	
	


	
	



	
	


Overview
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	Key points

	· Australia’s future depends on how well it develops the ‘human capital’ of its population. A well‑performing schooling system is fundamental.

· Australian schools generally deliver good student outcomes at reasonable cost, but improvements are required.
· Student literacy and numeracy have declined in recent years, and Australia has fallen behind other high-performing countries, despite increased spending per student and falling class sizes.

· Australia does not perform as well as other countries in offsetting educational disadvantage, especially for Indigenous students.

· More effective teachers and other school workers would achieve better student outcomes, and a more efficient schools workforce would achieve a greater improvement from any given level of resources.
· An extensive range of workforce-related reforms are already in place or prospect, but it is too early to fully judge their impacts.
· This study has focused on identifying cost-effective measures that would build on the existing reform program, address some problematic initiatives, and deal with matters that have received insufficient attention.

· The Commission’s proposed package of reforms gives priority to:

· raising teacher quality — by improving: teacher training, induction and mentoring; teacher appraisal; the management of unsatisfactory performance; and the link between teacher performance and career progression

· reducing teacher shortages — through greater use of pay differentials for hard-to-staff positions, and more flexible entry requirements for teacher training

· ameliorating educational disadvantage — through targeted initiatives based on evidence, alongside the broader reforms recommended in this study

· strengthening the use of evaluation and research in policy making — by governments individually reviewing and reforming their approaches, and jointly initiating policy evaluations on educational disadvantage and teacher shortages.

· Many of the recommended reforms would raise the attractiveness of teaching as a profession, and so help to turn around the widely held perception that the status of teachers has declined.

· The Commission has also made a range of policy-related findings, including on the:

· importance of school leadership and autonomy in driving workforce innovation

· benefits of greater flexibility in the industrial relations regime for school workers.

	


Overview
Australia’s future will depend on how well it develops the ‘human capital’ of its population. A well‑performing schooling system is fundamental. It benefits individuals, the functioning and cohesion of society and the performance of the economy. The importance of school education has increased with the shift to a more knowledge-based economy.

Australia’s schooling system generally delivers good, though not outstanding, outcomes at reasonable cost. The foundation skills of the ‘average’ Australian student are at the upper end of international rankings, while total expenditure on school education, as a percentage of gross domestic product, is marginally below the OECD average. However, other aspects of school performance point to a need for improvement.

· Despite an increase in spending per student and falling class sizes, there is evidence that student literacy and numeracy have declined in recent years, and that Australia has fallen behind other high-performing countries.

· Australia does not perform as well as comparable countries in giving students equal opportunity to realise their educational potential, irrespective of their background or ability. The resulting educational disadvantage is particularly evident among Australian students who are Indigenous, from low socioeconomic backgrounds, have a disability or other special needs, or reside in a rural or remote area.

To raise student outcomes, there will need to be an improvement in the effectiveness and efficiency of teachers and other school workers. A more effective schools workforce would achieve better student outcomes, and a more efficient one would achieve a greater improvement from any given level of resources.
In this report, the Productivity Commission proposes a package of reforms that gives priority to improving teacher quality, reducing teacher shortages, ameliorating educational disadvantage, and strengthening the use of evaluation and research in policy making. Many of the recommended reforms would raise the attractiveness of teaching as a profession, and so help to turn around the widely held perception that the status of teachers has declined.

This is the final in a series of three Productivity Commission studies on the education and training workforce which were requested by the Australian Government on behalf of the Council of Australian Governments (COAG). The previous studies examined the workforces for vocational education and training, and early childhood development. The Government requested that this study of the schools workforce advise on:

· factors affecting the supply of, and demand for, teachers and other school workers

· whether the knowledge and skills of the workforce, and its deployment within and across schools and regions, are appropriate to meet the community’s needs

· whether current or proposed policy, governance and regulatory arrangements are conducive to maximising the efficiency and effectiveness of the schools workforce and, if not, what changes may be required.

Concurrent with this study, the Review of Funding for Schooling (the Gonski Review) examined the overall resourcing of the schooling system. Its proposals are under consideration by the Australian Government, in collaboration with state and territory governments and in consultation with other stakeholders.

Profile of the schools workforce

Teachers and other school workers are employed by state and territory governments, Catholic education offices and independent school operators in a diversity of environments. They work in primary and secondary schools, schools in urban, rural and remote areas, and schools with high proportions of Indigenous students or students with disabilities or other special needs.

On a full-time equivalent basis, the paid workforce includes more than 250 000 teaching staff, principals and other school leaders (table 1), and about 80 000 teaching assistants and administrative staff. There is also a sizeable volunteer workforce of parents and others from local communities. In the government system, a higher proportion of teachers work in primary schools, whereas the reverse applies in Catholic and independent schools.

The structure and nature of this workforce has been changing in various ways.

· The proportion of the teaching workforce employed in non-government schools has steadily risen in line with a similarly changing pattern of student enrolments.
· The workforce is ageing, with the rate of age-related exits anticipated to rise in the coming two decades.
· Contract and casual employment has been growing, with the workforce also more feminised (the overall ratio of female to male teachers is about two to one, and at the primary level it exceeds four to one).
· There is evidence to suggest that the average literacy and numeracy skills of those entering teacher training courses has declined.
· Class sizes have been progressively reduced.
Table 1
Numbers of teaching staff, 2010a
	
	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 number of teachers, principals and deputy principals.

There have been various initiatives to foster leadership skills and to give government school leaders greater control over the hiring and deployment of staff and the management of other resources, to suit the particular circumstances of individual schools. However, custom and practice and conditions in awards and enterprise agreements can continue to constrain school‑level workplace flexibility.

Considerable rigidities in remuneration arrangements remain. In most jurisdictions, teachers still reach the top of the pay scale in around 10 years. And there is relatively little explicit differentiation in teachers’ pay on the basis of either performance or shortages in particular subject areas. Increases in teachers’ pay do not appear to have kept pace with those in other professions. Indeed, the evidence is that, since 1995, there has been no increase in the average real salaries of Australia’s more experienced teachers.

A more complex and demanding teaching environment

Today’s classrooms and schools place more demands on teachers and other school workers than in the past. The student population is more diverse, due to a more varied influx of immigrants, a greater diversity of family structures and parental engagement in the workforce, a higher number of less academically engaged or proficient students being encouraged to finish year 12, and an increasing number of special-needs students being taught for at least some of the time in mainstream classrooms.

