pilot focused on the following research question: 

In their daily work, in what ways can graduate teachers located in regional and remote 
schools in the Northern Territory, demonstrate their engagement with the National 
Professional Standards for Teachers, at the transition from Graduate to the Proficient 
career levels, and in their movement from Provisional to Full Registration? 

7.2.1 Focus  

The focus of the pilot was for each participant to undertake the two following activities 
concurrently: 

5. Identify and collect artefacts that would allow them to develop a portfolio of evidence 
for moving from provisional to full teachers registration in the Northern Territory; and 

6. Determine the ways in which they could identify and collect evidence of their teaching 
performance, through their daily work, that could be used to meet specific Standards 
they identified from within the National Professional Standards for Teachers. 

As such, participants concurrently focused on both the NT Standards and the National 
Standards. 

This project did not focus on the quality of evidence gathered by the participants, nor did the 
researchers make judgements about whether the evidence collected by the participants was of 
a suitable nature and standard to meet the requirements of either the National Standards or 
the NT Standards. The focus of this study was to listen to the views of the nine graduate 
teachers, located in remote and very remote locations, about how they could or could not 
engage with one or both sets of Standards in their daily work. Given the nature of this 
investigation, it was a qualitative study. 

7.3 Methodological Considerations 

This pilot focused on the ways in which early career teachers located in regional, remote and 
very remote schools in the Northern Territory might be able to collect evidence of their 
achievements in their daily work. The participants considered the types of evidence that could 
be collected in their teaching practices, that might meet the Northern Territory teacher 
registration requirements for moving from Provisional to Full Registration, as measured against 
the NT Standards. They also reflected upon how the local processes and evidence matched 
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those that could be used for the transition from the career stage of Graduate to Proficient, 
using the National Standards.  

7.3.1 Participants 

The study involved the participation of nine provisionally registered teachers in schools in the 
Northern Territory. The teachers that agreed to participate in this study were drawn from both 
the government and non-government schools sectors. These teachers were located in regional, 
rural or remote urban, remote and very remote schools.  

All the participants were aged in their 20s or early 30s. Three of the teachers had come to 
teaching with prior work experience in other jobs, while the other six were young teachers who 
had progressed directly through school and university into teaching. One teacher had only 
been teaching for four weeks, while other teachers were in their first six months to a year of 
teaching, and two other teachers were in their second year of teaching. Two teachers were 
male and seven were female. The teachers involved in this study, spanned primary and 
secondary education, and included one teacher in a special education school. All participants 
took part with the active support of their respective school principals. 

All the teachers taught Indigenous students in their classes, with numbers dependent upon 
location of the schools. One very remote school in the study had a completely (100%) 
Indigenous student demographic. 

7.3.2 Research method 

The project commenced with a workshop that all participants attended. The purposes of the 
workshop were to provide the participants with: 

 an overview of the research project; 

 time to identify and plan which focus area and Standards within the National Standards 

they would focus their efforts upon during the research period;  

 opportunity to map the National Standards and the NT Standards; and 

 time to plan an approach to collecting evidence against the Standards they identified. 

The following activities were undertaken at this workshop: 

 the nature of the research was outlined; 

 both the Professional Standards for Competent Teachers in the Northern Territory and 

Standards for the Proficient Career Stage of the National Standards, were introduced; 

 mapping between the two sets of Standards was undertaken; 

 the sorts of evidence required to move from Provisional to Full registration in the 

Northern Territory were discussed; and 

 three different types of eportfolio software were demonstrated to the participants. 

The participants identified the specific Standards in both the NT Standards and the National 
Standards, upon which they would focus their efforts during the project. Each participant left 
the workshop with a three-month plan prepared, about how they would collect evidence of 
their work at their school, that would meet the Standards they identified. All participants were 
encouraged to use a portfolio approach and in particular, an e-portfolio system, to record and 
annotate their evidence. A summary of the focus areas identified by each participant is 
included in Appendix A. 
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Interviews with the participants were conducted at the beginning, mid-way and at the end of 
the research period. The first interview was conducted as a group interview at the workshop 
convened at the commencement of the project. This first interview was a group interview. It 
ǿŀǎ ǳǎŜŘ ǘƻ ƎŀǘƘŜǊ Řŀǘŀ ŀōƻǳǘ ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭΩǎ ǘŜŀŎƘƛƴƎ ōŀŎƪƎǊƻǳƴŘ ŀƴŘ ŀǎǇƛǊŀǘƛƻƴǎΦ ¢ǿƻ 
fǳǊǘƘŜǊ ƛƴǘŜǊǾƛŜǿǎ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘΣ ŀƴŘ ŜŀŎƘ ƛƴŘƛǾƛŘǳŀƭΩǎ Ǉƭŀƴ ŦƻǊƳŜŘ ǘƘŜ ōŀǎƛǎ ǳǇƻƴ ǿƘƛŎƘ 
these two subsequent interviews were conducted. The questions used for interviews two and 
three are available in Appendix B. 

The data collected through these interviews has been used here to inform understandings of 
the following: 

 The ease or difficulty of collecting evidence suitable for Full Registration, or movement 
from one Professional Standard to another; 

 The types of evidence that are suitable for the purposes of moving from Provisional to Full 
Registration; and 

 The types of professional learning that graduate teachers require to enable successful 
transition from Provisional to Full Registration, and to move from Provisional to Full 
Registration. 
 

7.4 Results from the Engagement 

The brevity of this qualitative research project means that the findings and the emerging 
themes reported here, are not generalizable and require further investigation.  

7.4.1 Data Collection and Analysis 

Data was collected from the three sets of interviews that were conducted with the nine 
participants in the study. The first interview was a group interview, conducted at the workshop 
held to introduce the project. The second interview was conducted individually by telephone. 
The third interview was undertaken during a site visit to each school. The interviews mostly 
used open-ended questions. As indicated earlier, the questions used in each interview are 
included at Appendix B and were based around the participants initial plans outlined in 
Appendix A. 

The data collected from each of these interviews was prepared as textual data and the major 
themes from the interviews were identified through a thematic analysis of the texts. 

7.4.2 Results 

The results of this research outlined here should not be seen as definitive or generalised. 
Information collected in the first, group interview is included in the contextual and participant 
information outlined above. The results from the second and third interviews are summarised 
below. 

7.4.2.1 How are you going with your plans? 

Two participants indicated that as part of their daily work they had been able to collect and 
organise the examples of their work in ways that could be used as evidence. Most of the 
participants however, indicated that although they had moved some way on their plans to 
collect evidence against both the NT Standards and National Standards, that they had 
experienced difficulties. Finding the time to undertake the necessary annotations, and to 
organise their evidence against the Standards was a commonly reported difficulty. While most 
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did not meet their planned objectives, they nonetheless reported they had gained some 
insights into what was required to meet the respective Standards.  

All participants reported that it had been of assistance to spend the time at the workshop at 
the beginning of the project, to think through how they could keep in the front of their mind in 
their daily work, the Standards they had identified for themselves. All the participants also 
commented on how it was useful to be familiar with the requirements of the respective 
Standards early in their career, so they could gear their work towards meeting those Standards. 
A couple of the participants were interested in gaining an holistic picture of the Standards 
within and across the career stages. 

One participant indicated that the processes of attending the workshop followed by focusing 
upon the selected Standards at school, had helped them to clarify how to conceptualise the 
Standards in the workplace. An exit student from Charles Darwin University (CDU) indicated 
that the requirement to prepare evidence against Standards in order to graduate, had assisted 
ǘƘŜƳ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨǿƘŀǘ ƛǎ ŜǾƛŘŜƴŎŜΚΩ 

7.4.2.2 Has anything changed? 

Some participants did not report changes to their plans but rather, recognised the ambitious 
way they had approached the planning for their part in the research project. They recognised 
that they had set themselves tasks that were too large to achieve in the time period allocated 
for the study. This recognition of the time involved to collect evidence and the extent to which 
they could achieve outcomes against the Standards in three months, were useful outcomes in 
themselves. 

Other participants indicated that they had reflected on their practice to determine what 
examples of their work would be suitable as evidence. Some participants indicated that if the 
project had been longer they may have been able to prepare their evidence for presentation 
and assessment. While they were not required to prepare evidence for assessment as part of 
ǘƘƛǎ ǎǘǳŘȅΣ ǎƻƳŜ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴǘŜǊǇǊŜǘŜŘ ΨǇƛƭƻǘƛƴƎ ǘƘŜ {ǘŀƴŘŀǊŘǎΩ ŀǎ ƳƻǾƛƴƎ ǘƘǊƻǳƎƘ ǘƘŜ Ŧǳƭƭ 
cycle of processes from planning the collection of evidence; collecting the evidence; presenting 
the evidence; and having the evidence assessed. 

One participant reported changing the focus of her plan to more strategically approach the 
collection of evidence in her daily work. She indicated that it was important to know the 
students well and to select classes and subjects conducive to the collection of suitable 
evidence. In other words, she matched the requirements outlined in the two sets of Standards 
with what she knew about the classes and the nature of the subjects she taught, to work out a 
strategic plan to the collection of evidence in her daily work. 

7.4.2.3 What have been the things you have found easy? 

A diversity of views was expressed by the participants about what they had found easy. One 
participant reported that collecting evidence as part of her daily work was easy. Another 
participant reported that being organised was a personal strong point. This participant made 
ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǎǳƎƎŜǎǘƛƻƴǎ ŀǎ ŀ ǿŀȅ ŦƻǊ ōŜƛƴƎ ŀōƭŜ ǘƻ ŎƻƭƭŜŎǘ ŜǾƛŘŜƴŎŜ ǘƘǊƻǳƎƘ ǘŜŀŎƘŜǊǎΩ Řŀƛƭȅ 
work: 

 Be aware of the Standards and their requirements; 

 Make sure everything you create is archived or recorded; 
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 File and archive emails;  

 Have a timeline; and 

 Be focused. 

 

Strategies for conceptualising the required evidence to meet the respective Standards, 
identified by the participants, varied. One participant suggested: look at the pieces of evidence 
you have collected and then work out which Standards are met by it. Another participant 
ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ǘƘƻǎŜ {ǘŀƴŘŀǊŘǎ ǘƘŀǘ ǊŜŦŜǊ ǘƻ ΨŀǎǎŜǎǎƳŜƴǘΩ ŀǊŜ ǘƘŜ ŜŀǎƛŜǎǘ ǿƛǘƘ ǿƘƛŎƘ ǘƻ ǎǘŀǊǘΣ ŀǎ 
άŜǾŜǊȅǘƘƛƴƎ Ŧƭƻǿǎ ŦǊƻƳ ǘƘŜǊŜέΦ !ƴƻǘƘŜǊ ǇŀǊǘƛŎƛǇŀƴǘ ǎǳƎƎŜǎǘŜŘ an effective strategy was to work 
out the place of evidence against the Standards through reflection, rather than including them 
in her initial planning. 

Another participant observed that the ease or difficulty of meeting the Standards was in part 
ŘŜǇŜƴŘŜƴǘ ǳǇƻƴ ŀ ǘŜŀŎƘŜǊΩǎ ǎŎƘƻƻƭ ŎƻƴǘŜȄǘΦ ¢Ƙƛǎ ǇŀǊǘƛŎƛǇŀƴǘ ǊŜǇƻǊǘŜŘ ǘƘŀǘ ƛƴ ǘƘŜ ǳǊōŀƴΣ ǊŜƳƻǘŜ 
school in which she works, there are plenty of community engagement activities. She also 
observed that at the Graduate to Proficient Career Stages in the National Standards relating to 
ΨŎƻƳƳǳƴƛǘȅ ŜƴƎŀƎŜƳŜƴǘΩΣ ƛǘ Ƴŀȅ ōŜ ŜŀǎƛŜǊ ǘƻ ŎƻƴƴŜŎǘ ŜǾƛŘŜƴŎŜ ǿƘŜǊŜ ǘƘŜǊŜ ŀǊŜ ŜǎǘŀōƭƛǎƘŜŘ 
practices within school communities for engagement with their local communities. 

One participant talked about the help afforded from attending professional development 
activities provided at school. She reported the value of having access to consultants and to 
subject-specific professional development events that provide concrete examples of teaching 
activities. She felt that the professional development she attends assisted her to understand 
ǘƘŜ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǎǘŀƴŘŀǊŘǎΦ !ƴƻǘƘŜǊ ǇŀǊǘƛŎƛǇŀƴǘ ŎƻƳƳŜƴǘŜŘ 
upon how important it was to her to have a strongly supportive school principal, who took very 
seriously the processes of supporting new probationary teachers to move from provisional to 
full registration. 

7.4.2.4 What are the things you have found difficult? 

Participants reported a range of issues they found difficult. These issues included determining 
what evidence meets which Standard? Several participants suggested that having examples of 
the types of evidence that meets the respective Standards would be of assistance. Several 
participants also commented that it was better to approach the collection of evidence in an 
holistic way, rather than meeting each focus area separately. Several participants also reported 
having difficulty getting time to focus upon the Standards. These first year teachers reported 
difficulty managing their workloads as well as focusing upon the demands of meeting the 
respective Standards.  

