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Profile of the schools workforce
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	Key points 

	· Australia’s nearly 10 000 schools operate within distinct but overlapping systems. They may be government or non-government; and primary, secondary, combined or special needs. Funding, governance and operational arrangements also vary across states and territories.
· From a workforce perspective, differences in student needs and available resources, the location of schools and other factors are also significant.

· The states and territories have primary responsibility for school education within their respective jurisdictions, with jurisdiction-specific legislation setting out the regulatory arrangements applying to schools and some school workers.

· In addition, a national-level policy framework has been recently developed. It is predicated on a number of agreed high-level objectives and has been supported by new reporting and evaluation processes and the creation of two new national entities.
· There are currently well over 320 000 full-time equivalent teachers, principals and other paid school workers, as well as a large voluntary workforce. 
· The schools workforce is ageing, is becoming more feminised and is increasingly employed on a contract basis. 
· Workforce composition does not vary greatly across most schools, and has changed relatively little over time, at least on a system-wide basis. 
· Pay scales for teachers are relatively flat and, compared with other professions, average real remuneration has been trending down.
· Many issues and challenges bear on the capacity of the workforce to contribute to high quality learning outcomes. These include: 
· an expected strong growth in student numbers
· a more complex and demanding teaching environment
· increased competition for teaching resources
· an expected upsurge in age-related retirements
· evidence that suggests a lowering of the average literacy and numeracy skills of those entering teacher training courses
· ongoing imbalances in workforce demand and supply
· limited workforce mobility, especially between urban and rural/remote areas
· the educational disadvantage experienced by some students.

	


School education is a complex and multifaceted activity, with the configuration of schooling systems in individual countries reflecting a range of country-specific factors. School workforces and policies that aim to improve student outcomes likewise need to be tailored to reflect those circumstances. Policy making must be responsive to both current problems and future challenges. And it must have regard to reforms already in place or in prospect. 
To provide context for the policy discussions in subsequent parts of the report, this chapter sets out some salient features of Australia’s schooling systems and schools workforce, and documents the current issues and emerging challenges that will bear upon the future efficiency and effectiveness of the workforce. 
2.1
Schooling in Australia

Structure of school education 

Formal schooling in Australia generally consists of six to seven years of primary school education followed by five to six years of secondary schooling (figure 2.1). 

Figure 2.1
Structure of Primary and Secondary Schooling, 2012
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a( Students transition to a senior college for years 11 and 12 in Tasmania and the ACT. b From 2015 Year 7 will become the first year of high school in Queensland and Western Australia.
Source: Adapted from ABS (Schools, Australia 2011, Cat. no. 4221.0). 
There are close to 10 000 schools in Australia. These are often referred to collectively as the schools ‘system’. But in fact, there are several distinct, though overlapping, systems. 

· About 70 per cent of schools are run by state and territory governments, with the remainder being Catholic ‘systemic’ schools and other non-government independent schools (box 2.1). 
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	Box 2.1
More on schools in Australia 

	Schools can be categorised in various ways. But in the context of funding and higher level administrative and governance arrangements, the most important distinction is between government and non-government schools.

Government schools

The approximately 70 per cent of Australian schools that are run by state and territory governments are designed to give effect to the notion that education is a fundamental human right. Accordingly, tuition fees are low or non-existent in most of these schools — although parents can and do contribute to costs through both voluntary contributions and the provision of unpaid support to their school communities.
Reflecting their raison d’être, government schools service the greater portion of those students most likely to experience educational disadvantage as a result of socio‑economic, cultural or geographic factors. For example, in 2010, some 85 per cent of Indigenous students and 78 per cent of students with disabilities attended government schools (SCRGSP 2012). At the same time, there are also some ‘selective’ government high schools that cater specifically for high achieving students.

Non-government schools

Though regulated by the states and territories, non-government schools are operated and governed independently, and are able to charge tuition fees. However, to receive public funding from the Australian and state and territory governments, they must be established on a not-for-profit basis. 
Catholic schools

The majority of non-government schools are Catholic, most of which are ‘systemic’ — governed by central authorities that control the distribution of funding and set educational and operational standards in much the same way as the states and territories do for government schools. Catholic systemic schools typically charge lower fees than do independent non-government schools.

Independent schools

Independent schools serve a wide range of communities and offer educational services based on a number of different foundations — including religion, values, and educational philosophy. While most independent schools are operated and governed on an individual basis, some 17 per cent are centrally run by religion-based authorities (ISCA, sub. 18).

