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ABSTRACT  

This research is a qualitative study investigating the perspectives of experienced primary school 

teachers regarding the Australian Professional Standards for Teachers (APST). The APST was 

initially released in 2011, articulating the expectations of what teachers are expected to know and do  

and became a framework to be applied in all Australian schools. The APST delineates teacher 

knowledge at four career stages along a continuum: Graduate, Proficient, Highly Accomplished and 

Lead.  

 

Many international studies have researched the implications of teacher standards, however, there are  

very few qualitative studies conducted to understand the perspectives of experienced primary school 

teachers regarding teacher standards. This study addresses this gap in the literature. The central 

guiding research question which directed the study was: “What are the perspectives of Proficient 

career stage primary school teachers regarding their experience with the Australian Professional 

Standards for Teaching?” This research aimed to reveal the perspectives and experiences from the 

practitioners’ point of view. An interpretive paradigm guided this study and grounded theory 

methods of data collection and data analysis were utilised to collect relevant data. 

 

International discourses, agendas, and underpinning forces such as globalisation and neoliberal 

marketisation have influenced the development of national education policies and initiatives in 

Australia, and across transnational settings for the past three decades. The APST is an example of a 

contemporary accountability measure intended to improve teacher/teaching quality. Since 2007, 

several national initiatives have been introduced with the aim of improving school, teacher, and 

student performance in Australia. These include national testing and reporting of student 

achievements, a national curriculum, a national framework for teacher development and 

performance. The collaborative process of the development and implementation of the APST was 

endorsed by all Australian Education Ministers, involving nationally over 6000 teachers, countless 

schools, several reviews, and evaluations. The APST is considered a critical component in 

addressing current challenges in education. 

 

The application of the APST in Australian schools has resulted in unintended consequences for 

teachers professionally. Often the success of policies depends on how it is interpreted and enacted, 

particularly by those who are directly involved in its implementation and ongoing engagement. It has 

been argued that the APST in its current codified, reductionist form is experienced by teachers as a 

decontexualised technical policy. Typical of standards globally, the APST frame the epistemological 

elements of what teachers need to know and be able to do and disregard the ontological elements of 
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being human. The conceptualised, linear framework omits the human elements of teachers such as 

relationality, empathy, emotional intelligence, and commitment. Although it is critical for teachers to 

know what to do as a professional, equally important is who they become in the process of serving 

their educational community. The heart of teaching is being and becoming in the community they 

serve. 

 

Drawing on the available literature and the findings of this research, the significance of this study in 

the landscape of educational change is that it has identified advantages and challenges with the 

APST as experienced by the participants.  Four propositions were generated from the data. First, the 

Standards support and shape teacher practice; secondly, the Standards support career development; 

thirdly, the effectiveness of the Standards is dependent upon local factors such as school 

expectations and resources (e.g., time); and fourthly, the Standards do not consider the human 

qualities of teachers.  

 

Collectively, these propositions offer the perspectives from experienced teachers providing 

significant insight and implications for further development and evaluation of the APST. This study 

has identified areas for ongoing investigation and contributes to the body of literature concerning 

qualitative research on teacher standards. 

 

  

 

 

 

  



v 

 

TABLE OF CONTENTS 

THESIS DECLARATION……………………………………………………… ii  

ABSTRACT………………………………………………………………………. iii 

LIST OF TABLES……………………………………………………………….. viii 

LIST OF FIGURES……………………………………………………………… viii 

CONVENTIONS …………………………………………………………..…….. ix 

LIST OF ABBREVIATIONS………………….………………………………... xii 

ACKNOWLEDGEMENTS……………………………………………………... xiii 

 

CHAPTER ONE: Introduction 1 

1.1 Introduction 1 

1.2 Research Aim 2 

1.3 Research Questions 2 

1.4 Overview of the Methodology 3 

1.5 Overview of the Data Analysis 3 

1.6 Overview of the Findings and Propositions 4 

1.7 Significance 5 

1.8 Structure of Thesis 5 

  

CHAPTER TWO: The Contextual Background 6 

2.1 Introduction 6 

2.2 What are the Standards 8 

2.3 The Organisation for Economic Co-Operation and Development (OECD) 9 

2.3.1 Program for International Student Assessment (PISA) 10 

2.4 The United States of America 12 

2.5 The United Kingdom 13 

2.6 Scotland 14 

2.7 New Zealand 16 

2.8 The Australian Context 18 

 2.8.1 AITSL and the Australian Teacher Standards Development 23 

 2.8.2 The APST Structure 24 

 2.8.3 The APST Evaluation 27 

 2.8.4 Western Australian Context 30 

 2.8.5 Western Australian Teacher Registration 31 

 2.8.6 Western Australian Competency Framework 31 

 2.8.7 Professional Standards for Teachers in Western Australia 31 

 2.8.8 Conclusion 32 

  

CHAPTER THREE: Review of Literature 33 

3.1 Introduction and Context 33 

3.2 The Impact of Globalisation 34 

3.3 Neoliberal Marketisation 37 

3.4 Teacher/Teaching Quality 39 

3.5 Teacher Evaluation 41 

3.6 Teacher Accountability 44 

3.7 Teacher Professionalism 46 

3.8 Teacher Autonomy and Agency 50 

3.9 School Leadership 52 

3.10 Benefits of the Teacher Standards 55 

             3.10.1 The Benefits of the Teacher Standards as Stated by AITSL 56 



vi 

 

             3.10.2 A Framework of Professional Practice 57 

             3.10.3 A Common Understanding and Language 58 

3.10.4 Promotion of Teaching as a Profession 59 

             3.10.5 A Professional Development Tool 60 

3.11 Limitations of the Teacher Standards 61 

             3.11.1 Standards as Static, Reductionist, Regulatory and Performative 62 

             3.11.2 The Affective Domain 64 

 3.11.3 Implementation and Time Issues 65 

 3.11.4 Conclusion 68 

  

CHAPTER FOUR: Methodology 70 

4.1 Introduction 70 

4.2 Researcher’s Location in the Study 70 

4.3 Central Research and Guiding Questions 71 

4.4 Theoretical Research Paradigm: Interpretivism 71 

4.5 Data Collection 73 

            4.5.1 Grounded Theory 73 

            4.5.2 Sampling 74 

            4.5.3 Documents 74 

            4.5.4 Participant Interviews 75 

4.6 Data Analysis 77 

4.6.1 Open Coding 78 

4.6.2 Axial Coding 79 

4.6.3 Memoing 80 

4.7 Research Quality Criteria 82 

            4.7.1 Ethical Considerations 83 

            4.7.2 Recording and Data Storage 83 

            4.7.3 Limitations and Delimitations 84 

4.8 Conclusion  84 

  

CHAPTER FIVE: Research Findings 85 

5.1 Introduction 85 

5.2 Categories, Themes and Subthemes 85 

5.3 Summary 103 

5.4 Conclusion 104 

  

CHAPTER SIX: Discussion 105 

6.1 Introduction 105 

6.2 Aim 105 

6.3 Research Questions 105 

6.4 Guiding Questions 105 

6.5 Propositions 107 

6.5.1 Proposition One: The Standards Support and Shape Teacher 

Practice 

108 

6.5.2 Summary of Proposition One 114 

6.5.3 Propositions Two: The Standards Support Career Development  115 

6.5.4 Summary of Proposition Two 120 

6.5.5 Proposition Three: The Effectiveness of the Standards is 

Dependent Upon Local Factors Such as School Expectations and 

Resources (e.g., time). 

121 

6.5.6 Summary of Proposition Three 123 



vii 

 

6.5.7 Proposition Four: The Standards Disregard the Human Qualities 

of Teachers 

123 

6.5.8 Summary of Proposition Four 125 

6.6 Conclusion 

 

126 

CHAPTER SEVEN: Conclusions and Recommendations 128 

7.1 Introduction 128 

7.2 Chapter Summaries 128 

7.3 Research Aim 128 

7.4 Research Questions 129 

7.5 Overview of Methodology 129 

7.6 Data Analysis 129 

7.7 Summary of Findings 130 

7.8 Summary of Propositions 131 

7.9 Limitations of Research 132 

7.10 Recommendations for Policy to Practice 132 

7.11 Conclusion and Recommnedations for Further Research 133 

  

REFERENCES 135 

  

APPENDICES  

Appendix 1: Australian Professional Standards for Teachers 158 

 

Appendix 2: Principal’s  Consent Form and Ethic’s Form 

 

165 

 

Appendix 3: Teacher’s Consent Form 168 

  

Appendix 4: Interview Questions 169 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



viii 

 

LIST OF TABLES 

 
TABLE TITLE PAGE 

2.1 Characteristics of Factory and Inquiry Model 7 

2.2 PISA World Rankings 2018 out of 79 Countries 11 

2.3 The Model Core Teaching Standards - USA 13 

2.4 The Teacher Standards - UK 14 

2.5 Teacher Standards – Scotland: Professional Knowledge, Understanding, 

Skills and Abilities 

15 

2.6 Teacher Standards – Scotland: Code of Professionalism & Conduct 16 

2.7 New Zealand Teacher Standards and the Code of Professional 

Responsibility 

17 

 

2.8 Influencing Events in the Development of the APST 23 

2.9 Australian Teacher Professional Standards (incomplete version) 26 

3.1 The Componential Elements of Professionalism 49 

4.1 School Type and Participants 75 

4.2 Guiding and Interview Questions 77 

4.3 Coded Data 79 

4.4 Axial Coded Data 80 

4.5 Coding and Memoing 81 

5.1 (Part A & B) Interview Data Analysis Strengths/Themes/Subthemes 86 

6.1 Findings Data 107 

6.2 Overview Table APST 113 

6.3 Overview Table Teaching Domains, Standard 1 Focus Areas 113 

6.4 Overview Table: Career Stages 117 

6.7 Theme & Subtheme: Challenges to Professional Practice 122 

 
 

LIST OF FIGURES 

 
FIGURE TITLE PAGE 

3.2 Schematic: International influences impacting the teacher standards 

reform 

68 

4.6 Research Methodology Schematic 82 

6.4 Supporting Professional Practice - Subthemes and Participant 

References 

115 

6.7 Supporting Career Development - Subthemes and Participant 

References  

120 

6.8 Challenges: School Expectations and Time - Subthemes and Participant 

References 

126 

6.9 The Missing Ontological Dimension of the Standards 125 

 

 



ix 

 

CONVENTIONS 

Terms used to describe levels of government in Australia: 

Australia is a federation of States and Territories, which includes three levels of government: 

Federal, state, and local. The terms ‘Australian Government’, ‘Federal Government’ and 

‘Commonwealth Government’ are often used interchangeably when referring to the national level 

of government. This thesis has adopted the term ‘Australian Government’ when referring to the 

national level of government. When citing literature, the term used by the author has been used. 

 

Department of Education Western Australia (DoEWA): 

This department has undergone various name changes including the Department of Education and 

Training (Western Australia) and the Department of Education (Western Australia). This thesis has 

adopted the name Department of Education Western Australia in the main text, except in reference 

to authorship of specific documents. 

 

The terms teacher evaluation, appraisal, performance review, performance 

management, and under-performance: 

Usage of ‘performance management’ and ‘appraisal’ varied across education sectors. With 

reference to data collection and analysis: ‘teacher evaluation’ has been used to describe an 

assessment of teacher/teaching quality; and ‘performance review’ involves an evaluation 

of teacher/teaching quality, goal setting, and the identification of professional development 

needs to support ongoing teacher development. The term ‘under-performance’ has been 

used to describe unsatisfactory performance. When citing literature, the term originally used 

by the author has been adopted. 

 

The terms teacher quality and teaching quality: 

The terms teacher quality and teaching quality have often been used interchangeably, 

however, as detailed in Chapter Three, some authors do differentiate between these related 

terms. Teacher/teaching quality has been used when there appears to be slippage between 

terms. When citing literature, the term originally used by the author has been adopted. 

Darling-Hammond (2012) states a difference between teacher quality and teaching quality. She 

stated that ‘teacher quality’ includes the personal traits, skills, understandings, and behavioural 

dispositions that individuals bring to teaching. On the other hand, ‘teaching quality’ can be thought 

of as the process of instructional practices that enable a wide range of students to learn. She 

maintained that teaching quality is influenced by teacher quality; the curriculum and assessment 
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system; the degree of synergy between a teacher’s qualifications and what they are asked to teach; 

and, teaching conditions including teaching time, class size, facilities, and materials (p.5).  

 

The term APST and Standards: 

The Australian Professional Standards for Teachers has been abbreviated APST and is used 

interchangeably with the term Standards. In several instances, the term APST has been referred to 

as a singular and plural noun. 

 

The term policy/policies 

The APST in this study is frequently referred to as a policy. The Cambridge Dictionary (2020) 

defines the word policy as a set of ideas or a plan of what to do in particular situations that has 

been agreed to officially by a group of people, a business organisation, a government, or 

a political party. AITSL (2011) states that the Standards are a public statement of what constitutes 

teacher quality. They define the work of teachers and make explicit the elements of high-quality, 

effective teaching in 21st century schools that will improve educational outcomes for students. The 

Standards do this by providing a framework which makes clear the knowledge, practice and 

professional engagement required across teachers’ careers.  

 

Teacher standards and the APST are referenced by many organisations and researchers as a policy, 

for example Barry et al., (2021), Buchanan (2018), Klenowski and Wyatt-Smith (2010), Lambert 

and Gray (2020), OECD: A Comparative Study - Learning Standards, Teaching Standards and 

Standards for School Principals (2014), Rizvi & Lingard (2010).  

 

Spelling conventions: 

This thesis has adopted ‘English (Australian)’ spelling conventions except in reference to 

the title of specific documents or organisations. 

 

Use of capitalisation for the word ‘state’: 

A capital ‘S’ or ‘T’ has been used for Australian States and Territories, respectively. 

 

Use of capitalisation for the word ‘government’: 

A capital ‘G’ has been used for Government when it is used as a proper noun and a lower 

case ‘g’ when referring to the generic or plural, for example ‘governments’. 

 

https://dictionary.cambridge.org/dictionary/english/idea
https://dictionary.cambridge.org/dictionary/english/plan
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Use of capitalisation for the word ‘standards’: 

A capital ‘S’ for ‘Standards’ has been used when referring specifically to the Australian 

Professional Standards for Teachers (APST). A lower case ‘s’ has been used when referring to the 

seven standards making up the APST or teacher standards generally. 

 

Use of capitalisation for leadership positions within schools: 

Capitals have been used when referring to specific positions, for example ‘Principal’, 

‘Deputy Principal’. 

 

Numbering conventions: 

Numbers from one to ten have been written in words; and numbers 11 and over have been 

written as numerals.  
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Chapter One : Introduction   

1.1 Introduction 

This study is an investigation into the perspectives of experienced primary school teachers 

regarding the Australian Professional Standards for Teachers. The Australian Professional 

Standards for Teachers (APST) policy (AITSL, 2011), initially released in 2011, outlines explicitly 

the expectations for teachers. The Standards are a public statement of what constitutes teacher 

quality. They define the work of teachers and make explicit the elements of high-quality, effective 

teaching in 21st century schools that will improve educational outcomes for students (AITSL, 

2011). The APST policy provides a framework by which to evaluate teacher/teaching quality in 

Australia mapped on a continuum with career progression phases. When the APST policy was 

released, it was one of several policies implemented and driven by the Australian Government 

across the nation as part of an education reform agenda. This suite of policies included the 

Australian Curriculum, National Quality Standards Framework and The Australian Professional 

Standards for Principals (ACARA, 2012; ACECQA, 2012, AITSL, 2011) Rizvi and Lingard (2010) 

believe that these policies were implemented to align education and economic policies to ultimately 

increase national productivity and international competitiveness. Fullan (2011) and Tuinamuana 

(2011) state the need for teacher standards, but they also caution against the temptation to try and 

make teachers and schools the solution to problems in education and society more generally. 

 

Current global discourses, agendas, and underpinning forces such as neoliberal marketisation have 

influenced the development of national education policies in Australia, and across international 

settings, for the past three decades (Gannon, 2012; Welch, 2013). Welch (2013) defines 

neoliberalism as an ideology “in which social policy is dominated by market principles, 

privatisation, free trade including deregulation and individualism” (p. 193).  One outcome of 

globalisation and its associated neoliberal ideology is the standardisation and accountability devices 

implemented in schools such as teacher standards. A qualitative study by Adoniou and Gallagher 

(2017) of 36 teachers and principals conducted over 12 months found that the APST can be seen as 

an example of a contemporary accountability measure intended to describe and improve 

teacher/teaching quality (Bourke & Ryan, 2016; Call, 2018).  

 

The focus on improving teacher quality in Australia has existed since the 1970s (Ingvarson, 2008). 

Historically, State governments within Australia have been responsible for education. However, 

since the 1960s, successive Federal governments have become increasingly involved using financial 

policy levers (Reid, 2009, 2012). When the Rudd/Gillard Labor Government came to power in 

2007, a period of unprecedented co-operation between the States and the Australian national 
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government was followed by a number of key policy directions being collectively agreed to via the 

Council of Australian Governments (COAG), and its associated Ministerial Councils (Reid, 2009). 

An example includes the Melbourne Declaration on Educational Goals for Young Australians 

(Ministerial Council on Education, Employment, Training and Youth Affairs [MCEETYA], 2008), 

which has been the catalyst for a suite of education policies in Australia. By 2009, all Australian 

States and Territories had developed their own professional teacher standards associated with the 

Teacher Registration Boards of their respective State or Territory (Ladwig & Gore, 2009).  

 

In 2010, the Australian Institute for Teaching and School Leadership (AITSL) was established after 

COAG met and agreed to the development of a national professional standards framework for 

teachers and school leaders. More specifically, the role outlined for AITSL was to: develop a 

national policy for teachers and school leaders; negotiate and develop national agreements; scope 

and format national reporting; and, promote information sharing and collaboration between 

stakeholders (Ingvarson, 2010). The APST policy has not only been used for teacher improvements, 

but it has also been used for quality governance, public accountability, and overall school 

accountability (AITSL, 2015; Call, 2018). 

 

1.2 Research Aim  

The aim of this study was to investigate the perspectives of Proficient career stage primary school 

teachers regarding their experiences with the Australian Professional Standards for Teaching 

(APST). Proficient career stage teachers meet the requirements for full registration in each state or 

territory of Australia through demonstrating achievement of the seven Standards at this level. They 

create effective teaching and learning experiences for their students, acknowledging the unique 

backgrounds of their students and adjust their teaching to meet their individual needs and diverse 

cultural, social, and linguistic characteristics (AITSL, 2011). Regarding a definition of perspectives 

in qualitative research, Woods (1992) explains the term perspectives as “frameworks through which 

people make sense of their world” (p. 7). This thesis addresses a gap in the literature regarding the 

perspective of Australian primary school teachers on the professional standards. While the number 

of theoretical studies is increasing on the impact of professional standards, as will be seen in 

Chapter 3, there are few that express the voices of teachers. Ironically given that teacher 

professional standards are about teachers’ professional lives.  

 

1.3 Research Questions 

The repeatedly stated intention of professional standards for teachers is that they will help  

raise teacher quality (ACE, 2003; AIS (NSW), CEC (NSW), NSW Government, 2013; 
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AITSL, 2014a; Dow & Committee for the Review of Teaching and Teacher Education, 2003; 

MCEETYA Teacher Quality and Educational Leadership Taskforce, 2003; Australian Productivity 

Commission, 2012; Ramsey, 2000). One way of testing this claim in the case of the APST, may be 

by simply asking the practitioners about their personal experiences with the standards. In this study, 

the main research aim was to investigate the perspectives of Proficient career stage primary school 

teachers regarding their experience with the Australian Professional Standards for Teaching 

(APST). Four overarching questions were utilised to help understand the experiences of teachers 

with the Standards. 

1. What are the intentions of Proficient primary school teachers with regard to implementation of 

the APST, and what reasons do they give for this? 

2. What strategies do Proficient primary school teachers say they use with regard to the 

implementation of the APST, and what reasons do they give for this? 

3. What significance do Proficient primary school teachers attach to having these intentions and 

strategies and what reasons do they give for this? 

4. What outcomes do Proficient primary school teachers state will eventuate from having these 

intentions, strategies and significance, and what reasons do they give for this? 

 

1.4 Overview of the Methodology 

An interpretive paradigm guided this study and grounded theory methods (GTM) of data collection 

and data analysis were utilised. It is consistent with the methods of interpretivism that the researcher 

observes the actions in which knowledge construction and teacher behaviour is created between 

policy and practice. Interpretive understanding concerns  people making sense of their worlds 

(Schwandt, 2003), concerning itself with describing and understanding, rather than measuring for 

accuracy and evaluating (Punch, 2012). This thesis, guided by GTM of data collection and analysis, 

does not seek representativeness to achieve generalisability but intends to understand the teacher’s 

perspectives based on empirical data (Charmaz, 2014). GTM involves simultaneous data collection 

and analysis, with each informing and focusing the other throughout the research process (Denzin & 

Lincoln, 2005). The process involved in conducting grounded theory research is iterative in nature; 

that is, it is a cyclical process in which insights emerge or are discovered within the collected data 

(Charmaz, 2014).   

 

1.5 Overview of the Data Analysis 

The data in this research were based on the findings of 15 individual interviews of experienced, 

Proficient stage primary school teachers who had taught in a classroom for more than three years. 

Three teachers from five Independent schools in the metropolitan area of Western Australia were 
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involved. These schools were located within varying demographics and included both co-

educational and single sex schools (boys and girls). Interview data were categorised under two 

broad areas: Strengths and Challenges. Data as categorised as Strengths was placed in this area 

because it fundamentally identified the APST as being supportive of teaching practice as 

experienced by the participants. Data categorised as Challenges was located in this particular 

category because it identified the APST as leading to restricted or impeded teaching practice, as 

experienced by the participants. Themes are the conceptual abstractions drawn from the overall 

category.  

 

1.6 Overview of the Findings and Propositions 

This study identified three themes within the Strength category: The Standards support 

professional practice; The Standards support professional career development, and the 

Standards is a user-friendly Policy. In total, nine subthemes within the Strengths category were 

identified. Two themes were located under the Challenge category: The Standards presented 

challenges to professional practice and in their presentation.   

 

Drawing on the findings of this study and the available literature, four propositions were identified. 

The first proposition is that the Standards support, and shape teacher practice. This proposition 

was identified in the research findings and was experienced as a practical policy supporting 

continuous growth and development of teachers and teaching quality. As intended by AITSL, 

participants testified to the Standards as a positive contribution to their work as teachers. The 

second proposition that emanated from the themes was that the Standards support career 

development. Participants experienced the Standards as a helpful influence in the development of 

them as professionals. The Standards were a critical tool for teacher appraisals, providing specific 

information for collecting evidence for their professional portfolio. The third proposition states that 

the effectiveness of the Standards is dependent upon local factors such as school expectations 

and resources (e.g. time). Participants said that critical to successfully engaging with the Standards 

is to have the support and understanding of the school and having the time to study and understand 

the implications of teaching practice as outlined in the Standards. The fourth proposition, that the 

Standards do not consider the human qualities of teachers, was frequently stated by 

participants. In view of teacher standards globally, the APST are a typical example of a technical 

professional standards for teachers. Their common feature is a focus on what a teacher must know 

and be able to do.   
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1.7 Significance  

This research contributes to the body of literature about professional teacher standards. It is an 

investigation into understanding the perspectives of teachers and their experiences with the 

Australian Professional Standards for Teachers (APST). This study presents empirical evidence 

concerning professional standards and how they are experienced, providing a voice for the coal face 

practitioners, the teachers. Furthermore, findings from this study may be of interest to key 

educational stakeholders across national and international contexts to address the unintended 

consequences of policies such as APST. 

 

1.8 Structure of Thesis 

This thesis has seven chapters. Following this introductory chapter, Chapter Two presents a 

contextual background of the development of the Standards nationally and internationally. The 

following chapter is a review of the literature inclusive of the impact of globalisation; neoliberal 

marketisation; teacher/teaching quality; teacher evaluation, accountability, professionalism, 

autonomy and agency and school leadership. As portrayed in the literature, the benefits and 

challenges with the Standards are also discussed in this chapter. Chapter Four concerns the research 

methodology, followed by chapter five, the research findings. Chapter six presents the discussion 

about the findings and the final chapter is the conclusion which includes recommendations and 

suggestions for further research directions.  
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Chapter Two: The Contextual Background  

2.1 Introduction 

It has been suggested after following industrial models for several decades, developmental trends 

have shifted towards greater accountability in education, with an emphasis on the teacher as the key 

figure. These new models of schooling have an expectation to respond to market forces of choice 

and competition (Robinson, 2008; Senge, Cambron-McCabe, Lucas, & Kleiner, 2000). Milton 

Friedman stated schools as somewhat to factories with the raw material of uneducated children 

processed through an assembly line, producing an educated product at the end of the process. A 

lock-step process (Torre & Voyce, 2008). Educationalists today are gradually coming to question 

the validity of the industrial model of schooling and its capability in preparing students in a rapidly 

changing, globalised world (Barker, 2001; Whitby, 2011).  