Some participants reported trialing the use of an eportfolio software system. Most of the 
participants who did so, also reported difficulty with it, although one participant reported that 
ǘƘŜ ŜǇƻǊǘŦƻƭƛƻ ǎȅǎǘŜƳ ǿŀǎ ΨƘŜƭǇŦǳƭΩΦ hƴŜ ǇŀǊǘƛŎƛǇŀƴǘ ŎƻƳƳŜƴǘŜŘ ǘƘŜ ƘŜ ƘŀŘ ŘƛŦŦƛŎǳƭǘȅ ƪƴƻǿƛƴg 
how to include evidence and annotate it into eportfolio software. He felt that using WORD was 
sufficient. Another participant reported using the eportfolio system TiddlyWiki (see 
http://www.tiddlywiki.com), and although reporting that he found it difficult, he nonetheless, 
indicated he would use it again. 

Several participants commented on the importance of having strong mentors. Some 
participants indicated that they felt more comfortable if the initial relationship was initiated by 
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the mentor. Some participants were concerned about requesting mentoring from more 
experienced teachers, as they did not want to add to the workload of already very busy people. 
Others discussed the benefits of regular, formalised meetings with mentors. Some participants 
commented that they found it difficult to prepare the evidence and associated annotations, 
without support. Teachers in the very remote schools observed that due to the rapid turnover 
of staff, they would soon be one of the more experienced teachers. 

7.4.2.5 Is there any support you would like?  

The participants shared similar views about the types of support they would like. They 
recognised it would be beneficial to: 

 have a mentor to assist them understand the contexts within which they worked, and how 

these contexts relaǘŜŘ ǘƻ ƳŜŜǘƛƴƎ ǘƘŜ ǊŜǎǇŜŎǘƛǾŜ {ǘŀƴŘŀǊŘǎΥ άǘƘŜ ƭƻƴƎŜǊ ǿŜΩǊŜ ƘŜǊŜ ǘƘŜ ƭŜǎǎ 

we knowέΤ 

 have time to learn about the formal requirements for the meeting the Standards; 

 have time to collect and annotate their evidence to demonstrate achievement of the 

Standards;  

 have annotated examples of evidence that meets the respective Standards; and 

 ƘŀǾŜ ŀǎǎƛǎǘŀƴŎŜ ǿƛǘƘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ΨǿƘŀǘ ƛǎ ŜǾƛŘŜƴŎŜΩΚ 

 

7.4.2.6 Anything else you would like to say? 

All the participants wanted to engage in conversations about what different types of evidence 
could be reasonably expected to meet the various Standards. One participant helpfully 
suggested that focusing on the Standards holistically, was a better way to go. This participant 
ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ άƻƴŎŜ ȅƻǳ ƘŀǾŜ ŎƭŀǊƛǘȅ ŀōƻǳǘ ŜŀŎƘ ƻŦ ǘƘŜ {ǘŀƴŘŀǊŘǎ ǘƘŜƴ ǘƘŜ ǾŀǊƛƻǳǎ ǇƛŜŎŜǎ ƻŦ 
ŜǾƛŘŜƴŎŜ Ŧŀƭƭ ƛƴ ǳƴŘŜǊ ǘƘŀǘέΦ 

7.4.3 Summary 

All the participants reported benefits from being involved in the project and for having the 
opportunity to plan and reflect upon the links between their teaching practices and the 
collection of evidence to meet both the NT Standards and the National Standards. Participants 
also discussed the importance of having a mentor. Some of the participants reported positive 
stories about the quality of the leadership and mentoring available to them within their school 
and beyond. Others could see the benefits of mentoring, and proposed ways of strengthening 
the mentoring available to them. Some participants quŜǎǘƛƻƴŜŘ ǿƘŀǘ ŎƻƴǎǘƛǘǳǘŜǎ ΨŜǾƛŘŜƴŎŜΩ 
and also questioned how do those assessing their evidence know if it is of an appropriate 
standard. The participants also commented upon the shortness of the project, indicating that 
they would have gained more from the project if there had been more time available to work 
on it. Some participants also critically commented upon the atomistic nature of the whole 
research project.  

The findings from the research are outlined below in Section 6 (Findings and Outcomes). 
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7.5 Resources 

7.5.1 Resources Developed for the Pilot 

No resources were developed that can be shared nationally. 

7.5.2 Existing Resources Used in the Pilot  

Existing resources developed by the Teacher Registration Board of the Northern Territory were 
well received. These resources are available from the TRB website: 
http://www.trb.nt.gov.au/index.shtml 

7.6 Findings and Outcomes 

This report summarises the findings from a brief qualitative research project. As such the 
findings reported here require further investigation and are not generalizable in their current 
form.  

Key themes that emerged from the research included the participants reporting that their 
involvement in the project had 

 generated valuable and positive experiences for them; 

 raised questions for them about the place of the NT Standards compared with the National 

Standards; 

 raised questions about what constitutes evidence, and how evidence is deemed 

ΨǎŀǘƛǎŦŀŎǘƻǊȅΩΤ 

 made them realise that collecting and annotating evidence of their teaching is time-

consuming and requires planning; 

 highlighted the respective, multiple and similar concurrent processes of accountability they 

were undertaking to demonstrate their capabilities as teachers; 

 highlighted the importance of mentors to assist them to build their portfolios of evidence;  

 helped them to plan their strategy for presenting their evidence in advance of the formal 

introduction in the Northern Territory of the National Standards; and 

 raised workload implications for school principals and mentors. 

 

The themes consistently identified by the participants are briefly discussed below. Some early 
indications of the directions that could be supported into the future, have been identified. 

7.6.1 Positive impressions from being involved in the project 

All participants commented positively about being involved in the Northern Territory Pilot. The 
main reasons reported for this positivity were that the provisionally registered teachers gained 
insights early in their teaching career, about:  

 what sorts of demands the requirements for the collection and annotation of evidence to 

move from Provisional to Full registration is currently required, based upon the NT 

Standards;  

 the likely demands of the National Standards at the transition point from Graduate to 

Proficient, and the implications of these Standards for their careers and workloads; and 
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 the likely demands of National Standards at the later Career Stages, for their ongoing 

workloads as teachers. 

 

Early indications suggest that into the future, new teachers in the Northern Territory will 
benefit from gaining an understanding early in their career, about the likely demands for the 
collection of evidence of the Northern Territory teacher registration requirements to move 
from Provisional to Full Registration, as measured against the NT Standards, and to understand 
how this evidence may match the processes for collecting evidence for the transition from the 
career stage of Graduate to Proficient, using the National Standards.  

7.6.2 Place of the Northern Territory and the National Professional Standards 
for Teachers 

The participants planned for their processes of evidence collection to be focused within their 
daily work. As the teacher registration requirements within the Northern Territory until 2013 
are based upon the NT Standards, there was more interest by the participants in this study, in 
the evidence required to meet these local Standards. Notwithstanding this interest, the 
participants in this study were cognisant of the similarities between these local Standards and 
the National Standards . That is, tƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŦƻŎǳǎ in this study, on the NT Standards, was 
a pragmatic choice based upon the most efficient use of their available time. The participants 
balanced their involvement in this brief research project, with their personal contexts, which 
do require that they collect evidence against the NT Standards until the change to the National 
Standards in 2013. 

This finding suggests then, that in the Northern Territory, explicitly described transition 
processes from the NT Standards to the National Standards would be a useful strategy for 
building the capacity of early career teachers. This finding also suggests that what is required is 
professional development opportunities to assist early career teachers to build their 
understandings about what are the respective Standards; what constitutes evidence; and what 
strategies are likely to assist the collection of evidence.  

7.6.3 Collecting and annotating evidence is time-consuming 

All the participants commented upon how time-consuming it was to collect evidence against 
the Standards, irrespective of which ones they were focusing upon. All participants commented 
they would have benefitted from being allocated time within the school day to collate and 
annotate their evidence. Furthermore, all participants indicated that they had found it valuable 
to meet together as a group from the outset of the project to familiarise themselves with the 
two sets of Standards and the requirements for evidence. They reported that the meeting had 
provided them with guidance about how to plan for the collection of evidence, and that this 
approach had enabled them to focus upon what is the nature ƻŦ ΨŜǾƛŘŜƴŎŜΩ ǘƘŀǘ ǘƘŜȅ ŎƻǳƭŘ 
collect in their daily work. All participants commented that having a plan to approach the 
collection of their evidence had been of assistance.  

Early indications suggest then, that for new teachers in the Northern Territory there may be 
benefits to supporting them to plan their approaches to the collection of evidence to meet the 
Northern Territory teacher registration requirements to move from Provisional to Full 
Registration. Similarly, this finding suggests that there will be some benefits to mapping the 
requirements of the NT Standards, to similar Career Stages of the National Standards.  
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7.6.4 Collecting and annotating evidence requires planning 

All the participants indicated that they had found it beneficial to plan an approach to collecting 
evidence against the specific Standards they had identified at the workshop. While most of the 
participants indicated that in the timeframe they had not been able to achieve their plans, they 
nonetheless reported the benefits of planning to collect evidence in their daily work. 

This finding suggests that spending time to plan an approach to the collection of evidence was 
a beneficial process. Some participants suggested that it would be useful to undertake such a 
planning process with their mentors. 

7.6.5 Concurrent processes 

The participants reported that they were involved in three similar processes that were running 
concurrently:  

1. meeting probation requirements; 
2. moving from Provisional to Full Registration based upon the NT Standards; and 
3. piloting the requirements for the National Standards . 

 

They also reported that for moving from the provisional to full registration and to meet the 
requirement of the National Professional Standards for Teachers both required they collect 
evidence of their performances as teachers.  

Some of the participants also wondered about what processes would be in place in 2013 when 
they would be collecting evidence to move from Graduate to Proficient; from Proficient to 
Highly Accomplished and from Highly AccomplishŜŘ ǘƻ Ψ[ŜŀŘ ōŀǎŜŘ on the National Standards . 
They came to recognise that throughout their careers as teachers they would have to 
continually collect evidence to demonstrate successful performances.   

7.6.6 Role of mentors 

All participants observed the importance of mentoring in their daily work, although there was 
considerable variance of experience between the participants concerning the degree to which 
they received formal mentoring support. Some teachers had mentors allocated to them, where 
this relationship was taken seriously by the experienced teacher, while other teachers reported 
a lack of regular mentoring. Nonetheless all participants reported that they valued the 
mentoring opportunities as they felt that such opportunities were necessary to enable them to 
meet the requirements of both moving from provisional to full registration; and for meeting 
their probation requirements.  

The teachers in this study also recognised the value of being in a school where the school 
principal took an active interest in their development and achievements. In some schools, the 
principal was also their mentor. Some participants also commented upon the importance of 
providing school principals with professional development about the requirements of the 
National Standards, and the implications of these for principals work. These findings suggest 
that there is an important place for offering mentoring strategies in a systematic way to both 
new teachers and their principals. 
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7.6.7 Timing the presentation of evidence 

This study highlighted for the participants, the foreseeable demands for the collection of 
evidence that is likely to be required to meet the planned introduction of the National 
Standards. As a result, several of these provisionally registered teachers indicated they would 
like to undertake their movement from Provisional to Full Registration using the NT Standards, 
rather than the National Standards. The reasons offered reflected the demands for evidence 
required to meet the 37 Standards included in each career stage of the National Standards 
compared to the 17 more holistic, Standards outlined in the NT Standards. 

This finding suggests that some work is required to develop transition arrangements from the 
NT Standards to the National Standards. 

7.6.8 Workload implications for school principals and mentors 

Several participants in this study commented upon the workload involved in providing school-
based mentoring. The early career teachers in this study who mentioned this issue, 
commented that although they had been assigned a mentor, they were reticent to seek out 
their support as they recognised that the more experienced teachers in their schools were 
already heavily loaded, and had considerable responsibilities to the local communities. Their 
concerns were not to add to the workloads of these experienced teachers. Other participants 
commented upon how seriously their school principals took the processes of supporting new 
teachers to move from provisional registration to being fully registered. In some schools in the 
Northern Territory, the majority of the staff are provisionally registered, and so the personnel 
requirements for school principals, are high. Where there is a significant turnover of staff each 
year, this demand is even higher. Some participants also commented that due to the large 
turnover of staff it was hard to build rapport suitable for mentoring. 

The participants made several suggestions for improving this situation, particularly for those 
early career teachers located in remote locations. These suggestions include having regular 
ΨǿŜōƛƴŀǊǎΩ ƛƴǘƻ ǿƘƛŎƘ ŜŀǊƭȅ ŎŀǊŜŜǊ ǘŜŀŎƘŜǊǎ ŎƻǳƭŘ ΨƭƻƎƛƴΩ ǘƻ ŎƘŀǘ ŀǎ ǊŜǉǳƛǊŜŘΤ and to organise 
meetings in Darwin each term for those early career teachers located on the islands nearby to 
Darwin. 

This finding suggests that further research is required into the workloads and expectations of 
school principals where the majority of their staff are early career teachers. 

7.6.9 Implications and Recommendations from the Pilot 

This study has provided some initial insights into the implications of implementing the National 
Standards. It is recommended that further research is undertaken to meaningfully investigate 
the implications of these findings. 