	

	


· Around two-thirds of schools are primary, 15 per cent secondary, 14 per cent combined and 4 per cent special needs. Within each of these school groupings, there is a mix of government and non-government schools.

· In both the government and Catholic systems, there is variation in funding, governance and operational arrangements across the states and territories.

Also relevant from a workforce perspective are differences between schools located in the major population centres and those in rural and remote areas, differences in the size of schools, and variations in the individual characteristics and needs of students in otherwise ‘like’ schools.

The institutional backdrop
In addition to directly administering government schools, each state and territory government has responsibility for overseeing school education more generally within its jurisdiction.
This oversight is guided by state and territory-specific legislation that outlines the regulatory framework applying to schools and some school workers. 

· Legislation regulating schools generally sets out requirements on matters such as curriculum, infrastructure, governance and financial reporting. In most cases the relevant education department or its equivalent administers the regulation.
 
· Separate legislation has established ‘teacher regulatory authorities’ to register and regulate teachers and school leaders. In addition to these core functions, the authorities are typically required to maintain a database of all registered teachers, and ‘accredit’ pre-service teacher education courses.
Traditionally, there has been little formal policy coordination across the states and territories. The role of the Australian Government has been largely limited to the provision of funding (detailed below).

However, following the agreement of the state and territory and Australian governments, a national-level policy framework overlaying the above arrangements has been recently implemented. This framework is predicated on a number of agreed high-level objectives, with additional Australian Government funding made available to help encourage reforms designed to promote these objectives. Various new reporting and evaluation processes have been developed as part of this, along with two national entities designed to contribute to particular aspects of schools policy — namely, the Australian Institute for Teaching and School Leadership and the Australian Curriculum, Assessment and Reporting Authority. These new arrangements are considered in greater detail in chapter 3, which examines the current schools workforce reforms.
A range of data and research activity supports policy making within the above institutional structures. Historically, much of this has been generated by the state and territory education authorities and non-government school operators, with a number of researchers, academic bodies and independent organisations also producing more widely applicable research. Recent additions to this have been various new data initiatives designed to support performance reporting as part of the national-level framework. More details on the research and policy evaluation environment are provided in chapter 10.

Funding arrangements
The state and territory governments provide the majority of public funding for Australian schools, with most of this directed to government schools. In the case of non-government schools, the Australian Government provides most public funding (table 2.1), with parents and other private parties also making a significant contribution.
Table 2.1
Government recurrent expenditure on schools, 2009-10a
	
	Expenditure
	Share of total

	
	$m
	%

	Government schools
	
	

	
Australian Government 
	3 552
	11

	
State and Territory Governments
	29 343
	89

	Total
	32 895
	100

	
	
	

	Non-government schoolsb
	
	

	
Australian Government 
	6 510
	73

	
State and Territory Governments
	2 383
	27

	Total
	8 893
	100

	
	
	

	All schools
	
	

	
Australian Government
	10 062 
	24

	
State and Territory Governments
	31 726
	76

	Total 
	41 788
	100


a Includes some depreciation and user cost of capital expenses (based on accrual accounting), but excludes capital grants. In 2009, private income for government schools was $1.46b, and for non‑government schools $6.59b (Gonski et al. 2011). Data in the table include funding for capital and recurrent expenditure, and so cannot be directly compared with the figures in the table. b Australian Government funding is broadly allocated according to the socio-economic status of these schools, with the state/territory government contribution based on either a jurisdiction-specific ‘average government school recurrent cost’ or historical precedent. 
Source: SCRGSP (2012). 
As indicated in chapter 1, the Review of Funding for Schooling has recently examined these funding responsibilities and the ways in which public funding is allocated across schools and students. 

2.2
The current schools workforce
The paid schools workforce totals well over 320 000 on a full-time equivalent basis — over 250 000 full-time equivalent teaching staff, and about 80 000 full-time equivalent teacher assistants, administrative and clerical workers (ABS 2011c). The Commission estimated that these workers represented around 3 per cent of the total paid full-time equivalent workforce in 2011.
 In addition, school authorities employ or hire other professionals and para-professionals such as school nurses, speech pathologists, psychologists and youth workers. 
In the government system, a higher proportion of teaching staff work in primary schools, whereas the reverse applies in Catholic and independent schools (table 2.2). As well as providing assistance to their own children’s education, a large number of parents (and other volunteers) provide classroom and administrative support, and contribute to the governance of schools through participation on school boards and councils. In addition, a tutoring workforce — estimated to be about 4 000 in the 2006 ABS Census — provides teaching support to school-aged students outside of the classroom.
Table 2.2
Number of teaching staff by sector and school category, 2011a
	