 

Van Duzer (2006) claims that to meet the human capital needs of our global information age, and to 

alleviate the imbalances inherent in the current system requires a redesigning of the foundation. The 

systems in place for education regarding technology and business models of the late nineteenth 

century, will no longer serve the changing needs of the 21st century. Van Duzer (2006) asserts that 

to maintain the quality of life we all desire, a shift from the factory model of mass production to a 

mastery system of quality production is critical.   

 

Leland and Kasten (2011) argue that the factory model of education where students are subjected to 

identical curriculum and teaching pedagogy regardless of their ability has little validity in a 

democracy where citizens can think critically and use learning and language flexibly. Current 

research indicates that providing learners with opportunities to inquire into authentic problems can 

substantially develop and enhance their understanding (Fishman et al., 2004; Wirkala & Kuhn, 

2011). Levy et al. (2013) state that “Today’s students not only need to know what counts as 

knowledge of a particular field, and how to demonstrate understanding within disparate fields, but 

also about how to integrate and synthesize knowledge in an interdisciplinary fashion among several 

fields at once” (p. 405). There is strong support amongst educational scholars that inquiry based 

learning provides students opportunities to answer questions through the exploration and analysis of 

data (Levy et al., 2009; Marshall & Horton, 2011; Wang, Kinzie, McGuire, & Pan, 2010). Table 2.1 

compares two models of education (Leland & Kasten, 2011, p.13) 
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Table 2.1: Characteristics of Factory and Inquiry Models 

 Industrial Model                                                                 Inquiry Model 

Purpose of education Conformity, obedience Critical thinking, creativity 

 Prepare learner for factory job Prepare learner for information=technology 

Learning model Behaviourism Social constructivism 

Structure Classes graded by age Multiage classes 

 Homogeneous groups Heterogeneous groups 

Curriculum 3 R’s, narrow, fact-based Multi-faceted, problem solving 

Instruction Text-based, transmission Multiple sources, transaction 

Assessment Uniform, standardized Authentic, diverse 

Role of Learner Passive, receive knowledge Active, construct knowledge 

Role of Teacher Foreman, clerk Co-learner, facilitator 

Role of Parents Follow dictates of school Partner in decision-making 

Role of Administrator Supervisor, manager Instructional leader, co-learner 

Type of literacy required Decoding, defining, analysing Translation, critical 

 

British economist John Maynard Keynes pioneered evolutionary, economic thinking that challenged 

the idea that free markets would automatically provide full employment and all citizens who wanted 

a job would have one as long as workers were flexible in their wage demands (Jahan, Mahmud, 

Papageorgiousee, 2014). The main point of Keynes’s theory, which has come to bear his name, is 

the assertion that aggregate demand, measured as the sum of spending by households, businesses, 

and the government, is the most important driving force in an economy. Keynes further challenged 

the ideology underpinning free markets asserting that it had no self-balancing mechanisms that lead 

to full employment. Disciples of Keynesian economics justify government intervention through 

public policies that aim to achieve full employment and price stability (Jahan, Mahmud, 

Papageorgiousee, 2014). Regarding education, Pressman (2007) notes that the aim would be on 

“providing sufficient incomes to families and making sure that there is sufficient educational 

spending on all children, especially the children of the poor”. (p. 66) Distributed equitably across 

the state, local property taxes with state or national taxes are the main funding source for education.  

 

The rhetoric of greater accountability proposes that quality must improve. In education, this has 

translated to raising the standard by utilising mechanisms such as the Standards. In a 2008 Royal 

Society for the Encouragement of Arts, Manufactures and Commerce (RSA) public lecture, Sir Ken 

Robinson proffered this reflection: “People say we have to raise standards as if this is a 

breakthrough. You know—really—yes—we should! Why would you lower them? I haven’t come 

across an argument that persuades me of lowering them” (Robinson, 2008, @14mins). Quality, like 
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parenthood, is difficult to oppose. The pursuit of quality is, indeed, something of an epidemic in our 

society (Groundwater-Smith & Mockler, 2009). Encapsulating teacher quality within teacher 

standards that “describe what teachers should know and be able to do” (Productivity Commission, 

2012, p. 174) has gained strong international support (OECD, 2005). 

 

The connection in the rhetoric between accountability and the raising of standards and quality is 

clear with a focus of over thirty years on quality in education in Australia (Fielding & Vidovich, 

2016; Loughland & Ellis, 2016). The standards agenda has been accompanied by an increasing 

awareness that teachers and the quality of their work are critical aspects that make a real difference 

to the education of school-aged children (Hattie, 2009; 2015a; 2015b; Rowe, 2003). With Australia 

following other Western countries (CEPPE, 2013; Groundwater-Smith & Mockler, 2009), the 

centrality and spotlight on developing professional standards for teachers has increased (Dinham, 

2011a; Sachs, 2011a).   

 

The following pages of this chapter present a contextual background of the various influences that 

have shaped the development of the Australian Professional Standards for Teaching. In terms of 

organisation, this chapter contains three sections.  The first section provides a brief definition of the 

Standards and the second section is a summary of the information concerning the influential work 

of the Organisation for Economic Co-Operation and Development (OECD) including Programme 

for International Student Assessment (PISA) and countries closely aligned with teaching practice in 

Australia, which include the United States of America, United Kingdom and New Zealand. The 

final section provides a political and historical narrative of the influencing factors contributing to 

the direct development of the standards in Australia. These include the formation of the Australian 

Institute for School Leadership (AITSL), the structure and evaluation of the APST, the movement 

from the Western Australian Competency Framework to the use of the APST in the Western 

Australian context and the establishment of the state regulatory body Western Australian Teachers 

Registration Board. 

 

2.2 What are the Standards?  

It is critical to understand what the Standards actually are; however, the definition is found to vary 

according to the context, purpose and the function it fulfils. Goldstein and Heath (2000) state that 

the word standard is difficult to define, because its meaning stems from its historical and social 

context. Different countries and even states within countries can have varying interpretations of 

what constitutes a standard. The concept of standards is therefore abstract and somewhat elusive, 

and confusion can often occur when the term is used. Dictionary definitions can also change with 
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context and time. Standards in official documentation or even when making evaluative judgements 

may also seem unclear what meaning is intended (Klenowski & Wyatt-Smith, 2010). 

 

Maxwell (2002) emphasises that standards defined as “quality benchmarks”, “arbiters of quality” 

(relative success or merit) and “standards as milestones” (progressive or developmental targets) (p. 

1) seem reasonable and appropriate. Defining standards as quality benchmarks describe “an 

expected or typical outcome” and necessitate a statement or representation on a continuum that 

defines a minimum acceptable level (Maxwell, 2008, p. 2). Professional standards are a set of 

practices, ethics, and behaviours that members of a particular professional group must adhere to. 

These sets of standards are frequently agreed to by a governing body that represents the interests of 

the group (Klenowski & Wyatt-Smith, 2010). The APST comprise seven Standards and 37 sub-

standards which are called Focus Areas that outline what teachers should know and be able to do. 

The Standards are grouped into three domains of teaching: professional Knowledge, Professional 

practice and Professional Engagement. In practice, teaching draws in aspects of all three domains 

(AITSL, 2011). 

 

In educational settings a secondary definition of the standards can be found between the content and 

achievement standards as they are often referred to in the context of assessment. Content standards 

refer to schools and systems, and to the knowledge and/or processes that are taught. Maxwell 

(2009) underscores that standards assist schools and systems helping them develop their curriculum 

in relation to their local contexts. Achievement standards on the other hand refer to student learning 

and generally, this is about the tasks the students complete by drawing on their knowledge and 

skills (Marsh, 2009). These standards are also used formatively to advise students of their strengths 

and areas for development (Goldstein & Heath, 2000; Mansell et al., 2009; Stobart, 2008). 

 

2.3 The Organisation for Economic Co-Operation and Development (OECD) 

The OECD has had significant influence in education globally setting educational policy trends for 

its member nations since the early 1990s (Sellar & Lingard, 2015). The OECD is an important 

organisation where governments (of 37 democracies) work alongside each other to address the 

challenges of globalisation such as environmental and social concerns. This organisation is a 

platform for governments to share and compare policy and identify effective practice (OECD, 

2016a, p. 223). However, concerns over policy directions emerged through an OECD study which 

was conducted from 2002-2004 (OECD, 2005). Twenty-five countries carried out diagnostic 

reviews to examine issues and policy responses regarding attracting, developing, and retaining 

effective teachers. This report drew significant attention to common concerns across these countries 
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in relation to the reduction in the attractiveness of teaching as a career; the progression and 

development of teachers’ knowledge and skills; the recruiting, and employing effective teachers 

(OECD, 2005). These concerns were identified through detailed case studies developed with an 

additional nine countries (OECD, 2005). Policy development related to developing effective 

teachers and the articulation of teachers’ knowledge and skills underpins the development of 

teacher standards globally. 

 

Barber and Mourshed stated: “The capacities of countries, both the world’s most advanced 

economies and those experiencing rapid development had to compete in the global economy. 

Successful countries will need to adapt with the fast-growing demand for high-levels of skills” 

(2007, p. 9). With such fast-growing demands for a skilled workforce, successful countries will be 

those that can swiftly adapt and change to meet global needs (Santiago, Donaldson, Herman & 

Shewbridge, 2011). With the growing demands for high level skills and knowledge in societies, as 

described above, there is an “increasingly global economy, in which the benchmark for educational 

success is no longer improvement by national standards alone” (OECD, 2011, p. 13). Successful 

international standing of education systems has become imperative and has resulted in Ministers of 

Education across the globe consistently measuring the success or failure of their policies against 

other countries. The role of the OECD in relation to international comparisons has become central, 

providing indicators of educational performance used by countries to assist in shaping public policy. 

For example, the OECD’s Education at a Glance series (OECD, 2011) measures a large range of 

equivalent indicators on education systems, therefore supporting an ideology of comparison. 

 

2.3.1 Program for International Student Assessment (PISA) 

Governments worldwide recognise the need to be globally competitive and have looked to 

international comparisons when developing national education policies. The OECD has been 

instrumental in facilitating such comparisons through initiatives including its annual Education at a 

Glance publication and its Programme for International Student Assessment (PISA). Across OECD 

countries, spending on education accounts for approximately 12% of total public expenditure; 

however, PISA results show considerable variation (OECD, 2015b). For example, some OECD 

countries have achieved strong PISA results with 25% fewer resources than other countries 

(Agasisti & Zoido, 2015). The OECD launched PISA in 2000 with the goal of evaluating the 

quality and equity of education systems around the world. PISA results have been publicly reported 

every three years since its inception. The process has involved assessing 15-year-olds’ academic 

achievement in reading, mathematics, and science. There are currently 37 OECD countries and in 

2018, 79 countries participated in PISA. 
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Australia's PISA ranking on the worldwide stage has been in decline which has been a cause for 

concern. To arrest the downward trend, the profile of PISA has dramatically increased since the 

Council of Australian Governments (COAG) committed Australia to being ranked in the top five 

countries for both quality and equity, according to PISA results, by 2025 (COAG, 2014). Table 2.2,  

provides a summary of the PISA 2018 rankings for China, NZ, UK, the USA, and Australia as a 

means to considering the educational achievements for these nations within the broader context of 

global school and teacher accountability processes.  

Table 2.2: PISA - World Ranking 2018 out of 79 Countries 

 Mathematics  Science  Reading  Overall Average 

1 China 1 China 1 China 1 China 

18 UK 13 NZ 12 NZ 14 UK 

28 NZ 15 UK 14 USA 15 NZ 

30 Australia 18 Australia 15 UK 21 Australia 

38 USA 19 USA 17 Australia 25 USA 

Education worldwide has been increasingly viewed as a critical component to improving national 

productivity, international economic competitiveness, and the quality of life regardless of how PISA 

results are interpreted. OECD publications including: Teachers Matter: Attracting, Developing and 

Retaining Effective Teachers (OECD, 2005); Teacher Evaluation: Current Practices in OECD 

Countries (OECD, 2009); Does Performance-Based Pay Improve Teaching? (OECD, 2012); 

Embedding Professional Development in Schools for Teacher Success (OECD, 2015c); Supporting 

Teacher Professionalism–Insights from TALIS2013 (OECD, 2016b); How Can Professional 

Development Enhance Teachers’ Classroom Practice? (OECD 2017c); and (Asia Society/OECD, 

2018) have all encouraged a focus on teacher/teaching quality by linking teacher/teaching quality to 

improved student outcomes. 

 

2.4 The United States of America 

For decades, large degrees of educational reforms have been gaining momentum in the US (Harris, 

2011; Hopkins, Stringfield, Harris, Stoll, & Mackay, 2011) and the perceived decline in educational 

standards has been a key driver for reform practices (Delandshere & Petrosky,2004). The need to 

develop an improved education system was evident with an aim to enable the next generation to be 

ready for future challenges in a globalised economy (OECD, 2005; 2010; 2011; Schleicher, 2012). 

Central to reforms is teacher quality and the development of professional teaching standards.  

 

The non-partisan, non-government National Board for Professional Teaching Standards (NBPTS) 

was established in 1987 from a recommendation of the Carnegie Foundation’s Task Force on 
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Teaching as a Profession (Rotberg, Hatwood Futrell, & Lieberman, 1998). A broad-based 

membership was utilised consisting of teachers, academics, heads of professional teacher 

associations, politicians, business leaders, and prominent citizens. The NBPTS consisted of a three 

areas:  

1. to create a set of professional teaching standards; 

2. to develop a certification system; 

3. to advocate for educational reform and policy development (Kelly,2008) 

 

Goals 2000 was the result of a 5 year national discussion of education reform that started at a 1989 

Governor’s education Summit (Goals, 2000). Federal policies started forming in the 1990s which 

incentivised American states to develop their own standards and assessments (Goals, 2000). 

Schools were held accountable for their students’ achievement (Nolan, 2011), which also 

incentivised teacher evaluation and data systems (McGuinn, 2012). After the Elementary and 

Secondary Act in 2016 was introduced, federal authority and oversight were retracted, and states 

were given autonomy to determine the extent and nature of their reliance on standards and 

assessments. As a result of these developments, the NBPTS and NBC, the Council of Chief State 

School Officers (CCSSO), through its involvement in the Interstate Teacher Assessment and 

Support Consortium (InTASC), developed a set of updated core teaching standards in 2011. 

However, tension arose concerning the utilisation of the Common Core Standards, which were 

adopted by some states and not others (McGuinn, 2012). 

 

The Model Core Teaching Standards (MCTS) outlined what teachers should know and be able to 

do. The MCTS are grouped into four general categories (the learner and learning, content, 

instructional practice, and professional responsibilities) described across 10 standards. Each of the 

10 standards has a detailed elaboration statement. Each standard is then further described under the 

three essential elements of performance, essential knowledge and critical dispositions. Such sub-

divisions in each standard result in 15-20 statements which cater for all career stages of teaching. 

Table 2.3 is a summary of the MCTS (CCSSO, 2011a) and also provides an example of the 

elaborations and essential elements. 
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Table 2.3: The Model Core Teaching Standards (MCTS) USA. Adapted from CCSSO (2011a) 
The Learner and Learning  Instructional Practice 
Standard 1: Learner Development  Standard 6: Assessment 

Standard 2: Learning Differences  Standard 7: Planning for Instruction 

Standard 3: Learning Environments  Standard 8: Instructional Strategies 

Content Knowledge  Professional Responsibility 

Standard 4: Content Knowledge  
Standard 9: Professional Learning & Ethical 

Practice 

Standard 5: Application of Content  Standard 10: Leadership and Collaboration  
Example of Standard One – Description and elaboration of the three essential elements; 

performance, essential knowledge and critical dispositions 

Standard 1: Learner Development The teacher understands how learners grow and develop, 
recognising that patterns of learning and development vary individually within and across the 

cognitive, linguistic, social, emotional, and physical areas, and designs and implements 

developmentally appropriate and challenging learning experiences. 

Performance 1(a) The teacher regularly assesses individual and group performance in order to 
design and modify instruction to meet learners’ needs in each area of development (cognitive, 

linguistic, social, emotional and physical) and scaffolds the next level of development. 

Essential Knowledge 1(d) The teacher understands how learning occurs, how learners construct 
knowledge, acquire skills, and develop disciplined thinking processes--and knows how to use 

instructional strategies that promote student learning. 

Critical Dispositions 1(h) The teacher respects learners’ differing strengths and needs and is 

committed to using this information to further each learner’s development.(CCSSO, 2011) 

 

2.5 The United Kingdom 

After the release of the 2006 OECD PISA results, the development of teacher standards in the UK 

increased traction. The 2006 results revealed a drop in the UK’s world position from 7th to 17th for 

literacy, 8th to 24th for Mathematics, and 4th to 14th for Science from 2003 to 2006. The 

Importance of Teaching paper, released by the Department for Education (DfE, 2010, p. 3), 

identified “the first, and most important lesson, is that no education system can be better than the 

quality of its teachers”. As a result, a comprehensive plan for school improvement was commenced. 

Based on evidence globally, PISA representatives Barber and Mourshed (2007) discovered the most 

critical factor in determining the effectiveness of a school system was the quality of the teachers 

(Ingvarson, 2012; Swabey, Castleton, & Penney, 2010). The DfE (2010) reviewed the 33 standards 

that made up the then Qualified Teacher Status (QTS), which all teachers in the UK (England) are 

required to hold in order to teach. The review by DfE resulted in the formation of an updated set of 

standards, namely The Teachers Standards (TTS) in 2012. The TTS provides clarity in expectations 

for professional practice and conduct of teachers. There are two parts to the TTS: Teaching and 

Personal and Professional conduct as noted in Table 2.4. In addition to TTS for practising teachers, 

standards for Initial Teacher Training (ITT) were also reviewed in 2012. The National College for 

Teaching and Leadership (NCTL, 2013) holds the statutory function to accredit providers of ITT in 

the UK. Accredited ITT providers ensure that all pre-service teachers are assessed against the TTS. 

Teachers assessed under the new TTS are required to provide evidence to support claims of 

achievement.  
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Table 2.4: The Teachers Standards (TTS), UK (Adapted from DfE, 2013) 
Part One: Teaching - A teacher 

must: 
Part Two: Personal and professional conduct 

Set high expectations which 
inspire, motivate and challenge 

pupils 

A teacher is expected to demonstrate consistently high 

standards of personal and professional conduct. The 

following statements define the behaviour and attitudes which set 
the required standard for conduct throughout a teacher’s career. 

Promote good progress and 

outcomes by pupils 

Teachers uphold public trust in the profession and maintain high 

standards of ethics and behaviour, within and outside school, by: 

treating pupils with dignity, building relationships rooted in 

mutual respect, and at all times observing proper boundaries 
appropriate to a teacher’s professional position. 

Demonstrate good subject and 

curriculum knowledge  

Teachers have regard for the need to safeguard pupils’ 

wellbeing. 

Plan and teach well-structured 

lessons 

Teachers must have an understanding of, and always act within, 

the statutory frameworks which set out their professional duties 

and responsibilities being, in accordance with statutory 
provisions. 

Adapt teaching to respond to the 

strengths and needs of all pupils 
Teachers show tolerance of and respect for the rights of others. 

Make accurate and productive use 

of assessment 

Not undermining fundamental British values, including 
democracy, the rule of law, individual liberty and mutual respect, 

and tolerance of those with different faiths and beliefs. 

Manage behaviour effectively to 
ensure a good and safe learning 

environment 

Ensuring that personal beliefs are not expressed in ways which 

exploit pupils’ vulnerability or might lead them to break the law. 

Fulfil wider professional 

responsibilities 

Teachers must have proper and professional regard for the ethos, 

policies, and practices of the school in which they teach and 
maintain high standards in their own attendance and punctuality. 

(NCTL, 2013) 

 

2.6 Scotland 

Scotland has its own set of professional standards for teachers. The establishment of Professional 

Standards for teachers started first in Scotland in 2002 and these were updated in 2012 through The 

General Teaching Council for Scotland (GTCS) (The General Teaching Council for Scotland, 

2021). In 2013, they were enacted as a newly conceptualised model of teacher professionalism 

supported by the introduction of the Professional Update. The discussion to review the 2012 

Professional Standards began in 2017 and concluded with a refreshed and restructured Professional 

Standards with an enactment date of 2 August 2021 (The General Teaching Council for Scotland, 

2021).  

 

GTCS (2021) state that the newly formed Professional Standards include a section called ‘Being a 

teacher in Scotland’, highlighting the professional values of social justice, trust and respect and 

integrity as being at the heart of what it means to be a teacher in Scotland (The General Teaching 

Council for Scotland, 2021). These values are central to the Professional Standards as a framework 

that supports what it means to become, to be and to grow as a teacher in Scotland. GTCS (2021) 
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state that having a strong focus on professional values, supports and develops their professional 

identity towards a ‘deep commitment to all learners’ cognitive, social and emotional growth and 

wellbeing’ (p. 1). Further to this, GTCS (2021) state the values are, 

   integral to, and demonstrated through, teachers’ professional relationships, thinking and actions in    

   their professional practice. Commitment to reflecting on the connections between values and  

   actions and career-long professional learning is a critical part of developing teacher  

   professionalism. (p. 1) 

 

Professional Standards for teachers in Scotland have multiple layers starting with The Standard for 

Provisional Registration (SPR) and The Standard for Full Registration (SFR) which are part of the 

suite of GTC Scotland’s Professional Standards. They also include The Standard for Career-Long 

Professional Learning and The Standards for Leadership and Management. The General Teaching 

Council for Scotland (2012) note that the standards are underpinned by the themes of values, 

sustainability, and leadership. Table 2.5 provides a high level summary of the overarching areas of 

Professional Knowledge, Understanding, Skills and Abilities addressed in the Professional 

Standards. 

Table 2.5: Teacher Standards Scotland - Professional Knowledge, Understanding, Skills and  

(GTCS, 2021) 

THE STANDARDS FOR 

REGISTRATION 

(PROVISIONAL AND 

FULL) 

THE STANDARD FOR 

CAREER-LONG 

PROFESSIONAL 

LEARNING 

THE STANDARDS FOR 

LEADERSHIP AND 

MANAGEMENT 

Social Justice / Integrity / Trust and Respect / Professional Commitment 

Professional Knowledge And 

Understanding, Professional 

Skills And Abilities 

Professional Knowledge And 

Understanding, Professional 

Skills And Abilities 

Strategic Vision, Professional 

Knowledge And 

Understanding, Interpersonal 

Skills And Abilities  

• Professional 

Knowledge & 

Understanding:  

• Professional Skills and 

Abilities: 
 

• Teachers should develop 
deep, critically 

informed Professional 

Knowledge and 

Understanding  

• Teachers should develop 

& apply their knowledge 

and professional Skills 

& abilities and expertise 
through enquiry and 

sustained professional 

learning  
 

• Strategic vision 

• Professional 

Knowledge and 

Understanding in: 

• Interpersonal skills 

and abilities  
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The General Teaching Council for Scotland (2012) also has an underpinning document called the 

Code of Professionalism and Conduct which sets out the key principles and values for registered 

teachers in Scotland. Table 2.6 contain the headings of the four parts applicable to all levels of 

teachers and school leaders.  

Table 2.6: Teacher Standards Scotland - Code of Professionalism and Conduct 

(GTCS, 2021) 

2.7 New Zealand 

New Zealand has undergone reforms to establish practical, transparent standards for graduate 

teachers and teacher education since 1989. At that time, the New Zealand Teachers Council 

(NZTC) was first formed as a professional regulatory body for registered teachers working in NZ. 

The NZTC has both regulatory and professional leadership functions, including setting the 

standards to enter teaching and maintaining ongoing membership to the profession, carrying out 

processes for registration of teachers, providing professional leadership and encouraging best 

practice in teaching, supporting teachers' knowledge, and understanding of the standards and 

commitments of the teaching profession and consulting on key policy developments (NZTC, 2014). 

 

Through a comprehensive, consultative process, the New Zealand Teachers Council established The 

Code of Professional Responsibility and Standards for the Teaching Profession, which was created 

by teachers, leaders, and teaching experts to articulate the expectations and aspirations of the 

profession. The Code sets out the high standards for ethical behaviour that are expected of every 

teacher; the Standards describe the expectations of effective teaching practice. Together they set out 

what it is, and what it means, to be a teacher in Aotearoa New Zealand. The Code and Standards 

apply to every certificated teacher, regardless of role or teaching environment. The Code also 

applies to those who have been granted a Limited Authority to Teach. The Code sets out the high 

standards for ethical behaviour that are expected of every teacher. The Code and Standards come 

from over a year of close consultation with teachers and leaders across the profession.   