7.6.10 Planning for the Future 

Future work is required in the Northern Territory that can meaningfully inform the 
implementation of the National Standards. Areas in which future work could be undertaken 
include: 

 Examining the types of professional learning support is required by new teachers about 

the respective accountability requirements they have to meet. 
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 Investigating mentoring strategies and ongoing mentoring support for new teachers 

and their principals. 

 Identifying leadership strategies that provide support for new teachers. 

 5ŜǘŜǊƳƛƴƛƴƎ ǎǘǊŀǘŜƎƛŜǎ ǘƘŀǘ ƛƭƭǳƳƛƴŀǘŜ ǘƘŜ ǉǳŜǎǘƛƻƴΣ ΨǿƘŀǘ ƛǎ ŜǾƛŘŜƴŎŜΩΚ 

 Creating professional learning approaches about how to use eportfolio software to 

meet the requirements of the National Professional Standards for Teachers. 

Several participants commented that it would be beneficial to have annotated examples, 
specific to the Northern Territory, for all levels and Standards, that illustrated what is required 
of new teachers to meet the respective Standards. Further work was also identified to 
determine the likely workload implications of implementing the National Standards, for early 
career teachers, their school principals and their mentors. 

7.6.11 Meta-approach to the research 

Finally, the following comments are offered in relation to the overall project approach for this 
research.  

This project was very small. Once the administration and accountability requirements were 
addressed, there was a vey limited amount of time left to actually conduct the project. It was of 
concern that the same amount of research time and funding allocated to this pilot was the 
same as that allocated across all the Pilots, yet the distances involved with this particular 
project were considerably larger than the other Pilots. That is, the complexities involved in 
undertaking this Pilot were equated to being the same as for those pilots conducted in urban 
settings. 

A consequence of constructing a number of limited Pilots with high levels of accountability, as 
Ƙŀǎ ōŜŜƴ ǘƘŜ ŎŀǎŜ ƛƴ ǘƘƛǎ ǇǊƻƧŜŎǘΣ ƛǎ ǘƘŀǘ ǘƘŜ ΨƴƛŎŜ ǘƻ ƘŀǾŜΩ ŜƭŜƳŜƴǘǎ ǿŜǊŜ ƴƻǘ ƳŜŀƴƛƴƎŦǳƭƭȅ 
implemented.  

For example, while there was a Moodle site for the project, the time for using this site was 
extremely limited within the funds available. The idea of sharing the developments or findings 
between the respective Pilots was a good one, but the practicalities of implementing this idea 
were not possible within the time available, given all the other project demands outside of the 
Pilot itself. As such, the contextual and financial constraints on this particular Pilot, has meant 
that it was undertaken largely in isolation to the other Pilots. Indeed, altƘƻǳƎƘ ǘƘŜ ΨƳŜǘŀ-tƛƭƻǘΩ 
project plan included opportunities for each Pilot leader to share ideas throughout the Pilot, 
the practical realities of the time involved with conducting and accounting for the Pilot, made 
impractical, the sharing outcomes with other Pilots through the project Moodle site. 

CǳǊǘƘŜǊƳƻǊŜΣ ǘƘŜ ŀǇǇǊƻŀŎƘ ǳǎŜŘ ƛƴ ŜǎǘŀōƭƛǎƘƛƴƎ ǘƘŜ ΨƳŜǘŀ-ǇǊƻƧŜŎǘ ŀǇǇǊƻŀŎƘΩ ǘƻ ǘƘƛǎ ǎŜǘ ƻŦ 
Pilots, replicates the most problematic aspects of meeting the Standards: that is the atomising 
of the evidence required to meet each Standard rather than aggregating evidence. It is 
recommended then, that in the future different approaches to the meta-administration 
method ƻǊ ǘƘŜ ΨǎǘŜŜǊƛƴƎ ŀǘ ŀ ŘƛǎǘŀƴŎŜΩ ŀǇǇǊƻŀŎƘΣ ǎƻ ǳǎŜŦǳƭƭȅ ŎǊƛǘƛŎƛǎŜŘ ƻǊƛƎƛƴŀƭƭȅ ōȅ YƛŎƪŜǊǘ 
(1991) and subsequently by Lingard (1996), are not used or implemented again by AITSL. The 
method is fraught, theoretically and practically. 
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In conclusion, the findings of this study are commended to the reader with the view that they 
form early insights that can be verified through future research. 
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8 DECS SA 

8.1 Introduction 

8.1.1 Setting the Scene 

DECD, Teachers Registration Board, Catholic Education SA and South Australian Principals 
Associations worked in partnership with the Australian Institute for Teaching and School 
Leadership to undertake a pilot study to investigate the use of the National Professional 
Standards for Teachers (the Standards) for self-reflection on practice. 

The purpose of this project study is to allow early career and experienced teachers to work 
with their site leaders to test the SǘŀƴŘŀǊŘǎ ŀǎ ŀ ǊŜǎƻǳǊŎŜ ǘƻ ǇǊƻƳƻǘŜ ǘŜŀŎƘŜǊǎΩ ǎŜƭŦ-reflection 
with an emphasis on observation for and as learning.  

8.1.2 Contextual Issues 

This was a cross sector pilot with a partnership between DECD, TRB, CESA and SAPPA.   

Participating sites included Primary, Middle and Secondary schools and the Australian Science 
and Maths school as a specialist school.  

¢ƘŜ Ǉƛƭƻǘ ŦƻŎǳǎŜŘ ƻƴ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ŀƴŘ ŎƻƴǎŜǉǳŜƴǘƭȅ ŀ ǎǳōǎǘŀƴǘƛŀƭ ŀƳƻǳƴǘ ƻŦ ǘƘŜ ŦǳƴŘƛƴƎ 
went towards releasing teachers to participate. Implementation was facilitated by site leaders 
and teachers in the local school context leading to individualised approaches.  

8.2 Research Questions 

¢ƘŜ ǊŜǎŜŀǊŎƘ ǉǳŜǎǘƛƻƴ ǘƘŀǘ ǿŀǎ ƛƴǾŜǎǘƛƎŀǘŜŘ ƛƴ ǘƘƛǎ ǎǘǳŘȅ ǿŀǎ άIƻǿ Ŏŀƴ ƻōǎŜǊǾŀǘƛƻƴ ŀƴŘ 
reflection be used to promote learning about the Standards ƛƴ ǇǊŀŎǘƛŎŜΚέ  

To explore this key question the two key components of the pilot were the: 

 Development of observation proforma resources  

 Identification of processes to scaffold reflection against the Standards  

8.2.1 Focus  

The focus was on teachers and leaders in their school sites with the intention of   increasing 
their understandings and capacity to use: 

 Reflection on teaching and learning 

 Scaffolded observation tools 

 The National Professional Standards for Teachers  

8.3 Methodological Considerations 

Site Participants were selected by invitation to provide: 

 a high level of representation of early career teachers  
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 previous engagement with the Standards  

A Steering Committee, representing the Pilot partners, played a key role in the planning and 
facilitation of the pilot overall.  

Newsletters and a Ning were utilised to provide information throughout the pilot. 

The Pilot was structured around three phases. 

Phase 1:  Introduction  

A professional learning day held on July 26 2011, brought all participating teachers and leaders 
together for an introduction to the Standards and the process of reflection through 
observation. Professor Bill Louden provided expert advice on the techniques and effectiveness 
of observation as used in the contemporary research Teaching for Growth ς Effective teaching 
of Literacy and Numeracy (Louden, Rohl & Hopkins, 2008). 

An observation tool had been previously developed. This tool integrated the three domains and 
the seven Standards of the Standards framework and promoted an approach to observation 
that emphasised observation as learning as different from observation for assessment.  The 
tool was made available to all participants with an invitation to modify and use it in their own 
context.  

Newsletter 1 followed the professional learning day to confirm arrangements and expectations 
of participating sites.  

Phase 2: Implementation  

Practising teachers and leaders in their local context and in alignment with established site 
based professional development practices:  

 established partnerships between experienced and early career  teachers to conduct 
classroom observations of practice  

 trialled the use of the observation tool including a pre-observation conversation, 
observation and a follow up professional conversation 

Newsletters 2, 3 and 4 were distributed to provide timely updates and information. 

Two site visits to enable a professional dialogue about how the pilot was progressing in their 
site, were conducted with a small group of AITSL, SiMERR and Steering Committee members. 

Phase 3    Review and report 

All sites were invited to a post-study workshop which was designed to celebrate and facilitate a 
ǎƘŀǊŜŘ ǊŜǾƛŜǿ ƻŦ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ƛƴǎƛƎƘǘǎ ƎŀƛƴŜŘ ǘƘǊƻǳƎƘ ǘƘŜ ǇƛƭƻǘΦ  

Each site submitted a narrative describing: 

 processes used to observe teaching and learning and to scaffold reflection with the 
Standards to develop teaching practice ς What did you do? 

 evaluation of how effective and useful  the observation and reflection against the 
Standards was ς What worked well? What would you do differently? 

 understandings that have emerged about the Standards and how they will be useful to 
teachers and leaders ς What have you learned about how observation and reflection 
can be used to promote learning about the Standards in practice?  

The final workshop included a 10 minute presentation from each site talking to their narrative. 
In addition, table conversations were documented to address the following questions:  



 AITSL Pilots Project Final Report ς Appendix D 112 

 What processes were effective to scaffold participation in reflective and professional 
conversation? 

 What are three or four most important elements of a successful observation? 

 What ŀǊŜ ǘƘǊŜŜ ƻǊ ŦƻǳǊ Ƴƻǎǘ ǎƛƎƴƛŦƛŎŀƴǘ ƭŜŀǊƴƛƴƎΩǎ ƻǊ ŘƛǊŜŎǘƛƻƴǎ ǘƘŀǘ ǎƘƻǳƭŘ ōŜ ǘŀƪŜƴ 
from this pilot?  

Perception data from participants was collected via an interactive voting process at the final 
workshop and an online checkbox survey that was distributed to all participants for feedback.  

8.4 Results from the Pilot 

8.4.1 Data Collection and Management 

Pilot numbers:  

 15 sites participated 

 2 teachers and at least one leader per site = 45 participants  

It is acknowledge that a range of other teachers and leaders also participated at a local level.  

Data was collected via: 

 Online survey of participants  - 20 respondents 

 Interactive Perception data survey 

 Documented table conversation:  

o What processes were effective to scaffold participation in reflective and 
professional conversation? 

o What are three or four most important elements of a successful observation? 

o What are three or four most significant learnings or directions that should be 
taken from this pilot?  

 A two-page narratives of process, evaluation and understandings from each site 

8.4.2 Analysis of the Data 

The data received via the narratives and surveys have been analysed for: 

 Effective processes that support observation as learning  

 Understandings of the Standards 

 Most significant change narratives 

8.4.2.1 Analytical Procedures 

Qualitative and Quantitative data was collected from participants at the end of the pilot. This 
data was considered by the steering committee for common themes and identification of 
effective processes for observation and use of the Standards.    

8.4.2.2 Results 

Common Themes 

The pilot participants identified three significant directions for the future.  

Firstly, the observation of teacher practice was experienced by teachers and leaders as a 
powerful professional learning activity. Despite some trepidation regarding the observation of 
colleagues, the overwhelming conclusion was that the observation tool was effective in both 
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providing a platform for deep professional conversations and was an effective way of engaging 
with the  Standards.   

Secondly, the Standards provided both a common language for discussion of teaching practices 
and a continuum for growth in the profession.  

Thirdly, the use of the Standards with the observation tool has the potential to influence school 
culture. Embedding professional learning and the Standards in whole school structures was 
commonly described by participants as having the potential to lift the profile and standards of 
the profession.  

Effective Processes Identified by Participants 

Pilot participants were asked to identify processes that were effective to scaffold reflective and 
professional conversation using the observation tool and the Standards. There were four 
processes that participants identified as foundational to the success of the observation and 
reflection process. They were  

 The importance of scheduling time for a pre and post observation conversation so that 
there is ownership and clarity of focus and timely feedback. This empowers the 
participants to engage in observation in an ongoing manner. 

 The need to focus on a limited number of standards and descriptors during the 
observation and reflection. This allowed more focus and specificity in the observation 
and discussion.  

 The purpose of the observation process must be clear to all participants. Discussions 
about what will be observed in the lesson and the planning that has occurred 
promoted this clarity for participants.  

 The importance of the quality of the relationships between the participants was 
ǎǘǊŜǎǎŜŘΦ άaǳƭǘƛ-ƭŜǾŜƭ ǘǊǳǎǘέ ǿŀǎ ƛŘŜƴǘƛŦƛŜŘ ŀǎ ŜǎǎŜƴǘƛŀƭ ŦƻǊ ŀ ŎƻƭƭŜƎial relationship that is 
non-threatening and professional, one that fosters discussion through the use of 
ǊŜǎǇŜŎǘŦǳƭ ƎŜƴǳƛƴŜ ŦŜŜŘōŀŎƪ ƛƴ ǘƘŜ άƭŀƴƎǳŀƎŜ ƻŦ ŀ ǘǊǳǎǘŜŘ ŎƻƭƭŜŀƎǳŜέΦ  

Conclusions 

The pilot has shown that the observation of teaching practice of colleagues is a powerful means 
of communication and professional learning for teachers and leaders. 