The demands on curriculum and pedagogy have expanded and become more complex. For example, teaching methods place more emphasis on tailored, personal interaction with students. A greater amount of testing and reporting of student outcomes has increased the administrative load on teachers and principals. 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 teachers and other school workers to learn new skills.
Parents and communities also have higher expectations about what schools can and should deliver. Schools are required to respond to an increasing range of social issues. Moreover, parents now have more information on the performance of their child’s school, and there is a greater emphasis on transparency of school outcomes and governance.
Current reform agenda

An extensive range of workforce-related reforms are already in place or prospect (box 1). While most are implemented by state and territory governments and non-government school operators — reflecting their historic responsibility for schools education — many have been brought under national umbrellas by COAG and its Standing Council on School Education and Early Childhood.

Broad educational goals were articulated by Australian education ministers in the 2008 ‘Melbourne Declaration’, and in the COAG National Education Agreement (NEA). Key objectives are to promote both excellence and equality of educational opportunity in Australia’s schooling systems. Among the specific goals, the NEA explicitly targets closure of the gap in schooling outcomes between Indigenous and non-Indigenous students.
Several education-related National Partnership Agreements (NPAs) accompany the NEA and make additional funding from the Australian Government to facilitate reforms agreed to be of national significance. This includes the ‘Smarter Schools’ NPAs, which focus on improving teacher quality, raising student literacy and numeracy outcomes, and addressing educational disadvantage in low‑SES communities.

Do not delete this return as it gives space between the box and what precedes it.
	Box 1
An overview of current schools workforce policies

	The extent and nature of workforce-related policy initiatives varies across jurisdictions and different components of the schooling system. Broadly however, these initiatives fall into one of three overlapping groups.

First, there are initiatives to promote an appropriate balance between the demand for, and supply of, school workers. This grouping includes policies intended to:

· boost recruitment in areas of shortage — through scholarships and employment incentives for students, by fast tracking the pedagogical component of teacher training for certain individuals (Teach for Australia and Teach Next), and by targeted initiatives to increase the number of Indigenous school workers

· increase early-career retention — through more rapid salary progression, stronger classroom support and mentoring, and greater access to professional development

· encourage qualified teachers to fill hard‑to‑staff positions — through allowances, retraining and incentives relating to future placements.

Second, there is a growing focus on improving the efficiency and effectiveness of the workforce, with a particular emphasis on enhancing the quality of teachers and school leaders. As well as the agreement on new national professional standards, specific measures include:

· new pre-service course offerings

· minimum entry-level literacy and numeracy standards for teacher training courses

· improved performance-management systems, and increased pay dispersion to reward quality teaching

· programs to build leadership skills and, through school autonomy initiatives, the provision of greater opportunities to exercise those skills

· improved support for students with disabilities.

Third, and in support of the other reforms, attention has been directed to strengthening policy governance. While individual jurisdictions have been pursuing improvements in these areas, the extent of national-level performance evaluation and oversight has increased considerably. For example:

· the COAG Reform Council has responsibility for assessing jurisdictional performance against the targets agreed to under the education-related NPAs

· beyond curriculum development, the Australian Curriculum, Assessment and Reporting Authority’s functions include the facilitation of national student assessments, and compilation and publication of data on school and system performance

· though established in the first instance to develop national professional standards and course accreditation requirements, the Australian Institute for Teaching and School Leadership is expected to collect and disseminate information relating to the performance of teachers and school leaders.

	

	


To support these arrangements, steps have been taken to enhance national‑level performance reporting and assessment. Provided the new performance data are soundly based and comprehensive, they should assist policymakers to measure progress in meeting broad educational goals and help to empower parents and students — and thereby provide an additional spur for improved performance.

Governments have endorsed a set of national professional standards for teachers and principals, developed by the recently created Australian Institute for Teaching and School Leadership (AITSL). They have also agreed to the introduction of a national curriculum, which is currently being developed by the Australian Curriculum, Assessment and Reporting Authority (ACARA). But for the most part, the new reform framework will retain scope for experimentation with different policy approaches across jurisdictions.
The Commission’s approach to this study

It is too early to fully judge the impacts of the extensive reform agenda, given that most of the changes are recent or have yet to be implemented. It is also evident that governments face fiscal constraints that will limit the scope for significant new spending initiatives. The Commission therefore focused on identifying cost-effective measures that would:

· build on reforms that are in train or in prospect

· address some problematic initiatives

· deal with matters that have so far received insufficient policy attention.

In accordance with the Commission’s legislation, this study overlaid the specific terms of reference with a concern to promote the wellbeing of the community as a whole. This included the interests of students, the schools workforce and society more generally.

The Commission assessed the productivity of the schools workforce in ways that recognised the benefits accruing both to school students (private benefits) and the wider community (public benefits). The term ‘productivity’ is used in this context to refer to the ratio of inputs (a given school’s workforce and how it is deployed) relative to outputs (school education). Research has shown that the private benefits from education include higher future incomes and higher rates of employment. The public benefits can include increased innovation and diffusion of new ideas, greater social cohesion, and lower crime rates. Given the considerable difficulties in quantifying these benefits, and hence workforce productivity, this study largely drew on qualitative evidence.

The Commission was cognisant of the objectives of the Melbourne Declaration and the NEA, particularly that schools policies should promote equity in educational outcomes. Like the OECD and Gonski Review, the Commission interpreted equity to mean that all students should have equal opportunity to realise their educational potential, irrespective of their background or ability.

The Commission was particularly mindful of the importance of improving teacher quality, especially among existing teachers, given their relatively low turnover. Quality teachers work closely with their peers and other school workers, recognise the diverse ways that students learn, challenge them by setting high expectations, provide them with continuous feedback and bring to the classroom a deep knowledge of the subject matter (box 2).

The Commission was also conscious of the importance of:

· considering the cost-effectiveness of alternative policy options

· recognising the advantages of using a combination of measures, such as improving teacher quality through pre-service training, regular performance appraisal, and professional development

· basing policies on robust evidence, and putting in place arrangements that will generate more such evidence in the future

· balancing the benefits from national consistency against the greater opportunity for policy experimentation under a jurisdictional approach.

The capacity to increase the effectiveness and efficiency of the schools workforce will clearly depend on overall school resourcing and its distribution, which was the subject of reform proposals made by the recent Gonski Review. Policy action in other areas, such as health and housing, also has an important role to play in delivering better and more equitable educational outcomes.
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	Box 2
What makes for quality teaching?

	Schools workforce reforms in Australia and around the world have a strong focus on improving the quality of teaching.

Fully understanding what constitutes quality teaching remains an ongoing policy challenge. This is partly due to the diverse ways that individual students learn. Mapping the professional dimensions (content and pedagogy) and personal capability dimensions of teaching is also complex. Even so, there are some recurring themes in the available evidence.