 

The Standards for the Teaching Profession are made up of six standards that provide holistic 

descriptions of what high-quality teaching practice looks like and what it means to be a teacher in 

Aotearoa New Zealand. There is additional detail contained in the Standards Elaborations which 

provides a depth and context to the Standards themselves and supports teachers to identify and 

Part 1: Professionalism and Conduct 
Part 2: Professional Responsibilities towards Pupils 

Part 3: Professional Competence 

Part 4: Professionalism towards Colleagues, parents and Carers 



17 

 

develop high quality practices in their settings. The Standards are purposely designed at a high level 

so every practitioner can apply them to suit the context they are working in. The final version of the 

Standards noted in Table 2.7, was released in late June 2017, was informed by both the feedback 

from the consultation and the findings from the trials. 

Table 2.7: New Zealand Teacher Standards and the Code of Professional Responsibility 

Standards for the Teaching Profession 

1. Demonstrate commitment to tangata whenuatanga (place-based, socio-cultural awareness 

and knowledge of the whenua or land) and Te Tiriti o Waitangi (a treaty of two texts: one in 

reo Maori and one in English) in Aotearo a New Zealand. 

2. Use inquiry, collaborative problem-solving and professional learning to improve 

professional capability to impact on the learning and achievement of all learners. 

3. Establish and maintain professional relationships and behaviours focused on the learning 

and wellbeing of each learner. 

4. Develop a culture that is focussed on learning, and is characterised by respect, inclusion, 

empathy, collaboration and safety. 

5. Design learning based on curriculum and pedagogical knowledge, assessment information 
and an understanding of each learner’s strengths, interests, needs, identities, languages, and 

cultures. 

6. Teach and respond to leaners in a knowledgeable and adaptive way to progress their 

learning at an appropriate depth and pace. 

The Code of Professional Responsibility 

1.Commitment to the Teaching Profession 

I will maintain public trust and confidence in the teaching profession by: 

1.demonstrating a commitment to providing high-quality and effective teaching 

2. engaging in professional, respectful and collaborative relationships with colleagues 
3. demonstrating a high standard of professional behaviour and integrity 

4. demonstrating a commitment to tangata whenuatanga and Te Tiriti o Waitangi partnership in the 

learning 
environment 

5. contributing to a professional culture that supports and upholds this Code. 

2. Commitment to Learners 

I will work in the best interests of learners by: 
1. promoting the wellbeing of learners and protecting them from harm 

2. engaging in ethical and professional relationships with learners that respect professional 

boundaries 
3. respecting the diversity of the heritage, language, identity and culture of all learners 

4. affirming Māori learners as tangata whenua and supporting their educational aspirations 

5. promoting inclusive practices to support the needs and abilities of all learners 
6. being fair and effectively managing my assumptions and personal beliefs 

3. Commitment to Families and Whānau 

I will respect the vital role my learners’ families and whānau play in supporting their 

children’s learning by: 
1. engaging in relationships with families and whānau that are professional and respectful 

2. engaging families and whānau in their children’s learning 

3. respecting the diversity of the heritage, language, identity and culture of families and whanāu 
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4. Commitment to Society 

I will respect my trusted role in society and the influence I have in shaping 

the future by: 
1. promoting and protecting the principles of human rights, sustainability and social justice 

2. demonstrating a commitment to Te Tiriti o Waitangi based Aotearoa New Zealand 

3. fostering learners to be active participants in community life and engaged in issues important to 
the wellbeing 

of society. 

(NZTC, 2014). 

2.8 The Australian Context 

Australian schools are fundamentally located under three different sectors: government, Catholic 

and Independent. Government schools are generally referred to as public schools and non-

government schools as private schools. Government schools have operated as a system (Ingvarson, 

2010), and come under the direct responsibility of their respective State or Territory Education 

Minister. The non-government sector has included Catholic and Independent schools, both of which 

generally have a religious affiliation. Catholic schools are often part of a system; however, some 

schools with a Catholic affiliation operate Independently of the Catholic system. Funding for both 

Catholic and Independent schools is received from both the state and federal government.  

 

Australia is one of six nations within the OECD to have a federal system of government. The 2013 

Australian Education Act has provided the legislative framework for education in Australia. Six 

States and two Territories of Australia (Reid, 2009) have the responsibility of education and since 

the 1960s, successive Australian governments have become increasingly involved in education 

policy via the use of financial levers (Reid, 2009, 2012; Vidovich, 2007a). However, over recent 

years there have been a popular movement towards government schools gaining autonomy and 

greater control over staffing, budget expenditure decisions, goals, and educational targets. This is a 

move away from the traditionally centralised government system (Rizvi & Lingard, 2010). In 

addition, there has been increased parent and community involvement via the establishment of 

school boards. The curriculum, teacher salaries, and work conditions have remained standardised 

and continue to be controlled at the State level (Ingvarson, 2010) and are  known as Independent 

Public Schools (IPS) in Western Australia. 

 

Over the past 30 years, well over one hundred  reviews of teacher education and educational 

improvements (Mayer, 2014) have been completed in Australia. In the early 1970s government 

schools in Australia were insufficiently supported financially and were performing below 

acceptable standards (McLaren, 2014). This was a critical issue in the 1972 federal election, 

following which the new Labor government established the Karmel inquiry to investigate the 

problems and to advise appropriate strategies going forward. The report proposed a modern vision 
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for Australian schools and increased Commonwealth funding of school programs (Karmel Report, 

2, 1972). The Interim Committee for the Australian Schools Commission was established in 

December 1972, to be chaired by Professor Peter Karmel. The Committee was to examine the 

position of government and non-government primary and secondary schools throughout Australia 

and make recommendations on their needs and on ways of meeting the needs.  

 

In May 1972 the Committee presented its report and outlined three major deficiencies in Australian 

education: a lack of human and material resources, gross inequalities in the provision of resources 

and educational opportunities, and lack of quality in teaching, curriculum, and school organisation. 

The Committee stated that schools should provide as nearly equal education for all children as was 

possible, enabling all to attain the minimum standards of competence necessary for life in a modern 

democratic industrial society; that school should provide a way of life as well as a preparation for 

life, and that education is a life-long experience; that schools should provide diversity in structure, 

curricula and teaching methods; and that authority should be decentralised to the local school and 

community (McLaren, 2014).  

 

Each state in Australia were expected to match the increases. The increased funding in 1974 

provided system-wide improvements in outcomes for government schools (Chapman et al., 1996). 

Other reports have emerged in Australia, such as in the 1980s and early 1990s, emphasising teacher 

quality improvement, teacher education and professional development (e.g., the National Board of 

Employment, Education and Training: Ingvarson, 2008). These reports noted considerable 

regression in the academic quality of students entering teacher training courses and the absence of 

incentives for continuing learning and skill development (Dinham, 2008).  

 

During the Rudd/Gillard Labor Government in 2007, Australia experienced unprecedented 

cooperation between the States and Territories which was followed by a number of key policy 

directions being collectively agreed to via the Council of Australian Governments (COAG) and the 

Ministerial Council for Education, Early Childhood Development and Youth Affairs (MCEEDYA) 

(COAG, 2012). The Melbourne Declaration of Educational Goals for Young People is a critical 

document which underpins the APST, with its first goal of promoting equity and excellence in 

Australian schools and second goal that “all young Australians become: successful learners, 

confident and creative individuals, active and informed citizens” (MCEECDYA, 2008, p. 7). The 

Declaration was developed by a National Working Group with representatives from all States and 

Territories, the Australian Government, the National Curriculum Board, the National Catholic 
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Education Commission, the Independent Schools Council of Australia and the MCEETYA 

Secretariat (MCEECDYA, 2008). 

 

The inaugural Declaration was made in 1989 and confirms all Australian Education Ministers 

commit to national education goals. Further to this, in December 2019, a significant meeting of 

education leaders from across the nation established Australia's educational goals and actions for 

the next decade. Building upon the work of the Melbourne Declaration is The Alice Springs 

Mparntwe Education Declaration, launched by the Education Council on 12 December 2019, 

committed to the Australian education system to promoting excellence and equity. The agreement 

also recognises that all young Australians should have the opportunity to become confident and 

creative individuals, successful lifelong learners, and active and informed members of the 

community (Education Council of Australia, 2019).  

 

The Declaration includes new attributes and skills for the 21st Century; recognising student 

diversity and stronger partnerships with parents, carers, families and communities; including greater 

focus on student voice and agency, and student wellbeing; enhancing recognition of the status of 

Aboriginal and Torres Strait Islander young people; emphasising the importance of early learning, 

transitions and diverse pathways; updating curriculum and assessment guidance; expanding the 

description of qualitative measures to track progress against goals; a stronger emphasis on primary 

school education (Education Council of Australia, 2019). Through the Declaration, each 

government also renewed their commitment to celebrating and learning from Aboriginal and Torres 

Strait Islander cultures, knowledge, and histories. The Declaration is committed to ensure that 

Aboriginal and Torres Strait Islander peoples are supported to imagine, discover and unlock their 

potential. The Mparntwe Declaration is a cross-government commitment to build an education 

system that provides every student with the knowledge, capabilities and attributes that will see them 

thrive throughout their lives (Education Council of Australia, 2019). 

 

Educational Registration Boards in each state and territory, along with peak professional teaching 

bodies, incorporated the national framework to develop their own Professional Teaching Standards. 

The Australian Education Union (AEU) supported the formation of a teacher registration body with 

jurisdiction of a nationally consistent approach to teacher standards (AEU, 2007). Connell (2009) 

believed the standards generated by the state registration bodies and subject specialist associations 

were the best examples of attempts to define ‘good teaching’. In 2007, The National Partnership 

Agreement on Improving Teacher Quality (Council of Australian Governments) provided $550 
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million to support the roll-out of teacher reform initiatives. To support these reforms, the APST was 

produced (O’Meara, 2011). In 2008, the Business Council of Australia in collaboration with the 

Australian Council of Educational Research (ACER) produce a report entitled Teaching talent: The 

best teachers for Australia’s classrooms (Dinham et al., 2008). The authors of the report identified 

that a motivation for the report was to have an education system that would position Australia as a 

globally competitive country (Dinham et al., 2008).  

 

The release of the Hobart Declaration (1989) by the Ministerial Council of Education, Employment, 

Training and Youth Affairs (MCEETYA) has been considered a defining moment in the history of 

education in Australia. This is the first attempt at a national commitment to improving education, 

including teaching quality (MCEETYA, 1989). Teacher quality and teaching quality remained on 

the national agenda and, following MCEETYA’s Adelaide Declaration (1999) the Teacher Quality 

and Educational Leadership Taskforce was established to promote teacher quality and also resulted 

in the development of a National Framework for Professional Standards for Teaching by 

representatives of the education profession (MCEETYA, 2003). The 2003 National Framework for 

Professional Standards for Teaching was endorsed by Education Ministers as part of the 

development to define and promote quality teaching. The update to the 2003 Framework is 

currently the Standards utilised in all Australian schools since 2013.  

 

The APST was released on the 9th of February 2011 and the Standards are a fundamental 

component of the reforms agreed to in the context of the Melbourne Declaration on Educational 

Goals for Young Australians, the national Productivity Agenda and the collaborative Council of 

Australian Governments arrangements and agreements, and especially the National Partnership 

Agreement on Improving Teacher Quality, as well as the range of standards work done by 

professional associations (AITSL, 2011). To support and drive the roll-out of policies and initiatives 

such as the Early Years Learning Framework, National Quality Standards (ACECQA, 2012) and 

the Australian Curriculum (ACARA, 2012), various organisations have been established. These 

include the Tertiary Education Quality Standards Agency (TEQSA), the Education Services 

Australia (ESA), Teacher Education Advisory Group (TEMAG), Assessment and Reporting 

Authority (ACARA) and the Australian Institute for Teaching and School Leadership (AITSL) 

(O’Meara, 2011).  

The Standards are intended to be the basis for national consistency in: a) accrediting initial teacher 

education programs; b) registration at Proficient career stage; c) certification of exemplary teacher 
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practice at the Highly Accomplished and Lead career stages; and d) performance and development 

(AITSL, 2016). The Standards’ intentions are to support the performance and development and 

professional learning of all teachers, as they provide consistent benchmarks to help teachers to: a) 

reflect on and discuss their practice and the practice of their colleagues; b) identify further learning 

requirements; and c) evidence and assess improvements in their practice (AITSL, 2016). The 

implementation of the Standards in 2013 became a framework to be applied in all Australian 

schools. Tuinamuana (2011) states that the Standards and teacher quality have become critical 

issues in “many national education policy developments around the world today, raising questions 

about the role of professional standards for teaching within these systems” (p. 74). Hamid and 

Nguyen (2016) state the “success of a policy depends on how it is interpreted, particularly by those 

who are involved in its implementation, and whether there are similarities between the different 

interpretations of policy intentions across sites and stakeholders” (p. 94). Different actors assign 

different meanings and interpretations to the same policy, therefore the actual dissemination of the 

policy may not ensure the intended meanings and interpretations, as studies indicate (Zacharias, 

2013).  

 

In a single case research of policy in practice on how teacher educators interpreted and 

implemented the Graduate Career Stage of the APST, Wake (2015) describes the influencing events 

in the development of the APST in Table 2.8. 
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Table 2.8: Influencing Events in the Development of the APST 

Year  Influential Events 

1989 The Hobart Declaration on Schooling is released. 

The Ministerial Council for Education, Early Childhood Development and Youth Affairs 

(MCEECDYA) is established.  

1996 The Australian Teaching Council is established.  

The Victorian Standards Council for Teaching Profession is established.  

1997 The Education Department of WA Teaching Standards is established. 

1999 The Adelaide Declaration is adopted. 
National Goals for Schooling in the 21st Century are published.  

The Ministerial Council on Education, Employment Training and Youth Affairs 

(MCEETYA) is established.  

2003 The National Framework for Professional Standards for Teaching is endorsed by 
MCEETYA and later renamed the Australian Framework for Professional Standards for 

Teaching (AFPST) in 2004. 

2004 The Professional Teaching Standards for registration in South Australia are established. 

2006 The NSW Professional Teaching Standards are established. 

2008 The Melbourne Declaration on Educational Goals for Young Australians (MCEETYA) is 

released. 

2009 Development of the Professional Standards for Teachers in Australia by MCEEDYA, and 

the Australian Education, early Childhood Development and Youth Affairs Senior 

Officials Committee (AEEYSOC) commenced. 

2010 The Australian Institute for Teaching and School Leadership (AITSL) is formed. 

2011 The National Professional Standards for Teachers are published in February.  

The National Standards for the Accreditation of Initial Teacher Education are published 

in April. 
The Standards and Procedures which govern the Accreditation of Initial Teacher 

Education Programs in Australia are released. 

2012 The NAPST is renamed Australian Professional Standards for Teachers (APST). 

The Standing Council on School Education and Early Childhood (SCSEEC) is 
established.  

 

2.8.1 AITSL and the Australian Teacher Standards Development  

The Australian Institute for Teaching and School Leadership (AITSL), on its establishment in 2010, 

was to deliver the first consistent national framework for monitoring teacher quality in Australia 

(Ganon, 2012). Although Australian states and territories remained responsible for teacher 

accreditation/registration and salaries, the move towards a national framework of standards were 

intended to bring a public statement of what constitutes teacher quality. The APST involved over 

6000 teachers to ensure the Standards were shaped by teachers for teachers (AITSL, 2011).  

 

The APST were designed to be a public statement of what constitutes teacher quality, defining the 

work of teachers. The purpose of the standards is to make explicit the key elements of high quality, 

effective teaching in 21st century schools. According to AITSL (2011), the Standards provide a 

framework which makes clear the knowledge, practice and professional engagement required across 

teachers’ careers. They present a common understanding and language for teachers, teacher 
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educators, teacher organisations, professional associations and the public (AITSL, 2001). Their 

purpose is to inform the development of professional goals for teachers and provide a framework to 

assist self-reflection and assessment. The Standards are intended to contribute to the 

professionalisation of teaching and provide accountability. They are also intended to provide 

consistency in teacher practice and streamline teacher mobility across states and maintain teacher 

quality (AITSL, 2011).  

 

AITSL (2020) states that these reforms were intended to build on the previous and ongoing work of 

States and Territories and achieving national agreement has been a significant breakthrough. 

Critical initiatives thus far have included the development of the Australian Professional Standards 

for Teachers and the Australian Professional Standard for Principals. Online resources have been 

developed to provide examples of best practice, as well as to support teachers and leaders to 

improve their practice. Both sets of standards and their accompanying resources have been taken up 

by education agencies, schools, and early childhood settings. AITSL believes these are foundational 

elements intended to direct the profession and initial teacher education industry. Since 2014, the 

“Teacher Education Ministerial Advisory Group” (TEMAG), have developed reforms with the aim 

of strengthening teacher training courses, accreditation, improve candidate selection, enhance 

professional experience, improve assessment of graduates and to provide better research and 

evaluation about course effectiveness and higher-quality workforce data. The goal of these 

initiatives has been designed to ensure that every pre-service teacher is ready for the classroom or 

early childhood setting on graduation. These are highlights within a broad program of development 

and support (AITSL, 2020).  

 

AITSL have stated a commitment to continue to work in partnership with systems, sectors, and the 

profession in all jurisdictions with the purpose to achieve the goals of improving the education 

standards in Australia. For the standards to have maximum impact, teachers and leaders require 

support to continuously improve their practices through ongoing opportunities for professional 

growth (Mockler, 2015). Australia’s current performance in this area is variable. For example, 

despite outstanding practice in many schools and early childhood settings, a proportion of early 

career teachers do not receive formal induction (Dinham, 2012). Where induction is provided, 

practices sometimes require improvement to enhance participants’ knowledge and teaching skills. 

 

2.8.2 The APST Structure 

The APST development included a synthesis of the descriptions of teacher knowledge, practice and 

professional engagement used by teacher accreditation and registration authorities, employers, and 
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professional associations. Each descriptor has been informed by teachers' understanding of what is 

required at different stages of their careers (AITSL, 2011). The APST policy was constructed 

through a collaborative process where teachers were invited to participate in forums and surveys 

across states and territories, school types, school systems and rural/metropolitan locations.  

According to AITSL, the APST enable mapping of quality teaching onto a grid upon which teachers 

can plot themselves at various career stages, so that their employing authorities can accredit and 

reward individual teachers (AITSL, 2011). AITSL’s statement of intent claims that “improving 

teacher quality is considered an essential reform as part of Australia’s efforts to improve student 

attainment” (AITSL, 2011, p. 1), implying that there are current challenges in teacher quality that 

will be repairable through increasing monitoring and regulation of individuals through the standards 

and other strategies of performance management (Mulcahy, 2011). It assumes that teacher quality is 

a factor that is isolable and the property of individuals, rather than contingent and relational 

(Sahlberg, 2010). Further to this point, Tuinamuana (2011) states the standards are an example of 

technical rationality, a form of rationality that is instrumental in nature. Instrumentalists suggest that 

the “rational methods that have so rapidly advanced technological endeavours such as 

communications, medicine, warfare, transportation, and agriculture will lead to the similar 

rationalisation of other areas of society and culture, such as politics, art, management, religion, law 

and education” (Lefstein, 2005, p. 335). Fay (1975) asserts that,  

    instrumental views of science which include an emphasis on certainty, objectivity, the   

    ‘scientific-method’ of measurement, efficiency, and control are, within a technical rationality,  

    transferred to understandings about education and teaching. Instrumental rationalism is a  

    scientific philosophy that for many is of value only as it applies to non-human phenomena. (p.  

    882)  

 

The social sciences, it is argued, along with the discipline of education (Loughran & Russell, 2007), 

cannot be adequately explained, researched, or advanced within such an ideology of instrumental 

rationalism (Beyer, 1988). If we view teacher professional standards via the lens of technical 

rational ideology, we will see the ‘problems’ of schooling and education as simple, and relatively 

easy to solve. However, it is not easy to fix and there is the need to manage all the variables so that 

the preferred result can be reached. Standards would be a method of controlling the system and 

measuring outputs would provide a form of accountability and performativity (Mulcahy, 2011). The 

standards conform to a type of technical, rational ideology, where the process is linear, disregarding 

contextual variables. It is a non-situated view and overlooks the multitude of differences in each 

setting. In short, it “overlooks the complexity of teachers’ work and the strongly contextualised 

situations in which moral, social and political decisions about subject, person and groups are made 

and remade in the everyday life of teachers and student teachers” (Winter, 2000, pp.155 – 156). 
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The Standards aim at attaining an accurate representation of the reality of what teachers know, 

believe, and can do. The Standards take on the form of statements structured in a particular way and 

subsequently published in documents that can circulate widely, so producing their apparent 

acceptance (Mulcahy, 2011). Scholars in Australia commenting on the character of well-written 

standards state “the standard is context free, in the sense that it describes a practice that most agree 

accomplished ... teachers should follow no matter where the school is. By definition, a professional 

standard applies to all contexts in which teachers work” (Ingvarson & Rowe, 2008, p. 18). 

However, to progress and develop through the profession, teachers require a working knowledge of 

the language and the meaning of the standards applicable to their situation. Teachers require a 

cognisant knowledge of how they are organised and must also learn to “perform themselves” in 

relation to these at various times across four identified career stages (Mulcahy, 2011, p.98). AITSL 

intends the standards to be used in such a way that teachers describe their identities through the 

framework of the standards as they engage in self-assessment, compile and critique evidence 

portfolios and participate in the performance management processes that are present in schools 

(AITSL, 2011). Table 2.9, is an abbreviated form of the various domains of the APST. Altogether 

there are 37 focus areas subsumed under the three domains and seven standards (AITSL, 2011). 

Table 2.9: Australian Teacher Professional Standards (see Appendix 1. for complete version) 

Professional Knowledge Professional Practice Professional Engagement 

1.Know the 

students and 

how they learn  

subdivided into 
six focus areas, 
with descriptors 
for Graduate,  
Proficent, Highly 
accomplished 
and Lead 

2. Know the 

content and how 

to teach it 

Subdivided into 
six focus areas… 

3. Plan for and 

implement 

effective 

teaching and 

learning 

Subdivided into 
seven focus 
areas…. 

4. Create and 

maintain 

supportive and 

safe learning 

environments 
Subdivided into 
five focus 
areas… 

5. Assess & 

provide 

feedback and 

report on 

student 

learning 

Subdivided into 
five focus 
areas… 

6. Engage in 

professional 

learning 

Subdivided into 
four focus 
areas… 

7. Engage 

professionally 

with colleagues, 

parents/careers 

& the 

community 
Subdivided into 
four focus 
areas… 

 

In summary, the Standards and their descriptors represent an outline of effective, contemporary 

practice by teachers throughout Australia. The APST is a synthesis of the descriptions of teachers' 

knowledge, practice and professional engagement used by teacher accreditation and registration 

authorities. The usage of the Standards also includes professional associations and employers. Each 

descriptor has been informed by teachers for teachers providing an understanding of what is 

required at different stages of their careers. (AITSL, 2011). 

 

Specific to this study is the Proficient career stage teacher who demonstrate achievement of the 

seven Standards at this level. They create effective teaching and learning experiences for their 

students acknowledging the unique backgrounds of their students and adjust their teaching to meet 
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their individual needs and diverse cultural, social, and linguistic characteristics (AITSL, 2011). 

Proficient teachers design and implement engaging teaching programs that meet curriculum, 

assessment, and reporting requirements and utilise feedback and assessment to analyse and support 

their students' knowledge and understanding (AITSL, 2011). Proficient teachers are team members 

and are active participants in their profession and seek advice from colleagues, identify, plan, and 

evaluate their own professional learning needs. They communicate effectively with their students, 

colleagues, parents/carers and community members (AITSL, 2011). 

 

2.8.3 APST Evaluation 

AITSL, in collaboration with the Centre for Program Evaluation (CPE) of The University of 

Melbourne, conducted evaluations of the implementation of the APST. The Evaluation adopted a 

comprehensive evaluation framework (AITSL, 2011) to collect, analyse and integrate multiple 

sources and forms of data, including both quantitative and qualitative data. After the 

implementation and trial period and evaluation in each state in 2010 the Australian Institute for 

Teaching and School Leadership (AITSL) approved a national set of professional standards. The 

interim report (Clinton, Hattie, et al., 2014) evaluates the implementation of these Australian 

Professional Standards for Teachers (AITSL, 2012a). It circumscribes its warrant stating that “this 

evaluation is not concerned with evaluating the content of the Standards; rather, it is focusing on 

their implementation” (p. 4). Practising teachers, school leaders, teacher educators and preservice 

teachers were invited to respond to surveys to gauge participants’ “perceptions of (their) knowledge 

(of), attitudes and use of the Standards” (p. 30).  It is not surprising that the findings indicated quite 

high levels of ‘knowledge’ and ‘use’ of the standards given that the use of the standards is a 

mandatory requirement for teacher educators, pre-service teachers and a significant proportion of 

practising teachers. In terms of teachers’ ‘attitudes’ to the standards, the report acknowledged 

several challenges to implementation of the standards, including “Compliance-based, top-down, 

surveillance approach to the implementation process” and “misinterpretation of the standards 

(Clinton, Hattie, et al., 2014, p. 12). These challenges raised not only serious concerns about the 

implementation process, the mandatory adoption of and accreditation against the standards in their 

current form but also issues concerning the ‘content’ of the standards statements; their lack of 

clarity and their appropriateness to a range of contexts (Kline, White, & Lock, 2013; Sachs, 2005); 

factors that have previously been linked to the effectiveness of standards for supporting teacher 

professional learning (Doecke et al., 2008; Mayer et al., 2005).  