An observation tool based on the Standards focuses and supports strategic feedback and 
reflection. 

A three-part process which was defined by the observation tool and accompanying instructions 
promoted the use of observation as learning.  

Teachers and leaders in this pilot unanimously valued the common language provided by the 
Standards as an effective platform to allow teachers to discuss their teaching experience 
professionally. The standard descriptors provide a rich language which teachers can readily 
access to talk about their teaching in practice. In this way the observation tool enabled 
teachers to identify strategies, discuss practice and work together to further their own 
achievement as professional educators and grow a professional learning community.  

The observations conducted within the pilot, had a dual effect enabling both early career 
teachers and more experienced teachers to reflect on and discuss teaching practice. Many 
teachers in the pilot commented on the value of being challenged to articulate their theory and 
practice.  

The processes employed by participating sites were collegiate and grounded in leaders and 
ǘŜŀŎƘŜǊΩǎ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǳǎƛƴƎ ƻōservation and the Standards. It was noted by both teachers 
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and leaders that formalising structures for observation of colleagues work has the potential to 
engage a whole school community in a discussion of exemplary practice.  

8.4.3 Summary 

The AITSL Pilot, undertaken by The Department of Education and Child Development, the 
¢ŜŀŎƘŜǊǎ wŜƎƛǎǘǊŀǘƛƻƴ .ƻŀǊŘΣ /ŀǘƘƻƭƛŎ 9ŘǳŎŀǘƛƻƴ {! ŀƴŘ ǘƘŜ {ƻǳǘƘ !ǳǎǘǊŀƭƛŀƴ tǊƛƴŎƛǇŀƭǎΩ 
Associations explored the question How can observation and reflection be used to promote 
learning about the National Professional Standards for Teachers in practice?  

The pilot was conducted at school sites by teachers and leaders in their own context. The cross-
sectorial nature of the pilot means that it has impact on two sectors in South Australia. It found 
that: 

 Observing teachers professional practice was a powerful experience that led to greater 
understanding of the Standards in practice and to improved professional learning and 
teacher conversation.  

 The majority of participants endorsed the Observation tool, saying it was able to 
provide a platform for deep conversations and a way to increase teacher knowledge of 
the Standards.  

 Likewise, they endorsed the power of observation of exemplary practice as a means of 
improvement.  

As a result, of the pilot, observation as a means of facilitating professional conversation was 
endorsed and the importance of the Standards to provide a common language of discussion 
enabled depth and a continuum of growth for the profession.  

8.5 Resources 

8.5.1 Resources Developed for the Pilot 

An observation tool had previously been developed by DECD officers. The tool had been 
developed with the intention of it supporting early career teachers to observe the National 
Professional Standards for Teachers in the practice of more experienced teachers. This tool was 
made available to pilot participants to use and adapt as they felt suited their context.  

Many participants adapted the way they used the tool by using only part of the tool to 
document their process or substituting blank paper to record notes and details.  

Only two sites modified the tool to create a version of an observation tool that better suited 
their needs.  

8.5.2 Existing Resources Used in the Pilot  

All participants used the National Professional Standards for Teachers as a resource document. 
Participants indicated increased familiarity with the NPST at the conclusion of the pilot study, 
with 37% participants indicating they had a detailed familiarity of the standards at the start of 
the pilot increasing to 96% indicating this at the conclusion of the pilot.     

8.6 Findings and Outcomes 

8.6.1 Implications and Recommendations from the Pilot 

 Effective processes that support observation as learning  

 Understandings of the Standards 

 Most significant change narratives ς importance of relational trust and cultural 

change  
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While this has been a small and defined pilot, teachers and leaders from Reception through to 
Year 12 sites have participated and identified Observation and the National Professional 
Standards for Teachers as effective strategies to develop teaching practice. Many of the site 
leaders in this pilot indicated intentions to use the observation tool as part of the induction 
process for early career teachers, and embed the National professional standards for Teachers 
into school practices.  

Recommendations include: 

AITSL continue to: 

 develop and promote the use of observation as learning  

 improve and enhance the observation tool to make the Standards accessible for 

teachers  

 integrate observation as a practical process in the development of AIPS  

 

8.6.1.1 The Local Perspective 

South Australia has a well established cross sector approach to the National Partnerships. This 
pilot was an enabling and positive process that indicated the wide ranging effectiveness of the 
observation tool and allowed for teachers from all sectors and stakeholders to engage with 
processes that support the development of professional standards in a variety of contexts.  

Teachers Registration Board of South Australia 

The Teachers Registration Board of South Australia grants provisional registration status to 
graduate applicants from Australian higher education providers whose teacher education 
programs have been approved for registration purposes. This includes achievement of 
professional teacher standards at the graduate level as well as the graduate meeting all other 
requirements for provisional registration.  

The Board also grants registration to those who have successfully completed 200 days of 
teaching determined through the achievement of professional teaching standards at the 
change of registration status level.  

The Board will progressively be adopting the national professional standards for teachers at the 
Graduate and Proficient levels to determine these outcomes in the future. Board involvement 
in the Pilot has highlighted the role of the Board and the impending changes for those teachers 
and leaders participating. 

The Board will be promoting the use of the Standards with all initial teacher education 
providers, initial teacher education students and teachers. Links to resources available across 
Australia will be made wherever possible to support the implementation of the Standards.  

South Australian Primary Principals Association  

A Professional Standards subcommittee of SAPPA has provided leadership for principal 
members in the development of the NPST and approaches to using them as a development 
tool with teachers. Participating Principals agreed the pilot demonstrated the capacity of the 
Standards in the work of leaders and teachers and published the following list of useful 
suggestions about how to use the National Standard for Teachers: 

 Induction conversations for new staff 

 Support for deprivatised teaching and the development of professional learning 
committees 

 Align it for teachers coming off probation to provide feedback to teachers and 
principals; 
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 Pre meetings/prior to observation and de-brief after the observation enhance the 
process. 

 To support performance development discussions 

 Use by an AST 2 to plan their mentoring role 

 Step 9 discussions and review 

 TFEL conversations and exploration. 

8.6.1.2 The National Perspective 

South Australian stakeholders have been active participants in the national Teacher Quality 
reforms.  

8.6.2 Planning for the Future 

A second round of pilot studies initiated and supported by AITSL would be welcomed as a 
potential driver for ongoing reform in this area.  

Participants posed two interesting questions: 

Will the Standards be a hindrance or support to achieving high quality? This was in the context 
of the risk that standards might be viewed as minimal benchmarks to be met rather than 
aspirational standards for teachers to strive for.  

 How could students be involved? Teachers at the ASMS worked with older students who 
expressed inteǊŜǎǘ ƛƴ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ƻōǎŜǊǾŀǘƛƻƴ ƻŦ ǘŜŀŎƘŜǊΩǎ ǿƻǊƪΦ  
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9 DoE Tas 

9.1 Introduction 

9.1.1 Setting the Scene 

In educational reform, teaching standards have two main purposes.  Firstly they can be used to 
evaluate teacher performance against an agreed set of professional criteria.  Reform that uses 
teaching standards in this way is most likely to be systemic and top-down in nature.  On the 
other hand standards can be used as a framework for teacher professional learning and 
development and this is more likely to grow from the profession itself. Where standards have 
been used solely for the purpose of teacher performance appraisal there are teacher and 
student outcome performance gains but they appear not to be sustained.  Fullan (2006, 2010) 
ŘŜǎŎǊƛōŜǎ ǘƘƛǎ άǇƭŀǘŜŀǳ ŜŦŦŜŎǘέ ŀƴŘ ŜȄǇƭŀƛƴǎ ǘƘŀǘ ǊŜŦƻǊƳ ōŀǎŜŘ ƻƴ ǘƻǇ-down models can only do 
so much to drive better teaching and, therefore, better student outcomes.  Standards generally 
fail to become embedded in the daily lives of teachers because the range of mechanisms to 
frame conversations about teaching tend to become self-serving and mechanistic and there is a 
level of mistrust in conversations that are described as developmental but are more likely to be 
judgemental.   

On the other side of the coin reform based on school designed use of standards tend to be ad 
hoc, sometimes unrelated to the broader aims of the school and not tied to systemic policies 
and directions.   

There are cogent arguments for standards to be used for both purposes and for them to be 
aligned with individual, school and system priorities and needs.  In some instances as in the 
case of underperforming teachers, beginning teachers or teachers who are seeking recognition 
of advanced teaching skills, it is imperative that the criteria for their performance assessment 
are aligned with their professional learning.  Such an alignment is common in some parts of the 
western world but is not commonplace in Australian States.  With political acceptance of a set 
of National Professional Standards for Teachers (NPST) we will be seeking to embed 
ǇǊƻŦŜǎǎƛƻƴŀƭ ǘŜŀŎƘƛƴƎ ǎǘŀƴŘŀǊŘǎ ƛƴ ǘƘŜ Řŀƛƭȅ ƭƛǾŜǎ ƻŦ !ǳǎǘǊŀƭƛŀΩǎ ǘŜŀŎhers it is worth being 
mindful of the failure to sustain improvement of both system-level and school-level driven 
reforms in the past.   

What we are searching for in this Pilot are manageable ways to develop internal accountability 
in schools for educational improvement using the Standards.  We believe that the answer 
might lie in large part in what we know about successful professional learning particularly the 
role and importance of intense and continuous support close to instruction, formative 
feedback, the matching of system with school and individual goals and teacher self-reflection 
through inquiry and professional conversations. 

This report describes action research undertaken by 15 Tasmanian teachers into their own 
professional practice using the National Professional Standards for Teachers as a research and 
teaching practice framework.  As expected some studies crossed over to the use of the 
Standards as a tool for teacher evaluation but in general the report describes the Standards 
being used as a professional learning tool that is, however, aligned to school and system 
priorities and to what we know about exemplary teaching practice.   
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9.1.2 Contextual Issues 

The work undertaken by teachers in the AITSL Pilot formed part of a broader Teacher Leader 
Program in which they were participants.  A major requirement of the Teacher Leader Program 
was a work-based individual inquiry and some teachers chose to develop their inquiry around 
the Standards whereas others in the program did not necessarily have such a focus.  The 
teachers with the Standards focus are the ones in the AITSL Pilot.   

While there are challenges in such an approach we found that the Standards focus, and 
discussions among participants both in and outside the Pilot, broadened and deepened 
educational understanding for everyone involved.  As a consequence we will try capturing all 
ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƛƴǉǳƛǊƛŜǎ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜ ǇǊƻƧŜŎǘ ŀƴŘ ƳŀƪŜ ǳǎŜ ƻŦ ƛƴǎƛƎƘǘǎ ƎŀƛƴŜŘ ǊƛƎƘǘ ŀŎǊƻǎǎ ǘƘŜ 
program rather than be limited to the AITSL pilot participants. 

In the broader state context, Tasmania is in the process of setting up a Teaching and Learning 
Leadership Institute which will provide the professional learning policy framework for the 
Education Department and all its employees state-wide.  Professional standards for leaders and 
teachers will be a requirement for professional learning policy development. The work 
undertaken in this Pilot, and the earlier AITSL Pilot into the professional standards for 
principals, provide valuable insights into how professional learning that is aligned with school 
and system priorities as well as the professional needs and aspirations of teachers and leaders 
can contribute to sustained improvement in teaching and in student learning. 

9.2 Research Questions 

Given this background and context our two research questions were developed around the use 
of the Standards as a framework for professional learning.  The research questions are based 
on two recognised attributes of exemplary teaching practice, namely work-based research into 
teaching and leadership, and professional conversations designed to invite teacher self-
reflection. 

1. How useful is the National Professional Standards for Teachers for informing and 
guiding action research and inquiry? 

2. How useful is the National Professional Standards for Teachers as a tool for teacher 
self-reflection? 

9.2.1 Focus  

The aim of action research is to address an actual problem in an educational setting and action 
researchers weigh different solutions to their problems and learn from testing ideas (Makewa, 
2008). In the case of participants in the AITSL Pilot, issues may have been of concern to a single 
teacher, or a single class of students.  Alternatively the issues being investigated might be of 
school-wide or even system-wide concern depending on the context of the participant.  The 
idea of the inquiry is that teachers examine their own practices with some understanding of 
the wider implications and underpinning literature.  It was thought that the NPST might provide 
a framework for teachers to begin the process of identifying both what they might investigate 
and what they might do with the outcomes of their inquiry. 

Action research has also ōŜŜƴ ŎŀƭƭŜŘ άŀ ǎǇƛǊŀƭ ƻŦ ǎŜƭŦ-ǊŜŦƭŜŎǘƛƻƴέ όYŜƳƳƛǎΣ мффп) and it is the use 
of the Standards as a tool for self-reflection that the second research question addresses.  In 
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this context we have been interested in creating the opportunity for our participant 
researchers to share their inquiries with their peers and the program leaders.  Developing 
professional conversations around both the issue being investigated, and what the Standards 
might say about the issue, have been priorities. 