	Primary
	Secondary
	Total

	
	
	
	

	Government
	91 821
	73 451
	165 272

	
	
	
	

	Non-government
	38 777
	51 062
	89 839

	Catholic
	22 681
	25 712
	48 393

	Independent
	16 096
	25 350
	41 446

	
	
	
	

	Total
	130 598
	124 513
	255 111


a Full-time equivalent. The ABS defines teaching staff to include teachers, principals, deputy principals and senior teachers mainly involved in administrative duties. The number of teaching assistants is reported under a separate measure that includes administrative and clerical staff (see text).
Source: ABS (Schools, Australia, 2011, Cat. no. 4221.0). 
The structure and nature of this workforce has been changing in various ways.

· In line with the increase over time in the share of students enrolling in non‑government schools, the proportion of the workforce employed in that sector has been growing. 
· Like the labour force as a whole, the schools workforce is ageing. Moreover, the estimated average age of the schools workforce in 2010 (age 43) is much higher than for the rest of the workforce (age 38) (McKenzie et al. 2011; Productivity Commission estimates).
 As discussed below, an expected increase in age‑related exits from the workforce over the coming two decades is one of the challenges confronting policymakers. 

· In keeping with the general trend across the wider economy, contract and casual employment of school workers has reportedly been increasing. Data from the 2010 Staff in Australia’s Schools survey indicate that school leaders are more likely to be employed on fixed-term contracts than teachers in both primary and secondary schools (table 2.3). The Catholic Education Commission of Victoria (sub. 13) advised that teachers are more likely to be employed on a contract basis early in their career. 
· Class sizes and student-teacher ratios have been progressively reduced (chapter 7). 

Table 2.3
Basis of employment for teachers and school leaders, 2010
	Basis of employment
	Primary
	Secondary

	
	%
	%

	Teachers
	
	

	
Ongoing/permanent
	77.1
	85.7

	
Fixed-term contract
	20.5
	13.0

	
Casual/relief
	2.3
	1.3

	Total
	100.0
	100.0

	
	
	

	School leaders
	
	

	
Ongoing/permanent
	65.2
	64.6

	
Acting/filling a vacancy
	10.9
	7.5

	
Fixed-term contract
	23.3
	27.9

	
Casual/relief
	0.6
	0.0

	Total
	100.0
	100.0


a These figures are estimates of population values based on a survey of teachers and school leaders in 2010. Numbers may not sum to 100 per cent due to rounding. 
Source: McKenzie et al. (2011).
Figure 2.2
Female–male teaching staff ratio, 1973–2011
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Source: ABS (Schools, Australia, Cat. no. 4221.0). 
· Especially within primary schools, a growing proportion of teaching positions are being filled by women (figure 2.2). Currently, women fill about two-thirds of teaching positions, compared with less than half for the workforce as a whole. This is despite the expansion over time in the range of economy-wide career opportunities available to women.

· The cultural background of the workforce has also changed. However, teachers born overseas are still under-represented in the schools workforce (McKenzie et al. 2011). Similarly, while the number of Indigenous school workers has been increasing, they too remain significantly under-represented on a share of population basis. In 2010, less than one per cent of teachers were Aboriginal or Torres Strait Islander Australians, while Indigenous students comprised around five per cent of the total student population (ABS 2011c; McKenzie et al. 2011). 
· There is evidence to suggest a lowering of the average literacy and numeracy skills of those entering teacher training courses. 

· While most teachers continue to enter the profession via the undergraduate or graduate diploma route, more students are enrolling in master of teaching courses. Also, the newly implemented Teach for Australia initiative is designed to open up a new pathway for acquiring a recognised teaching qualification (chapter 5). 