 

Clinton, Hattie, et al. (2014) and Clinton, Pinchas, et al. (2014) discussed the importance of the 

standards for providing teachers with a ‘common language’ as part of a symposium presentation, 
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reporting on the questionnaire results from this evaluation of the Australian professional standards. 

This notion runs counter to how Smith (2006) would describe the ‘activation’ of such a ‘governing’ 

text through a dialogic interaction between the written text and the reader working at the ‘frontline’ 

of teaching (Griffith & Smith, 2014). Recorded information from teachers, through more open data 

gathering methods than were provided by the national questionnaire, indicated that what teachers 

thought the standards provided was a focus for discussion in order to determine the meaning of the 

standard and its relationship to their practice (Savage, Lingard, Dinham, Calnin, & Dabrowski, 

2014). Neuman (2000) states that this may have allowed an illusion to be created that teachers 

regard standards as supportive of their professional learning and their teaching practice. The 

political development of a ‘common’ or ‘one-dimensional’ language through narrow definitions of 

the ‘concept’, in this case teachers’ work, and measures of its effectiveness in correspondingly 

narrow ways ensure arrival at a ‘false concreteness’ that is self-validating (Marcuse, 1991, pp. 85-

95).  

 

Research conducted through several Australian universities under the title Project Evidence (Sim et 

al., 2012) has focused directly on the notion of evidence. The Project offers information, via a 

website for “key stakeholders in ITE (initial teacher education) professional experience, primarily 

school-based and university-based teacher educators and pre-service teachers” (p.16) on the 

importance of evidence in assessing pre-service teachers and also what might count as evidence. 

Evidence, according to the website, “must be specified in practical performance contexts such as 

teaching, because it comprises a collection of observable actions and/or products that taken together 

provide proof/verification of some more abstract state” (p. 145). Instructions and ‘elaborations’ for 

supervising teachers that indicate what might be considered valid evidence that a professional 

standard has been demonstrated are provided on the website. However, this project as a resource to 

help teachers and other stakeholders fulfil existing accreditation requirements, necessarily works 

from a practical theoretical position that the standards underpin and determine the necessity for and 

the form of the evidence to be produced. What is not questioned presently is whether the process of 

accreditation or the standards statements, as they are currently worded, support the production of 

evidence that is supportive of teacher learning. This may leave the work of Project Evidence open 

to criticism on grounds of extending our participation in the current system, contributing to existing 

structures of power and repression.  Smith has referred this as “institutional capture” (2005, p. 156), 

occurring when descriptions of people’s actual experiences are replaced by institutional narratives.  

 

The APST evaluation was conducted over a three-year period, from early 2013 to the end of 2015, 

and drew upon data collected from activities including forums, surveys, case studies and interviews 
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with stakeholders. Data was collected through a National Forum (2013), which included workshops 

and interviews with high-level stakeholders involved in the implementation of the Standards, and a 

National Survey of 4141 teachers, 1427 school leaders, 214 teacher educators and 220 pre-service 

teachers (2013). The purpose of the evaluation was to assess the usefulness, effectiveness, and 

impact of the implementation of the APST on teacher quality. Specifically, the success criteria for 

the implementation of the Standards included: (1) Knowledge: Stakeholders’ level of knowledge 

about the Standards and how they should be implemented; (2) Alignment: Alignment of existing 

policies and processes to support implementation; (3) Support and Leadership: Level of support 

from policy makers, organisations and schools for the implementation of the Standards; including 

leadership commitment from each of these groups; (4) Communication and Language: Standard 

communication models and standard language used by all stakeholders when discussing the 

Standards; (5) Teacher Engagement and Practice: Ensuring the Standards are guiding the everyday 

practice, performance and professional development of all teachers; and (6) Stakeholder 

Engagement: Stakeholders engaged throughout the implementation (AITSL, p. 5-8, 2016).  

 

The summary of these evaluations from the report, “Evaluation of the Implementation of the 

Australian Professional Standards for Teachers: Report 1: Baseline Findings August 2015” 

indicates varying levels of implementation across the stakeholder groups as well as differing levels 

of readiness to implement. Given the various contexts and early phase of the Standards reform, 

these findings are perhaps to be expected. The findings from the analysis aligned with and 

confirmed the stakeholders’ perceptions on how implementation happens. The findings confirmed 

that attitude towards, knowledge of, and engagement with the Standards is essential in order to 

promote implementation (AITSL, 2016). Through the analysis of data, 70% of educators have a 

knowledge of the Standards, 61% engage with the standards, 82% of educators are positive about 

the Standards and educators use the Standards mostly for reflective and collaborative practice 

(AITSL, 2016).  These results demonstrate a broad-brush overview; however, there is little to no 

detailed analysis of the perspectives of Proficient career stage teachers on implementation issues.  

 

AITSL recognises that educational reform is not a ‘stop and start’ process and does not instantly 

occur (AITSL, 2016). Therefore, developing a baseline assumes that the implementation phase will 

be a continual process. Similarly, implementation of the Standards cannot be measured at one point 

in time; rather, it requires a cluster of measurement points and multiple measures. So far according 

to AITSL, the implementation of the Standards is beginning to gain momentum, with evidence of 

implementation emerging amongst system leaders and school leaders; however, there is still 

progress to be made before the implementation of the Standards reaches the classroom level around 
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Australia (AITSL, 2016). AITSL states the findings suggest that: sectoral awareness of the 

Standards is high, there is growth in positive attitudes towards the Standards, and the knowledge of 

the Standards is increasing (AITSL, 2016). Although there is regular, professional dialogue around 

the Standards, there is little observable impact of this within the mainstream system other than 

regulatory changes within initial teacher education institutions. It is important to note since this 

nation-wide evaluation, there has not been any other evaluations or reviews completed by AITSL.  

 

Loughland and Ellis (2016), state that there is insufficient empirical evidence to support the claims 

of the benefits of the standards or limitations and that the majority of the studies in Australia are 

conceptual and argue from a document analysis perspective. Nevertheless, a high proportion of the 

teaching profession in Australia accept the need to maintain professional standards, but uncertainty 

exists concerning “the extent to which they believe that an externally imposed framework of 

standards that are tied to a performance management system will work” (Mayer, p. 73). Bloomfield 

(2006) states that the new policy directions towards standards and accountability in Australia brings 

into sharp relief a “paradoxical dilemma” that is confronting education systems globally (p. 2). This 

paradox juxtaposes two demands of teacher education: one is the “need to provide a supply of 

passionate, innovative, flexible, context-responsive teachers capable of functioning as creative 

knowledge producers”, who at the same time can “satisfy the demands of a political and policy 

climate that favours consistency, effectiveness and accountability” (Bloomfield, 2006, p. 3).  

 

2.8.4 Western Australian Context 

The previous paragraphs briefly outlined through a broad-brush manner the national development of 

the APST. This section addresses the context in WA, where all the specific empirical research data 

was collected and analysed for this study. In terms of schooling, government education in WA is 

provided by the Department of Education Western Australia (DoEWA). As mentioned previously, 

many government schools are moving towards a more autonomous model (IPS) and WA has led the 

country in terms of the devolution of traditional government schooling. IPS initiative has resulted in 

government schools gaining increased control over staffing and budget decisions, and the 

establishment of school boards (DoEWA, 2015b). Despite the lack of evidence supporting IPS and 

the improvement of results, the initiative has gained national attention with AUD 70 million having 

been pledged to assist an additional 1,500 schools Australia-wide to become IPS (Dinham, 2015). 

Uptake by the different States and Territories has been varied. Most non-government schools are 

either based through the Catholic Education Western Australia (CEWA) or they are ‘Independent’ 
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schools, with the Association of Independent Schools of Western Australia (AISWA) acting in the 

role of a professional advisory body, without administrative power over member schools.  

 

2.8.5 Western Australian Teacher Registration 

The strengthening or establishment of legislation across states and territories regarding teacher 

registration occurred in late 1990. In 2005, the Western Australian College of Teaching (WACOT) 

was established, a regulatory body tasked with ensuring that all teachers complied with national 

registration requirements. In consultation with State based professional teacher associations, 

WACOT launched the Western Australian Professional Standards for Teachers and Code of Ethics 

in 2009 (Western Australian College of Teaching, 2010). The Teacher Registration Board of 

Western Australia (TRBWA) replaced the Western Australian College of Teaching in December 

2012, under the Teacher Registration Act 2012. The ‘Act’ specified the four categories of 

registration for all teachers in Australia, including those in WA as: ‘Full Registration’, ‘Provisional 

Registration’, ‘Non-Practising Registration’, and ‘Limited Registration’. All teachers who had been 

registered with WACOT were automatically transitioned across to the TRBWA. The TRBWA was 

first operational in 2012 and is now responsible for registration of all teachers in WA. Additionally, 

it is responsible for dealing with situations where a teacher’s conduct is called into question. The 

TRBWA, “under the Teacher Registration Act 2012 is [responsible for] the administration of an 

accreditation scheme for initial teacher education programs” (TRBWA, 2014, p.1). 

 

2.8.6 Western Australian Competency Framework 

The APST policy replaced the former Western Australian Competency Framework (CF) (DET, 

2004), which was developed in 2004 to describe the professional standards for teaching in the state 

school system in WA. The CF made explicit the knowledge and capabilities of teachers and 

provided a means by which good teaching could be identified and rewarded. It also described 

explicit standards that guided teachers in their work to improve students’ levels of educational 

attainment. The CF provided a description of agreed elements of effective teaching and a mutual 

reference point for professional deliberation, discussion, and engagement. A limitation of the CF 

was that it did not apply to teachers in systems other than the state school system and as such did 

not describe the professional standards for teaching in all systems with WA (DET, 2004). 

 

2.8.7 Professional Standards for Teachers in Western Australia 

The Minister for Education in WA approved the TRBWA's Professional Standards for 

Teachers in Western Australia in accordance with Section 20 of the Teacher Registration Act 2012. 

These Standards are used by the TRBWA to assess new applicants for provisional or full 
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registration (TRBWA, 2014). The Professional Standards for Teachers in Western Australia are 

based upon the APST, with only a minor difference between the two. The minor difference 

represents the requirement for WA early childhood settings to have a qualified early childhood 

teacher working in all childcare services that cater for children between 0-4 years of age. Since the 

two sets of professional standards are essentially the same, applicants are able to refer to either set 

of standards. Principals in WA are responsible for recognising and endorsing a teacher’s transition 

from a Graduate Career Stage to a Proficient Career Stage by way of a portfolio of evidence. WA- 

based, nationally accredited assessors, are responsible for recognising teachers who apply to 

transition into the Highly Accomplished Teacher stage and the Lead Teacher stage. In each case, 

the APST policy is the framework used to guide all such transitions and judgements. At the school 

level, the APST policy drives teachers’ performance management, teachers’ professional 

development and teacher improvement plans. Teachers are required to provide evidence of their 

professional work by way of a portfolio and through demonstration of classroom practices. 

In summary, the national reforms in education have had significant impact on education 

in WA. All teachers are required to be registered with the TRBWA in order to teach in WA and 

have national police clearance. Professional development sessions are to be registered online to 

align with the regulatory requirements stipulated through TRBWA, and teachers’ career stage 

transitions are driven by the APST policy.  

 

2.8.8 Conclusion 

This chapter has provided insight into key contributing contextual factors which have influenced the 

development of the standards internationally and within Australia. A brief outline provided 

background information on the influence and impact of The Organisation for Economic Co-

Operation and Development (OECD), Program for International Student Assessment (PISA), the 

experiences of USA, UK and NZ with the development of the Standards. The final paragraphs in 

this chapter focused on the development of the Standards in Australia, Western Australia, WA 

Teacher registration and the Professional Teacher Standards in WA. The following chapter provides 

an investigation into the conceptual and empirical literature related to this study drawing upon 

national and international research.  
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Chapter Three: The Literature Review  

3.1 Introduction and Context  

This literature review draws upon the body of conceptual and empirical literature from international 

and national studies. As noted previously, Standards for teachers have been appearing in countries 

around the world for several years and irrespective of the perspective or context, teachers are seen 

as critically central within the discourse on the pursuit of quality in education (Allard, & Doecke, 

2014; Ingvarson, 2014). The robust evidence connecting teacher quality with learner outcomes has 

substantially focussed educational outcomes on teacher quality (Darling-Hammond & McLaughlin, 

1999, Hattie, 2009; Santoro, Reid, Mayer, & Singh, 2012). Therefore, the development of teacher 

standards has subsequently been recognised as a crucial driver for improving teacher quality (Forde 

et al., 2016), although there are other areas which affect student outcomes other than teacher quality 

such as socio-educational burdens (Apple, 2004; Berliner & Glass, 2014; Whitty, 2002).    

 

Taylor (2016) states that the narrative surrounding the standards are an initiative for the greater 

supervision of teacher quality through quality assurance mechanisms. The standards are also a form 

of empowerment for teachers through greater access and encouragement to attend to their own need 

for professional learning (Rizvi & Lingard, 2010; Thomas & Watson, 2011). Professional standards 

have been strategically used by neoliberal governments intended to raise the quality of teachers and 

teaching. However, the standards agenda is not supported universally, and the national and 

international literature documents an array of conflicting findings regarding teacher standards and 

their effectiveness. Although some research has testified that standards may have positive outcomes 

on teacher professional learning (Mayer, Mitchell, Macdonald, & Bell, 2005), there is currently 

scant empirical evidence of a solid connection between improved student learning outcomes as 

measured by the engagement of teacher standards.  

 

Adoniou and Gallagher (2016) asserts that “given the lack of evidence for teacher standards as a 

causal factor for student improvement, it has been suggested that the motivation for the 

development of teacher standards is more closely aligned to a political desire to control the 

profession through regulation and compliance tools” (p. 110). Various studies have reported that 

teacher standards can improve teacher practice (e.g. Ingvarson, 2012; Swabey, Castleton, & Penney, 

2010), therefore it is inferred that improvement is expected with student learning, and increased 

credibility of teacher standing in the eyes of the community. Loughland and Ellis (2016) state that 

“There is a strong critique of the reductionist, technical and instrumentalist impacts of the 

Australian Professional Standards for Teachers from critical policy researchers in education” (p. 

56). Rizvi and Lingard (2010) believe that policies such as the Australian Curriculum, National 
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Quality Standards Framework and The Australian Professional Standards for Principals (ACARA, 

2012; ACECQA, 2012, AITSL, 2011) were implemented to align education and economic policies 

to ultimately increase national productivity and international competitiveness. Fullan (2011) and 

Tuinamuana (2011) state the need for teacher standards, but they also caution against the temptation 

to try and make teachers and schools the solution to problems in education and society more 

generally. 

 

Western economies such as the US, UK, NZ and Australia, have similar political ideologies and 

have resulted in a simultaneous interest in the standards discourse. These international links have 

had a direct impact and influence over the work of teachers through the standards (Leonard, 2012). 

Due to the concentration on the development and advancement of various countries, competition 

has increased the work of educational systems and schools in their role in the production of global 

workers in a global economy.   

 

Given the diversity of findings in the current body of literature, further research into the standards 

and how they are experienced by teachers is warranted. The rationale for this study is strengthened 

in that there are very few empirical studies completed in this area with current practitioners 

reporting their experiences with the standards. 

 

This chapter is divided into two sections with the first part focusing upon the global underpinning 

forces that have influenced and impacted the standards discourse and development. These areas 

include globalisation, neoliberal marketisation, teacher quality, accountability and the issues 

pertaining to professionalism. The second section outlines the concerns and the responses to the 

implementation of the standards globally and what the literature says about the benefits and the 

limitations of the standards. The literature regarding the standards in Australia is predominately 

conceptual with limited empirical research yet completed, hence the rationale for this research.   

 

3.2 The Impact of Globalisation 

The phenomenon referred to as globalisation has contributed towards influencing the use of teacher 

standards worldwide. Globalisation is a conceptual term and can be defined as worldwide 

interconnections and transformations occurring in the “political and ideological, the technological 

and economic, and the social and cultural aspects of life’ (Maringe, Foskett, & Woodfield 2013, p. 

12). It has also been described as a new social imaginary of how ‘we both interpret and imagine the 

possibilities of our lives” (Rizvi and Lingard 2010, p. 23). Steger (2008) has argued that the ‘global’ 

is becoming a main frame of reference of human thought and action. A key feature of globalisation 
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is the compression of time and space, which, in conjunction with rapid changes in information and 

transportation technologies, has facilitated a hybridisation of the world community at a greater rate 

than ever before (Bottery, 2006). Specifically, the term globalisation has been defined as patterns of 

transactional economic activities and their impact on national economic competitiveness (Maringe, 

Foskett & Woodfield, 2013).   

 

Commentators argue that economic globalisation is a dominant aspect of this phenomenon (Bottery, 

2006). Sahlberg (2010) states that the prime socio-cultural pretext for educational reforms today is 

influenced by the ongoing social and economic transformation of our societies through the concept 

of globalisation. Globalisation cuts across traditional economic, cultural, and political boundaries, 

as increasingly, local developments are shaped by global phenomena (Bottery, 2006; Steger, 2009). 

Scholars of globalisation do not always have common views but have reached consensus that at the 

core of the concept is one of six dimensions, which are described in the global studies literature as 

cultural, ecological, economic, geographical, environmental and political (Bottery, 2006; Steger, 

2009).  

 

Concerns centred on economic growth and issues of efficiency and effectiveness to compete with 

other countries on the world stage have positioned education in many countries towards the 

internationalisation of education. Fielding and Vidovich (2016) state that although some 

commentators view ‘globalisation’ and ‘internationalisation’ as interchangeable concepts, others 

separate them in respect to the scale of transnational interconnections. Maringe, Foskett, and 

Woodfield (2013) describe these two concepts as ‘mutually reinforcing’ (P. 11). The 

‘internationalisation of education’ is situated within this diversity associated within the 

multidimensional phenomena (O’Meara, 2011).  

 

The Organisation for Economic Cooperation and Development (OECD) has stated and defined the 

internationalisation of education, describing it as ‘the full spectrum of educational programs and 

activities that contribute to internationalised learning, ranging from the internationalisation of 

programs, content, and delivery to the mobility of students and scholars’ (OECD 2008, 238). De 

Hann (2014) states that perspectives on the internationalisation of education focus on connecting 

the processes of integrating intercultural, and global dimension into education in response to a 

rapidly changing world. Although global education emphasises the learning of content and 

knowledge of the multiplicity of human needs and global citizenship (Gutek, 2006), Rizvi and 
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Lingard (2010) argue that internationalisation of education is a highly complex, broad process that 

is reconfiguring all levels of education in response to globalisation and internationalisation. 

 

In a rapidly changing, globalised, interconnected world, policy generation often originates beyond 

the local or national government level (Han, 2018). As current education policy is framed in a 

context of globalisation and the underpinning need to internationalise education, policy processes 

can also be influenced by globalisation issues. This is evident as mentioned in Chapter 2, in 

international organisations which measure educational attainment, such as the Program for 

International Student Assessment (PISA) developed by the Organisation for Economic Co-

operation and Development (OECD) or the Trends in International Mathematics and Science Study 

(TIMSS). This global competitiveness has resulted in  policy being  shaped, “multidimensional and 

multilayered and occurs at multiple sites” (Rizvi & Lingard, 2011, p. 14). These influential drivers 

of educational reform have led many countries such as Germany, Norway, New Zealand and the 

USA to introduce national educational standards for accountability and quality assurance 

(Ingvarson, 2008; 2010; Sachs, 2003; Yinger & Hendricks-Lee, 2000).  

 

Since the early 1990s, Ministries of Education, Teaching Councils and Quality Assurance 

Authorities, such as Teaching Australia (Teaching Australia, 2009), the Training and Development 

Agency in the UK (Training and Development Agency for Schools, 2008) and the National Council 

for the Accreditation of Teacher Education (NCATE, 1997) in the USA, have led standards-based 

reform. The provision of incentives to attract and retain the best people to teaching, and a 

restructuring of the workforce was considered necessary for securing future markets (OECD, 2005). 

Over the past two decades, one of the outcomes of globalisation in education, particularly in 

Western societies, has been to position education as an export earning commodity, and as an avenue 

to build and improve national productivity (Connell, 2009). O’Meara (2011) asserts that improving 

the status of teaching was considered a priority and these external forces and ideological 

assumptions have driven, to some extent, teacher standards with the ultimate outcome of having a 

mobile, competitively educated workforce on the world stage. This notion is certainly recognised as 

a critical aspect of the Melbourne Declaration of Education (2008),  

Global integration and international mobility have increased rapidly in the past decade. 

Therefore, new and exciting opportunities for Australians are emerging. This heightens the need 

to nurture an appreciation of and respect for social, cultural and religious diversity, and a sense 

of global citizenship. (p.5)  
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3.3 Neoliberal Marketisation 

Neoliberal marketisation can be defined as a modern politico-economic theory favouring 

privatisation, free trade, reduced public expenditure on social services and minimal governmental 

influence or interference (O’Meara, 2011). Vidovich (2007) points out that a neoliberal market 

ideology has exerted its influence on the educational policies of nation states. Mason (2019) 

describes the standards and focus on measurement in relation to neoliberalism as “a system of 

performance, a kind of ritualized theater. Performative behaviour is easy to standardise and measure 

in market terms” (p. 6).     

 

Neoliberal influences in international educational reforms have included the use of market pressure, 

competition, and increased regulation and accountability measures for school leaders and teachers. 

According to some academics, governments would prefer to place the major responsibility for 

education and social improvements firmly with schools and teachers (Kostogriz & Doecke, 2011; 

Rizvi & Lingard, 2010). Under the guise of so called ‘best practice’, these reforms have been 

deeply encouraged in schools to supposedly increase efficiencies and reduce costs (Kostogriz & 

Doecke, 2011). Although there has recently been a move to support the social emotional 

development of children in schools, Torres and Van Heertum (2009) argue that under a neoliberal 

ideology, schooling is becoming the process of sorting and training. This is at the expense of a 

holistic education, which has traditionally incorporated creativity, citizenship, democracy, cultural 

sensitivity, and the development of the whole student. 

 

Reforms influenced by neoliberal ideology in Australia have affected public and private schooling 

systems. Kostogriz and Doecke (2011) state that, “This impact is multidimensional and profound, 

involving a series of transformations in educational governmentality, teacher professionalism and 

professional education, curriculum, assessment in/of schools and the social relationships between 

the profession and the public” (p. 401). Sociological research into the political, economic, social 

and cultural effects of such reforms is extensive and the nuanced analysis in the literature shows 

how far-reaching these changes are (Ball, 2006; Ozga, 2009; Taubman, 2009). An outcome of the 

establishment of neoliberal ideology within society has been an audit culture of teacher 

accountability and performativity, reducing both professional autonomy and the value of teacher 

professionalism (Kostogriz & Doecke, 2011). Gannon (2012) pointed out that these measures to 

evaluate are seldom used to improve teachers’ practice or, indeed, education. They are levied to 

discipline educators, direct their practices, and change the relationship between schools and the 

community. The outcome will consist of a narrative of privatisation, marketisation, 
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entrepreneurship and profit-making. The Independent Public School (IPS) system in many Western 

Australian government schools is an example of neoliberal ideology in action.  

Kostogriz and Doecke (2011) state that the rise of neoliberalism and the current hegemony of its 

guiding principles is a major influence impacting upon all spheres of the socio-economic life. 

Harvey (2005, p. 3) argues that this process has entailed “much ‘creative destruction’, not only of 

prior institutional frameworks and powers . . . but also of divisions of labour, social relations, 

welfare provisions, technological mixes, ways of life and thought, reproductive activities, 

attachments to the land and habits of the heart.” In education, the politics of “creative destruction” 

have usually acquired the form of standards-based reforms. Their implementation relies on 

managerial accountability and performativity measures that aim to dramatically change the face and 

function of public education (Kostogriz & Doecke, 2011). 