 

9.3 Methodological Considerations 

Participants in the Teacher Leader Program were led through an investigation of the Standards 
as part of the first two days of the course and the Standards were placed in the context of a 
critical tool for both teacher evaluation and professional learning.  Participants who then 
wanted to use the Standards as a framework to guide their inquiry identified themselves and 
became part of the Pilot.  Following the two day Pilot meeting in Melbourne in July a template 
for inquiries was developed and distributed to all participants and this was further developed in 
September to incorporate the outcomes of the inquiries (Appendix A). 

After the two day introduction participants in the Pilot planned and started to carry out their 
inquiries with email and phone support from the leaders of the course.  Participants met again 
in late September and the course leaders were joined by Prof. John Pegg from the SiMERR 
National Research Centre at the University of New England and Gavin Pinnington from AITSL 
who gave insights into the development and validation of the Standards and the work of AITSL 
respectively.  Participants preseƴǘŜŘ ǘƘŜƛǊ ƛƴǉǳƛǊƛŜǎ ǘƻ ǘƘŜƛǊ ǇŜŜǊǎ ǳǎƛƴƎ ŀ ŎƻƴǎǳƭǘŀƴǘΩǎ ǇǊƻǘƻŎƻƭ 
(See Appendix H) and the protocol conversations were built around providing guidance to the 
successful conclusion of each inquiry.   

Participants met again in late October and presented the outcomes to their peers and took 
away ideas to finalise their inquiries ready for inclusion in the final AITSL report. 

9.4 Results from the Engagement 

9.4.1 Data Collection and Management 

Each participant developed an A3 summary of their inquiry using a standard poster template.  
(Appendix B).  They also included any instruments they developed as part of their inquiry and 
provided their own interrogation of the data they collected. 

9.4.2 Analysis of the Data 

Each inquiry that has been received has been summarised into a standard two page template 
that can be linked back to a fuller A3 poster and/or inquiry design. The summary documents 
(Appendix J-X) form the basis of the Results, Findings and Outcomes that appear below. 

9.4.2.1 Analytical Procedures 

While the inquiries are qualitative and highly contextualized each has been examined for links 
not only to the research questions but to the wider state and national contexts. 
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9.4.2.2 Results 

 

Table 9-1 - Summary of comments and conclusions relevant to the use of the Standards as a 
framework to teacher inquiry and as a tool for self-flection 

Teacher 
No. 

Inquiry Title 
Comments and Conclusions 

1 

A model that combines 
Cognitive Coaching and 
the AITSL Standards to 
assist teacher self-
reflection and future 
career direction 

The AITSL Framework and Cognitive Coaching approach 
complement one another. If you have the Standards, and 
techniques for coaching a staff member, then it will assist in 
performance management discussions. 
 
In using the AITSL Framework, leaders are able to 
ǳƴŘŜǊǎǘŀƴŘ ǘƘŜƛǊ ǎǘŀŦŦΩǎ ǎǘǊŜƴƎǘƘǎ ŀƴŘ ŀǊŜŀǎ ŦƻǊ 
improvement very quickly and they can use this knowledge 
to plan future PL for their staff. Leaders can also self-assess 
their own leadership through the AITSL Framework and 
employ the Cognitive Coaching approach to their own 
thinking. 
 

2 

To monitor and to 
improve my teaching 
through Standard 5 
(effective assessment and 
feedback processes). 

Teaching standards are an objective, organized method of 
firstly evaluating our present standard then secondly 
planning goals to achieve growth.  This objective assessment 
against credible and clearly defined skills can only enhance 
our profession and also support a truly transparent career 
path. 
 

3 

Teachers using data from 
student feedback surveys 
(linked to National 
Professional Teaching 
Standards) to self-reflect 
for improved student 
engagement and 
motivation. 
 

The direct links made between the student survey questions 
and the National Professional Teaching Standards allows us 
to get very specific information about where to go with our 
professional learning and support to meet the needs of 
teachers. 
I can see that this information will be useful in assisting 
teachers reflect on their teaching practice, and undertake 
action learning.  It will also be a useful tool in Leading for 
High Performance discussions in the teacher review process. 
It is evident that my school needs to look at:  
ω Making Learning intentions clear  
ω Assessment strategies 
ω Feedback to students. 

 
 
 

4 

Using the National 
Professional Standards for 
Teachers as well as 
student feedback on 
teacher practice to assist 
in improving behaviour 
management, in particular 
the use of Restorative 
Practices, at our school. 
 

Being able to refer to the National Professional Standards for 
Teachers as part of this process was extremely beneficial in 
that it allowed teacher  to participate in identifying relevant, 
timely areas of focus in terms of their own professional 
development. 
 
The use of the NPST enabled the inquiry and resulting 
process to be widely applicable to teacher professional 
development and practice in our school. 
 
The use of the NPST enabled us to draw out particular areas 
of focus that were relevant to both our school priorities, the 
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RP focus group and teacher professional development needs 
in our school.  
 

5 

Using the National 
Professional Standards for 
Teachers to reflect on 
their own practice, in 
particular the feedback 
criteria. 
 

Other teachers in my learning area are conducting a similar 
process with their classes so it will be valuable to have a 
discussion about how we deal with feedback as a subject 
team and what we can do to improve.  In conclusion: 
ω {ǘǳŘŜƴǘǎ ǾŀƭǳŜ ŦŜŜŘōŀŎƪ 
ω {ǘǳŘŜƴǘǎ ƴŜŜŘ ǘŀǎƪǎ ŜȄǇƭŀƛƴŜŘ ŎƭŜŀǊƭȅ 
ω {ǘǳŘŜƴǘǎ ǾŀƭǳŜ ƘƛƎƘ ǘŜŀŎƘŜǊ ŜȄǇŜŎǘŀǘƛƻƴs 
ω {ǘǳŘŜƴǘǎ ǿŀƴǘ ƭŜŀǊƴƛƴƎ ǘŀǎƪǎ ǘƻ ōŜ ƳŜŀƴƛƴƎŦǳƭ 
ω !ǎǎŜǎǎƳŜƴǘǎ ƴŜŜŘ ǘƻ ōŜ ŎŀǊŜŦǳƭƭȅ ŜȄǇƭŀƛƴŜŘΣ ōƻǘƘ ƛƴ ǘŜǊƳǎ 
of how they will be implemented and how the results are 
arrived at. 
 

6 

An evaluation and 
improvement of the 
mathematics teaching and 
learning program 

The feedback provided by students through the first survey 
has been acted upon. Explicit links have been made for the 
students of the content of the mathematics program and 
real world application, and greater challenge has been 
provided to students through differentiation of the content 
of the program. On completion of the actions, students will 
be provided with a post inquiry survey to determine the 
effectiveness of the actions. 
 
The evaluation of the mathematics program has led to an 
awareness of the aspects that determine increases in 
student learning outcomes. The National Professional 
Standards for Teachers has provided an avenue for 
reflection, evaluation and refinement of the mathematics 
program.  
 

7 
What levels of feedback 
are being used in the 
classroom?   

The knowledge I acquired throughout this research project 
has and will continue to impact on my teaching and 
mentoring practice. It has made me think far deeper about 
what feedback I am giving to students/colleagues; does it 
address the where and how they are going and where to 
next?  
 

8 

Investigation of how the 
National Professional 
Standards for Teachers 
can be used by teachers to 
reflect on their practice 
and how feedback during 
Mental Computation 
lessons can affect 
ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎΦ 
 

Throughout the inquiry process, I have been made more 
aware of my own teaching and the feedback that I am giving 
students. It has made me assess and critique my own 
teaching practice, give specific feedback and give it 
immediately after the behaviour occurs. 
 

9 

Embedding the AITSL 
standards into the Leading 
for High Performance 
processes and 
encouraging teacher 
reflection and goal setting 
against the standards. 

Professional Conversations, conducted properly in a non-
threatening, supportive and trusting environment can 
provide a great conduit for honest reflection & goal setting.  
These conversations have been effective in previous years, 
but had been undertaken with a set of structured questions 
that reflected school goals, without a strong emphasis on 
the individual practitioner.   
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Adding the National Professional Standards to this process 
was both productive and educational as it allowed staff to 
gauge within a national context their current level of work.  
It allowed for a more specific set of individual goals that had 
a developmental layer wrapped around them. 
 
The National Professional Standards for Teachers is a 
document that offers schools and school leadership teams a 
great tool to assist with staff goal-setting and performance 
reflection.  Embedded properly through the Leading for High 
Performance processes at a school-wide level could enable 
progress triggered by not only the external drivers on 
schools, but also the internal drivers for individual teachers 
that are reliant upon motivation and professional 
engagement. 
 

10 

Integrating the National 
Professional Standards for 
Teachers (the Standards) 
as a positive planning tool 
for Individual Professional 
Learning Plans (IPLP) 
which will enhance 
understanding, direction 
and the learning culture 
within a school 
community. 

For this model to be effective and worthwhile the timing of 
implementation each component needs to be gradual and 
deliberate. Too much information at any one stage could 
cause individuals to feel overwhelmed and/or negative 
about the Standards or the process. Even the time allocated 
on the calendar needs to be considered to ensure that the 
roll out does not clash with other stressors.  
 
Exciting opportunities building on this model could include: 
ω ¢ŜŀƳ ƻŦ ƛƴŘƛǾƛŘǳŀƭǎ ƛƴ ŀ ǎŎƘƻƻƭ όƻǊ ŀ ƴetwork of schools) 
working together to achieve Proficient, Highly Accomplished 
or Lead on a particular standard 
ω  9ƴŎƻǳǊŀƎŜκ ŜƳōǊŀŎŜ ǎǘǳŘŜƴǘ ŦŜŜŘōŀŎƪ ƻƴ ǘŜŀŎƘƛƴƎ  
ω LƴŎǊŜŀǎŜ ǇǊƻŦŜǎǎƛƻƴŀƭ ƻōǎŜǊǾŀǘƛƻƴ ŀƴŘ ŎƻƴǾŜǊǎŀǘƛƻƴǎ 
opportunities across the school 
 

11 

How can a networked 
Professional Learning 
Community (PLC) 
engage graduate 
teachers in using the 
National Professional 
Standards for Teachers? 

 

Schools need to be attentive to assigning mentors/coaches 
to beginning teachers ς while a teacher may be give the 
impression of being an effective classroom practitioner are 
they competent in ALL the proficient teaching standards? 
 
There are benefits in conducting a dual coaching approach 
to working with the Standards: the networked PLC supports 
the collective learning and critical dialogue around the same 
message which can continue without the coach facilitating; 
while the one-on-one coaching brings the broad message 
down to the classroom context for the beginning teacher ς 
the application of knowledge becomes personalised and 
feedback very relevant to each. 
 
Over the five sessions the teachers arrived at a collective 
ΨŀƘ-ƘŀΩ ƳƻƳŜƴǘΦ Lƴ ōŜŎƻƳƛƴƎ ǇǊƻŦƛŎƛŜƴǘ ǿƛǘƘ ŀ ŦǳƭƭŜǊ 
knowledge of how students learn and how to plan for this, 
they had a shared view that their assessment and feedback 
strategies needed to be better. To achieve this, they believe 
a teacher would have to be across more than one of the 
Standards and have access to a significant school leader, 
independent of their workplace, who could facilitate 
discussion. 
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12 

The development of 
άǘƘǊƻǳƎƘƭƛƴŜǎέ ό[ƛǘŜǊŀŎȅΣ 
Numeracy, 
Communication and 
Health & Wellbeing) from 
our school curriculum in 
conjunction with the 
National Professional 
Standards for Teachers, to 
inform teaching, 
assessment and reporting 
at our school. 
 

The high expectation of teachers in each of the career stages 
outlined in the National Professional Standards for Teachers 
has been well received in our school. This document has 
provided teachers with focus and also accountability of 
practice. The standards have been clear especially for our 
setting. They have provided us with excellent professional 
discussion and debate. The development of our throughlines 
was the original focus but as time has gone on it has been 
overtaken by the professional standards for teachers. It has 
become the default in our ongoing knowledge cycle and our 
professional practice. The standards have been linked back 
to our curriculum and have informed our assessment and 
data collection, providing feedback and reporting on student 
learning (Standard 5). 
 
By a school linking their PL to the National Professional 
Standards for Teachers there is a platform for evidence 
based outcomes when facilitating PL sessions for staff. The 
general feedback process has indicated a positive reaction to 
professional learning sessions linking in with the National 
Standards for Teachers. 
 

13 

Plan for and implement 
effective teaching and 
learning in year 8 .  
Evaluate and improve 
teaching programs 
Standard 3.6 from 
National Professional 
Standards for Teachers 
 

Using the NPS as a tool to assist all teachers move from 
Graduate to Proficient to Highly Accomplished could be a 
reasonable goal where no one person on a team is 
responsible for the team. I believe that most teachers are 
Proficient within the team and at times demonstrate aspects 
of Highly Accomplished teachers. It was obvious during 
discussions the valuable contributions each person makes in 
their classroom, however this is often not shared and 
celebrated with others and if so it is done in an ad hoŎΩ 
manner. The successes individual teachers have with classes 
and particular students are often not celebrated or 
recognised due to the lack of team structure or system of 
communication. 
 

14 

An investigation into 
ƛƳǇǊƻǾƛƴƎ ǎǘǳŘŜƴǘǎΩ 
narrative writing through 
the provision of timely 
feedback during the 
learning process.  
 