Other aspects of the schools workforce have displayed less change. 
· The centralised allocation of staff across much of the government and Catholic schools systems, conditions in awards and enterprise agreements, and established custom and practice continue to limit the scope for many individual schools to tailor staffing arrangements to their particular circumstances. The upshot is that workforce composition is relatively uniform across individual schools. And while there has been some shift over time in the responsibilities of different types of school workers (see, for example, CPSU/SPSF Group, sub. 6), further changes to workforce structure and deployment could lead to improvements in student performance (chapter 7). 
· For both primary and secondary teachers, the total number of hours spent teaching students on an annual basis has remained constant over the past ten years, and continues to remain high relative to a number of other high‑performing countries (Jensen et al. 2012; OECD 2011b).
· There continues to be relatively little explicit differentiation in teachers’ pay according to performance (chapter 6), or in response to shortages in particular subject areas (chapter 4). In most jurisdictions, teachers reach the top of the pay scale within about 10 years of service, and must then take on some non-classroom responsibilities to secure additional remuneration. 
Another notable feature of the remuneration environment is that, while on average real teacher salaries have been trending upward over the longer term, there is some evidence that recent increases in teachers’ pay have not kept pace with those in many other professions. Average weekly ordinary time earnings in the broader education sector are now only about 7 per cent above the average for all surveyed industries, compared with 14 per cent in 1994 (ABS 2011b). Moreover, there is evidence that salaries at the top of teacher pay scales did not increase in real terms between 1995 and 2009 (OECD 2011b).
This suggests that school systems are finding it increasingly difficult to compete with other sectors of the economy. Indeed, such pressures have likely been building for some time, as improvements in labour productivity and/or output prices in some other industries have enabled higher wage growth there. This has tended to increase the real cost of employing a schools workforce of a given quality. 
Other reasons for the relative decline in teacher remuneration could include the persistent surpluses of general primary teachers, the longstanding pressures on governments to exercise fiscal restraint and tradeoffs between wage increases and the implementation of lower average class sizes.
There are other workforce issues that will compound these challenges for school systems over the coming years.
2.3
Workforce issues and challenges

As participants’ inputs to this study illustrate, there are many well-documented issues and challenges that bear on the capacity of the schools workforce to contribute to high quality outcomes for students. The demands being placed on the workforce are growing and changing, and there are concerns about the capacity of the workforce to effectively respond to these demands.
Growing and changing demand

Strong growth in student numbers

The Australian Government Department of Education, Employment and Workplace Relations has forecast that, due to population growth and an expected rise in Year 11 and 12 retention rates, the total number of Australian school students will increase by around 26 per cent (or about 900 000 students) from 2010 to 2022 (an average annual growth rate of just below 2 per cent). 

These increases will not be uniform across the ‘system’.

· The forecast growth in student numbers is much higher in some states — for example, 45 per cent in Queensland and 40 per cent in Western Australia, compared with New South Wales (16 per cent) and Tasmania (5 per cent) (table 2.4).

· The growth in primary school enrolments is expected to be nearly double the growth in secondary enrolments (32 per cent and 18 per cent respectively). 

Table 2.4
Projected increases in student enrolments, by jurisdiction

2010–2022

	Jurisdiction
	Projected increase in student enrolments

	
	‘000
	%

	Australian Capital Territory
	20
	34

	New South Wales
	180
	16

	Northern Territory
	50
	36

	Queensland
	323
	45

	South Australia
	46
	18

	Tasmania
	4
	5

	Victoria
	179
	21

	Western Australia
	142
	40


Source: DEEWR estimates.
· The drift of students to the non-government sector is expected to continue, with forecast growth in enrolments in non-government schools (34 per cent) outstripping the growth in government schools (22 per cent). 

· Moreover, while student population growth will likely be high in some rural populations (such as in towns serving the mining industry and some Indigenous communities), most of the increase would be expected to occur in urban areas.

Collectively, the additional enrolments will add to pressures in some areas of current workforce shortage and, more generally, will reinforce the need for policy settings and institutional arrangements that facilitate flexible adjustments in workforce numbers and deployment to accommodate changing circumstances.

Increased demand for teachers from the early childhood sector

As discussed in the Commission’s recent report on the early childhood development workforce (PC 2011a), the pedagogical component of early childhood teaching has been increasing and will continue to do so in the future. Reflecting this, the National Partnership Agreement on the National Quality Agenda for Early Childhood Education and Care requires that all preschools and long-day care centres employ a qualified early childhood teacher by 2014.
It may be that a significant part of the new demand for teachers in the early childhood sector will be met through an up-skilling of the existing workforce and by attracting some individuals who are currently outside of the teaching profession. 

However, a number of teachers who graduate from pre-service courses are qualified to teach at both the primary and early childhood levels. Hence, some of this new demand will most likely be met by recruiting teachers who would previously have sought employment in the primary schools sector — thus potentially exacerbating the demand-side pressures arising from growing student enrolments. 
A more complex and demanding teaching environment

Today’s classrooms and schools place more demands and pressures on teachers, principals and other school workers, with such difficulties likely to increase in the future.

As a result of both broader societal changes and the evolution of education policy, the student population is more diverse. For example:

· a more varied influx of immigrants has led to an increase in the number of countries and first languages represented in the classroom
· students’ family structures and their parents’ working arrangements are becoming more varied
· less academically engaged or proficient students who would previously have entered the workforce at the completion of Year 10 or 11 are now being encouraged and supported to finish Year 12
· an increasing number of special needs students are being taught for at least some of the time in mainstream classrooms.