 

Another result of this ideological paradigm is the shift of responsibility for education, notable in 

IPS where results and the overall outcome of results have been placed onto individual schools that 

are supposed to vie also for limited resources with often increased student enrolments. Neoliberal 

governments have eliminated the concept of professional responsibility and replaced it with 

individual accountability (Klenowski & Wyatt-Smith, 2010), resulting in increased expectation on 

teachers to solve extensive social and cultural issues and carry the weight of students’ engagement 

with learning. 

 

Standards-based accountability is causally linked to the narrative associated with quality, continual 

improvement, performance and monitored school effectiveness (Kostogriz & Doecke, 2011). The 

present system of authorised assessments and reporting epitomises a form of control in educational 

practices to address the perceived risks and problems and to ensure effectiveness and quality 

teaching. Klenowski and Wyatt-Smith (2010) believe underpinning these measures is a mistrust of 

teachers’ ability and professionalism and, indeed, of making decisions about what and how they 

teach. Keeping professionals under control through a “ritual of verification” and self-monitoring of 

one’s performance does not support or encourage a sense of ethical responsibility (Power, 1999, p. 

123). This new ideological accountability paradigm creates a culture in school communities where 

teachers are coming to think of themselves as “subjects of audit” (Power, 1994, p. 5). 

 

With free the market influence of neoliberal reforms and the largely ignored contestation, shifts in 

education have been made towards it being a commodity to be measured for effective marketisation 

(Ball, 2006; Ingersoll, 2003; Ozga, 2009). The discourse globally that maintains support for the 

standards, do recognise there are design and implementation issues, and in particular over the extent 
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of teacher ‘ownership’ in this process. For example, after a thorough review of all aspects of the 

issue, Zuzovsky and Lipman (2006) concluded that, “the value of standards is not questioned. What 

is questioned is their imposition as controlling devices” (p. 48). 

 

3.4 Teacher/Teaching Quality 

The literature regarding the influence of teaching standards in relation to teaching quality provides 

opposing messages. Challenges have presented themselves with regard to the utilisation of 

standards. In the UK experience, Alexander (2010) states that standardised tests and professional 

standards may have “yielded gains” but “at some cost, educationally, and professionally as well as 

financially” (p.7). Summarising findings from a British government-funded Cambridge Primary 

Review, Alexander (2010) went on to say that: 

[I]n many primary schools a professional culture of excitement, inventiveness and healthy 

skepticism has been supplanted by one of dependency, compliance and even fear; and the 

approach may in some cases have depressed both standards of learning and the quality of 

teaching. (p.7)  

 

Defining teacher ‘quality’ is a complex task with little consensus in the literature and understanding 

of precisely what represents quality teaching. However, some commentators such as Greenwald et 

al. (1996) claim that “quality teaching is defined as practice that applies the prescribed knowledge, 

skills and understandings learnt in considered and purposeful ways that take into account the 

students and the context of teaching in order to optimise the teaching and learning experience” (p. 

67). Contributing factors influencing student academic achievement and wellbeing in schools have 

been linked directly to teacher quality (Hattie, 2009; Sellar & Lingard, 2015; Sykes & Plastrik, 

1993; Timperley, 2013).  

 

Teacher quality suggests that there is a set of inputs such as qualifications and assessments that 

provide key markers of successful teaching in the classroom (Goe, 2007). Teaching quality also 

implies that it is not what teachers have in terms of certification and training, but rather what they 

do in the classroom that indicates quality (Goe, 2007). Berliner and Glass (2014) distinguished 

between the “good teacher, as measured by a set of professional standards, and the successful 

teacher, as measured by student achievement, and described the development of teacher expertise as 

a confluence of talent and deliberate practice in an enabling context” (p. 460). An additional 

element of quality was suggested by Clarke and Moore (2013), who noted the critical importance of 

teachers developing their ‘intrapersonal and interpersonal intelligences’ as described by Gardner 

(1983), like Marcuse’s (1991) concept of emotional and social intelligences. From this assumption, 

quality teaching demands that the practitioner manages their own affective state and has an 
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understanding and awareness of relational dynamics with students in order to evaluate students’ 

needs and interests.  

 

Quality teaching as stated by Henderson and Jarvis (2016) “can also be seen to incorporate both the 

science of the discipline as well as the art of applying those skills in the most effective and eloquent 

fashion to bring about optimal outcomes for the students in a particular context” (p. 74). Quality is 

not an overnight occurrence but over a period of time with deliberate intent because “the acquisition 

of experience does not automatically denote expertise” (Henderson & Jarvis, p. 77, 2016). It 

incorporates Berliner’s (2014) suggestion of “adaptive expertise” (p. 466) because it implies that, 

having developed the knowledge and skills of an effective teacher, the quality teacher is capable of 

learning and adapting their practice to suit any teaching and learning situation, evaluating that 

context, reflecting on what is required, and applying what they know in ways that will best match 

the learners in that context to bring about a specific set of desired outcomes (Henderson & Jarvis,  

2016).  

 

The two terms regarding teacher effectiveness of ‘teacher quality’ and ‘teaching quality’ often 

appear to be used interchangeably in the literature. The OECD (2005) argue that a range of 

attributes contribute to teacher effectiveness, including teacher standards, which have helped to 

clarify expectations of teachers. Darling-Hammond (2012) states a difference between teacher 

quality and teaching quality. She stated that ‘teacher quality’ includes the personal traits, skills, 

understandings, and behavioural dispositions that individuals bring to teaching. On the other hand, 

‘teaching quality’ can be thought of as the process of instructional practices that enable a wide 

range of students to learn. She maintained that teaching quality is influenced by teacher quality; the 

curriculum and assessment system; the degree of synergy between a teacher’s qualifications and 

what they are asked to teach; and, teaching conditions including teaching time, class size, facilities, 

and materials (p.5).  

 

With regard to teacher quality, it is not a particular method or script that makes the difference. It is 

the personal qualities of the individual that contribute to student progress and learning and knowing 

when and how to provide different or more effective strategies to facilitate learning (Darling-

Hammond, 2006; Hattie, 2009). Studies from around the world have shown that there is little 

evidence that one set of teaching methods consistently produces better results, or that lesson formats 

can be transferred successfully from one location to another (Barker, 2010; Masters, 2014). 
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Henderson and Jarvis (2016) note that in considering of an appropriate definition of quality 

teaching, context is important as learning does not take place in a vacuum, but it is impacted by the 

educational settings. Contextual factors include personnel, purposes, and matching learner needs 

with teachers’ skills and knowledge. Responsive adaptability to the culture and needs of the school 

community is critical for the teacher to be effective. Nevertheless, it is well documented that 

teachers and schools play a vital role in promoting the intellectual, physical, social, emotional, 

moral, spiritual, and aesthetic development and wellbeing of students, and in ensuring a nation’s 

ongoing economic prosperity and social cohesion (Greenwald, Hedges & Laine, 1996; Hattie, 

2007). The need for continual teacher improvement is increasingly seen as fundamental to the 

quality of a nation’s workforce and its ability to compete on the global stage (OECD 2005; Furlong 

et al., 2013). The tight connection between education and the economy, particularly in policy terms, 

is influencing discourses concerning a perception of a crisis in schooling. Problems are usually 

identified as one of teacher quality with the issues directed as a failure of teacher education 

programs (OECD 2005; Barber & Mourshed, 2007). Systemic approaches for the development of 

teacher quality worldwide include accountability measures for teachers, which in Australia include 

the APST (AITSL, 2011). 

 

3.5 Teacher Evaluation 

The intended purpose of teacher evaluation has been used to maintain best practice in all contexts 

and to raise the benchmark. Evaluations can identify poor performers, provide valuable feedback, 

and support for teachers, and encourage a results-oriented school culture (Hallinger et al., 2014). 

Tuytens and Devos (2013) identified three defining attributes of effective teacher evaluation 

systems including the existence of well-defined teacher standards, thorough data collection, and 

well-trained evaluators. On the other hand, teacher evaluation systems have been known to fail if 

incompetent teachers have been given good ratings, or if effective teachers given poor ratings. 

Some contributing factors to this problem include a lack of meaningful feedback, professional 

development has failed to meet an individual’s developmental needs, and school leaders have not 

made the evaluation process an authentic priority (Tuytens & Devos, 2013).  

 

When teacher evaluation processes, linked to professional standards, have been used to monitor 

teacher quality, there have typically been two purposes. The first is accountability, or to hold 

teachers accountable for their actions, and the second is improvement, specifically helping teachers 

to improve their practice (Tuytens & Devos, 2013; Watson & Fox, 2015). The accountability 

aspects of teacher evaluations have generally been the responsibility of governments (Watson & 

Fox, 2015) and include processes such as the registration of new teachers, accreditation or re-
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accreditation of existing teachers, and the certification of Highly Accomplished teachers (Ingvarson 

& Rowe, 2008). Although equally applicable to all teachers, Mayer (2009) maintained that for 

Highly Accomplished teachers, clear statements of professional standards were central to achieving 

professional accountability.  

 

The improvement aspects of evaluation processes have typically been the responsibility 

of individual schools (Watson & Fox, 2015). Some researchers have asserted that all teachers 

benefit from mentoring, professional learning, feedback, and supportive leadership (Dinham et al., 

2008; Hattie, 2015). Over twenty years ago the critical need for professional development for 

teachers to improve student outcomes was recognised (Darling-Hammond & McLaughlin, 1999) 

which was also in accord with a review of the literature on teacher education, conducted by 

University of Glasgow. The Scottish review concluded that “although there is little hard evidence to 

demonstrate the connections between teaching quality, teacher education and pupil outcomes, there 

is widespread professional agreement that they are positively related” (Menter et al., 2010, p. 45). A 

consensus is evident in the literature that professional development (PD) is most effective when it is 

“continuing, active, social, and related to practice” (Webster-Wright, 2009, p. 703) and when it is 

practically oriented and school based (Menter et al., 2010; Theissen, 1992). Similarly, Meiers and 

Ingvarson (2005) found that the impact of teacher professional learning on student outcomes is real 

but indirect. 

 

Webster-Wright (2010) states that “the effectiveness of professional learning is threatened, 

however, when it is commodified by systems that require professionals to accrue points or hours for 

accreditation or registration” (p. 44). Regardless of the popular view, there are opinions in the 

academic community who challenge the notion that the level of influence of teacher professional 

learning impacts positively on student outcomes. An unrealistic pressure that focus attention on 

teachers (Taubman, 2009). There are, however, indications of progressive influence on student 

outcomes from teachers’ collaborative professional learning from the best evidence synthesis work 

of the Evidence for Policy and Practice Information and Coordinating Centre (EPPI-Centre) in 

London (EPPI-Centre, c. 2007). New Zealand’s best evidence synthesis (Timperley, et al., 2007) 

determined that the effect of teacher professional learning was most effective when it occurred over 

an extended period, allowing it to become embedded in culture and context. This was beneficial for 

all concerned inclusive of the teacher and the professional learning community, a view supported by 

Hattie (2015b) and Hargreaves and Fullan (2012). 
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Professional development was considered by Evans (2008) as a critical element in raising the status 

of the teaching profession as a whole. Keddie (2015) argued that data could be used to validate and 

develop teacher professionalism and expertise, as well as to build capacity across schools. A focus 

on appraisal and feedback has been used to achieve improvements in teacher quality (Jensen & 

Reichl, 2012). According to Jensen and Reichl (2012), the selection of appropriate appraisal 

processes should be determined at the school level. Typical appraisal processes have the included 

line managers observations and feedback, self-assessment and peer observations, 360-degree 

feedback processes, direct classroom and student surveys and feedback, parent surveys and 

feedback, and external observation (Smith & Kubacka, 2017). Despite the popularity and 

prevalence of teacher evaluation and appraisal processes with governments, some argue that there is 

little evidence to suggest that teacher evaluation consistently leads to improved teacher quality or 

enhanced student learning outcomes (Fullan et al., 2015; Hallinger et al., 2014). In fact, the OECD 

(2009) pointed to a potential tension when teacher evaluation processes attempt to fulfil both 

accountability and improvement functions. The Organisation maintained that the improvement 

function encourages teachers to be honest and self-reflective in order to identify areas for 

improvement, whereas the accountability function discourages the identification of weaknesses if 

this is likely to have a negative impact on career or salary progressions.  

 

Frameworks and tools have been identified as increasing the effectiveness of evaluation processes 

(Fullan et al., 2015). Fullan et al. (2015) went on to argue that it is not the frameworks themselves, 

but the underlying values behind their use that are important. Having too many diverse policy 

agendas, occurring simultaneously, may have reduced the effectiveness of teacher evaluation 

processes (Tuytens & Devos, 2009). Fullan (2001) further states that a school’s culture is generally 

made up of several elements such as group norms, rules, rituals, customs, hidden symbols traditions 

and shared meanings that are part of the community. Schools have established values and culture 

that affect the implementation of any new initiative or program, thus impacting the success of any 

new process or program. Therefore, initiatives such as an evaluation system must consider the 

culture of a school and its influence (Fullan, 2000). Barry et al. (2020) assert that “if there is a 

culture of resistance within a school, then a new or modified teacher evaluation system will also be 

resisted” (p. 3). Scholars suggest that for a change process to be successful, a school’s culture must 

have high levels of trust, be open to mentoring, monitoring of classroom performance, professional 

teacher discussions, constructive feedback and continuous professional development (Kamener, 

2012; Hargreaves & Fullan, 2012). Down, Chadbourne and Hogan (2000) state that what matters 

most for teachers is not the evaluation tool itself, but the way in which it is implemented and the 

existing climate within a school. Further to this, in a single case study of six teachers in a Victorian 
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school, Australia, Barry et al. (2020) state that the inclusion of the APST as part of any evaluation 

mechanism is secondary to a range of other critical factors. Barry et al. (2020) assert that these 

factors include, 

    (a) that the relationship that the teacher has with both their evaluator and the organisation for  

    whom they work; (b) the skills of the evaluator including how they deliver feedback, and; (c) the  

    addition of a developmental plan post evaluation. More broadly, the existing level of trust and the  

    attitudes surrounding professional growth and teacher evaluation are more important than the tool  

    itself. (p. 19) 

Concluding comments by Barry et al. (2020) assert that although the APST are beneficial in 

articulating what teachers are expected to know and do, it did not have the greatest effect on 

professional growth and change for teachers. What is critical in the evaluation process is the 

presence of high levels of trust between the evaluator and the teacher. The evaluator must have the 

ability and appropriate skills to interpret the data and translate improvement suggestions to the 

teacher in such a way that it ‘resonates’ with the teacher. Feedback must also be provided in a 

timely manner, regular and must have depth (Barry et al., 2020). Evaluation processes also have 

considerable implications for teacher accountability which is the subject of the following section. 

 

3.6 Teacher Accountability 

In the quest for nations to develop an internationally competitive workforce, many countries have 

turned to improving their educational systems through enacting national policies. This worldwide 

move is based on the notion that quality teaching and teachers are critical components of 

educational reform. Evidence suggests “the main driver of the variation in student learning at school 

is the quality of the teachers” (Barber & Moushed, 2007, p.12). The movement to compete in a 

global, knowledge-based market (Ingvarson & Rowe, 2008) highlights the need for school systems 

to continually progress with a highly skilled workforce. Over the past 20 years, many national and 

international policies have underscored teacher quality as critical issues to be addressed. Reports 

and policies emerged which included: The National Commission on Teaching and America’s 

Future report, What Matters Most: Teaching for America’s Future (1996) and the No Child Left 

Behind Act (2001), led reform agendas in the United States, while the OECD (2005) report, 

Teachers Matter, contributed to international discussion on professionalism, standards and teacher 

quality (Connell, 2009). The No Child Left Behind (NCLB) Act initiated in the US in 2001 has been 

a significant movement in education toward student achievement. Standards have been established 

to develop teacher professionalism and accountability measures form a critical component of the 

current standards-based evolution. Therefore, standard based mechanisms such as teacher standards 

and standardised testing regimes have been implemented to ensure students are receiving the quality 

education outlined within the NCLB Act (Tucker & Stronge 2001).  
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Fullan et al. (2015) asserted that great accountability processes and systems should improve the 

present, as well as shape the future. Accountability, and its associated quality assurance practices, is 

the main tool of ‘new managerialism’ associated with neoliberal ideology (Ball, 2009). 

Managerialism was described by Welch (2013) as a strategic ideology involving leaders setting 

goals for their subordinates to implement, with managerial techniques being seen as the key to good 

administration and accountability measures. Being accountable or being ‘held to account’, as 

articulated by Ranson (2010), involves at least one individual in a position of power, evaluating the 

performance of another, against criteria where sanctions or rewards may or may not be applied.  

Educational accountability has come to mean schools and teachers being held responsible for 

students’ academic achievements, usually by meeting agreed upon state or national standards 

through standardised testing results (Clements, 2013). The pursuit of accountability in education has 

been a contested area with the concept having a wide range of meanings and applications across 

settings worldwide (Gurr, 2007). Some commentators have argued that what begins as an intention 

to assess quality typically becomes an evaluation of efficiency (Ranson, 2010; Stronach, 2010). One 

of the main challenges associated with school and teacher accountability is that not everything of 

value in education can be easily measured (Vidovich, 2009). 

 

Globally, the combined underlying effects of neoliberal ideology and practice, along with the 

phenomena of globalisation has contributed to the development of a new accountability paradigm of 

measuring productivity within educational reform (Kostogriz & Doecke, 2011). Having observable 

markers and the ability to control and measure all the players through a device or instrument such as 

the standards to achieve desired outcomes can be seen as plausible and logical in a climate of 

accountability and measurement (Tuinamuana,2011). Therefore, standard based accountability 

comprises a fundamental model of neoliberal policymaking in education, both forming and 

normalising what counts as teacher practice, professionalism and relationships between teachers, 

students, parents, and the public (Kostogriz & Doecke, 2011). The current accountability culture 

attempts to work in such a way that schools and teachers are coming to think of themselves as 

“subjects of audit” (Power, 1994, p. 5). This shift positions schools to abide by regulatory audit 

requirements and performance measures of learning outcomes, as mandated by standardised literacy 

and numeracy tests, along with state and territory-based teacher regulatory bodies such as the 

Western Australian Teachers Registration Board.  

 

Kostogriz and Doecke (2011) examined the effects of educational accountability on the professional 

practice and ethics of teachers. The research project was conducted by the Australian Research 

Council (2010) and investigated the impact of literacy testing and the tensions experienced between 



46 

 

state-wide mandates and the teacher’s professional responsibility for their students. The study 

demonstrated how standards-based accountability is a form of reification or objectification of the 

craft of teaching, threatening to replace the notion of community and human relations in schools by 

relations between things (e.g. relations mediated by outputs, performance indicators, school 

statistics, assessment data, etc.) (Kostogriz & Doecke, 2011).  

 

The emerging notion of a ‘new professional’, aware and sensitive to the demands of the market and 

is motivated to produce quality and accept public accountability is new. Paradoxically, the current 

neoliberal discourse in education places an emphasis on teachers’ performance, contending with the 

bygone idea of a socially responsible educator being replaced by a ‘managed’ professional (Hursh, 

2005; Kostogriz & Doecke, 2011). As such, a new regime of standards-based accountability is 

embedded in today’s teaching practice. Their work is increasingly regulated through performance 

appraisals, reporting of test results to the public and other surveillance and disciplining 

mechanisms. The neoliberal conditions of school communities’ positions teachers, their practices, 

and students as objects of scrutiny to be measured for performance (Hursh, 2008). 

 

3.7 Teacher Professionalism 

Ball (2009) defines professionalism succinctly as a relationship between a practitioner and his or 

her work; it involves making the right decision in a moral landscape. Kolsaker (2008, p. 515) states 

that “professionalism is a challenging concept to research, since the field is relatively under-

researched.” A large scope of opinions exists with researchers regarding the components of 

professionalism, which had led to lack of consensus over the definition of professionalism (Gewitz 

et al., 2009, Ozga, 1999). Gerwitz, et al., (2009) asserts that “Professionalism has been known as a 

form of occupational control; a socially constructed and dynamic entity; a mode of social co-

ordination; the application of knowledge to specific cases; the use of knowledge as social capital; a 

normative values system that incorporates consideration of standards, ethics and quality of service” 

(p. 99).  

 

Many interpretations seem to focus on professionalism being externally imposed, defining the 

professions boundaries’ and parameters’ potential and actual power, influence and authority from 

outside agencies such as national or state governments (Evans, 2011). Hargreaves’ (2000) research 

notes that historically it was not until the 1960s that teachers achieved recognition as professionals. 

Known then as the ‘collegial teacher’, professional decisions had to be made concerning the 

requirements of their students with many coming from diverse backgrounds, cultures and learning 

needs. The ‘collegial’ age saw teachers having equal power and authority to determine the 
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educational needs of their students. High public status and societal trust was granted with increased 

responsibility. (Hargreaves, 1994). 

 

Beijaard, Verloop and Vermunt (2000) conducted a research study into 80 experienced 

schoolteachers in the Netherlands concerning their existing and past (beginning teacher) perceptions 

of their professional identity. Data was collected to understand the ways teachers see (and saw) 

themselves as professionals. Perception was built upon teachers’ proficiencies in being “a subject 

matter expert, pedagogical expert, and a didactical expert” (Beijaard, Verloop & Vermunt, p. 750). 

The teachers saw their professional identity as consisting of a combination of the distinct aspects of 

these areas. Most teachers in the study recognised that their professional identity significantly 

changed throughout their career, moving from subject matter experts to being effective teachers for 

their students. One teacher succinctly articulated, “Norms and values which I live up to are in 

keeping with the norms and values which I find important for my students” (p. 761). This research 

had limitations such as the findings were conducted only with secondary teachers and it did not 

report on the influence of outside factors, such as teacher standards or government regulatory 

bodies i.e., Teacher Registration Boards. 

 

The teaching profession worldwide has experienced rapid evolutionary changes, and historically 

competing perspectives are placed on the term and concept professionalism. It has become one of 

the most contested issues in teaching to date (Beijaard, Verloop, and Vermunt, 2000). Throughout 

history, the term ‘professional’ has described teachers as ‘emblematic figures’ of ethical and moral 

integrity. Stronach et al. (2002, p. 111) state they are “reduced to a singular meaning…and 

simultaneously inflated to improbable symbolic importance”. These pressures have brought about a 

sense in the profession of being constantly ‘harassed’. It would seem that teachers have to adjust 

their identity consistently to accommodate unpredictable societal perspectives on their profession. 

Due to these pressures, teachers have had to continually ‘reinvent’ their ‘identity and roles’ (Gale & 

Densmore, 2003).  

 

Mockler (2011) states that while the current discourse of accountability shapes to some degree 

teacher professionalism, it does not completely redefine teachers’ ‘self-concepts which underpin 

professionalism’ (p. 515). Teachers are more complex and multifaceted, and each individual teacher 

brings with them a unique mix of personal and professional experiences and commitments. A 

teacher’s professional identity is “formed and re-formed constantly over the course of a career and 
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mediated by a complex interplay of personal, professional, and political dimensions of teachers’ 

lives” (Mockler, 2011, p. 518).  

 

Another factor regarding professionalism is a teacher’s orientation to professional development, 

knowledge, and career aspirations. These areas also contribute towards the construction of 

professional identity (Opfer, Pedder & Lavicza, 201), which can be activated to develop 

momentum. This can be accomplished through the opportunities afforded with autonomy and 

agency, which is the freedom to make decisions and choices; however, this area is being affected in 

the current standards discourse and teachers are having to confront policies, mandates and interpret, 

learn from, evaluate, and appropriate the new conditions of their work in schools and classrooms. In 

this process, their identities are reformed and remade and ultimately, professional agency is being 

restricted (Beijaard, Meijer & Verloop, 2004).  

 

Outside forces sometimes control professional identity (Sachs, 2003b) which undermines ‘teacher-

selves’. Clarke and Moore (2013) note that professional standards do not just describe practice, but 

also “tend to standardise people in reductive and limiting ways” (p. 490), defining what a teacher 

and teaching should ‘look like’, directing their role in forming the teacher and, by natural extension, 

impacts how the priorities of teacher professional learning are perceived (Dall’Alba & Sandberg, 

2006). Threats from accountability and regulatory regimes influence their professional judgement 

which in turn ultimately threatens teachers’ professional identity. Alongside Gale and Densmore 

(2003), Sachs (2003a) asserts that these issues to teacher professionalism can be addressed by a 

transformative professionalism that is ‘activist’, by which she means “collaborative, passionate, 

self-directed, and strongly ethical” (p. 94). 