Assessing, providing feedback and reporting on student 
ƭŜŀǊƴƛƴƎ ƛǎ ŀ άƪŜȅ ŜƭŜƳŜƴǘ ƻŦ ǉǳŀƭƛǘȅ ǘŜŀŎƘƛƴƎέ ό{ǘŀƴŘŀǊŘ р 
National professional Standards for Teachers, February 
2011).   
 
Many students are now showing that they are enjoying 
writing more by their active involvement in the writing 
process.  The teachers are writing alongside the students, 
modeling and sharing the writing process. The opportunity 
to think, question and talk and provision of more time to 
write are some of the factors that have increased 
engagement. 
 
Teachers involved in this inquiry have developed a more 
critical and reflective approach to the teaching of writing 
and have shown development in confidence and skill as 
teachers and leaders in writing throughout the school. 
Having now identified a potential whole school approach to 
improvement in writing we now intend to act as change 
agents and activists within our school. 
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15 

Using feedback methods 
ǘƻ ŘŜǾŜƭƻǇ ǎǘǳŘŜƴǘǎΩ 
Historical Knowledge, 
Understanding, Skills and 
General Capabilities of the 
Australian Curriculum 

Targeted feedback was effectively provided through self and 
teacher assessment using teacher designed rubrics, 
conferencing and self-analysis questions.  Students were 
aware of the terms of assessment of learning and 
assessment for learning.  The general capabilities of the 
Australian Curriculum were easily placed into a historical 
literacy unit. 
 

The inquiry achieved its intended outcomes.  The 
research question of   

What forms of targeted feedback (Standard 5.2: 
Provide feedback to students on their learning.) can be 
ǇǊƻǾƛŘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ ǘƻ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ƘƛǎǘƻǊƛŎŀƭ 
knowledge, understandings and skills? was achieved in 
the inquiry by utilizing rubrics, self-analysis and 
conferencing with students.  The power of self-
designed rubrics emerged in the unit when it was 
identified that numerous students had not achieved 
the skill of chronology.  

 

16 

 
Investigation of how 

beginning teachers can 
utilise the National 

Professional Standards for 
Teachers to evaluate and 
develop their skills from 

graduate level to 
proficient level. 

 
 

Universal agreement that the National Professional 
Standards for Teachers were a great idea giving a unified 
professionalism amongst teachers throughout Australia. 
 
 
Three areas in which professional development activities 
ǿƻǳƭŘ Ƴƻǎǘ ōŜ ƻŦ ōŜƴŜŦƛǘ ǘƻ ōŜƎƛƴƴƛƴƎ ǘŜŀŎƘŜǊǎ ǿŜǊŜ ΨŀǎǎŜǎǎ 
ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΩ όрΦмύ ŀƴŘ ΨƳŀƴŀƎŜ ŎƘŀƭƭŜƴƎƛƴƎ ōŜƘŀǾƛƻǳǊΩ 
όпΦоύ όōƻǘƘ ǿƛǘƘ р ǇŀǊǘƛŎƛǇŀƴǘǎύΣ ŦƻƭƭƻǿŜŘ ōȅ ΨŘƛŦŦŜǊŜƴǘƛŀǘŜ 
teaching to meet the specific needs of students across the 
Ŧǳƭƭ ǊŀƴƎŜ ƻŦ ŀōƛƭƛǘƛŜǎΩ.  
 
Colleague teachers may best assist beginning teachers by 
sharing their own experiences ς ƴƻǘ ΨǘƘis is how you must do 
ƛǘΩ ōǳǘ ΨǘƘƛǎ ƛǎ ǿƘŀǘ L ƘŀǾŜ ŦƻǳƴŘ ǳǎŜŦǳƭΩΦ  !ŘǾƛŎŜΣ 
collaboration and observation.   
 
 

 

9.4.2.2.1 Research Question 1: How useful is the National Professional Standards for 
Teachers for informing and guiding action research and inquiry? 

It is ŎƭŜŀǊ ŦǊƻƳ ŜŀŎƘ ǇŀǊǘƛŎƛǇŀƴǘΩǎ ǊŜǇƻǊǘ ǘƘŀǘ ǘƘŜ {ǘŀƴŘŀǊŘǎ ƘŀǾŜ ǇǊƻǾƛŘŜŘ ŀ ǳǎŜŦǳƭ ŦǊŀƳŜǿƻǊƪ 
for their inquiries.  In many cases the Standards have brought a degree of rigour to the action 
based research and a sense of authenticity around the foci and research questions.  In this 
ŎƻƴǘŜȄǘΣ ǘƘŜ {ǘŀƴŘŀǊŘǎ ǎƛǘ ǿŜƭƭ ŀƭƻƴƎǎƛŘŜ ǘŜŀŎƘŜǊΩǎ ƻǿƴ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ǿƘŀǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ǘƻ 
develop in their practice and the established directions and goals of their school or workplace. 

The high expectation of teachers in each of the career stages outlined in the National 
Professional Standards for Teachers has been well received in our school. This document 
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has provided teachers with focus and also accountability of practice. The standards have 
been clear especially for our setting. They have provided us with excellent professional 
discussion and debate. (Teacher 12) 

So in a practical sense how were the Standards used by teachers to frame their inquiries?  In 
most cases discussions in the Teacher Leader Program around what makes a sustained 
ŘƛŦŦŜǊŜƴŎŜ ƛƴ ǎŎƘƻƻƭǎ ōŀǎŜŘ ƻƴ WƻƘƴ IŀǘǘƛŜΩǎ ƳŜǘŀ-analysis research, and the work of Michael 
Fullan, had suggested possible lines of inquiry.  Teachers took these ideas to the Standards 
which offered validation of the importance of particular aspŜŎǘǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ŀƴŘ ŀƭǎƻ 
suggested through the Focus Areas and Descriptors ways of broadening and/or deepening their 
inquiry.  What stands out from the Pilot reports from teachers is the way that the Standards 
gained acceptance from their co-teachers, leaders in the school and from students where they 
were involved in providing feedback based on the Standards.  The Standards not only received 
wide dissemination as a result of the Pilot they gained acceptance because they were 
embedded in good teaching and learning practice.  We believe this speaks volumes about using 
the Standards to develop internal accountability for sustained improvement in student 
outcomes. 

The use of the NPST enabled the inquiry and resulting process to be widely applicable to 
teacher professional development and practice in our school. (Teacher 4) 

9.4.2.2.2 Research Question 2: How useful is the National Professional Standards for 
Teachers as a tool for teacher self-reflection? 

In using the AITSL Framework, leaders are able to understand tƘŜƛǊ ǎǘŀŦŦΩǎ ǎǘǊŜƴƎǘƘǎ ŀƴŘ 
weaknesses very quickly and they can use this knowledge to plan future PL for their staff. 
Leaders can also self-assess their own leadership through the AITSL Framework and 
employ the Cognitive Coaching approach to their own thinking. (Teacher 1) 

Throughout the Inquires there are consistent and strong messages about the use of the 
Standards as a tool for teacher self-reflection (see Appendix I).  In a national context where the 
use of Standards over many years has been largely ad hoc, feedback from all sites suggest that 
teachers are ready to embrace a consistent and professional teaching language that can guide 
teacher, school and system development and planning.   

Another strong through-line in the reports is that teachers also need tools for professional 
conversations, whether they are provided by formal participation in coaching and mentoring 
programs or are developed in a site specific way.  The story that emerges is that the Standards 
are not an end in themselves.  When they are coupled with a teaching and learning focussed 
policy setting,  consistent state-wide professional learning plans, conversation tools, and the 
opportunity to participate in on-going classroom based reflection on teaching then a very 
powerful mechanism to ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘ ƻǳǘŎƻƳŜǎ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǘŜŀŎƘƛƴƎ ōŜƎƛƴǎ ǘƻ ŜƳŜǊƎŜΦ 

 Professional Conversations, conducted properly in a non-threatening, supportive and 
trusting environment can provide a great conduit for honest reflection & goal setting.  
These conversations have been effective in previous years, but had been undertaken with 
a set of structured questions that reflected school goals, without a strong emphasis on 
the individual practitioner.  Adding the National Professional Standards to this process 
was both productive and educational as it allowed staff to gauge within a national 
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context their current level of work.  It allowed for a more specific set of individual goals 
that had a developmental layer wrapped around them. (Teacher 9) 

9.4.3 Summary 

Amongst the useǎ ƻŦ ǘƘŜ {ǘŀƴŘŀǊŘǎ ǿŜ ƘŀǾŜ ƛƴǾŜǎǘƛƎŀǘŜŘ ǳǎƛƴƎ ǘƘŜƳ ǘƻ ŦǊŀƳŜ ǘŜŀŎƘŜǊǎΩ 
research into their own teaching practice and the practice of others and using them to frame 
self-reflective conversations about teaching practice and improved student outcomes.  In both 
ƛƴǎǘŀƴŎŜǎ ǿŜ ƘŀǾŜ ǎŜŜƴ ǘƘŜ {ǘŀƴŘŀǊŘǎ ǇǊƻǾƛŘƛƴƎ ōƻǘƘ ŀǳǘƘŜƴǘƛŎŀǘƛƻƴ ŀƴŘ ƎǳƛŘŀƴŎŜ ǘƻ ǘŜŀŎƘŜǊǎΩ 
endeavours especially when they are placed in a wider context of supporting teachers 
becoming learners of their own teaching. 

9.5 Resources 

9.5.1 Resources Developed for the Pilot 

a) Student Feedback:  Following on from research conducted by Mike Brakey in the senior 

secondary sector (2007 ς 2010) some participants created surveys for students that 

were based on the Standards.  These surveys (Appendix C, D and E) were applied in 

both primary and secondary school settings and were often accompanied by 

discussions with students about the Standards and how students might make 

ƧǳŘƎŜƳŜƴǘǎ ŀōƻǳǘ ǘŜŀŎƘŜǊǎΩ ǇǊŀŎǘƛŎŜΦ  {ƻƳŜ ŜȄŀƳǇƭŜ ǉǳŜǎǘƛƻƴǎ ŀǊŜ ǎƘƻǿƴ ōŜƭƻǿΤ 
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I am encouraged to take responsibility for my learning       

The learning tasks in this subject are meaningful      

I understand how I will be assessed for this subject (5.1)      

The learning tasks in this subject give me a number of ways to 

demonstrate my understanding (5.1) 
     

I believe rubrics are a helpful way of providing feedback (5.1)      

My teacher has high expectations of me (5.2)      

Figure 9-1 : Student Survey Example 

This is a relatively unexplored area of feedback with little research either nationally or 
internationally.  It offers a promising extra data source for teachers who are seeking to 
both understand and improve their teaching practice.  Giving students an insight into 
what their teachers are striving to achieve can only help the professional relationship 
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between student and teacher as a high level of trust is required to run such a survey 
and respond to the feedback provided. 

b)  Teacher 11 worked with 5 graduate teachers and developed self-audits on both the 

Graduate and Proficient career stages as part of their conversations about feedback 

and assessment practices.  An example from the surveys (Appendix E) is shown below.  

STANDARD 1: KNOW STUDENTS AND HOW THEY LEARN 

Focus Descriptor Need                    Strength 

1.1  

Physical, 
social and 
intellectual 
development 
and 
characteristics 
of students. 

Use teaching strategies based on 

knowledge and understanding of 

physical, social and intellectual 

development and characteristics of 

students 

 

1         2         3         4         5 

1.2  
Understand 
how students 
learn 

Structure teaching programs using 

research and collegial advice about 

how students learn. 

1         2         3         4         5 

 
1.3  
Students with 
diverse 
linguistic, 
cultural, 
religious and 
socioeconomic 
backgrounds 

Design and implement teaching 

strategies that are responsive  to the 

learning strengths and needs of 

students from diverse backgrounds 

 

1         2         3         4         5 

 

Figure 9-2 : Teacher Survey Example 

 
c) Some teachers developed surveys for teachers to use in specific aspects of their 

teaching practice and used the findings to apply improved practices to that area 

(Appendix F) and another developed a template for teachers to base their professional 

Learning Plans on the Standards.(Appendix G) 

d) ! ǇƻǿŜǊŦǳƭ ά/ƻƴǎǳƭǘŀƴǘǎ tǊƻǘƻŎƻƭέ ǿŀǎ ǳǎŜŘ ǘƻ ƎƛǾŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ŀ ŦǊŀƳŜǿƻǊƪ ŦƻǊ 

presenting and gaining feedback about their developing inquiries. (Appendix H) 

9.6 Findings and Outcomes 

9.6.1 Implications and Recommendations from the Pilot 

The Tasmanian Education Department, like all government departments in Tasmania, is 
currently highly constrained by government austerity measures.  In such an environment it is 
imperative that any investment in professional learning and development is made in areas that 
have the best chance of improving the quality of teaching and student educational outcomes.  
Given the relative agreement that is emerging from school improvement, leadership and 
quality teaching literature there is little excuse for investment to be made in areas that will not 
have a lasting impact.  The emerging leadership and learning institute will be based on several 
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guiding principles (see below) drawn from what we know should work to improve teaching and 
learning.   
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Figure 9-3 : Professional Learning Guiding Principles (Tasmanian Leadership Institute) 

The trick is to match what the literature and our collective experience tells us will work with 
practical, workable and close-to-instruction opportunities for teachers to apply and improve 
their craft.  In this pilot we found that the NPTS can be a powerful tool for teachers who want 
to research their own teaching and we have ample evidence that when teachers gather valid 
data about their work, and respond to it, then we will see improvement in teaching and a 
ŎƻƴǎŜǉǳŜƴǘ ƛƳǇǊƻǾŜƳŜƴǘ ƛƴ ƻǳǘŎƻƳŜǎΦ  CƻǊ ǘƘƛǎ ǊŜŀǎƻƴ ǘƘŜ LƴǎǘƛǘǳǘŜΩǎ ƛƴƛǘƛŀƭ ǇǊƻƎǊŀƳǎ ƘŀǾŜ ŀ 
strong focus on inquiry based learning.  It should be possible to elaborate inquiry based 
learning across all sites so that schools can respond not only to centrally collected data like 
b!t[!b ōǳǘ ŀƭǎƻ ƘŀǾŜ ŀŎŎŜǎǎ ǘƻ ǾŀƭƛŘ Řŀǘŀ ŦǊƻƳ ǘŜŀŎƘŜǊǎΩ ƻǿƴ ǿƻǊƪ ǘƻ ǿŜƛƎƘ ǇƭŀƴƴƛƴƎ 
decisions against.   