In addition, the demands on curriculum and pedagogy have expanded and become more complex. In regard to the latter, for example, teaching methods are less regimented than previously, with more emphasis on tailored, personal interaction with students. Also, more testing and reporting of student outcomes than in the past, as well as the greater difficulty in attracting and retaining school volunteers, has increased the administrative load on teachers, principals and other school workers. And while technological change is opening up new opportunities to enhance students’ learning experiences and increases the avenues for undertaking professional development, it is also requiring many school workers to learn new skills.
Parental and community expectations on what schools can and should deliver also continue to grow. For example, schools are required to respond to an increasing range of social issues. Moreover, there is now more information available to parents on the performance of their children’s schools, along with a greater emphasis on improved transparency of school outcomes and governance. While these developments are inherently desirable, they have added to the non-teaching demands on principals and teachers in particular. 

Finally, there continue to be concerns about the incidence of inappropriate classroom behaviour. While the conception of what is ‘inappropriate’ will depend on the particular context — and despite conflicting views on the matter (for example, Uniting Care Children Young People and Families, sub. 8; and OECD 2010a) — it is certainly the case that the relationship of students with their teachers and other school workers in Australia is a less subservient one than in the past. Even though this can have many benefits for both parties, the change will also give rise to some additional challenges for school workers — especially when students push the boundaries of what is acceptable behaviour. 
Some of the changes to the teaching environment outlined above are relevant to a range of workforce policies, including those directed at recruitment and retention and at helping to ensure that school workers have the right skills. 
Supply-side concerns

Age-related retirements

The schools workforce is ageing. Over the next 5 to 10 years, a large number of school workers — especially in government schools — will reach the minimum retirement age. For example, in Victoria and Western Australia around 40 per cent of teachers working in government schools are currently aged 50 years or more, while in South Australia the share is even higher at 50 per cent (Department of Education and Children’s Services — SA, sub. 35; Department of Education and Early Childhood Development — Victoria, sub. DR95; Department of Education — WA, sub. 45). Stakeholders in the non-government sector have similarly raised concerns about an ageing teacher workforce (National Catholic Education Commission, sub. 7; Queensland Catholic Education Commission, sub. 20). 
The rate of exit from the workforce at minimum retirement age will partly depend on the state of the economy and the effect of perturbations in financial markets on superannuation balances (Department of Education — WA, sub. 45). The nature of the particular superannuation schemes applying in individual jurisdictions may similarly affect the incentives to leave at retirement age. Even so, a significant number of age-related retirements over the next decade seems inevitable.

In the short to medium term, the pool of general teachers on waiting lists will help to ameliorate the numerical effects of such retirements. And while an accelerated rate of generational change will result in a loss of valuable experience from the teaching profession, there may be some offsetting benefits — such as making it easier to introduce new technologies to the classroom and to modify rigidities in workplace practices. 

However, over the longer term, retirees from the teaching profession will become harder to replace due to increased demand for teachers from the early childhood sector and the tightening of the labour market as a result of population ageing more generally. Indeed, ageing is expected to reduce labour force participation by more than four percentage points by 2050 (Treasury 2010) — a reduction that could potentially have a substantial impact on the capacity of schools to continue to deliver high-quality education services. 
The Council of Australian Government’s human capital reform agenda — including the schools workforce component (chapter 3) — is partly directed at offsetting the general effects of ageing on labour supply. For example, as discussed in chapter 1, there is a positive correlation between educational attainment and labour force participation. The prospective increase in the pension age and various recent changes to social welfare arrangements will likely also boost participation rates. In addition, an upward drift in wages as labour market conditions tighten should encourage some people to re-enter the workforce or work for longer.

Nonetheless, most sectors of the economy are likely to find it more difficult and/or costly to attract and retain skilled workers. These pressures could be especially acute in sectors such as education where the scope to substitute capital for labour is more limited, and where a heavy reliance on public funding may constrain the extent to which wages and salaries can be increased to ‘meet the market’. Moreover, as the WA Department of Education (sub. 45) noted, current and planned initiatives to improve workforce quality are likely to be an additional source of upward pressure on the cost of labour in the sector.
In this environment, it is likely to become increasingly difficult to rely on addressing shortages of school workers through recruitment and retention strategies (box 2.2). Greater reliance will need to be placed on getting maximum value from available workers, including the non-teaching workforce. Workplace policies and arrangements will need to promote efficiency and effectiveness, responsiveness to changing circumstances and needs, and an openness to different ways of doing things. At the same time, there is the overriding imperative to improve the quality of the workforce.
Declining ‘entry quality’ standards

While there is a recognised need to improve teacher quality, there is some evidence that, since at least the early 1980s, there has been a decline in the prior educational achievement of those entering the teaching profession. In particular, Leigh and Ryan (2008) showed that the average percentile rank (based on literacy and numeracy tests taken in Year 9) of those entering the profession between 1983 and 2003 fell from 70 to 62. This decline was particularly pronounced for females, and appeared to be linked to the previously noted wider career choices now available to women. 