 

A teacher’s professional identity is, however, a fluid concept and continues to develop throughout 

their career. Mockler (2011) argues that teacher identity is located at the intersection of three 

domains: personal experience, professional context, and the external political environment. Evans 

(2011) acknowledges qualities of professionalism in the UK educational system as something that 

applies to every occupational workforce and interprets it as qualitatively neutral. Table 3.1 consists 

of professionalism in three overarching components which include behavioural, attitudinal and 

intellectual domains. The subcomponents are representations that can be overlaid upon many 

professions. Aspects of Evans’ Table 3.1, are evident in the APST, such as all the dimensions of the 

behavioural, rational and comprehensive components.  
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Table 3.1: The Componential Elements of Professionalism (Evans, 2011, p. 855) 

Professionalism 

Behavioural Component Attitudinal Component Intellectual Component 

Processional Dimension Perceptual Dimension Epistemological Dimension 

Procedural Dimension Evaluative Dimension Rationalistic Dimension 

Productive Dimension Motivational Dimension Comprehensive Dimension 

Componential Dimension 
 

Analytical Dimension 

 

Clarke and Newman (1997) claim that “with the rapid development and growth of marketisation in 

the 1980s, and the competition to improve on externally set educational standards, the teacher’s role 

rapidly changed to require conformity to governmental guidelines. Left without the autonomy 

teachers once experienced, they were held accountable for their actions by a public managerial 

system” (p. 887). Consequently, Stronach et al. (2002, p. 115) state “the political conflict relocates 

the centre of the debate outside the profession itself, leaving the professionals mere spectators”. A 

fragmentation emerged between schools, teachers and the profession and teachers were therefore 

deprofessionalised, their practical knowledge no longer seen as enough to grant them professional 

status (Carlgren, 1999). Ball (1999, p. 8) notes the blend of ‘market and performative reforms’ bites 

deep into the practice of teaching and into the teachers’ soul–into the “classroom life”. Flores 

(2012) also says that the “teacher-specific and diverse aspects of conduct are reworked and the 

locus of control over the selection of pedagogies and curricula has shifted” (41).  

 

A new ‘commercialised’ teacher professionalism has now emerged where teachers are granted 

professional status if they achieve the standardised set criteria and contribute to the schools’ 

accountable achievements (Webb, 2009). Teachers are now required to earn their professional status 

by adhering to the standards agenda and professionalism has become intrinsically linked to a 

performance model of delivering vocational knowledge (Sachs, 2001). Poulson (1998) 

acknowledges that most people believe in the need for educational accountability; however, Day’s 

(2002) findings indicate that this seems to lower teachers’ capabilities to teach, in order to focus on 

pre-determined standards. Teacher agency has been restricted over the past two decades worldwide 

as a result of the standards agenda (Kostogriz & Doecke, 2011). The outcome of the standards 
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agenda has irreversibly changed the education system into a market oriented, public-facing system 

(Day, 2002).  

 

3.8 Teacher Autonomy and Agency 

The recognition of teacher autonomy and agency and the provision of appropriate support at the 

local context is critical for the successful enactment of macro-level policies and policy goals 

(Hallinger et al.,2014; Hargraves, 1994, Mayer, 2009). Understanding teacher autonomy or agency 

is a helpful way of recognising real life pressures faced from the perspective of the practitioner. 

However, what constitutes teacher autonomy can be difficult to define. Scholars have used a variety 

of terms, such as curriculum control or professional capacity (Ingersoll, 2003), to describe teacher 

autonomy. Nonetheless, for scholars “the concept of professional autonomy is unruly and mired 

with multiple, ambiguous interpretations” (Hursch, 2005, p. 462). Ingersoll (2003) defines teacher 

autonomy as a dimension of power that is “a function of the extent to which [teachers] influence the 

decisions that are most central to their work” (p. 47). He uses the terms power and control 

interchangeably when he investigates teacher autonomy in schools and declares teachers to be 

“short on power, long on responsibility” when describing their influence in schools (Ingersoll, 

2007, p. 20).  

 

While the literature offers no absolute definition of teacher autonomy, concepts which incorporate 

aspects of freedom, discretion, and power over academic and social aspects of schooling to define 

teacher autonomy in the classroom may suffice (Bottery, 2009; Ingersoll, 2003). Specifically, 

teacher autonomy can be defined as the power to exercise control over key elements of work in the 

classroom, but not necessarily the ability to exercise control over all decisions that enter the 

classroom. Teacher autonomy is also “situationally constrained” (Carpenter, 2000, p. 11) through 

structural and administrative elements of schools that condition the exercise of control in specific 

domains. Autonomy in general, and in particular teacher autonomy are important constructs, which 

can be inhibited by devices such as the standards. 

 

Social psychologists document the general positive relationship between autonomy and job 

satisfaction (Ebmeier & Nicklaus, 1999). Parallel to social psychologists, education researchers 

document that teacher autonomy associates generally with several aspects of workplace conditions, 

including teacher job satisfaction, teacher motivation, and teacher retention (Ingersoll, 2003; 

Ingersoll & May, 2011). Furthermore, teacher autonomy is a policy-amenable construct that can 

affect teachers’ working conditions depending on how policymakers and administrators develop, 

frame, and implement policy. For example, teachers may perceive policies that emphasise high-
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stakes accountability in schools as “an imposition on their professional autonomy” (Boyd, 

Grossman, Ing, Lankford, Loeb, & Wyckoff, 2011, p. 90) or they may perceive them as policies 

that enable teachers to focus on core academic areas (Grayson, 2009).  

 

Teacher autonomy issues were revealed as critical factors in studies associated with delivering 

various educational policies with intended fidelity in Malaysia, Japan, South Africa, Ghana, New 

Zealand and in the USA (Hamid & Nguyen, 2016). Macro-level policy is, by definition, abstract 

and decontextualised requiring local knowledge to be effective.  Hamid et al. (2013) assert that 

“even when there is a convergence of policy interpretations, it cannot be taken as a given that 

teachers will embrace the policy whole-heartedly and work towards policy goals” (p. 101).  

 

It could be argued that the current reform narrative overemphasises the technical and rational 

elements of the profession, omitting personal attributes such as the emotional and relational aspects 

of teaching, which is it at the core of many teachers’ commitments (Day, 2007). The emphasis on 

what Ball (2013) calls performativity has emerged alongside an erosion of teacher autonomy as 

teachers can “succeed only by satisfying and complying with others’ definitions of their work” 

(Day, 2007, p. 602). It has been argued that teacher professional learning preferences is in direct 

conflict in many of these international settings. The tension between rational, linear models of 

professional learning with growing accountability measures all contribute to a restriction in teacher 

agency (Bodman et al., 2012). It has been suggested that rather than acting as a “performative 

robot” enacting policy, the teacher should become an “alchemist”, planning and leading learning 

experiences creatively, flexibly and responsibly and able to do so through informed autonomy 

(Bodman et al., 2012, p. 22).  

 

Mockler (2013) considers that “we have seen a shift in the past decade from a discourse focused on 

teaching quality to one focused on teacher quality” (p.37). The implication of this redefinition is 

that it will be easier for authorities to hold individual teachers to account for their performance. 

Therefore, positioning the standards as a tool for influencing teacher agency and autonomy 

(Mockler, 2013).  

 

In a qualitative Australian study involving 16 early career teachers (ECTs), Lambert and Gray 

(2020) state that although one of the aims of the APST is to support ECTs, their research suggests 

that “in practice a managerial ‘tick the box’ approach to addressing the Standards renders them 

ineffective” (p. 501). This study explored the relationship between work identities, neoliberal 

education assemblages, mandates regarding teacher professional standards and the alarming 
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attrition rate of ECTs. Certain contemporary theorists note that the alarming rate of ECTs’ work 

dissatisfaction and attrition has been in part due to the traditional organisational structures of 

workplace schedules and working nine to five. The preference is to work with flexibility and 

autonomy (Lonnie et al., 2013). According to Schawbel (2013), almost 50 percent of millennials 

“choose workplace flexibility overpay” (p. 18) and further to this, Smith (2016) states that 

“millennials are abandoning traditional employment in favour of working independently on task-by-

task basis” (p. 3).  Lambert and Gray (2020) claims that what is required is a:   

   generative and creative approach to teaching that takes into consideration embodiment, creativity    

   and multiplicity – rather than a reductionist discursive siloing of binary good and bad teaching.  

   This will enable teachers to cope with the complexity, relationality and messiness of their  

   burgeoning teacher identities (p. 506). 

 

McNally et al., (2008) states that teacher autonomy and agency has been restricted through the use 

of teacher standards with its focus on competencies for organising and structuring the learning 

environment. Consideration and emphasis need to be given to “affective, autonomy supportive and 

cognitively stimulating aspects of teaching, rather than classroom organisation and management” 

(Lambert & Gray, 2020, p. 505).  

 

3.9 School Leadership 

The following section considers the influence of the school leadership and the application of the 

standards. O’Pry and Schumacher’s (2012) research into Standards identified that the value a 

teacher placed on their performance evaluation process was directly influenced by the principal. 

O’Pry and Schumacher’s (2012) also claimed that,  

    in addition, teachers who felt well-prepared and well-supported by their peers and their principal    

    viewed the experience positively, and teachers also placed a higher value on the process when 

    they felt they received meaningful and timely feedback and/or were provided an opportunity for  

    self-reflection. (p. 331) 

The results of this study suggest that the perceptions teachers have concerning a standards-based 

evaluation device are not an issue of the instrument’s design, despite some criticism of the “archaic” 

nature of the instrument. Rather, “the factors behind teacher perception, as found in this research, 

largely address the fidelity in which the instrument is implemented by the school principal” (O’Pry 

& Schumacher, 2012, p. 340).  

 

It was also noted by O’Pry and Schumacher’s (2012) that,  

“teachers who felt as though they had a principal or appraiser who was knowledgeable about the 

system; who valued the system; who took time to make them feel supported and prepared for the 

experience; who was someone with whom they shared a trusting, collegial relationship; who gave 

them an opportunity to receive valuable and timely feedback; and who guided them through 
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thoughtful reflection on the appraisal results perceived the evaluation experience as a positive, 

meaningful one” (p. 341).  

 

When any of these considerations was lacking in the experience of the teacher, the perception of the 

teacher regarding the process was perceived as a negative on the whole (Kaplan et al., 2005). The 

implication is clear: principals have a great deal of impact on how Standards are utilised and valued, 

as discovered in this study. The value that the principal places upon the process is one of the most 

distinct factors that contributed to a teacher’s attitude. Ebmeier and Nicklaus (1999) found that the 

“principal’s level of support and attitude through the evaluation process sets the tone for the entire 

school community” (p. 67).  

 

Similarly, Nicholson and Tracy (1982) discussed the finding that a relationship does exist between a 

principal’s commitment and understanding of a process and the teacher’s subsequent commitment 

and implementation of the process. Nicholson and Tracy (1982) explained further that “principals 

are in a key position to either help or hinder a project or process” (p. 879).  In this case the 

utilisation of the standards by the teachers is influenced by the principal’s positive or negative 

engagement. School leaders must be cognisant of the top-down impact on attitude, value, and 

motivation, and teachers will take a principal’s lead when forming their own attitudes and 

perceptions. Empirical studies in Chile also found that teachers’ perspective of the appraisal system 

utilising teacher standards influenced the ways in which it is put into practice (Flores, 2012). In 

particular, an emphasis on the influence of school leadership was critical in shaping the ways 

teachers understoond and looked at the new policy which is in line with earlier empirical work 

(Kertsen & Israel 2005).  

 

The APST implementation and daily utilisation of them over the past decade has had both a positive 

and negative impact effect on the education community (Adoniou & Gallagher, 2017). The 

literature reports conflicting findings as discussed above and many claims that the teacher standards 

can narrow teaching practice, reduce teacher autonomy, and de-professionalise teachers (e.g. 

Bourke, Ryan, & Lloyd, 2016, Connell, 2009). Conversely, there are also claims that teacher 

standards can improve teacher practice, and by inference, student learning outcomes resulting in 

teacher credibility in society through increased accountability (AITSL,2011; Ingvarson, 2012; 

Swabey, Castleton, & Penney, 2010). Research into training teachers by Loughland and Elis (2016) 

in Australia discovered that trainee teachers highly regarded their supervisor’s professional 

expertise in their practicums, although at the time of the research, supervising teachers were not 

totally conversant with the standards. The influence of the mentors was valued by the training 

teachers and if the mentor teachers were more cognisant of the Standards and their intended 
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implications the training teachers would have gained further insight in their teaching practice 

(Loughland & Ellis (2016). Another research study concerning the standards in Australia by 

Adoniou and Gallagher (2017) discovered several positive elements of the standards in their 

practice as school principals. Adoniou and Gallagher (2017) stated the principals felt positively 

about the Standards as a professional learning tool, utilising them as a guide for their interactions 

with their mentees. Standards provided a focal point of common language for helping 

underperforming teachers rather than punishing them. The mentors were happy to voice what they, 

noting them as a useful frame for formative feedback, rather than as a summative assessment. One 

mentee said: 

    I think the Standards as part of a mentoring program are really useful in developing teachers. I  

   don’t like to see it as a way of just measuring this is a proficient teacher. (p.117) 

 

The principals stated that the expectation for newly graduated teachers to collect evidence against 

the Standards, and to provide reflections on that evidence, promoted professional growth. One 

principal explained: 

    They can see what areas they’re strong in and what areas they might be weak in and just rather  

    than fluffing along, it gives you something to aim for. (p.117) 

Adoniou and Gallagher (2017) claimed the principals in this study felt the Standards were helpful in 

“framing professional learning for all their staff, and all reported using them as a means for teachers 

to set their professional learning goals” (p. 118). The principals also stated that the introduction of 

this process of registering progress from Graduate to Proficient levels against the Standards had 

significantly changed professional development practices in each school in the study. At one school 

Standards-driven professional learning was changing the culture of the school for all teachers, not 

just newly qualified teachers: 

The other thing we are going to do with it next year is set up a peer observation professional 

learning community where people who are interested can nominate to be part of a group where 

they each watch each other’s classes and give feedback. So trying to open up classrooms so that 

it’s not my little classroom and just starting that professional dialogue in a more formal sense. 

(p.117) 

     

Far-reaching changes, including the establishment of two specialist mentor positions to work with 

new teachers were implemented in another school,  

The portfolio doesn’t just happen. We talk to them about how to collect the evidence. We start 

with the core document of standards and send them off to collect their evidence. We talk to them 

as a whole group about what they might put in and it’s a very generic meeting at the beginning 

and then we work individually. (p.117) 

 

Principals made a point to state that their desire was for the registration process not to feel 

competitive, encouraging a model of collaboration between both new teachers undergoing the 

process, and all the other school staff. All sites noted that there was a sense of collegiality and 
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collaboration which was critical for their desire to view standards as a driver of professional 

learning rather than a regulatory device (Adoniou & Gallagher, 2017)  

 

This first section of this chapter has discussed conceptual and empirical literature investigating the 

influential forces that have contributed to the development of the standards worldwide. The 

literature review has included a range of areas which are rapidly changing teachers and teaching 

practice. They include: globalisation, neoliberal marketisation, teacher/ teaching quality and 

evaluation, accountability and the issues pertaining to professionalism, teacher agency and 

autonomy and school leadership. The following section explores what the national and international 

literature says about the responses of countries to the underpinning influences of educational 

reform. Australia’s research work regarding the standards has been thus far limited primarily to 

document reviews (e.g., Bourke et al., 2016) or commentaries which have theorised the possibilities 

of standards implementation (Ingvarson, 1998; Sachs, 2003). However, in the following paragraphs 

many of these responses from the literature and empirical research studies have been organised 

under two headings: Benefits of Teacher Standards and the Limitations of Teacher Standards. 

 

3.10 Benefits of the Teacher Standards 

The benefits of the teacher standards which have been identified in both literature and substantiated 

in empirical evidence, is the topic of the proceeding paragraphs. Qualitative studies by Loughland 

and Ellis (2016) with 229 participants and Adoniou and Gallagher’s (2017) study of 36 teachers, 

provides empirical data supporting the benefits of the standards. These studies along with the 

available literature provide evidence of the usefulness and benefits of the standards.  Based on a 

study conducted by Loughland and Ellis (2016), there are several positive elements and outcomes 

of the APST. Their research was a qualitative, interpretivist study which consisted of teacher 

education students during their practicums and their teacher mentors. Empirical data was also 

gathered through focus groups regarding their perceptions on the use of the standards as assessment 

criteria for professional experience. The findings stated that the majority of the students were 

advocates of the developmental function of the standards in guiding and supporting their 

professional learning in spite of their supervising teachers not being particularly au fait with the 

standards (Loughland & Ellis, (2016). Further insights into the findings of this study will be 

expanded upon throughout this chapter. Loughland and Ellis (2016) state that their research cannot 

be generalised but provides helpful data from a qualitative study. The authors also recognised that 

the limitations within this study related to this research focus only on teacher education students 

lacking real world teaching experience.  
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Another qualitative study on the attitudes of teachers and principals on the APST completed by 

Adoniou and Gallagher in 2017 also reported positive results regarding practitioner engagement. 

The research consisted of 36 teachers and principals over a 12-month period across five school sites 

comprising of primary and secondary schools. These schools consisted of government, Catholic and 

Independent schools. The study revealed teacher ownership over the standards and their 

implementation contributed to the positive manner in which the standards were used and regarded. 

The research supported the notion that when teachers progress through their careers, it is important 

that they are encouraged to increase their expertise and impact and are acknowledged for doing so 

(Adoniou & Gallagher, 2017). Adoniou and Gallagher (2017) state that in the five sites there were 

many examples of “agency, where schools and teachers personalised the use of the Standards to 

better reflect their own contextual needs, in ways which are characterised as positive and 

empowering” (p. 118). In particular, there was evidence to support the position that teacher 

standards can be a tool for promoting professional learning and development (Mayer et al., 2005) 

and provide the framework for career-long professional learning (Ingvarson, 1998). The participants 

noted that the Standards helped focus their attention prioritising their work as teachers (Adoniou, 

2013). Further details of this study will also be mentioned throughout this chapter. 

 

3.10.1 The Benefits of the Teacher Standards as Stated by AITSL    

AITSL (2011) states that the purpose of the Standards is multifaceted. According to AITSL, they 

are: 

    a public statement of what constitutes teacher quality. They define the work of teachers and make  

    explicit the elements of high-quality, effective teaching in 21st century schools that will improve  

    educational outcomes for students. The Standards do this by providing a framework which makes  

    clear the knowledge, practice and professional engagement required across teachers’ careers.  

 

    They present a common understanding and language for discourse between teachers, teacher   

    educators, teacher organisations, professional associations and the public.  

 

    Teacher standards also inform the development of professional learning goals, provide a    

    framework by which teachers can judge the success of their learning and assist self- 

    reflection and self-assessment.  

 

 

    Teachers can use the Standards to recognise their current and developing capabilities,  

    professional aspirations, and achievements. The Standards contribute to the  

    professionalisation of teaching and raise the status of the profession. They could also be  

    used as the basis for a professional accountability model, helping to ensure that teachers can  

    demonstrate appropriate levels of professional knowledge, professional practice, and  

    professional engagement (p.3). 

 

Empirical studies along with national and international literature report that some of AITSL’s 

written purposes concerning the standards is accurate as experienced by teachers and principals. 
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The subsequent paragraphs state that the standards were a positive, progressive element of their 

teaching practice. 

 

3.10.2 A Framework of Professional Practice 

A reported benefit of the standards found in the review of the literature was that the standards 

provide an explicit framework for teachers to guide their practice throughout their career. Clarke 

and Moore (2013) suggest that one of the potential advantages in the standards is providing 

increased transparency for pre-service teacher candidates, making the criteria against which they 

will be evaluated explicit and that the standards “can be seen to make teaching and its evaluation 

more transparent, predictable, and efficient” (p.489). As described in the findings by Adoniou and 

Gallagher’s (2017) qualitative study, principals stated that the Standards provided them with both 

the language and an ‘official’ framework to talk to underperforming teachers about their practice. 

Indicative of the principal’s cohort, one principal explained: 

I think that they help frame and articulate and give reference to expectations of teacher 

performance and behaviour that are always there but never articulated as well or expressed so 

succinctly. (p.118) 

 

Lougland and Ellis (2016) explained that the role of the standards in providing an explicit 

framework for teaching was also evident in this study. The researchers reported being initially 

sceptical about this argument in their review, mainly because of the clichéd embellishment that 

came with it such as ‘21st century teaching’ and ‘high quality, effective teaching’ (AITSL, 2011). 

Lougland and Ellis (2016) said: 

Once again, we were disciplined by empiricism as many of our participants spoke of the 

standards as affirming their practice especially when their supervising teacher used the standards 

well to give feedback. These data seem to support the claim by their sponsors that the standards 

are indeed an explicit framework for teaching. (p. 6) 

 

Several scholars believe that standards which are developed by teachers for teachers (Darling-

Hammond, 2001; Sachs, 2003), have credibility and purpose and what Mayer, Mitchell, Macdonald, 

and Bell (2005) have called ‘standards for teaching’. They are owned and overseen from within the 

profession and purport to improve the quality of teaching through professional learning 

opportunities so teachers can become more effective across their careers. It is hoped that better 

teachers will improve student outcomes (standards for quality improvements (Sachs, 2003)). Forde 

et al. (2016) maintain that teacher standards are a powerful vehicle for professional development 

and a good framework defining good practice. 
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3.10.3 A Common Understanding and Language 

Recognised in the literature is that the standards offer practitioners a common language, which had 

been used in certification, professional learning, and performance review processes. The overall 

strength of having a common language was summarised as “there’s an ability to say what it [good 

teaching] looks like and to share that with other teachers. It’s a language to help de-privatise 

teaching” (AITSL, p.3, 2011). Sobart (2008) states that there is value in accountability with the 

standards because theyprovide acommon, professional language for discussion of quality. They 

state that “those with a genuine interest in the quality of teaching and learning in our schools, as 

well as teacher education, have an obligation to legitimate the language of professional 

responsibility by articulating what prospective teachers need” (p. 11). A presentation reporting on 

the questionnaire results from this evaluation of the APST, Clinton, Hattie, et al. (2014) and 

Clinton, Pinchas, et al. (2014) considered the critical nature of the APST in supplying teachers with 

a ‘common language’ irrespective of the readers context the meaning of the standard statement is 

congruent. 

 

Adoniou and Gallagher (2017) indicated that the mentors (school principals) in their research used 

the standards as a guide for their interactions with their mentees (early career teachers). They 

reported the standards provided a common language and a focal point for underperforming teachers. 

Theyoffered a useful framework for formative feedback. Contrary to concerns noted by Moore and 

Atkinson (1998) in the literature that “teacher standards could lead to individualistic and 

decontextualised approaches to teaching” (p. 569), there was a clear theme of collegiality in the 

respondents’ discussion of the processes and supports. Adoniou & Gallagher (2017) claim that, 

    “whilst the Standards per se were not the source of this collaboration, their introduction, and the  

    attendant requirement to gather evidence of teaching practice and student learning, had prompted  

    changes in the ways new educators are supported and provided a common language and focal  

    point for interactions with each other and their mentors” (p. 121). 

Lougland and Ellis (2016) also stated a positive outcome of their research was the use of the 

standards in providing a common language for teachers which is very helpful. It provided a 

definition of teacher professionalism in Australia and an explicit framework for teachers to assess 

their own progress. The notion that there is a strong theme of the standardisation of teacher practice 

or, at the very least, a standard language of practice in the ‘common language’ meme  seems to be 

prevalent as a benefit offered in the literature. AITSL states this issue as an important development 

of the standards (AITSL, 2011). 
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3.10.4 Promotion of Teaching as a Profession 

Another potential benefit of the teacher standards evident in the literature is that the standards 

promote teaching as a profession. In Australia, professions define and regulate their own standards 

(Friedson, 2001). The government-initiated sponsors of the standards are the Australian Institute for 

Teaching and School Leadership at the national level and at the state level various educational 

bodies promote this argument for obvious reasons and also registration as a teacher in that particular 

state or territory. In Western Australia, the Teacher Registration Board of Western Australia is 

responsible for the registration of qualified teachers in schools (TRBWA, 2012). The phrases used 

by both national and state or territory governing bodies agencies are identical: “The Australian 

Professional Standards for Teachers are a public statement of what constitutes teacher quality” 

(AITSL, pp.3-6, 2011).  

 

Standards-based advocates recommend that teaching standards have the potential to act as a central 

point for the profession, providing a formal structure by which the teaching profession can define 

itself (Darling-Hammond & Bransford, 2005; Yinger & Hendricks-Lee, 2000). Linda Darling-

Hammond and associates have advocated for several years framing teachers’ work in terms of what 

they should know and do as a valid way of capturing the complexities of their work (Darling-

Hammond & Bransford, 2005). It is suggested by some that teaching standards can enhance the 

status of the profession (Darling-Hammond & Bransford, 2005; Yinger & Hendricks-Lee, 2000).  