	(Continued next page)
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	Box 2
(continued)

	In a synthesis of the research evidence, Professor Geoff Masters concluded that highly effective teachers are those who:

· create an environment where all students are expected to learn successfully

· have a deep understanding of the subjects they teach

· direct their teaching to student needs and readiness

· provide continuous feedback to students about their learning
· reflect on their own practice and strive for continuous improvement.

Similarly, a comprehensive examination of the evidence by Professor John Hattie found that the best teachers are those who challenge, have high expectations, encourage the study of their subject, and value surface and deep aspects of their subject.
These sorts of skills and behaviours were also prominent in commentary on quality teaching by the Victorian Student Representative Council in its submission to this study. It pointed to the importance of teachers being sensitive to the different learning approaches and needs of individual students, relating to students as ‘partners’ in their learning process, providing students with the freedom and responsibility to explore a range of learning options, having high expectations of both students and themselves, and hearing and responding to feedback from both students and other teachers.
The collegial dimension to teacher quality — and, in particular, the provision of leadership for less experienced or less capable colleagues — was also raised by the Australian Institute for Teaching and School Leadership in its submission.

	

	


Addressing workforce surpluses and shortages
Projections by the Department of Education, Employment and Workplace Relations indicate that, over the period 2010 to 2022, the total number of students in Australia will increase by around 26 per cent (or about 900 000), with the forecast rates of growth highest in Queensland (45 per cent) and Western Australia (40 per cent). There will also be workforce pressures coming from competing demands from the early childhood sector, ageing of the schools workforce, and age‑induced tightening of the broader labour market.
There are areas with a surplus of teachers, as evidenced by the substantial number of (mainly primary) teachers who are on standby for positions in metropolitan areas. At the same time, there are areas of longstanding shortages, particularly teachers in secondary subjects such as mathematics and science and those qualified to educate students with disabilities and other special needs. And schools in rural and remote centres and in Indigenous communities are often hard to staff, as can be some schools in urban areas catering mainly for low‑SES students. Some jurisdictions report that high quality principals are in short supply.
Such imbalances are costly for both students and the wider community.
· Surpluses mean that the community is subsidising the provision of ‘underutilised’ pre-service training and schools are providing practicum training to more prospective teachers than needed.

· Shortages are directly detrimental to the learning of the students affected and, to the extent that they often have the biggest impacts on disadvantaged students, undermine equality of educational opportunity.
A concern in relation to the surplus of teachers is that new university funding arrangements that commenced in 2012 have given universities greater scope to increase the number of teachers they train. The Australian Government is monitoring whether this will exacerbate general surpluses. It would be premature, therefore, to consider additional measures to restrict entry into particular pre-service teacher education courses. Moreover, future demand pressures may, of their own accord, act to reduce surpluses to more reasonable levels (and in high-growth jurisdictions, even eliminate them).

However, the Commission is concerned that university fee repayment discounts, which are offered to recent graduates of teacher education courses who are employed in the teaching profession, are not the best use of scarce education funding. These discounts are provided irrespective of where or what subjects a graduate teaches. Given current surpluses, the Australian Government should phase out these fee discounts for general education degrees.

Instead, the Commission considers that the focus should be on more targeted measures that address specific teacher shortages. Initiatives currently employed by education authorities include scholarships, fast-tracked training arrangements and financial allowances — most commonly to attract teachers to (and compensate them for living in) rural and remote locations. These various measures should be evaluated to determine their effectiveness.
More explicit and greater use of salary differentials has a legitimate role to play in overcoming subject-based teacher shortages and the needs of hard‑to‑staff schools. For example, mathematics and science graduates working outside teaching, on average, earn considerably more than their teaching counterparts (box 3).

Workplace culture, as well as custom and practice, in many schools could be a barrier to greater pay differentials. Some study participants were concerned that the cohesiveness and collegiality of the teaching profession would be undermined. However, this view is not consistent with the experiences of other developed countries where such schemes have achieved wide acceptance among teachers. Moreover, variation in teacher pay is already accepted along rural–urban lines in Australia. Thus, the Commission considers that opposition to subject-based differentials would likely soften over time.
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	Box 3
Pay differentials and teacher shortages

	A number of study participants highlighted the substantially higher pay that teachers in subjects like mathematics and science can earn in other professions. This is supported by data from the 2006 Australian census, which show that only 6 per cent of individuals with a teacher education degree reported gross weekly earnings above $1600, compared to 19 per cent of those with a degree in natural and physical sciences, and 34 per cent who had a degree in mathematical sciences. There is a large body of empirical evidence that suggests such pay differences are associated with lower teacher supply.
Participants’ input to this study and available data clearly highlight the undersupply of teachers in particular subject areas. Moreover, the incidence of mathematics and science teacher shortages in Australia is above the average for OECD countries.

Estimates from the latest Staff in Australia’s Schools survey indicate that, at the start of the 2010 school year, 8 per cent of Australian secondary schools had an unfilled position for mathematics teachers, with notable shortages also in English (8 per cent) and science (7 per cent). However, this understates the magnitude of shortages because it does not take account of ‘out-of-field’ teaching by individuals who are required to teach subjects in which they are not qualified. Estimates from the 2010 Staff in Australia’s Schools survey suggest that more than half of teachers for IT and lower secondary mathematics courses did not have a three-year qualification in the relevant subject. The equivalent figure for upper-secondary physics classes was just under 50 per cent.

	

	


The policy environment should encourage experimentation and evaluation in situations where salary differentials could potentially help to address shortages and thereby enhance student outcomes. Hence, the Commission has recommended that the Australian, state and territory governments, as part of broader efforts in this sphere, use the foreshadowed second phase of the Empowering Local Schools initiative to encourage individual schools to trial explicit remuneration-based incentives to attract teachers to hard-to-staff positions. State and territory governments should also continue to experiment with other arrangements for remuneration-based incentives.

Alternative pathways into the teaching profession (that is, pathways that do not involve traditional pre-service training) can also assist in ameliorating shortages. Examples include the Australian Government’s ‘Teach for Australia’ initiative and the Victorian Government’s Career Change Program. However, current and proposed standards for entry into postgraduate teacher education courses can be a barrier to such alternative pathways. The recently developed national accreditation standards for teacher training are of particular concern. The Commission has proposed that these be amended so that skills learnt in highly-related degrees and professions be considered when assessing whether candidates have the necessary discipline-specific knowledge required to enter a postgraduate teaching course.