There are clearly limitations in assessing teacher quality on the basis of Year 9 literacy and numeracy tests for those who later enter the teaching profession (Job, McCollow and Currie 2010). Indeed, and as recognised by Leigh and Ryan (2008), this approach relies on the assumption that all students progress at the same rate academically, and that the average academic ability of the student cohorts analysed does not increase over time.
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	Box 2.2
Retention issues

	A commonly expressed concern is that a significant number of teachers leave in the first few years after graduating and gaining employment. 

However, it is not clear whether the rate of exits is unduly high. For example, over the past five years about 10 per cent of teachers in NSW with less than five years of experience left the profession (Department of Education and Communities — NSW, sub. 14). While comparable figures are not available for the other states, some evidence indicates the separation rate for early career teachers could be even lower in Queensland (Department of Education and Training — Queensland, sub. 40). 

And though there are some indications that the proportion of early career teachers leaving the profession may have been higher in the past (CRTTE 2003; Ramsey 2000), it is not clear whether the rate is any higher in teaching than for other sectors. Moreover, some teacher separation data include teachers who transferred to another school rather than left the profession. In such cases any estimates of early career separation rates would be upwardly biased.
From an employer perspective, there are some obvious costs associated with early exits. Hence, school operators have put in place measures that seek to ensure a well‑structured transition into teaching for new starters, such as internships, induction programs and mentoring. It may also be the case that improvements to pre-service training could decrease attrition rates further.

An arguably bigger issue for policymakers is the apparently very low rates of attrition after the initial years in the workforce (DEECD 2009e; Department of Education — Tasmania, sub. 33; Department of Education and Training — Queensland, sub. 40; NSW Auditor General 2011). With low rates of natural attrition, there is a risk of retaining a cohort of underperformers. This in turn serves to focus attention on the importance of good performance appraisal and feedback, including effective processes for managing underperformance (chapter 6). 

	

	


Moreover, prior educational achievement is only one indicator of the quality of fully trained school workers. In the case of teachers, for example, quality will also depend on such things as their general aptitude for teaching; the nature of their pre service training; the standards they must satisfy to achieve full registration; the teaching environment in which they work; the quality of the support, mentoring and feedback they receive; their degree of experience; and their participation in ongoing professional development. Indeed, to at least some extent, shortcomings in one or more of these areas can be offset by strengths or specific policy initiatives in others. 
Nevertheless, the available evidence and comments from participants do raise concerns about the quality of some entrants to pre-service teacher education and to the teaching workforce. Any decline in prior educational achievement is likely to make it harder to maintain — let alone improve — the longer-term quality of the workforce and, in turn, increases the demands on other quality enhancement mechanisms. 
Access to practicum

Notwithstanding the intention to increase employment-based pathways into teaching (chapter 4), the largest number of student teachers will continue to be enrolled in university-based courses. An important component of these courses is the practicum, which provides students with an opportunity to experience, and practice their skills in, a classroom environment. Currently, the minimum number of days of practicum required (set by the teacher regulatory authorities) varies across the states and territories. However, new national course accreditation requirements provide for a nationally uniform practicum load for both postgraduate and undergraduate teacher education programs (chapter 5). 

This practicum process also provides an opportunity for schools to gauge the skills and aptitude of potential future employees, and for future employees to assess whether they are motivated and suited to work in particular schools.