 

Research conducted by Adoniou and Gallaghers (2017), identified professional credibility as a key 

theme with the mentors and principals and responses indicated a general belief that the Standards 

helped to explain the teaching profession to the broader community. The overwhelming response 

between the teachers and principals was that the Standards play an important role in raising the 

professional profile of teaching in the community, an advantage widely recorded in the literature 

(Darling-Hammond, 1999; Ingvarson, 1998; Yinger & Daniel, 2010). Adoniou and Gallagher 

(2017) explained that this is now talking about not only teaching as a practice but as a profession: 

It is a way of saying to the community we’re not just pulling things out of a hat; these are things 

we’re actually working towards and with; like the Medical Board Standards teachers have 

actually got standards. (p.108) 

 

One mentor said she tells parents and others in her personal circle of friends outside of school about 

the APST to help them understand what her job is (Adoniou & Gallagher, 2017). Others stated the 

Standards helped articulate the complexity of teaching to those in the community who have a 

simplistic view of what it entails and how it describes being ‘accountable’. As one said: 

I think it’s not a bad thing for a profession to have a set of standards and say this is who we are 

as a profession and this is what we can do. (Adoniou & Gallagher, 2017, p.109)  
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3.10.5 A Professional Developmental Tool 

Over two decades ago the significance of teacher professional learning for student outcomes was 

recognised (Darling-Hammond & McLaughlin, 1999), which is confirmed in a review of the 

literature on teacher education, conducted by University of Glasgow scholars on behalf of the 

Scottish government. The Scottish review concluded that “although there is little hard evidence to 

demonstrate the connections between teaching quality, teacher education and pupil outcomes, there 

is widespread professional agreement that they are positively related” (Menter, et al., 2010, p. 45). 

A consensus is evident in the literature that professional development (PD) is most effective when it 

is “continuing, active, social, and related to practice” (Webster-Wright, 2009, p. 703) and also when 

it is practically oriented and school based (Menter, et al., 2010; Theissen, 1992). Similarly, 

Ingvarson, Meiers and Beavis (2005) found that the impact of teacher professional learning on 

student outcomes is real but indirect. 

 

In an Australian work, Aspland and Macpherson (2012) perceive “an inextricable link” between 

the APST  and “professional education” (Aspland & Macpherson, 2012, p. 105). 

The critical work of the education sector acting in a united manner is imperative. Continuous 

ongoing consultation is essential in ensuring that the standards truly reflect what teachers and 

principals want in and for the profession, in terms of professional recognition, teacher training, and 

professional learning (Ashland & Macpherson, 2012). AITSL (2012) claims that student success is 

contingent on teachers’ commitment to their own professional learning, but this is nothing more 

than an assertion (Davies, 2005). 

 

Aspland and Macpherson (2012) state that, 

“it is also important to understand that the current APST seem to assume the contested point that 

teacher learning is linear and staged, rather than sporadic and responsive to the new contexts, 

opportunities and needs that teachers face in the course of their careers” (p. 220).  

 

This point notwithstanding, the binding of professional standards to professional learning is based 

on some researchers’ convictions that professional standards can guide and promote teacher 

learning and ultimately improve teacher quality (Ingvarson, et al., 2005; Meiers, 2007).  

 

The findings in Lougland and Ellis’s (2016) research support the argument that the standards 

constitute a developmental tool that can assist in promoting self-assessment, reflection on practice 

and professional conversations. Lougland and Ellis (2016) noted that their findings did surprise 

them in that “there was a clear developmental theme in their responses alongside the expected 

regulatory ones around lesson evaluations, interim and final reports” (p. 62). The developmental 
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area was supported by an increase by the fact that some of the supervising teachers were not very 

skilled at giving feedback based on the standards, so the teacher education students (TES) instigated 

their own reflection based on the standards. In effect, the standards supported the development of 

the TES in the absence of focused mentoring. This is an encouraging finding for teacher educators 

in this interim period where not all supervising teachers are conversant with the standards 

(Lougland & Ellis, 2016). 

 

There was also clear support from all participants in Adoniou and Gallagher’s (2017) study for the 

role the APST played in professional development and growth. The newly qualified teachers felt 

that the Standards focused their attention on all aspects of their teaching such as collecting evidence 

and reflecting on their performance against the Standards. These areas encouraged them to stop and 

take stock, forcing them to reflect upon their practice when otherwise they might just fill their time 

with just creating more ‘stuff’. As well as helping focus on a broader range of teaching activity, the 

newly graduated teachers felt the Standards helped them to describe their growth over time. The 

standards demonstrate the criteria of growth and it shows the track of learning. Adoniou and 

Gallagher (2017) note that there was support for the descriptions of career growth in the Standards 

from all respondents. Participants felt positive about their self-reflection and where they actually 

might fit, where they see themselves in their career against the standards. They felt the Standards 

provided a framework to work within and goals to work towards. 

 

Darling-Hammond (2008) assert that attaining consensus on a shared knowledge base for practice 

secures a platform for the professionalisation of teaching and the provision of quality assurance and 

accountability outside the profession. Connell (2009) also states this theme,  

    [The standards] have been welcomed by some as a public definition of professionalism that  

    displays the complex work that teachers do and the difficulty of doing it well. Given how fiercely  

    teachers in public schools have been abused by the political Right over the last 30 years, this is  

    helpful. (p. 220)  

 

Connell (2009) elaborates further about the public’s perspective on professionalism for teaching, 

stating that: 

 

The Standards may also help protect education against abuses of the ‘charismatic’ image of the 

good teacher, where politicians in search of publicity throw untrained youngsters into very 

difficult teaching situations on the Hollywood principle that natural talent will triumph in the last 

reel. (p.220) 

 

3.11 Limitations of Teacher Standards 

The following section is an investigation into the literature on teacher standards and the limiting 

features connected in practice. Over several years many nomenclatures have been used for 

professional standards, however, there appears to be fundamentally two narratives associated with 
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their application. They are perceived as either a developmental or regulatory discourse (Mahony & 

Hextall, 2000).   

 

3.11.1 Standards as Static, Reductionist, Regulatory and Performative 

Eaude (2014) states that “as standards are anchored in the time they were written, they come with 

inherent problems” (p. 94). Reflective of the ideas and knowledge bases of that time, and definitions 

of good teaching change over time restrictions may be experienced with changing demands and 

shifts in pedagogy. As Darling-Hammond warns, “Standard setting in all professions must be 

vigilant against the possibilities that practice could become constrained by the codification of 

knowledge that does not significantly acknowledge legitimate diversity of approaches or advances 

in the field” (1999, p. 39). Further to this concern regarding the flexibility of the standards to adapt 

to new knowledge and changing contexts, the literature reports concern that as standards are 

regulatory in nature teachers are positioned to stop seeking innovation in their teaching and focus 

their efforts on meeting standards. Others warn that teachers may focus on administrative work to 

‘prove’ their work against standards and may spend less time on creative and responsive lesson 

planning (Ryan & Bourke, 2013; Sachs, 2003). Sachs (2003, p. 183) warns that the process could 

become a burden, ‘a chronic and persistent overload’ that may come at the expense of other actions 

like keeping up with new developmental pedagogy. 

 

The standards have been evaluated by some researchers who believe that their intent is to 

homogenise an idiosyncratic craft. Mayer (2008) described it as the emergence of: 

the generic teacher branded as a corporate entity and defined in terms of generic competences, 

skills, interchangeable parts in a global education system with uniform practices including 

testing, mandated textbooks, scripted teaching, school-based management, marketisation and 

economic management issues (p. 81). 

 

Clarke and Moore (2013) citing standard two in the Australian Professional Standards for Teachers, 

“Know the content and how to teach it,” as an example stating the obvious that has no hope of 

capturing “the idiosyncratic and contingent in teaching and learning” (Clark & Moore, 2013). 

 

Several researchers (Berliner, 2004; Eaude, 2014; Moore & Atkinson, 1998) claim that teacher 

standards or descriptors of teacher competencies do not effectively describe all that it is to be a 

teacher, nor can they adequately respond to the contexts within which teachers’ work (Bourke et al., 

2013; Connell, 2009; Sachs, 2003). Moore and Atkinson (1998) state that decontextualising the 

work of teachers is unrealistic, noting that teaching does not happen in a vacuum, but in the 

“economic, social and cultural milieu that schools represent” (p. 44). Moore and Atkinson (1998) 
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suggest further that judging a teacher by individualistic standards has the potential to blame the 

teacher “for failings that lie elsewhere” (p. 181). Eaude (2014, p. 16) concurs, suggesting that many 

aspects of teaching are, “likely to be distinctive to individuals and only partially open to public 

codification.” 

 

It has been argued that regulatory control reduces teacher autonomy (Ryan & Bourke, 2013; Sachs, 

2003; Taubman, 2009) and reduced autonomy has been associated with teacher attrition (Ryan & 

Bourke, 2013; Torres, 2012). Scholars also note that Standards have been depicted as a neoliberal 

mechanism which serve ‘managerial agendas’, reducing teaching to simplistic descriptions of what 

teachers should know and do (Ball, 1994; Bourke et al., 2013; Groundwater-Smith & Mockler, 

2009; Sachs, 2003). Ryan and Bourke (2013) suggest that standards documents “represent teachers 

as cogs in the bureaucratic machine, who need to be told what to do, what to know.” (p. 420) 

 

Power (1999) asserts that the 1980s and 1990s were the decades that ushered in an audit culture 

globally and the standards movement serves as one of its key technologies. Professional standards 

are central to the narrative of the accountability agenda of governments as they can and do operate 

as instruments of control. The process of standardisation challenges the “organisational power and 

discretion of relatively autonomous groups” (Power, 1997, p. 97), allowing for the colonisation of 

organisational priorities and values by the auditor (Rizvi & Lingard, 2010).  

 

As governments shift from direct involvement in education and turn more to governance “steering 

not rowing” (Gamble, 2009, p. 83), greater prescriptive standards will be prescribed in order to 

maintain quality assurance. Gibbon and Henriksen (2012) call this at-arms-distance governance 

“governing through standards” (p.275). Schwier (2012), writing from Canada, notes that 

universities “are in a state of almost constant review, both internally and externally” (p. 100). The 

schools focus has moved from the quality of the subject of interest (teachers), to the quality of the 

tool used to audit them (professional standards). The evidence for this is simply that national-level 

professional standards for teachers exist where they did not exist before. 

Ball (2003) claims existing in schools today is a culture of performativity due to the limiting 

standards agenda. Closely associated with the previous argument is reasoned that this will cause the 

demise of the profession as teachers in a culture of performativity having to “choose 

and judge our actions and they are judged by others on the basis of their contribution to 

organisational performance, rendered in terms of measurable outputs” (Ball, 2003, p. 223). 

Taubman’s (2009) notes a meme, “teaching by numbers,” and the author himself did not hold back: 

“performance standards transform individuals into self-monitoring and monitored selves, who are 
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urged or feel compelled to embrace constant self-improvement in their practice, which is aligned 

with standards that strip the individual of any autobiographical idiosyncrasy” (p.117). It seems then 

the standards are regarded by these critics as an autocratic imposition, potentially diminishing 

individuality and teacher agency. 

 

3.11.2 The Affective Domain 

Lougland and Ellis (2016) assert that the APST are silent regarding the notion of the affective 

domain of teaching and a regulatory approach necessitates standards that are more responsive to 

measurement. Therefore, areas of teaching that are not as overt are not captured in the APST, “in 

particular the affective dimensions that mobilise and animate teaching and learning” (Gannon, 

2012, p.59). O’Connor (2008) states “it is apparent that the current professional teaching standards 

overlook the role that caring and personal values play in teacher’s work” (p.119). Given that the 

current standards do not directly address this aspect of teachers’ work, this appears to be a 

legitimate assessment.  

 

Despite the general positive experiences’ teachers had with the Standards in Adoniou and 

Gallagher’s (2017) research, they stated that there were indeed some recurring concerns. The 

Standards did not have a full description of all the attributes of a teacher and there was an 

agreement amongst all participants that there is something indefinable, an ‘essence’, about good 

teachers. The graduate teachers noted several missing attributes which included patience, open 

mindedness, consistency, being non-judgmental, and going with the flow, as reflected in these 

comments: 

Well, it [the evidence against the Standards] doesn’t show how you react, how you treat the 

children, how you show respect, how you encourage them, how you nurture, it doesn’t show 

anything like that. The Standards don’t allow you to demonstrate a passion for teaching, 

authenticity in the want and the love for it. (p.113). 

 

The principals in this study also noted that the Standards did not contain key essentials that they 

look for in a teacher. Described as ‘intangibles’, these qualities were not in the Standards, however, 

were viewed as important for teachers to possess. These included resilience, empathy, passion, 

vocation, toughness, flexibility, generosity of spirit, and emotional intelligence. It was agreed by all 

participants that these particular aspects of an effective teacher were difficult to articulate and 

measure (Adoniou & Gallagher, 2017). 

 

Taylor (2016) states that the “ontological dimension of teachers’ work in relation to professional 

standards are missing. The Standards are missing the human element which is at the heart of being a 
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good teacher” (p. 174). Given their similarity to professional teaching standards in other 

‘jurisdictions’ and from which they are derived (Bourke, 2011; Groundwater-Smith & Mockler, 

2009), these are typical of the problematic deficiencies of the ontological aspects of teaching from 

teaching standards generally. Teachers’ personal agency and the qualities concerning the heart of 

being a good teacher was repeatedly expressed as missing from the Standards (Adoniou & 

Gallagher, 2017). This research finding provides empirical weight to non-empirical perspectives 

often discussed in teaching, that “we teach who we are” (Palmer, 1998–99, p. 10). Ryan and Bourke 

(2013) state that this perspective reinforces the claim in recent research that professional standards 

for teachers such as those in operation in the UK and Australia are overly reliant on technical 

competencies, ignoring attributes in the affective domain (Clarke & Moore, 2013). 

 

In Adoniou and Gallagher’s (2017) research, it is noted that whilst both principals and teachers 

agreed that the Standards described what teachers need to ‘know’ and ‘do’, however, there was also 

an agreement that it did not describe what teachers need to ‘be’, the personal qualities of teachers. 

Central to the development of the APST was clearly on what a teacher should know and be able to 

do, disregarding the considerably important question of who the teacher becomes in the journey of 

being part of the learning community whom they serve (Taylor, 2016). This is not to discount the 

importance of what teachers will teach, or how or why, but to address the mostly unasked question 

‘who’: 

Who is the self that teaches? How does the quality of my selfhood form—or deform—the way I 

relate to my students, my subject, my colleagues, my world? How can educational institutions 

sustain and deepen the selfhood from which good teaching comes? (Palmer, 2007, p. 4) 

 

As claimed by Taylor (2016), the preoccupation with technical abilities in the contemporary, 

neoliberal educational ecology is utterly consistent with the absence of the ontological dimensions 

of teaching from the APST. In ignoring the dispositions which teachers hold to be central to their 

work, an ontological shift occurs exerting pressure onto teachers, asserting limits to what they can 

be, contributing to their sense of powerlessness (Watson & Drew, 2015).  

 

3.11.3 Implementation and Time Issues 

Critical to any policy or new initiative is the initial phase of implementation into daily practice. 

Hattie states, “The success, or not, of the Standards influencing teacher quality will be largely a 

function of the success of their implementation” (AITSL, p.25, 2014). Fullan (1982) asserts that 

“the time spent on the efforts of implementing a policy may take three times longer than the time 

spent in the initiation of the implementation plan” (p. 35). Effectively implementing the APST that 

will enhance the expertise of teachers is a complex process which involves various interactions with 
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many people (Mayer et al., 2005, Reynolds, 1999). Therefore, stakeholder engagement and 

collaboration are critical to the development and effective implementation of teaching standards 

(Sachs, 2003).  

 

In a study completed by the European Commission titled “Boosting Teacher quality: Pathways to 

effective Quality” (2018), it was noted that the development of teacher competence frameworks and 

particularly their implementation, including the learning of how to use them in daily practice, 

requires time. Time matters for the impact of professional learning as one-off training events have 

very little impact on professional learning (Darling-Hammond, 2070). Longer and subsequent 

training phases, in which teachers have opportunities for hands-on learning, and the reflection on 

the transfer into the classroom, show much better results. The more time teachers were given to 

work with what they learned, the more likely they were to perceive the training as beneficial rather 

than burdensome. Professional development programs that have shown the greatest effects on 

student learning tend to focus on pedagogical content knowledge in connection with teachers’ 

diagnostic assessment skills. Liebermann and Mace (2010) write: “Effective measures of 

professional development enable a teacher to put himself into the student’s realm of learning and in 

doing so enhance the teacher’s ‘cognitive empathy” (p.3). Lefstein (2005) asserts that time may be 

needed not only to change key actors’ mind-sets and behaviours but also to create the conditions for 

more advanced and more complex policy interventions. If policy sequencing is used as a tool to 

enhance effective implementation, time is needed for each sequence to produce outcomes before the 

next sequence starts or before a given policy measure can produce significant impact (Sahlberg, 

2011). 

 

McSporren (2018), stated that in her policy trajectory study of teachers and principals that time 

constraints were a key issue in policy implementation. Workload and time constraints were the 

major reasons given for resistance to enactment of the APST at the State and school levels. This 

finding echoed Burke and Ryan’s (2013) warning that regulatory processes associated with the 

APST might increase the administrative workload expected of teachers and school leaders. Multiple 

time constraints were identified as a major challenge for Australian teachers and school leaders by 

Gonski et al. (2018). School leaders and teachers were unanimous in their views that the workload 

for teachers completing registration and certification processes was onerous. Of more concern was 

the belief that teacher/teaching quality suffered whilst teachers were engaged in gathering evidence 

to satisfy registration and/or certification obligations. However, this finding was contrary to those 

reported by Adoniou and Gallagher (2017) where ‘Graduate’ teachers completing registration 

requirements did not perceive a decline in the quality of their teaching. Moreover, teachers 
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identified protective factors such as fabrication and ‘ticking the box’ as mechanisms to cope with 

the increased workload and time constraints associated with the APST. These coping mechanisms 

were identified in the literature as ‘gaming’ or ‘window dressing’ (Ball, 2009; Ehren et al., 2015).   

Teachers appeared to have the least power and influence in the APST policy processes and 

practices, with workload, and time constraints given as the major reasons for resistance to the 

enactment of the APST. Some teachers had resorted to ‘fabrication’ and ‘lip service’ to cope with 

the APST. In contrast, other teachers in this study were positive about the introduction of the APST, 

particularly if they perceived that articulated expectations of teachers confirmed their own 

pedagogic practice as stated by Betteney (2010) and Bourke et al. (2013) 

 

The following schematic Figure, 3.2, demonstrates diagrammatically the review of literature 

inclusive of the underpinning elements which have contributed to the international standards 

reform: globalisation, marketisation, neoliberalism and accountability. It captures the influencing 

factors that have contributed to the development of the standards. It also highlights the research gap 

discovered in the unintended consequences of the standards roll-out demonstrating the need to 

understand the experience and voice of the coal face practitioner, the teacher. 
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Figure 3.2: Schematic – International influences impacting the teacher standards reform

 

 

3.11.4 Conclusion 

This review of literature has examined the past and current teacher standards narrative nationally 

and globally. It has investigated both empirical and conceptual studies into the implementation of 

professional standards in Australia, drawing upon relevant contextual research issues and associated 

themes. However, it is noteworthy to mention that support for the standards is not universal. Strong 

experiences and opinions reside on both sides of the camp - those for and those against teacher 

standards. AITSL intends the standards to be a developmental tool (AITSL, 2011), however 
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research indicates that teachers have experienced the standards as developmental, and helpful in 

their practice as teachers, but also as a regulatory device.  

 

The literature review has provided an overview of concepts relevant to this policy highlighting the 

influence of globalisation, neoliberal marketisation, teacher/teaching quality, professionalism and 

the constraints of teacher autonomy and agency with the application of the standards. In an attempt 

to raise student achievement, many countries have proceeded down the path of accountability 

measures to with the aim of improving both teacher/teaching quality. The standards have been a 

critical component in educational reforms nationally and this global movement has shifted the 

responsibility for student learning outcomes from government and schools to teachers (Apple, 2009; 

Ball, 2009; Bottery, 2009). 

 

This literature review and the background information presented in Chapter Two demonstrates the 

critical need for the present research. With the increased regime of accountability in government 

and schools, an exploration of the perspectives and voices of teachers and how they negotiate and 

experience the new norm of an audit society has validity. At present, no empirical data exists to 

demonstrate the pedagogical link between the effectiveness of the APST and student achievement 

or whether teacher standards can capture and judicially measure the developmental and affective 

domains of teacher practice, creativity, and non-traditional forms of expression through discrete-

style indicators. It is not conclusive from the literature review that policy intent and policy 

enactment are congruent. The literature review does, however, indicate the value of investigating 

teachers’ perspectives or the lens through which they understand and experience the APST. 

Accordingly, attention turns in the next chapter to the methodology employed to elicit teacher’s 

perspectives and experiences of the APST.  
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Chapter Four: Methodology  

4.1 Introduction 

This chapter details the methodology utilised in this study to understand the perspectives of 

Proficient stage Western Australian primary school teachers regarding their experiences with the 

APST. Specifically, this chapter is divided into five major sections with subsections. The first 

section (4.2) presents the researcher’s location in the study. The second section (4.3) states the 

central research question and the guiding questions. The third section (4.4) presents the study’s 

theoretical research paradigm, interpretivism. The fourth section (4.5) addresses the topic of data 

collection, which consists of grounded theory data collection methods, sampling, documents, and 

interviews. Data analysis, which includes open coding, axial coding and memoing, are the subjects 

of the fifth section (4.6). The sixth and final section (4.7) addresses the issues of research quality 

which involved ethical considerations, recording and data storage, limitations and delimitations and 

the conclusion to this chapter (4.8).  

 

Critical to a perspectives study is understanding the experiences of the participants; therefore, the 

primary source of data collection in this research was individual participant interviews of between 

45-60 minutes. As the central research question is very broad, four guiding questions helped frame 

more detailed questions for the interviews as demonstrated in Table 4.2. Four propositions were 

ultimately generated from the data. Substantiating the propositions were subthemes and themes 

which were identified through the rigorous data analysis of coding and categorising interview 

information.        

 

4.2 Researcher’s Location in the Study  

My teaching career includes over 20 years of teaching and leadership in primary schools in the 

government and private school sectors. As a sector leader, Head of Primary and mentor I have 

experience with various models of teacher appraisals and performance management systems and 

processes and have been involved in the recruitment, training, management, and development of 

staff as professionals. In my experience I found the APST to be a helpful tool, providing a common 

language and supportive of teacher practice and career development. However, I also observed that 

teachers I led experienced various challenges with the APST which sometimes inhibited the 

intended utilisation of the standards.  Therefore, this study locates me in a position of interest on the 

perspectives of teachers towards the APST. No participants were involved in this research in any 

school that I led and, according to Rizvi and Lingard (2010), being aware of my positionality in 

relation to my research should further enhance the trustworthiness of my findings.  
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4.3 Central Research and Guiding Questions  

The central research question that was formulated to direct the study was: 

What are the perspectives of Proficient career stage primary school teachers regarding 

their experience with the Australian Professional Standards for Teaching (APST)? 

 

The starting point for research of this nature is the focus on the participants’ perspectives on the 

phenomenon to be investigated. Blackledge and Hunt (1985) state that in order to understand 

everyday activity, one must comprehend the meaning people give to their actions. Meanings are 

personal and constructed from the experiences that individuals have and are involved in. To apply 

this definition regarding a study on perspectives requires soliciting information utilising guiding 

questions which address the intentions, strategies, significance, and outcomes of people’s actions 

(Blackledge & Hunt, 1985). As the above central research question is very broad to solicit interview 

data, the following four guiding questions provided a framework to guide the construction of 

interview questions. Details of specific interview questions can be viewed in the Participant 

Interview section 4.7.   

1. What are the intentions of Proficient primary school teachers with regard to implementation of the APST, 
and what reasons do they give for this? 

2. What strategies do Proficient primary school teachers say they use with regard to their use of the APST, 

and what reasons do they give for this? 
3. What significance do Proficient primary school teachers attach to having these intentions and strategies, 

and what reasons do they give for this? 

4. What outcomes do Proficient primary school teachers state will eventuate from having these intentions, 
strategies and significance, and what reasons do they give for this? 