Improving teacher quality via training and professional development

Teachers acquire and develop their skills and knowledge through a combination of pre-service training (instruction and practicum) and employment (professional development and practical experience, including being mentored).
Although there is a large investment in the pre-service training of future teachers, the international and local evidence on the effectiveness of different modes of training on teacher quality is ambiguous. Building the evidence base through the trialling and evaluation of different modes of delivery, and through better tracking of the impacts of training on the subsequent performance of teachers in the classroom, is therefore a high priority.
On the other hand, there is already sufficient evidence to suggest that the practicum component of pre-service training, together with the induction and mentoring received by teachers when they first enter the workforce, is important from a teacher quality perspective. There is also evidence from surveys that these aspects of the training process could be improved, so that new teachers are able to better interact with students and manage classrooms, perform assessment and reporting tasks, and relate to parents.

A number of promising avenues for improvement have been suggested, including developing university–school partnerships to strengthen the links between the theoretical and practical components of pre-service training, and more heavily involving experienced teachers in both practicum and induction. But again, trialling and evaluation is the key to better understanding what forms and combination of practicum and induction, and what types of university–school relationships, are most cost-effective in improving teacher quality.

Course accreditation

The process for accrediting teacher training courses is an important part of the agenda for improving teaching quality. The states and territories have agreed to a new national system, based on standards developed by AITSL. The new system places more emphasis on outcomes — the quality of graduate teachers — in addition to setting requirements for course ‘inputs’, such as the length of training. It has the potential, over time, to improve pre-service training and start to improve the quality of graduate teachers.
However, the level of improvement will depend critically on how well the system is implemented. Some study participants were concerned that the relevant standards for graduate teachers are too generic and the requirements for evidence too vague for accreditation panels to be able to objectively and consistently assess whether courses are producing high quality graduates. AITSL plans to develop additional guidance for course providers. This guidance should require multiple sources of evidence, allow training providers some flexibility to choose which outcome measures they provide, include processes for verifying the validity of the evidence, and be cost-effective.
The Standing Council on School Education and Early Childhood should commission research to aid the development of this guidance. The research should evaluate the reliability of different outcomes measures, which could be used to assess teachers’ professional knowledge and performance against the newly developed Graduate Teacher Standards.

The new course accreditation standards require entrants to pre‑service teaching courses to have literacy and numeracy skills broadly equivalent to those of the top 30 per cent of the population. The Commission supports this as a way of improving the quality of future teachers. It appears that a significant number of current 
pre-service student teachers would not have met the new entry requirement at the time of their enrolment, based on their Australian Tertiary Admission Rank scores. There will be a need to evaluate whether the new system is effective in helping to ensure that pre-service training courses produce graduates who have the requisite knowledge and skills. The success of this initiative will depend, in part, on the effectiveness of other reforms in attracting high-quality individuals into teaching as a profession.

The Commission is not convinced that the benefits of one component of the new accreditation requirements — an increase in the minimum length of graduate courses from one year to two years (or equivalent) — would justify the costs involved. As well as the direct costs, this longer training duration could potentially exacerbate some workforce shortages. If the requirement is maintained, governments should implement measures to limit the adverse impact on teacher shortages. This could involve assisting the continued development of employment-based pathways, including arrangements where individuals can begin teaching after one year of training on the condition that they continue to work towards their teaching qualification. The new national accreditation system should appropriately recognise courses which substitute university-based training for additional practical experience. Moreover, a forthcoming review of the new accreditation system should evaluate the impacts of the new two-year requirement and it should be removed if found to be unwarranted.
Professional development

Professional development is an important vehicle for maintaining and building new skills and, for teachers, is integral to the achievement of higher-level teacher classifications in the new national standards. It could also be a useful means of reducing the adverse impacts of out-of-field teaching used to address areas of teacher shortages in the short to medium term. This is important as it will take some time for universities to produce sufficient graduates in shortage areas such as maths and science to meet demand.

While all jurisdictions require teachers to undertake a minimum amount of professional development to maintain their registration, there is little hard evidence concerning the effectiveness of these activities. Factors that could enhance the contribution of professional development to increases in teacher quality include: improved school leadership (with those leaders having a commitment to professional development); better performance appraisal; the linkage of appraisals to development activities; and the reasonable prospect of remuneration or other rewards and recognition where professional development results in substantially enhanced skills and teacher quality.
Longitudinal data and research

To complement the trialling and evaluation of specific initiatives, the Commission has proposed that the Australian Government expand the recently commissioned Longitudinal Teacher Workforce Study. This is tracking the experiences of recent entrants to the teaching workforce and will, with the Commission’s recommended additions, be a valuable resource for future assessments of what aspects of 
pre-service training, induction and professional development are most effective in improving student outcomes. To facilitate such assessments, the Australian Government should make the collected data readily available to all interested parties.

Enhancing teacher quality through appraisal and remuneration
Providing regular feedback to teachers on how they are performing is important to their development. While a majority of schools can claim to have a performance-appraisal system, many teachers do not receive the regular feedback and support they need. Past reviews of teacher-appraisal systems have been critical of the lack of clear criteria, the complexity of the paperwork, and the lack of focus on effectiveness rather than just compliance with required processes.

The Commission considers that performance appraisals would be more effective if principals and teachers had a major role in determining how appraisals are undertaken in their school, and if school-based indicators and criteria were used. More than one method of gathering evidence — including an indicator of student outcomes — should be used to enable the various dimensions of performance to be captured (box 4).
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	Box 4
Methods of gathering evidence for teacher appraisals

	Many different methods can be used to gather evidence for teacher appraisals, including:

· indicators of student learning, such as test scores and samples of student work

· observation of classroom practices by the principal, a peer, or an external party (such as a principal or leading teacher from another school)

· a portfolio showing examples of the teacher’s recent work

· surveys of students and/or parents

· evidence of teamwork with colleagues

· teacher interviews

· tests of teacher knowledge

· teacher self-evaluation

· evidence of professional development.

There is a consensus in the literature that more than one method should be used because no single approach can adequately capture the various dimensions of teacher performance. It is also important to use evidence from more than one source because principals, peers, parents, students and others have different perspectives.

	

	


Central agencies that oversee schools should require them to have a school-based appraisal system for teachers. There should also be support from central agencies, including broad guidelines and templates, sufficient resources to maintain an appraisal system, training, and advice on performance measures and data management.

Addressing unsatisfactory performance

One dimension of performance management that has received insufficient policy attention is dealing with unsatisfactory teacher performance. Though there appears to have been little formal research on this issue, available data indicate that very few teachers in government schools are ever deemed to be underperforming.
State and territory governments should delegate to school principals the authority to take disciplinary action — including dismissal — when a teacher’s performance fails to rise to the relevant standard after being given reasonable time and support to do so. The prerequisites for such delegation would have to be that the school has the necessary leadership, resources and an effective system of regular performance appraisal. For schools that do not meet these prerequisites, state and territory governments should reform the centrally determined procedures they require schools to follow in cases of teacher underperformance, so that there is more timely and effective intervention.