We have found that all teachers involved with their own action research have involved their 
school-based and work-based peers in their activities so that there has been an outwards 
impact to other teachers from the work.  In many instances Pilot teachers have described the 
willingness of others to become involved and open up their own classrooms, professional plans 
and teaching for inspection and discussion.  Reading the reports is very affirming for the 
interest that teachers show in their own work and what they might learn from the teaching of 
ƻǘƘŜǊǎΦ  LƴǉǳƛǊȅ ōŀǎŜŘ ƭŜŀǊƴƛƴƎ ƻŦŦŜǊǎ ŀ ƧŜƳƳȅ ƛƴǘƻ ǘƘŜ άōƭŀŎƪ ōƻȄέ ŀǘ ŀ ǘƛƳŜ ǿƘŜƴ ǘƘŜǊŜ 
appears to be a professional willingness to engage with teaching standards.  We will make the 
best use of this opportunity by ensuring that the standards are a professional learning as well 
as a professional evaluation framework.  Too much one way or the other will be an opportunity 
missed.   

 Based on a professional leadership and teaching standard that provides the yardstick by 

which participants reflect on their own professional lives and learning and identify their 

strengths and areas for development 

 An integral part of the established goals and directions of the Department and consistent 

with its vision, beliefs and practices 

 {ŎƘƻƻƭκǿƻǊƪ ōŀǎŜŘ ŀƴŘ ŜƳōŜŘŘŜŘ ƛƴ ƭŜŀŘŜǊǎΩ Řŀƛƭȅ ǿƻǊƪ liveǎΦ  ¢Ƙƛǎ ǿƻǳƭŘ ōŜ CǳƭƭŀƴΩǎ όнллс) 

άŘŀƛƭȅ ǊŜƭŀǘƛƻƴŀƭ ƭŜŀǊƴƛƴƎέΣ ǎƘŀǊŜŘ ŀƴŘ ǎǇŜŎƛŦƛŎ ǘƻ ǘƘŜ ǎƛǘǳŀǘƛƻƴ ƛƴ ƘŀƴŘΦ 

 As close to classroom instruction as is possible, taking advantage of local expertise but 

plugged strongly into external expert systems. 

 Based on inquiry and action research, direct observation of others professional practice and 

making daily use of assembled data to feedback, inform and plan the next steps. 

 Available for all levels of leader across all levels of schooling ς school, district, state. 

 Cognisant of and based upon adult learning principles- personalised, honouring participant 

responsibility and choice, providing consistent support and sustained engagement, sharing 

of professional practice, reflective through the application of mentoring, team learning and 

coaching principles. 

 Cognisant of and based upon current learning and leadership theory particularly the 

importance of formative feedback, the instructional leader who supports distributed 

leadership in the work setting. 
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²Ŝ ǎƘƻǳƭŘ ōŜ ƳƛƴŘŦǳƭ ƻŦ 9ƭƳƻǊŜΩǎ όнллпύ ǿŀǊƴƛƴƎ ǘƘŀǘ άΧǘƘŜǊŜ ƛǎ ƴƻ ǿŜƭƭ-worked theory of 
Ƙƻǿ ȅƻǳ ƎŜǘ ŦǊƻƳ ǇŜǊŦƻǊƳŀƴŎŜ ōŀǎŜŘ ŀŎŎƻǳƴǘŀōƛƭƛǘȅ ǘƻ ƛƳǇǊƻǾŜƳŜƴǘ ƛƴ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎέΦ  
Finding practical ways for teachers to engage with their own practice in non-threatening, data 
centred and peer supported ways might help overcome the inexorable problem we have faced 
with most school improvement literature that it is long on telling us on what is wrong, and 
what we should be aiming at, and short on what the pathways might be between the two.  The 
combination of teacher inquiry based on professional teaching standards offers one powerful 
practical pathway. 

At the same time the other message that has emerged from the Pilot is that reflective 
conversations are also a powerful tool for unlocking the black box of the classroom. 
Participants have reported the importance of well informed and planned conversations often 
based on their prior knowledge of coaching and mentoring.  What emerges is a need to provide 
all teachers who want to examine their practice with a set of professional conversational tools.  
The combination of a Standards based framework, inquiry driven learning, data based decision 
making and professional skilful conversation seem to add up to a variety of practical 
suggestions for individual, school and system improvement and markers to what might 
constitute a safe investment in fiscally tight times. 

It would be remiss of us not to report three other outcomes of the Pilot and the Teacher 
Leadership Program.  The first is that, for many, probably most teachers in the Program, the 
work undertaken on formative assessment had an influential resonance. The teacher 
summaries show that more than half involved some examination of the power of feedback 
either in a peer-related or student-related sense.  This focus came from a relatively low level of 
initial understanding of the differences between assessment of, for and as learning. In the 
tǊƻƎǊŀƳ ǿŜ ŎƻƳōƛƴŜŘ ǇǊŀŎǘƛŎŀƭ ŜȄŜǊŎƛǎŜǎ ǿƛǘƘ ŘŜǘŀƛƭŜŘ ŀƴŀƭȅǎƛǎ ƻŦ IŀǘǘƛŜΩǎ ƳŜǘŀ-analysis 
ŦƛƴŘƛƴƎǎ ŜǎǇŜŎƛŀƭƭȅ ƻƴ άŘƛǊŜŎǘ ƛƴǎǘǊǳŎǘƛƻƴέΣ ŀƴŘ CǳƭƭŀƴΩǎ ƛŘŜŀǎ around a set of powerful and 
aligned assessment tools tied to learning objectives.   The result was a strong thread of 
research interest that seems to have generated important conversations in the sites where 
teachers were conducting inquiries.  Greater understanding of formative assessment and direct 
examination of its effects and benefits to classroom practice seems to us to be another 
successful pathway between what we know works and where we want to be.  If formative 
assessment is tied to an understanding and practical use of the Standards then there will be 
further improvement in understanding as it is difficult to understand assessment without first 
understanding what it is that a teacher does or sets out to do. 

The second related aspect of the Pilot was the interest in using the Standards to frame student 
surveys.  The data collected from these surveys provided teachers with another angle on their 
teaching and one that is rarely sought.  There is also a pattern to the areas of the Standards 
that interested teachers when they framed surveys with a concentration on assessment (as 
expected from above) and on classroom environment issues.  The conversations that flow 
amongst teachers and between teachers and students following administering the surveys are 
probably more important than the surveys themselves.  Trusting students to add their views to 
the data that a school collects to frame future planning seems to be another practical 
mechanism to open classrooms to reflection. 

The third aspect of the Pilot that we can report outside the research questions is the way in 
which teacher leaders inquiries have been embedded in the school or worksite future planning.  
Lƴ ǘƘŜ ǎǳƳƳŀǊƛŜǎ ǊŜŀŘŜǊǎ ǿƛƭƭ ƴƻǘŜ ǎŜǾŜǊŀƭ ǘƘŀǘ ŀǊŜ ŀƭǊŜŀŘȅ ǘƛŜŘ ƛƴǘƻ ƴŜȄǘ ȅŜŀǊΩǎ ǘŜŀŎƘƛƴƎ ŀƴŘ 
professional learning programs and this has come about because of the sharing of outcomes 
with other staff, in many cases the whole staff, of the schools involved.  Leaders of schools 
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would do well to not just initiate inquiry based learning but to implement ways in which 
teachers can share their classroom-based research with others.  We believe built-in sharing of 
teaching practice has been shown in the Pilot to be a simple but effective way of opening up 
ǘƘŜ άōƭŀŎƪ ōƻȄέ ƻŦ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ 

9.6.2 Planning for the Future 

We expect the Teacher Leader Program to become an important aspect of the work of the new 
Institute and will use the outcomes of the Pilot to re-frame and improve our Program design.  
At the same time we will seek to incorporate the findings into the state-wide professional 
learning framework that will emerge to guide the work of the Institute. 

We also expect that each group of teacher leaders in the Program will have a similar impact on 
ǎŎƘƻƻƭǎ ŀƴŘ ǿƻǊƪ ǎƛǘŜǎ ǘƘŀǘ ǿŜ ǎŀǿ ǿƛǘƘ ǘƘƛǎ ȅŜŀǊΩǎ ƎǊƻǳǇΦ  Lǘ ƛǎ difficult to estimate the positive 
impact that 60 good teachers have had on the professional lives of their peers as a result of the 
Pilot and the Program. 
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10 DoE WA 

10.1 Introduction 

10.1.1 Setting the Scene 

The Western Australian Institute for Professional Learning (the Institute) has been established 
ǘƻ ŎƻƻǊŘƛƴŀǘŜ ǘƘŜ ²ŜǎǘŜǊƴ !ǳǎǘǊŀƭƛŀƴ 5ŜǇŀǊǘƳŜƴǘ ƻŦ 9ŘǳŎŀǘƛƻƴΩǎ ǎǘǊŀǘŜƎƛŎ ƻōƧŜŎǘƛǾŜ ƻŦ ōǳƛƭŘƛƴƎ 
a motivated, committed and skilled workforce; able to meet the challenges of providing all 
Western Australian children and young people with access to a public education system which 
is dedicated to the highest standards of student achievement.  The Institute is the overarching 
body responsible for the coordination and delivery of professional development for teachers 
and educational leaders at all levels; and the design, management and brokering of professional 
development for all support staff.  

The purpose of this pilot study is to examine the usefulness of the National Professional 
Standards for Teachers (hereafter referred ǘƻ ŀǎ ΨǘƘŜ {ǘŀƴŘŀǊŘǎΩύ ǘƻ ǇǊƻǾƛŘŜ ŀ ŦǊŀƳŜǿƻǊƪ ŦƻǊΥ 

1. Informing the development and delivery of professional learning;  
2. Mapping of a professional learning curriculum for the career development of teachers; 
3. Development of a self-reflection tool for teachers based on the Standards;  
4. Linking the results from the teacher self-reflection tool to relevant professional 

learning available through the Institute; and 
5. Development of an evaluation tool linked to the Standard for course participants to 

comment on the extent to which course design and content assists them to progress 
through the career stages of the Standards. 

10.1.2 Contextual Issues 

The Western Australian Department of Education represents the broadest diversity of schools 
that exist in Australia, and therefore the challenge that our system faces is preparation of 
teachers that will be successful across diverse contexts and regions.  The Standards provide 
consistent expectations for the professional capacity of all teachers, regardless of context.  The 
issue is to gain extensive feedback from all regions to ensure a collective understanding of the 
career stages to ensure that self-reflection and professional learning choices are consistent 
across the state. 

10.2 Research Questions 

After ministerial endorsement of the Standards in February 2011, the Institute undertook a 
program of extensive consultation and feedback with school leaders and teachers to determine 
their needs with regard to implementation of the Standards.  Through this consultation it was 
determined that self-reflection and links between the Standards and professional learning were 
considered high priority.  From this information three essential research questions were 
formulated. 

Research Question 1: To what extent are the Standards useful for teachers to reflect 
upon their practice? 

Research Question 2: How useful are the Standards in establishing priorities and 
planning for the professional development of teachers throughout their career? 
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Research Question 3: To what extent is it possible to align the current professional 
learning program to the Standards?  

10.2.1 Focus  

Data collected and analysed has been examined and collated.  The analysis was then used to 
develop resources to assist the Institute for Professional Learning in aligning professional 
learning and teacher self-reflection to the Standards.  Through this alignment, the Institute also 
undertook to create additional resources and tools to ensure that decisions made about 
professional learning and subsequent course evaluation were also aligned with, and informed 
by, the Standards. 

10.3 Methodological Considerations 

A range of consultation groups were established and focus workshops held in metropolitan and 
regional areas over the course of the pilot study. These workshops resulted in a consultation 
group of 194 educators being selected as the focus group for the pilot study.  This group has 
provided extensive feedback that has provided options for both quantitative and qualitative 
analysis, suggestions, and opinions to support the work of the Institute in implementing the 
Standards. 