But the accompanying supervisory, evaluation and reporting requirements can consume considerable teaching and administrative resources. Partly reflecting the growth in other demands on teachers and schools (see above), it appears practicum placements are becoming harder to secure (Australian Primary Principals Association, sub. 41; NAFEA, sub. 1). Moreover, the planned national course accreditation requirements will increase the minimum number of days of practicum in some jurisdictions, and hence likely make it more difficult to secure places for students there.
Difficulty in accessing practicum placements may over time put downward pressure on the number of teacher training places offered by the universities and thereby lead to some ‘self-correction’ of this problem. Nonetheless, as discussed in chapter 5, the question arises as to whether particular initiatives are required to help ensure that tomorrow’s teachers get suitable and sufficient practical experience as part of their pre-service training, and that the resources employed in providing practicum are allocated efficiently.
Persistent imbalances in demand and supply

Especially within the teaching segment of the schools workforce, there are areas of ongoing surpluses and shortages. Some of these imbalances are general in nature. Others, especially some of the shortages, are more specific to particular types of skills, schools or geographic regions, and hence relate as much to the distribution of the available workforce as to the overall number of workers. While not all of these imbalances require policy action, some — especially those of a long-standing nature — can have significant costs for both the schools system and the wider community, including through exacerbating educational disadvantage. 
More specifically, on the surplus side of the ledger, there is a significant number of qualified — mainly primary — teachers on stand-by for ongoing positions in major urban areas, or for contract or casual relief work. Though the precise extent of this surplus varies across jurisdictions, in most states and territories it is considerable (chapter 4). Importantly, in some jurisdictions these surpluses have persisted for a number of years despite growing student enrolments and falling average class sizes. 
Such large and persistent surpluses mean that a sizeable part of the community’s investment in teacher training is providing no direct benefit to the schools workforce (though there are clearly more general benefits to the individuals and the community from their education). Further, the specific investment by schools in providing practicum for students who do not find employment is largely unproductive.
On the shortage side of the ledger, there are some significant subject-related teacher shortages at the secondary school level. As a consequence, teachers are often required to teach subjects in which they have no specialist knowledge or training (chapter 4). Special-needs teachers are likewise in short supply. Also, the Independent Schools Council of Australia (sub. 18) noted that while the quality of employed principals is high, finding suitable replacements for principals who leave is an increasing challenge. 
Moreover, the geographic distribution of the schools workforce does not reflect the distribution of the student population. In particular, schools in rural and remote areas, including Indigenous communities, can find it very difficult to attract teachers and principals, particularly those who have a number of years of experience, or to retain them for any length of time. It is also apparently becoming increasingly difficult to staff low socioeconomic status (SES) schools in some urban areas. 
That these difficulties exist despite the large surpluses of primary teachers in particular, illustrates the limited mobility that characterises the teaching workforce. When combined with ongoing restrictions on the more flexible use of the teaching and non-teaching workforces, these difficulties seriously limit the capacity of the schooling system to respond to imbalances.
Educational disadvantage

A particularly challenging issue for the schools workforce is how to assist students from disadvantaged backgrounds to achieve their educational potential. Indeed, ensuring that children can realise their educational potential is described in the Review of Funding for Schooling as the ‘moral imperative’ of schooling (Gonski et al. 2011, p. 105). As noted in broad terms in chapter 1, outcomes are more likely to be below average for students who are from low-SES and non-English speaking backgrounds, live in a rural or remote area, or identify as being Indigenous. There are also challenges involved in helping students with disabilities to achieve their educational potential. 
The available evidence suggests that the disparity in educational outcomes between disadvantaged and other students is relatively wide in Australia (box 2.3).
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	Box 2.3
Australia’s educational inequality by international standards

	Based on reading literacy results from the 2009 Program for International Student Assessment (PISA), the share of variation in Australian student results that can be explained by their SES is on par with most other OECD countries. By this measure, Australia has improved upon its international standing in 2000, when this share exceeded the OECD average. However, Australia remains behind other high-performing countries, where SES level generally has less impact on student outcomes.

Several other aspects of the PISA data also suggest that Australia performs less favourably in terms of educational equality. 

· Although Australian students at every SES level generally perform better than the OECD average for the same SES level, the performance gap between Australia’s low-SES and high-SES students is wider. 

· Differences in students’ SES levels help to explain differences in student performance both ‘within’ and ‘between’ schools. This is apparent in all OECD countries, but the ‘between-school’ effect is especially evident in Australia.

· Related to the second point, individual student’s performance is found to be more strongly linked to the average SES level of all students at their school, rather than their own SES level. Again, while this ‘peer’ effect is observed in most other OECD countries, it is particularly strong in Australia.

While acknowledging that inherent differences between countries (such as the geographic dispersion of the population) can affect education delivery, these comparisons suggest that Australian schools, in aggregate, perform somewhat less favourably than many other OECD countries according to some measures of inequality.

	Source: Thomson et al. (2011).

	

	


Some indication of the proportion of Australian students who are potentially affected by educational disadvantage is reflected in the composition of the student population.

· Around 13 per cent of Australian students attend a school that has been classified as disadvantaged under the COAG National Partnership on Low Socioeconomic Status Communities.