What role for performance-based remuneration?

There has been considerable interest internationally in exploring alternative remuneration systems to more closely tie teacher rewards to performance. However, there has been little use of performance-based remuneration in Australian schools.
Pay increments for teachers who have yet to reach the top of the pay scale are notionally conditional on satisfactory performance. In practice, they are almost never withheld. As a result, where teachers sit on the pay scale is largely determined by their length of service. This may be a reasonable proxy for the early career improvements in performance and student outcomes which, the research suggests, come with the experience gained in the first few years of teaching. However, rewarding performance beyond that associated with this initial accumulation of experience requires mechanisms other than current increment systems.

One option is the payment of performance bonuses. While they are rarely offered to Australian teachers, current trials of alternative approaches in a small number of Victorian government schools will provide some insights. Early results from these trials, together with the long history of mixed results from the US and elsewhere, suggest that an effective and widely-applicable bonus system is unlikely to emerge in the foreseeable future.
Another approach, common in most Australian school systems, is the creation of advanced-skill teacher positions, which are a single higher-paid classification for more effective teachers, subject to a selection process. However, the resulting effect on student outcomes appears to be of limited benefit due to the relatively small number of positions made available, the requirement that successful candidates take on non-teaching duties, and selection processes that are not necessarily linked directly to the contribution a teacher has made to improving student performance.
A potentially more beneficial option for performance-based remuneration is to create a performance-based career structure. In broad outline it could have, as its foundation, the four career stages in the National Professional Standards for teachers. Teachers would be assessed and, if found competent, would be certified accordingly, but this would not, of itself, result in a change to their salary. Separately, the staffing profiles of individual schools would include limited numbers of positions at the different career stages, with appropriate salaries. Principals would be able to amend profiles within overall staffing budgets to meet local needs. As vacancies arose, teachers certified at the relevant (or higher) level could apply. Selection would be on the basis of merit. The appointment could be time limited and/or subject to periodic review.

The cost and implementation of such a reform would require careful consideration.

The cost of a move to a career structure could be significant. Of particular concern is that if a career structure was linked in some way to the national teaching standards, it should only be considered after the integrity of those standards and assessment processes have been demonstrated.
Moving to such a career structure could also involve significant implementation issues.

· How would remuneration that is based on a career structure operate in conjunction with incentives to attract teachers to hard-to-staff schools and positions?

· Would existing supplements for taking on additional responsibilities, such as head of a department, be retained?

· Would the salaries of principals have to be substantially increased to maintain their level relative to the best-paid teachers?

As an interim step, the Australian Government should reformulate its proposed Reward Payments for Great Teachers initiative as a temporary program to provide lessons about linking additional financial rewards to higher levels of the national teaching standards. The Government should design the initiative so that reward payments are only provided to high-performing teachers, and do not entrench an expectation that higher certification automatically entitles teachers to increased pay.
Promoting innovation in workplace arrangements

Over time, there have been changes to the roles of teachers, principals and other school workers in response to such factors as changes in pedagogical understanding, increased parental and community expectations, greater reporting and consultative demands and technological innovation. Many of these changes have been initiated at the individual school level in order to better meet the needs of their students and the communities they serve.
Further changes in workforce structure and deployment could (among other things) improve student performance, better meet student welfare needs, increase community engagement with schools, boost the status and job satisfaction of school workers, or deliver comparable outcomes more cost‑effectively. The persistent pressures facing the sector — such as problems in securing a sufficient supply of some schools workers — might be ameliorated through greater innovation in how the workforce is used.

However, the policy focus in relation to the schools workforce has tended to concentrate more on teacher numbers, particularly by reducing class sizes. While there is no direct time‑series measure of Australian class sizes, a common proxy is student–teacher ratios. Between 1964 and 2003, the average student–teacher ratio in Australian schools fell by more than 40 per cent, and has since declined further (figure 1). Such reductions have been pursued partly on the presumption that, by enabling teachers to give more individual attention to each student, there will be better student outcomes. However, below a relatively high threshold level, both the Australian and international research suggests that smaller class sizes will only benefit some student groups, such as those with learning difficulties, disabilities or other special needs.
It therefore appears that the across-the-board approach to class-size reductions has been a costly policy that has not translated into a commensurate improvement in overall student outcomes. It has tied up funding that could otherwise have been used for a range of more worthwhile purposes, including to better reward quality teaching and use pay differentials for hard-to-staff positions.

The Commission considers that a wider range of class sizes might facilitate greater diversification of teaching roles and methods, and be more cost‑effective. It could also be an avenue for exploring changes in the allocation of teachers’ time between teaching and professional development. There are various approaches for deploying teachers and other school workers differently and more effectively — including some that would make better use of teacher assistants and aides, administrative staff, and health and student welfare specialists. Better use of the non-teaching workforce could, over time, also help to improve the professional status of teaching and thereby its attractiveness to a greater number of highly talented individuals.
Figure 1
Student–teacher ratios, 1996–2011a
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a(Student and teaching staff numbers are both calculated on a full‑time equivalent basis. Teaching staff include non‑classroom teachers, such as principals.
The Commission has not endorsed particular innovations in job design and workforce structure in this study, as the efficacy of different approaches will vary across schools and jurisdictions and should be subject to appropriate context-specific evaluation.
Instead, the Commission has focused on institutional factors that could facilitate workplace innovation. Moves towards greater school autonomy, if combined with strong leadership, alongside more flexible and responsive industrial relations arrangements, could assist. Education authorities have an important role in supporting workforce innovation by raising awareness of the scope to redesign job roles and adjust workforce composition, encouraging pilot studies and research, and sharing the results of workforce innovations here and overseas.

Building school leadership

Principals have primary responsibility for setting their school’s culture. They and their leadership team provide the local foundation on which excellence in student outcomes are based. These include pedagogical direction and support to school staff; efficient resource management; and positive relationships with students, parents, the local community and education authorities.
Given these responsibilities, it is crucial that there are robust processes in place to identify and foster leadership ability and to ensure that school leaders are involved in continuous and relevant professional development. Leaders must also be held accountable for their schools’ results as part of a rigorous performance management process.
Centralised control of decision making can constrain the scope to develop and exercise leadership at the school level. Leaders in non-government schools, and independent schools in particular, have traditionally enjoyed greater autonomy than those in most government schools. However, jurisdictions are now following in the footsteps of Victoria, which introduced an autonomous model for government schools in the 1990s.
Giving further momentum to these developments, the Australian Government’s Empowering Local Schools initiative will provide financial incentives for government and non-government schools in all jurisdictions to move further down the autonomy path. The changes will be tailored to individual school circumstances, phased in gradually, and subject to evaluation.
The Commission welcomes these developments, particularly the notion of selective implementation. The appropriate degree of autonomy will depend heavily on the characteristics and circumstances of individual schools, including the strength of leadership skills. To be successful, there should also be robust governance arrangements at the school level; high-level oversight from education departments and Catholic education offices; and support from central agencies on matters such as training and leadership development, teacher standards, and curriculum.