Commentary has been gathered and analysed within four key areas: 

 Familiarisation with the Standards 

 Professional learning and support required to implement the Standards 

 The use of the Standards as a basis for teacher self-reflection 

 The use of the Standards as a framework for professional learning developed by the 
Institute 

 

As it can be seen from Figure 1, the focus group was representative of the educators in the 
Department of Education:  52% of the group were teachers, 14% principals, 18% deputy 
principals, with the remaining members being curriculum leaders and heads of department.  
Therefore, 48% of the focus groups represented line managers. 

 

Figure 10-1 : Role of Focus Group Members 
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To ensure feedback was collected from a range of contexts, the focus group also represented 
diverse educational settings, from primary and secondary schools,  education support, district 
high schools (K-10) and consultants from central office who are educators employed to support 
school based employees (see Figure 2). 

 

Figure 10-2 : Educational Context of Focus Group 

The focus group was formed to represent a variety of experience with 47% of  the group having 
worked in education for over 20 years and 30% in the first five years of their career (see Figure 
3). 

 

Figure 10-3 : Educational Background of Focus Group 

Western Australia is divided into eight educational regions, some of which are in remote 
locations with diverse contexts and needs.  Figure 4 illustrates the regional divisions. 
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Figure 10-4 : Education Regions and Offices  (Source: DoE WA) 

The remote locations of some educational regions engender issues for professional learning 
and lack of accessibility.  Metropolitan regions are more densely populated, and hence employ 
more staff.  The focus group consisted of 90% of respondents from metropolitan regions with 
10% representing the remote and regional locations (see Figure 5). 

 

Figure 10-5 : Focus Group Educational Regions 

 

10.4 Results from the Engagement 

A mixture of written feedback, self-reflection and evaluative data was obtained from the focus 
group that included administrators and teachers at a range of Career Stages.  
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10.4.1 Data Collection and Management 

Specific questions were developed and an electronic survey was created online to gather 
responses.  Questions were formulated as follows: 

Familiarisations with the Standards. 

 Are you aware of the National Professional Standards for Teachers? 

Professional learning and support required to implement the Standards. 

 Do you believe teachers need professional learning in the Standards? 

The use of the Standards as a basis for teacher self-reflection. 

 Would the development of a Self-Reflection Tool (both hard copy and online version) for 

teachers against the Standards be useful? 

 Would it be useful to have a separate Self Reflection Tool for each of the four career 

stages? 

 Would it enhance the Self-Reflection Tool to have a rating or Likert scale for self-

reflection? 

 What type of rating scale would you find useful on a self-reflection Tool? 

The use of the Standards as a framework for professional learning developed by the Institute. 

 Will it be useful for teachers to see how the Standards are linked to specific teacher 

development programs (and leadership development programs as applicable)? 

 What do you see as the main benefits of teachers being able to see the clear links 

between professional learning and the Standards? 

 Would it be useful to complete workshop evaluations that are clearly linked to the 

Standards? 

 General comments on the Standards and the work of the Institute for Professional 

Learning. 

10.4.2 Analysis of the Data 

Results from the electronic survey together with anecdotal evidence and feedback from 
workshops was collected.  The extensive information from these sources has been coded in a 
qualitative research software program and subsequently categorised according to themes, 
either according to positive, cautionary or suggestive feedback.   

10.4.2.1 Research Question 1: To what extent are the Standards useful for teachers to 
reflect upon their practice? 

Participant feedback indicated overwhelmingly positive responses to the notion that the 
Institute should develop a self-reflection tool for teachers based on the National Professional 
Standards for Teachers (see Figure 6). 
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Figure 10-6 : Feedback on Self-reflection Tool 

Coded responses were categorised according to positive and cautionary responses, with seven 
sub-themes respectively (see Figure 7).  The participants agreed that self-reflection should be 
explicitly linked to the Standards, and would result in an efficient form of reflection and allow 
teachers the opportunity to take personal responsibility for their own development.  Cautionary 
responses were grouped into four themes and consisted of only 25% of written reactions.  One 
theme suggested that an on-line version of the self-reflection could be considered ŀǎ ŀ ΨōƛƎ 
ōǊƻǘƘŜǊΩ ǘȅǇŜ ŜƴŘŜŀǾƻǳǊ ōȅ ǘƘŜ 5ŜǇŀǊǘƳŜƴǘ ƻŦ 9ŘǳŎŀǘƛƻƴΦ  ¢ƘŜ ǎŜŎƻƴŘ ǘƘŜƳŜ ǿŀǎ ǘƘŀǘ ŀƴ ƻƴ-
line self-reflection would discourage teachers with limited computer skills.  Caution was also 
advised when considering the influence of purpose in self-reflection with the suggestion that 
teachers might contemplate different responses to self-reflection if sharing with a line manager 
for the purpose of performance management, as opposed to reflection for personal use.  

Most respondents saw the alignment with national direction as a positive step for school 
leaders in Western Australia and an opportunity to develop consistency and familiarity with the 
Standards.  Comments made by respondents included: έ²ƻǳƭŘ ōŜ ŀƴ ŜŦŦƛŎƛŜƴǘ ƳŜǘƘƻŘ ƻŦ 
ongoing self-reflection and ƛƳǇǊƻǾŜƳŜƴǘέΤ ά{ŜƭŦ-reflection is a great way of motivating teachers 
ǘƻ ǘŀƪŜ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊ ǘƘŜƛǊ ƻǿƴ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎέ, aƴŘ άYes, these reflective teachers 
who wish to monitor their own development have a tool with which to do thisέ. 
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Figure 10-7 : Themes for Self-reflection linked to the Standards 

A number of questions were constructed to further investigate the perceived needs of the focus 
group in terms of the physical construction of the self-reflection tool.  91% of respondents were 
of the opinion that there should be different tools for each of the four career stages (see Figure 
8)  

 

Figure 10-8 : Themes for Separate Career Stage Self-reflection Tools 

Coded analysis of writt en responses indicated four themes in support of separate tools for each 
career stage (see figure 9).  Positive responses expressed the usefulness of four separate tools 
in terms of allowing for partial achievement and the depth of information.  However, despite 
expressing the need for separate self-reflection tools, 64% of respondents indicated that 

Feedback on linking the 
self reflection tool 

Positive feeedback 

Guides future development 

Useful for performance 
management 

Encourages personal 
responsibility for development 

Caution 

Influences on self reflection 

Need exemplars 

Cynicism 

Computer skills 
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teachers should have opportunities to see the progression of the Standards and the links 
between the stages in order to develop a big picture understanding of teacher development.  
An additional cautionary theme was a genuine concern that teachers would self-reflect 
according to their own understanding of the stages and that there needed to be consistency 
across the state to ensure that all teachers and line managers were aware of the expectations 
of the Standards at each career stage.  Comments made by respondents included: άMake them 
sit side by side so that progression can easily be seenέ; άIt would be valuable for it to be 
separate so that teachers at a particular stage can see in depthέ, and  άIt would be valuable to 
ǎŜŜ ǘƘŜ Ŧǳƭƭ ǊŀƴƎŜ ǎƻ ǘŜŀŎƘŜǊǎ ƪƴƻǿ ǿƘŜǊŜ ǘƘŜȅ ƴŜŜŘ ǘƻ ƳƻǾŜ ǘƻ ƴŜȄǘ ŀƴŘ ƘƻǿΦέ 

 

Figure 10-9 : Themes for Four Separate Career Stage Self-reflection Tools 

When reflecting on the type of Likert scale that should be included in the self-reflection, 80% of 
the ŦƻŎǳǎ ƎǊƻǳǇ ǿŀǎ ƛƴ ŦŀǾƻǳǊ ƻŦ ŀ ǎŎŀƭŜ ǿƛǘƘ ǘƘŜ ƘŜŀŘƛƴƎǎΥ Ψworking towards the StandardΩ, 

Ψmeets the StandardΩ and Ψexceeds the StandardΩ (see Figure 10). 

 

Figure 10-10 : Self-reflection Tool Rating Scale Preference 

Coded written responses were categorised into three themes (see Figure 11).  The respondents 
wanted a Likert scale that was simple to understand and clearly referenced to the Standard.  

Would it be useful to have 
a separate Self Reflection 
Tool for each of the four 

career stages? 
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A common understanding 
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50% of respondents articulated the need for a limited opportunity to demonstrate or unable to 
comment option, to allow for teachers who had not yet been exposed to the criterion in the 
Standards. 

 

Figure 10-11 : Feedback on Type of Rating Scale for Self-reflection 

 

10.4.2.2 Research Question 2: How useful are the Standards in establishing priorities 
and planning for the professional development of teachers throughout their 
career? 

Respondents were asked to rate the benefits of linking professional learning to the Standards 
(see figure 12).  The benefits were rated in descending order as: the ability to identify individual 
professional learning needs; links to performance management and areas of growth; individual 
teacher goal setting; self-reflection and identify whole areas of school need.  

 

Figure 10-12 : Teacher Perceived Benefits - PL and Standards Link 
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Respondents were also asked to provide written feedback with regards to the benefits 
associated with mapping professional learning and the Standards.  Written responses were 
coded and grouped into three themes (Figure 13).  The focus group strongly supported the 
mapping notion with 33% suggesting that the ease of finding professional learning would be 
extremely beneficial for teachers. Comments included άKnowing where/what resources are 
available in a single location would be goodέ and άIdentifies relevant PD immediatelyέ.  
Support for the notion that mapping professional learning and the Standards would help 
teachers make decisions about priorities for professional learning with 50% of responses coded 
into this theme. Comments were made such as: άThere is so much out there, it would give 
ǎƻƳŜ ŘƛǊŜŎǘƛƻƴέ ŀƴŘ άLǘ ǿƻǳƭŘ ōŜ ǾŀƭǳŀōƭŜ ǘƻ ǎŜŜ ǘƘŜ ƻǇǘƛƻƴǎ ŀǾŀƛƭŀōƭŜ ŀǎ ŀ ϥǿƘŀǘ ƴƻǿΚϥ ŀƭǎƻ ŀǎ 
ŀ ǘƻƻƭ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭ ǘƻ ǎŜŜ ǿƘŀǘ t5 ǎǘŀŦŦ ƴŜŜŘέΦ 

 

Online links were considered essential by 30% of the focus group who believed that the tool 
should link directly to enrolment in the professional learning:  άDirect links saves searching for 
ǊŜƭŜǾŀƴǘ ŎƻǳǊǎŜǎ ƻǊ ƎƻƛƴƎ ǘƻ ŎƻǳǊǎŜǎ ǿƘƛŎƘ ŘƻƴΩǘ ƳŜŜǘ ƴŜŜŘǎȱ ÁÎÄ ñMakes it easier to find what 
ƛǎ ŀǾŀƛƭŀōƭŜέ 

 

 

Figure 10-13 : Themes for Professional Learning and Standards Links 

10.4.2.3 Research Question 3: To what extent is it possible to align the current 
professional learning program to the Standards?  

Additional information gleaned from consultation groups indicates a 97% approval rating for 
course evaluations of programs offered by the Institute to be linked to the Standards (see 
Figure 14).  
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Figure 10-14 : Feedback on Workshop Evaluations 

Written responses were coded and categorised according to three themes (see Figure 14).  The 
respondents agreed that linking course objectives (based on the Standards) and course 
evaluation provided relevance and direct feedback as to whether teachers felt that the course 
met their needs.  Comments supporting this impression included άRelevant specifically focused 
ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŜǾŀƭǳŀǘƛƻƴέ ŀƴŘ άYŜŜǇƛƴƎ ǘƘŜ ƭƛƴƪǎ ƛǎ ƛƳǇƻǊǘŀƴǘΣ ŀǾƻƛŘǎ ŎƻƴŦǳǎƛƻƴ ŀƴŘ 
ƪŜŜǇǎ ǘƘŜ {ǘŀƴŘŀǊŘǎ ƛƴ ƳƛƴŘέ.  Responses urged the Institute to be considerate of the need to 
be concise in course evaluations.  Responses from 50% of the group considered that course 
evaluations still needed to provide feedback on the presenter, course design and methodology 
ά{ǘƛƭƭ ƴŜŜŘ ǘƘŜ ǳǎǳŀƭ ŎƻƳƳŜƴǘǎ ǊŜ ǳǎŀōƛƭƛǘȅ ŜǘŎέ and άWorkshop presenters also need feedback 
ƻƴ ǘƘŜƛǊ ƻǿƴ ƳŜǘƘƻŘƻƭƻƎȅέ. 

 

 

Figure 10-15 : Themes for Workshop Evaluations 

10.4.2.4 Results 

Analysis of the coded responses provided a baseline for the direction of the Institute in 
addressing the implementation of the Standards.  In direct response to the data analysis, the 
Institute initiated the following long-term projects:  

1. The development of a tool for teacher self-reflection, linked directly to the Standards. 
2. The mapping of available teacher professional development providing direct links to 

the appropriate career stages, focus areas and descriptors as articulated in the 
Standards. 

3. A tool for teachers that provides easy access to lists of professional learning available 
through the Institute, connected to each Standard and Career Stage.   
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