· Approximately 2 per cent of all students in Australia attend a school in a remote or very remote location. This proportion stands at 45 per cent in the Northern Territory (SCRGSP 2012).

· Indigenous students comprise about 5 per cent of the Australian student population. While most are located in New South Wales or Queensland, the Northern Territory has the largest share with around 40 per cent of all students there identifying as Indigenous (ABS 2011c).

· Around 20 per cent of Australian students come from language backgrounds other than English (SCRGSP 2012).

· Students with reported disabilities constitute nearly 5 per cent of the student population (SCRGSP 2012). In addition, some students — while without a reported disability — have special learning needs. For example, in one survey of primary teachers, 16 per cent of the students taught by the surveyed teachers were identified as having a special learning need (Angus, Olney and Ainley 2007). This roughly accords with an estimate by the Students with Disabilities Working Group that between 15–20 per cent of students have either a disability or learning difficulty (SWDWG 2010).
Many students have more than one of these characteristics and therefore can experience multiple sources of disadvantage. For example, about 25 per cent of the Indigenous population live in remote or very remote locations (compared with less than 2 per cent for the non-Indigenous population), around half of all Indigenous people living in remote or very remote locations speak a language other than English at home, and 45 per cent of Australia’s total Indigenous population are in the lowest income quintile (ABS 2006). Also, proportionally more students with disabilities or teacher-identified special needs are enrolled in low-SES schools (Angus, Olney and Ainley 2007).

The clear disparities that exist in educational outcomes between different student groups in Australia provide some indication of the extent of educational disadvantage (box 2.4 and Gonski et al. 2011). 

As discussed in chapters 9 and 10, there is a need to better understand what targeted workforce-related measures are most effective for overcoming educational disadvantage. In addition, the broader reforms canvassed in this report, while improving the overall quality of the workforce, will also help to address educational disadvantage.
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	Box 2.4
Indications of educational disadvantage in Australia 

	Clear disparities in educational outcomes between different student groups provide some indication of the extent of educational disadvantage. For example, only 33 per cent of the working age population with a reported disability have reached Year 12 or attained equivalent qualifications, compared with around 55 per cent of those without a disability. The educational performances of students with a reported disability are not recorded through PISA or National Assessment Program — Literacy and Numeracy (NAPLAN) processes.

Australian data from PISA 2009 show the following.
· Among students from low-SES backgrounds, around 25 per cent do not reach proficient levels of reading, mathematics or scientific literacy at age 15 (compared with 5 per cent from high-SES backgrounds). About 40 per cent do not reach Year 12 or attain equivalent vocational qualifications (compared with 20 per cent from high-SES backgrounds).

· Among students in rural and remote areas, between 30 to 35 per cent do not reach proficient levels of reading or mathematical literacy at age 15 (in comparison with 15 to 20 per cent in provincial and metropolitan areas). Between 50 to 65 per cent do not complete Year 12 or attain equivalent vocational qualifications (in comparison with less than 40 per cent in metropolitan and provincial areas). 

· Among Indigenous students, around 40 per cent do not meet proficient levels of reading or mathematical literacy at age 15 (in contrast to 15 to 20 per cent of non‑Indigenous students). Around 35 per cent are not proficient in scientific literacy (in contrast to 8 per cent of non-Indigenous students). Over half do not complete Year 12 or attain equivalent qualifications (compared with 20 per cent of non‑Indigenous students).

· Among students from non-English-speaking backgrounds, approximately 20 per cent are not proficient in reading or scientific literacy at age 15 (in comparison with 12 per cent of students who speak English at home). Students from non‑English‑speaking backgrounds, however, tend to outperform other students in some subjects, such as mathematical literacy.

NAPLAN data for 2011 show similar patterns for Indigenous and rural and remote students. Importantly, these data also provide some indication of the impact that multiple sources of disadvantage can have on student outcomes. For example, while 78 per cent of Indigenous students living in metropolitan areas are at or above the national minimum standards in reading and numeracy, of the Indigenous students living in very remote areas, only 29 per cent reach the standard in reading, and only 34 per cent are at or above the standard for numeracy.

	Sources: ABS (2009); SCRGSP (2010); Thomson et al. (2011). 

	

	


�	In 2007, Victoria structurally separated the provision of school education from the regulation of school providers within its education department. Western Australia has separate departments for operating and regulating schools (chapter 11).


�	The total number of paid full-time equivalent workers in the Australian economy was approximated using data on the number of full-time and part-time workers (ABS 2012a).


�	The average age of the Australian workforce was estimated using data from the ABS (2010c).
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