Reducing educational disadvantage

Reducing the adverse effects of educational disadvantage must be a high priority for schools workforce policy. Many factors beyond a student’s innate skills and attributes can impede them from realising their educational potential. A large body of Australian and international evidence shows that such educational disadvantage is more likely to be experienced by students from low‑SES backgrounds, those in rural and remote areas, and those with a disability or other special needs.
Many Indigenous students have more than one of the characteristics associated with educational disadvantage and therefore can experience multiple sources of disadvantage. About 25 per cent of the Indigenous population live in remote or very remote locations (compared to 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.
Schools with higher proportions of disadvantaged students often report persistent difficulties in attracting and retaining teachers, leaders and support staff who have the skills, knowledge and capabilities to appropriately meet the learning needs of these students. Schools in remote localities often have a high proportion of early‑career teachers and newly-appointed principals, as well as a high staff turnover, all of which can impede student learning. Access to professional development, and coverage of staff absences with appropriately qualified staff, pose further challenges. The low quantity and quality of housing in disadvantaged areas can also contribute to the difficulties in attracting teachers. Such problems are particularly severe in remote Indigenous schools.
Schools commonly report greater difficulties in engaging the parents and carers of disadvantaged students to support their children’s education. Such involvement has been shown to be one of the most important outside-school factors affecting student outcomes. At the same time, it appears that teachers sometimes have difficulty recognising and responding to the range of factors applying to each student that can impede their learning. They can also have low expectations of what disadvantaged students can achieve. Awareness of individual student needs and setting ambitious learning goals are significant contributors to good student outcomes and are thus among the hallmarks of quality teaching.

Despite a long history of policy efforts, outcomes for Australia’s disadvantaged students generally remain well below the rest of the student population. Breaking out of this long-term pattern of ineffective policies and programs will require a more concerted effort by policy makers to systematically gather and publish evidence on ‘what works’ and use it in formulating initiatives. Recent measures — such as the National Evaluation Strategy for the Smarter Schools NPAs — have added impetus for action. However, there remains an urgent need for a more robust and transparent approach by all governments to the ongoing evaluation of initiatives targeting educational disadvantage, alongside a coordinated national review of existing evidence.

While a lack of systematic evaluation makes it difficult to identify the most effective combination of measures to address educational disadvantage, it is clear that improving teacher quality overall is an important precondition. It is particularly important that all teachers are able to identify student underperformance earlier and act on it appropriately. Yet it is also apparent that policies to enhance the overall effectiveness of the schools workforce need to be accompanied by more targeted initiatives. This will be facilitated by reforms advocated throughout this report, which will provide the means to:
· increase the emphasis on the learning needs of educationally disadvantaged students in pre-service teacher training, drawing on a range of evidence including an expanded Longitudinal Teacher Workforce Study and research on different models of practicum

· provide additional support for teachers working in disadvantaged communities, including enhanced induction, mentoring and professional development

· explore greater use of pay differentials to attract teachers to specific hard-to-staff schools
· introduce additional workforce innovations at the school level which are tailored to the needs of disadvantaged students, and enabled by strengthened school leadership and increased school autonomy.
There could also be a role for expanding the use of targeted initiatives that:
· engage the parents of disadvantaged students and their broader community

· increase the share of teachers from disadvantaged and under-represented backgrounds through ‘grow-your-own’ programs

· use communications technology where opportunities for face-to-face teaching and professional development are limited.

Strengthening the wider institutional framework

Some deficiencies in the wider institutional framework detract from good student outcomes.

Paramount among these is the lack of attention that has been given to program evaluation across most aspects of schools workforce policy. With the large number of reforms now underway or in prospect, robust evaluation assumes even greater significance. It is also evident that the evaluations that have been conducted are not as transparent and accessible as they could be. A related problem is that policymakers do not fully utilise available expertise in education-related research and evaluation when formulating and evaluating policies.
There have been some encouraging recent developments in this area, including as part of the new national‑level reporting framework. However, to add further impetus, the Commission has proposed two specific evaluation initiatives to be overseen by the Standing Council on School Education and Early Childhood. These are a review of the evidence on measures to help overcome educational disadvantage, and an evaluation of remuneration-based incentives and other initiatives to reduce workforce shortages.

The Australian, state and territory governments should also individually review, and strengthen as appropriate, how they use policy evaluations and research to inform the design and management of schools workforce initiatives. They should collectively monitor — through the Standing Council on School Education and Early Childhood — the results from these reviews and any subsequent changes, so that lessons are shared and there is an improved evidence base for future consideration of new policy approaches if that is warranted.

The Commission sees merit in a full review of AITSL in terms of its roles, functions, structure and processes once the current reform agenda has been sufficiently progressed. AITSL’s capacity to support and foster rigorous research and evaluation across all jurisdictions is one aspect that might usefully be examined. Another aspect is the extent to which its membership and processes adequately include the perspectives of the schools workforce. Recognising their institutional linkages, the proposed review of AITSL should be conducted concurrently with the review of ACARA, which is scheduled to commence no later than December 2014.
Steps should also be taken to ensure that non-government schools, the non‑teaching workforce, and parent and student bodies are more appropriately involved in high-level decision-making processes. Each of these groups have important perspectives and experiences to contribute. Schooling and schools workforce policies will be the poorer if those contributions are ignored or given insufficient weight.

Policy makers will need to be mindful of the benefits of harmonising reforms and initiatives across different areas of the education workforce, including the early childhood development and vocational education and training sectors. For instance, greater labour mobility across education sectors may provide an additional mechanism to help address surpluses and shortages. There are limitations as to how far such mobility can apply, given the different needs of each sector. But one particular opportunity, as the Commission recommended in its recent study of the early childhood development workforce, is to synchronise teacher registration requirements in the early childhood sector with those already in place for the schools workforce.
Finally, centralised industrial relations arrangements — which apply to the schools workforce to varying degrees across different jurisdictions and sectors — can be a source of inflexibility that hinders efforts to respond to changing imperatives and impedes a range of beneficial reforms. Indeed, there is a significant systemic tension between current centralised regimes and the underlying thrust of a number of the specific workforce policy approaches that offer the prospect of material improvements in schooling outcomes for students. The move to greater school autonomy is a case in point.
In the future, awards and enterprise agreements need to accommodate greater school-level variation in workplace arrangements, and support governance and other changes to improve the management of poor workplace performance. But there is no uniform prescription for how such outcomes can be attained. Rather, long term gains in industrial relations can only be secured by the parties themselves through constructive negotiation.
Recommendations and findings
Recommendation 4.1

The Australian Government should not provide university fee repayment discounts for students who enrol in pre-service teacher education courses after 2012. Such discounts should still be provided to students and teachers who have already qualified for them.

Recommendation 4.2

The Standing Council on School Education and Early Childhood should direct the Australian Institute for Teaching and School Leadership to revise section 3.3 of its accreditation standards for initial teacher education programs so that the discipline-specific knowledge required to enter a postgraduate teaching course can be interpreted more flexibly. In particular, relevant skills learnt in highly related degrees and professions should be assessed as evidence of sufficient content knowledge.
Recommendation 4.3

The Australian, state and territory governments, as part of broader efforts to encourage greater and more explicit variation in teachers’ pay on the basis of shortages, should encourage the trialling of measures that enable principals — under appropriate circumstances — to use explicit remuneration-based incentives for attracting suitably qualified teachers into hard-to-staff positions. The Australian, state and territory governments should use Phase Two of the Empowering Local Schools initiative as one means of achieving this.

Finding 5.1

High quality practicum and induction experiences for pre-service and graduate teachers play key roles in developing an effective teaching workforce and there are opportunities to improve how they are provided. One promising avenue is the development of university–school partnerships. However, more research is needed, with regard to both this specific initiative and other approaches. The research should focus on better understanding what forms and combinations of practicum and induction, and what types of university–school relationships, are most cost‑effective in improving the quality of beginning teachers.

Recommendation 5.1

The Australian Institute for Teaching and School Leadership should publish guidance (with examples) on the evidence that training providers are expected to use to demonstrate that their graduates meet the Graduate Teacher Standards. This guidance should adhere to the following principles:

· multiple sources of evidence are used
· training providers are given some flexibility to choose which outcome measures they provide

· there are processes for verifying the validity of evidence that is provided

· the collection of evidence is cost-effective.

To aid the development of this guidance, the Standing Council on School Education and Early Childhood should commission research that evaluates the reliability of different outcome measures which could be used to assess teachers’ professional knowledge and performance against the Graduate Teacher Standards.

Recommendation 5.2

The Standing Council on School Education and Early Childhood should direct the Australian Institute for Teaching and School Leadership to revise its accreditation standards for initial teacher education programs (Program Standard 1.3) so that two-year graduate teacher training courses remain an option rather than a mandatory requirement.

If this requirement is maintained, governments should implement measures to limit the adverse impact on teacher shortages. This could involve greater use of employment-based pathways, including arrangements where individuals can begin teaching after one year of training on the condition that they continue to work towards their teaching qualification. To ensure that use of employment-based pathways are not impeded by extending the length of graduate courses, the new national accreditation system should appropriately recognise courses which substitute university-based training with additional practical experience. The forthcoming review of the new accreditation system should assess the benefits and costs of Program Standard 1.3 and modify it if appropriate.
Recommendation 5.3

The Australian Government should expand the Longitudinal Teacher Workforce Study to:

· follow graduate teachers for at least five years

· track more than one cohort of graduate teachers to enable analysis of any future experimentation in pre-service training, induction and professional development

· include additional measures of teacher effectiveness (including the effectiveness of responding to disadvantaged students)
· gather detailed information on the induction and mentoring arrangements that graduate teachers undertake

· collect information on what factors influence where graduate teachers seek initial employment, and why early-career teachers leave their initial place of employment.
The Government should ensure that the collected data are made readily available to researchers to stimulate an informed debate about how to improve the effectiveness of pre-service teacher training in Australia.

Finding 6.1
Many teachers are not being provided with the feedback and support they need to become better teachers. Efforts to address this deficiency are more likely to be effective if:

· principals, other school leaders and teachers have a major role in determining how their school undertakes performance appraisals and associated support

· appraisals are based on school-level indicators and criteria

· more than one method is used to gather evidence on performance — including an indicator of student outcomes — so that the various dimensions of teacher performance are adequately captured.
Recommendation 6.1
The central agencies that oversee schools — particularly state and territory education departments and catholic education offices — should support school-based improvements in teacher performance appraisal by:

· requiring the schools they oversee to develop and maintain an effective performance appraisal system for teachers

· providing schools with broad guidelines and templates, sufficient resources to maintain an effective appraisal system, performance appraisal training, and guidance on performance measures and data management

· monitoring the effectiveness of performance appraisal, rather than just compliance with specific processes.

Finding 6.2
There is a widespread perception among teachers that sustained unsatisfactory performance rarely leads to dismissal or other disciplinary action. This is consistent with published statistics showing that very few teachers in government schools have been subject to underperformance procedures.

Recommendation 6.2
State and territory governments should remove any unnecessary impediments that government schools face when seeking to address unsatisfactory teacher performance by:

· delegating to government school principals the authority to take disciplinary action — including dismissal — when a teacher’s performance fails to rise to the relevant standard after being given reasonable time and support to do so. The prerequisites for such delegation should be that the school has the necessary leadership, resources and an effective system of regular performance appraisal
· for schools that do not meet the prerequisites for delegating authority, reforming the centrally-determined procedures they are required to follow in cases of teacher underperformance so that there is more timely and effective intervention.

Finding 6.3
Efforts to improve teacher performance should not focus on the payment of performance bonuses. The long history of mixed results from overseas experiments with teacher bonuses suggests that an effective and widely-applicable system is unlikely to emerge in the foreseeable future.

Recommendation 6.3
The Australian Government should reformulate its proposed Reward Payments for Great Teachers initiative as a temporary program that aims to facilitate future consideration of a performance-based career structure for teachers. The initiative should:

· only provide reward payments to high-performing teachers — this will, among other things, require the development of effective assessment methods to certify teachers at the Highly Accomplished and Lead levels of the National Professional Standards for Teachers
· not entrench an expectation that higher certification automatically entitles teachers to higher pay

· allow schools to tailor their regular teacher performance appraisals and professional development to local circumstances.
The future career structure could have, as its foundation, the four career stages in the National Professional Standards for teachers. Teachers would be assessed and, if found competent, would be certified accordingly by the relevant registration authority. Separately, the staffing profiles of individual schools would include limited numbers of positions at the different career stages, with appropriate salaries. Teachers certified at the relevant (or higher) level could apply for vacancies. Selection would be merit based and appointments could be time limited and/or subject to periodic review.

Finding 7.1
Changes in job design and the composition of the schools workforce have the potential to improve student outcomes and promote more efficient use of staffing resources (both teaching and non‑teaching). The success of such workforce innovations is contingent on schools being delegated the authority and provided with the resources and leadership capacity to make decisions that are appropriate for their local circumstances. The role for state and territory education departments — along with Catholic education offices and support organisations for independent schools, to varying degrees — is to facilitate such school‑level workforce innovation. 

Education authorities are best placed to provide support and guidance to school leaders and communities by:

· raising awareness of the scope to redesign job roles and adjust workforce composition within the prevailing legislative, regulatory and institutional framework

· encouraging pilot studies and research into new and promising workforce innovations

· maintaining sufficient capacity to monitor, assess and disseminate the changing use of the schools workforce in different systems and jurisdictions, including overseas.

Finding 8.1
Principals and other school leaders play a pivotal role within their school communities. Measures that have the capacity to augment and enhance school leadership include:

· investment in soundly based training and professional development for school leaders

· effective protocols for evaluating school leaders’ performance, drawing on external oversight by education departments (and Catholic education offices) and school boards and councils

· improving management capacity by strengthening the role of non‑teaching administrative and clerical staff.

Finding 8.2
Increased school autonomy removes impediments that can prevent principals and other school leaders tailoring school operations to best meet the needs of the local communities they serve. It thus has the potential to improve student outcomes. The full realisation of these benefits is contingent on schools having the necessary:

· leadership capacity to manage the responsibilities delegated to them

· governance arrangements, which ensure that school leaders are held accountable for student outcomes, including:

· sufficiently representative and competent school boards or councils

· effective oversight from education departments, and regional and diocesan education offices

· funding and resources, as well as support on matters such as training, professional standards and curriculum, from education departments, regional and diocesan education offices, and other sectoral organisations.

Finding 9.1
Reducing the adverse effects of individual, economic and social factors on student outcomes must be a high priority for schools workforce policy — especially for students from low socioeconomic backgrounds, students living in rural or remote areas, Indigenous students, and students with disabilities or other special needs. However, progress is being impeded by a lack of concerted effort to systematically gather, publish and use evidence on the cost-effectiveness of measures (and how they can be best combined) when developing policies to address educational disadvantage. While recent reforms have added impetus for action, there is an urgent need for a more robust and transparent approach by all governments to the ongoing evaluation of initiatives targeting educational disadvantage, alongside a coordinated national review of existing evidence (recommendations 10.2 and 10.3).

Finding 9.2
Policies that enhance the overall effectiveness of the schools workforce will assist in overcoming educational disadvantage. However, they will need to be accompanied by a combination of more targeted initiatives which provide the means to:

· increase the emphasis on the learning needs of educationally disadvantaged students in pre-service teacher training, drawing on a range of evidence including an expanded Longitudinal Teacher Workforce Study and research on different models of practicum

· provide additional support for teachers working in disadvantaged communities, including enhanced induction, mentoring and professional development

· explore greater use of pay differentials to attract teachers to specific hard‑to‑staff schools 

· introduce additional workforce innovations at the school level which are tailored to the needs of disadvantaged students, and enabled by strengthened school leadership and increased school autonomy.

There could also be a role for expanding the use of targeted initiatives that:

· engage the parents of disadvantaged students and their broader community

· increase the share of teachers from disadvantaged and under-represented backgrounds through ‘grow-your-own’ programs

· use communications technology more effectively where opportunities for face-to-face teaching and professional development are limited.

Recommendation 10.1

The Standing Council on School Education and Early Childhood should initiate and oversee an independent performance review of the Australian Institute for Teaching and School Leadership (AITSL). This review would supplement the planned internal evaluations of AITSL’s individual initiatives, including in relation to the national professional standards and the accreditation of initial teacher education courses. Among other things, this performance review should:

· consider whether AITSL is appropriately representative of the various jurisdictions and other parties in the schools workforce

· advise on a long‑term work agenda for AITSL, including its capacity to improve access to data and research on the schools workforce and foster a culture of policy evaluation across jurisdictions.

The independent performance review of AITSL should be conducted concurrently with the equivalent review for the Australian Curriculum, Assessment and Reporting Authority as prescribed by the Australian Curriculum, Assessment and Reporting Authority Act 2008 (Cwlth).
Recommendation 10.2
The Australian, state and territory governments should individually review, and strengthen as appropriate, how they use policy evaluations and research to inform the design and management of schools workforce initiatives. This should include consideration of improvements to ensure that:

· evaluation of schools workforce initiatives, particularly those targeted at educational disadvantage, are systematic, robust and ongoing

· evaluation results are transparent and accessible
· research and evaluation is central to the design and management of schools workforce initiatives.

Related to these, jurisdictions should also reflect on the adequacy of the evaluation protocols established by the education‑related National Partnerships, and the extent to which these are maintained once the funding lifecycles of the relevant agreements have expired.

Each government should publicly report the findings of its review and any resulting reforms. The governments should also collectively monitor — through the Standing Council on School Education and Early Childhood — the effectiveness of their reforms, so that lessons are shared and there is an improved evidence base for future consideration of new policy approaches.

Recommendation 10.3
The Standing Council on School Education and Early Childhood should, as a priority, initiate and oversee:

· a coordinated national review of existing evidence on the effectiveness of programs and policies to help ameliorate educational disadvantage

· evaluations of the effectiveness of remuneration-based and other incentives to encourage graduates to enter teaching in order to address specific teacher shortages.

Recommendation 11.1

The Standing Council on School Education and Early Childhood should ensure that non-government schools, the non‑teaching workforce, students and parents are appropriately represented in high level policy‑making processes in the schools area. To this end, the Standing Council should establish a working group to consult with the relevant stakeholders and advise on specific options for improving their representation in high level policy forums. 
Finding 11.1

Centralised industrial relations arrangements, which apply to the schools workforce to varying degrees across different jurisdictions and sectors, can be a source of inflexibility that hinders efforts to respond to changing imperatives and impedes a range of beneficial reforms. Awards and enterprise agreements need to be structured to:

· accommodate school‑level variation in workplace arrangements, including in relation to remuneration, conditions and job design

· support changes in governance, procedure and organisational culture to promote quality teaching and related schools workforce support, and to improve the management of poor workplace performance.
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