 

4.4 Theoretical Research Paradigm: Interpretivism 

This study analysed teachers’ perspectives and the attached meaning they made from the use of the 

APST. The nature, types, purposes, and legitimacy of paradigms influence the structure, process, 

and direction of social research (Sarantakos, 1998). The three dominant paradigms as stated by 

(Sarantakos, 1998) which provide a theoretical basis for methodology in social research are 

“positivism, interpretive social science, and critical theory” ( p. 35). Paradigms are sets of beliefs, 

values and techniques which guide researchers (Lincoln & Guba, 2000, p. 157). Beliefs can never 

be established in terms of their ultimate truthfulness as they are human constructions (Sarantakos, 

1998). The most suitable research paradigm to be utilised is determined by the position of the 

researcher and the purpose of the research (Rizvi & Lingard, 2010). A particular research paradigm 

from which a project emerges can influence the kind of research questions that are posed 

(O’Donoghue, 2007), and in turn directly affect the way data is collected and analysed (Charmaz, 

2014). The paradigm that is relevant for this study is interpretivism because interpretive researchers 

adopt the following principles to make sense of the phenomenon they are studying. These are 

defined as:   
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a) reality is subjective in people’s minds, is created, not found, and interpreted differently by 

people; b) human beings are creators of their world, making sense of their world, not restricted 

by external laws, creating systems of meanings; c) science is based on common sense, inductive, 

relying on interpretations, not value free, and; d) the purpose of research is to interpret social life, 

to understand social life, to discover people’s meanings. (Sarantakos, 1998, p. 40)  

 

Interpretive social research helps to interpret and understand human behaviours. Human beings have 

reasons for their social action, the ways they construct their lives and the meanings they attach to 

them as well as comprehending the social context of social action (Sarantakos, 1998, p. 40). An 

interpretive approach guides the researcher to observe the actions in which knowledge construction 

and teacher behaviour is created between policy and practice. Interpretive understanding is about how 

people make sense of their worlds (Schwandt, 2000, p. 194). It is a powerful tool for qualitative 

researchers in understanding human action (Schwandt, 2000). 

 

Interpretive researchers see language as the agreed symbolic system, but in which different people 

may have some differences in their meanings (O’Donoghue, 2007). As such, it has been problematic 

when different people attempt to provide shared accounts or explanation of observation in an activity. 

Interpretive researchers recognise that by asking questions or by observing, they may change the 

situation in which they are studying. Furthermore, they recognise themselves as potential variables in 

educational studies (Merriam, 2009). This is particularly relevant to this study. Interpretivist 

approaches seen in the context of this study emphasise the subjective view of what people know and 

believe to be true about their world. Their views are constructed as these people interact with one 

another over time in specific social settings (Schwandt, 2000).  

 

The interpretivist paradigm was selected for this study as it can provide the deeper understandings 

required to gain a holistic overview of the ‘world’ of participants (Hargreaves, 1994). The intention 

was to uncover individuals’ perspectives on the phenomenon (the APST). Fullan (2001) maintained 

it is important to understand the actions and reactions of individuals to know what it feels like from 

their point of view. Other important assumptions of the interpretivist paradigm include 

understanding that individuals and society are inseparable units; how individuals experience a 

phenomenon in everyday settings; and how individuals influence and are influenced by others 

(O’Donoghue, 2007). O’Donoghue asserted that uncovering the perspectives of participants makes 

it possible to construct meaning about the empirical data collected. The purpose of this study was to 

examine the perspectives of Western Australian primary school teachers’ who are at the Proficient 

career stages regarding their experience with the APST.  
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In summary, this research study’s paradigm was interpretivism, employing qualitative techniques of 

data collection and grounded theory modes of data analysis which is the subject of the following 

section. 

 

4.5 Data Collection 

4.5.1.Grounded Theory 

Grounded theory methods (GTM) of data collection and data analysis were employed in this 

research, which is consistent with the methods of interpretivism, where the use of GTM concerns 

itself in describing and understanding, rather than measuring for accuracy and evaluating (Punch, 

2005). A study guided by GTM does not seek representativeness to achieve statistical 

generalisability, but instead aims to explain and sometimes predict phenomena based on empirical 

data (Charmaz, 2014). GTM involves simultaneous data collection and analysis, with each 

informing and focusing the other throughout the research process (Denzin & Lincoln, 2008). This 

methodology involves a systematic, inductive, and comparative approach for conducting enquiry 

(Charmaz, 2006). The intention is that the propositions that are generated in the study will be 

recognised by, and make sense to, the participants. Also, the nature of grounded theory methods is 

such that the propositions generated should be abstract enough and include sufficient variation to 

assist one to understand a variety of contexts related to the phenomenon (Strauss, & Corbin, 1994).  

 

GTM is inductive to the extent that the researcher attempts to make sense of a situation without 

imposing pre-existing expectations on it, sometimes known as a ‘bottom up’ approach since the 

researcher starts with specific observations, then begins to detect patterns and regularities, 

formulates some tentative hypotheses to explore, and possibly generating some proposition. 

Overall, a Grounded Theory approach aims to develop “concepts, insights, and understandings from 

patterns in the data rather than collecting data to assess preconceived models, hypotheses, or 

theories” (Taylor & Bogdan, 1998, pp. 7-8). Bryant and Charmaz (2007) explain this kind of 

theorising as ‘evolving analysis’ (p.42) since it involves a process that is creative and intuitive, in 

contrast to being mechanical. At the same time, Taylor and Bogdan (1998) caution that we must not 

forget that the goal is to “make sure the theory fits the data and not vice versa” (p. 8). An approach 

to commencing such largely inductive-orientated research is to imagine the ideal research setting. 

Expanding on this, Taylor and Bogdan (1998) recommend that the setting should be “one in which 

the observer obtains easy access, establishes immediate rapport with informants, and gathers data 

directly relating to the research interests” (p. 18). Ideal settings, of course, rarely exist. However, 

the situation should be as close to ‘reality’ as possible. Thus, situated research can begin by 
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interviewing one participant. Once the interview is complete and data collected, analysis can begin. 

This process constitutes a clear inductive approach (Charmaz, 2006; Strauss, & Corbin, 1994). 

 

GTM has limitations like any other research methodology. Some point out that GTM is complex 

and time-consuming due to the tedious coding process and memo writing as part of the analysis 

(Bartlett & Payne, 1997).  Other limitations include the use of GTM to explain, predict a 

phenomenon or to build a theory is a very subjective process, which relies heavily on a researcher’s 

abilities (Bell & Stevenson, 2010). Also, many studies make use of the term GTM inappropriately 

and Bell and Stevenson (2010) point out that the “flexibility of the method can be used to provide a 

justification for studies lacking in methodological strength” (p. 125). Researchers utilising a mixed 

method approach such as ethnography and phenomenology inaccurately label GTM to explain the 

analysis of their research findings (Bartlett & Payne, 1997).  

 

Although individual interviews were  utilised to gather data, this research acknowledged the 

importance of  context (Yin, 2014). To develop a holistic understanding of a phenomenon, 

knowledge of contextual factors such as staffing, school ethos, resources and history within a 

natural setting can be helpful to gain a broader picture of the school environment (Braun, Ball, 

Maguire, & Hoskins, 2011). Sources of contextual data in this study include the school website, and 

information provided on the MySchool website. Providing detailed contextual information is not to 

enable generalisation, but to provide an understanding of critical aspects of each school context so 

readers can decide for themselves which aspects are relevant to their own context (Vidovich, 2013).  

 

4.5.2 Sampling  

This study incorporated purposive sampling, also known as deliberate sampling, which involved 

drawing from a specific population in a deliberate, targeted manner (Punch, 2009; O’Donoghue, 

2007). In purposive sampling, selection rarely represents the entire population; however, it is 

appropriate to select samples that are pertinent with rich information (Neuman, 2011). In this study, 

an adapted selection process was utilised which consisted of a “modified analytic strategy” (p.6) 

where the researcher limits the applicability of the findings of the research due to the resources 

available to the researcher. Stainback and Stainback (1984) state that a modified analytic induction 

strategy was developed for practical purposes. In the modified approach, the researcher may tightly 

define a population, thus limiting the applicability of the research to a specifically defined group. In 

this study a maximum of five Independent schools (K-12) with various fee structures located within 

the Perth metropolitan region was targeted. Maximum variation sample contains samples that are 

purposefully as different from each other as possible. Deliberately choosing samples that vary as 
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much as possible along each of the criteria allowed the researcher to investigate the peculiarities of 

each case as well as patterns that are shared across the variation (Creswell, 2014).  

 

The Proficient career stage teacher was selected as the specific participant type due to the 

accessibility of participants within schools and their experience with the Standards. All teachers in 

this research had been teaching at least two years and have had experience with the changing 

landscape of education in Australia. Some of these changes include the introduction of the National 

Curriculum, National Quality Standards, and the Australian Professional Standards for Teachers. 

Participants in this study were practising teachers from schools with varying fee structures. To 

provide further insights, participants included a teacher from a different grade level, age, gender, 

and years of experience. Teachers in this study were required to be working full-time, five days per 

week.  Three teachers participated on a volunteer basis per school, making a total of 15 teachers 

over 5 schools as demonstrated in Table 4.1. This methodological process maximised variation 

sampling within the Proficient career stage taking into consideration constraints (O’Donoghue, 

2007).  

Table 4.1: School Type and Participant 

Coeducational School: 1 Teacher 1 (T1) Teacher 2 (T2) Teacher 3 (T3) 

Coeducational School: 2   Teacher 4 (T4) Teacher 5 (T5) Teacher 6 (T6) 

Coeducational School: 3 Teacher 7 (T7) Teacher 8 (T8) Techer 9 (T9) 

Girls School: 4 Teacher 10 (T10) Teacher11 (T11) Teacher 12 (T12) 

Boys School: 5 Teacher 13 (T13) Teacher 14 (T14) Teacher 15 (T15) 

 

4.5.3 Documents  

Strauss and Corbin (1990 p. 1) consider documentation as an enrichment for interview data, 

providing the “conceptual density” that is required for authentic research. As discussed by Yin 

(2014), all evidence including documents and interview transcripts formed a database of pertinent 

information as part of the data trail for this research. Data which have historical, contemporary, and 

contextual significance provide clarity and insight into the decision-making processes in the school 

which underpin certain practices (Vidovich, 2013).  

 

4.5.4 Participant Interviews 

Kvale (1996) defines qualitative research interviews as “attempts to understand the world from the 

subjects’ point of view, to unfold the meaning of people’s experiences, to uncover their lived world 

prior to scientific explanations” (p. 55). In qualitative research interviews, open-ended responses to 

questions provide the evaluator with quotations, which are the main source of raw data. This 
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research consisted of semi structured, in depth interviews which took place at each participant’s 

school site.  In depth interviews allow the researcher to give meaning to the data, conceptualising it 

and then develop concepts in terms of their properties and dimensions in order to determine what 

the parts tell us about the whole (Corbin & Strauss, 2008).   

 

Individual interviews were conducted in a location convenient to the participant and every attempt 

was made to ensure each interview was conducted under similar conditions. Each interview was 

approximately 45-60 minutes in duration and was held during the day, after school hours, and each 

was digitally recorded to ensure accuracy. The interviewer sat with an audio voice recorder placed 

on a desk in full view of the participants. Each teacher was asked prior to the interview for 

permission to record the interview session. For consistency, each participant was also provided with 

a copy of the APST at the interview. This was helpful for familiarisation and as a point of reference 

during the interview. Participants were informed that they could leave at any time during the 

interview. 

 

During the interview, each participant was asked the same set of questions in the same order to 

increase comparability and assist in the organisation and analysis of data and minimise interview 

bias (Yin, 2004). Additionally, the number of follow-up or probing questions asked from each of 

the initial questions was adjusted to be meaningful to the responses given by the participants to 

clarify interpretation. In general, follow-up or probing questions were unscripted and varied with 

the responses received during the course of each interview. The intent of each probing question was 

to elicit a response that pinpointed the factors that the participant perceived to be influential to their 

experiences with the APST. The following Table, 4.7, outlines the questions used during the 

interviews.  

 

Table 4.2: Guiding and Interview Questions 

1. What are the intentions of Proficient primary school teachers with regard to 

implementation of the APST, and what reasons do they give for this? 

• In what ways do you think the Standards might have the potential to help you, if at 

all? 

• If you could change anything about the way that the Standards are used, what would 

you change, and why?  

• Is there anything else that you would like to tell me about the Standards, what you 

think of them, how they are used, and their impact on teaching? 
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2. What strategies do Proficient primary school teachers say they use with regard to their 

use of the APST, and what reasons do they give for this? 

• Where and how do you use the Standards, if at all? 

• To what extent would you say the Standards have helped you reflect on, or improve, 

your practice - if at all? 

• What do you think of the layout and language used in the Standards document or 

website? (Is it “user-friendly”?) 

• Are any other people involved in your use of the Standards? Who are they and what 

role do they play? 

 

3. What significance do Proficient primary school teachers attach to having these 

intentions and strategies, and what reasons do they give for this? 

• What are your thoughts and feelings about the Australian Professional Standards 

for Teachers, or ‘the Standards’?  

• How familiar are you with the Standards and how did you learn about them? 

• What were your initial reactions when you first encountered the Standards?  
• Have your feelings and thoughts about the Standards changed over time? If so, 

how? 

 

4. What outcomes do Proficient primary school teachers state will eventuate from having 

these intentions, strategies and significance, and what reasons do they give for this? 

• What might you say about the ways in which the Standards are used by the 

leadership at your school?  

• In your opinion, to what extent have the Standards contributed to improving 

learning outcomes for students, in your own class andbeyond? 

• If you could change or add anything about the contents of the Standards, what 

would you change, and why? 

 

Interviews were transcribed verbatim within two weeks of the interview being conducted to ensure 

dependability and accuracy by the researcher. Participants received a copy of the interview 

transcript with the request to verify the accuracy of the interview transcription’s content and make 

any changes deemed necessary. By providing full disclosure of each participant’s transcript to 

clarify the points covered in the interview, transparency and interview integrity was maintained 

throughout the data collection process. In addition, participant ownership of the material was 

enhanced (Kvale, 2008).  

 

4.6 Data Analysis  

The following section describes the process of analysing the data generated during the interviews. 

The analysis deals directly with investigating possible propositions discovered through the process 

of investigating the data (Punch, 2009). Similar to other qualitative analytic techniques, the GTM 

approach to analysis involves identifying, coding, categorising, classifying, and labelling patterns in 

the data (Patton, 2002). Concepts are the foundational units of analysis and are identified by Strauss 

and Corbin as “labels placed on discrete happenings, events and other instances of phenomena” 

(1990, p. 61). These concepts are identified by selecting an element of the data and asking, “What is 
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this an example of?” (Strauss, 1987, p. 61). The concepts identified in the data were labelled with 

particular code words. Underpinning grounded theory code methodology are two analytical 

procedures: one of making comparisons, and secondly of asking questions.  Therefore, the term 

“constant comparative method of analysis” has been synonymous with grounded theory (Glaser & 

Strauss, p.67, 1968).  

 

Data analysis in this research involved two levels of coding, namely open coding, and axial coding 

(Glaser, 1992; Strauss & Corbin, 1990). These two phases are “conceptually distinct but not 

necessarily sequential” (Punch, 2009, p. 183). The first level of abstraction is to identify conceptual 

categories which are generated from the data itself but are at a more abstract level than the data 

(Punch, 2009). The second phase involves finding the relationship between the categories and 

interconnecting these categories and labelling them with theoretical codes. These statements can be 

propositions or hypotheses concerning the categories (Punch, 2009).  In summary, open coding 

identifies substantive codes and axial coding utilises theoretical codes to join substantive codes 

(Punch, 2009).  

 

4.6.1 Open Coding  

During this initial phase, concepts are drawn from the data and are identified and developed in 

terms of properties and dimensions. This is known as the data being “fractured” (Strauss & Corbin, 

1990, p. 61). The interview transcripts were coded line-by-line and in some instances word-by-

word. Code words were written in the adjacent margins of the transcript sheet. As similar concepts 

emerged in the data the researcher continued to code and categorise. During this phase of open 

coding the following question was asked: “What category or property of a category does this 

incident indicate?” (Glaser, 1992, p. 39). A concept can have several different indicators embedded 

in the data and when the researcher infers a concept from an indicator in the data this process is 

called abstracting. It is the exercise of “drawing upwards from the indicator and abstracting” 

(Punch, p. 67, 2009). As concepts can have several indicators and are interchangeable, a constant 

comparative exercise takes place to refine and study the relationship between the indicators to 

assess differences and similarities (Punch, 2009).  

 

Table 4.3 demonstrates an example of open coded data from this study. In this research study, many 

of the code labels formed the underlying concept in the subtheme’s titles such as Subtheme 1.1. The 

Standards support good practice and Subtheme 2.1 The vocabulary/terminology in the Standards is 

repetitive and unclear.  
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Table 4.3: Coded Data 

Guiding Question 2:  
What strategies do Proficient primary school teachers say they use with regard to their use of the APST, and what 

reasons do they give for this? 

Interview Question:  

What do you think of the layout and language used in the Standards document or website? 

Legend: P1 = Participant R = Researcher 

 Interview Transcript Codes 

P1 

 

I feel like again, I feel like there is a lot in there when you look at it. 

And what I have always been very focused on is probably this column 

(Proficient Column) because that's where I had to get to, so I haven't 

paid as much attention to really going above that. I feel like it is quite 

wordy, I feel like it's quite dense in what it's saying and a little bit 

ambiguous sometimes in the wording of it as well. And like I said, 
there's so much crossover but it's hard to identify always the 

crossover in there, and until I had that, the documentation I got from 

the PD, which said the kinds of examples you can use, that they really 

spoke about the interconnectedness of the Standard and the kinds of 

things you can use to reflect or to document. 

Content heavy 

 

Too much detail 

Unclear Vocab 

Repetitious 

Reflection 

R So, what you’re meaning or what you’re saying is that between  

Proficient and Highly Accomplished or Graduate and Proficient, the 

distinguishing features between them are less clear or...? 

 

P1 Or even making the connection and saying, look, I did not realise that, 

for instance, content and teaching strategies really interconnects to 

almost everything and the things you'd use to help students with 

disabilities or something, 

Supports Good Practice 

 

4.6.2 Axial coding:  

Axial coding involves making connections between categories and subcategories. Strauss and 

Corbin (1990, p. 97), state that axial coding is: 

“…specifying a category (phenomenon) in terms of the conditions that give rise to it; the context 

(its specific set of properties) in which it is embedded; the action/interactional strategies by 

which it is handled, managed, carried out; and the consequences of those strategies.” 

 

Open coding segments the data in order to analyse theoretical possibilities, assumptions and 

categories, whereas axial coding is the process of putting categories back together. This phase looks 

at the interrelationships between the studied categories that open coding developed (Punch, 2009). 

During this level of analysis, categories of data were examined for logical links and grouped. 

Linking is accomplished through comparing and contrasting and searching for cause-and-effect 

relationships. Axial coding informs the initial process of developing propositions where the  

the visibility of codes and concepts is  directly drawn out from the data and are inferred through the 

inductive process of abstraction (Punch, 2006).  

 

The following Table, 4.4, demonstrates only two coded examples per subtheme from a bank of 

several coded references as seen in Table 4.3. The collective subthemes: Good practice, Reflective 

Practice, Leadership and Differentiated teaching have been analysed and have been found to have 
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properties that contribute to form the Theme (axial code): The Standards Support Professional 

Practice. 

 

Table 4.4: Axial Coded Data 

Legend:  

Subthemes GP = Good Practice; RP = Reflective Practice; L=Leadership; DT=Differentiated  

Teaching P = Participant; R=Researcher 

Participant Interview Transcript  Open 

Codes 
(Subthemes) 

Axial Code 

(Themes)  

P5 

 

 

P6 

-I think they're an excellent tool for early teachers. How?  

This has um, helped them to assess understanding,  

What their professional practice is and understanding 

about what you know. For students it has been really 
good, and I think it's been quite helpful to them. 

-I looked at them and I thought, yes, I think they're a 

good standard for a professional, for a professional 

teacher to follow. The Standards are good to have as 

standards professional 

GP 

 

GP 

The Standards 

support 

professional 

practice 

P11 

 

 

 

 

P10 

-I think because you've got standards, you always want to 

make sure that as a teacher you're reflective and you're 

growing, and you don't become stagnant in where you're 
at. It's a good reflection tool, so you look back and you're 

making sure that you are reflective, you are going 

back, you're reflecting on your own planning So, am I 

always going back and re-evaluating my whole teaching 

and learning practice? 

-And then we receive feedback and then we have to reflect  

on our feedback, and that (goals) would then be used in  

our next terms. The standards, they're fairly good. I think  

that they're used in equal measures for us to reflect on our  

practice, and the document that we are using as a teacher  

to reflect on our practice 

 

RP 

 

 

 

 

 

RP 

P8 

 

P8 

-For me, I've taken on a lot of the leadership 

development, and it's helped me tremendously, feeding 

back into my parent engagement 

-At this school, I know that our deputy principal, head of 

curriculum would have a lot to do with this (APST). And 

she has mentioned the document in several meetings as 

well, remind us to use the document to help us reflect on 

our profession.  

L 

 

L 

P7 

 

P6 

 

-a big focus on differentiation. And knowing your  

students and teaching to that individual student. But if  

your children aren't meeting that curriculum, then you don't  

continue to focus on that, you focus on where  

they are. 
- I think maybe the effects, the sequencing of  

the activities as well. I'm more aware of that I  
should be sequencing and differentiating my  

learning activities. And differentiate the activities 

within... so it has made me more aware of how I  

  

DT 

 

 

 

DT 

4.6.3 Memoing  

Memos are used in supporting the analysis process and can be defined simply as detailed notes of 

thoughts and ideas about the data and the various coded categories (Glaser, 1992). The exercise of 
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memoing is not a sequential activity, but something that is constant throughout data analysis at 

whatever level of coding is occurring (Punch, 2006). Glasser (1978) defines a memo as “The 

theorising write-up of ideas about codes and their relationships as they strike the analyst while 

coding…it can be a sentence, a paragraph or a few pages…it exhausts the analyst’s momentary 

ideation based on data with perhaps a little conceptual elaboration” (p. 83-84). The following Table, 

4.5, is an example of a memoing extract when open coding was being formed during this study. 

Memoing assisted the researcher in comparing concepts, organising data into appropriate subthemes 

and themes and supported the process of formulating propositions. 

Table 4.5: Coding and Memoing  

Legend: P = Participant; R=Researcher 

Participant Interview Transcript  Open 

Codes 
(Subthemes) 

Memoing 

P5 

 

 

-it was just like oh, here is another thing. As a 

staffer, I remember we were sitting there talking 

about it and we thought oh no, something else 

we have to tick off or refer to and include in 

our programs.  

-We had quite a lot that we already ... um 

things seem to be changing all the time. 

-when I first looked at Australian standards and 

we all went oh, it's something else we have to 

do 

-We have got ACARA but now SCSA might be 

changing the maths codes but now and, change 

is just so part of education right now, it’s 

never... so it's fluid 

Time issues 

 

Staff overwhelmed, 

another thing on top of 

teaching, jumping 

through the hoops, 

appeasing the 

process/system/leadership 

 

Staff adapting to a 

constantly changing 

environment 

 

 

Another thing to do to 

keep up with professional 

practice  

 

Teacher recognises time 

is needed to process and 

initial sense of being 

overwhelmed may 

subside 

R Yes. Changing? And feelings of being  

overwhelmed? 
 

P5 

 

 

-Okay it’s so overwhelming. Very 

overwhelming. What I thought, I read it and I 

thought, "Yeah, I do that. Oh, ... Now I've got 

to collect evidence for that".  
-But I did find it very overwhelming. I didn't 

finish. I still think they're very 

overwhelming...um... when you're first 

presented with them. That you think, "Whoa 

okay".  

-But if you take time and going through them 

one by one, I think they slowly become less 

overwhelming. But you’ve got to take that 

time. You've got to take that time to go through 

them. Because there's a lot of- overall, when 

you don't have that time, and a lot of teachers 

just don't have that time to go through them one 
by one.  

Time issues 

 

Figure 4.6 summarises the methodological process which was undertaken in this research study. It 

presents the central research question, guiding questions and the interview Questions. Data 

collection and analysis is also presented with the four propositions.  
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Figure 4.6: Research Methodological Schematic.  

 

                                                             

 

                                  

 

 

 

 

 

 

                                                                           

                                      

 

 

 

 

 

                                     

 

         

 

 

4.7 Research Quality Criteria 

Critical to a noteworthy qualitative study is the area of trustworthiness and the associated four 

subcomponents. These consist of credibility, transferability, dependability, and confirmability that 

underpin this quality criteria area of trustworthiness (Lincoln & Guba, 1985).  Credibility provides 

the reader with holistic and plausible explanation and understanding of experiences, matching 

research findings with reality. Contextual documents and stating the researcher’s position within the 

study also enhances credibility (Lincoln & Guba, 1985).  

 

Transferability is made by the reader and refers to the degree of similarity between the contexts of 

the research to the situation judgements that are to be made by the reader. Rich, thick descriptive 

language also assists transferability. Dependability refers to the ability of the enquirer to easily and 

logically track the research process. In this study, detailed audit trails allows the reader to 

investigate the research procedures and the contents of the data collected. The reader can then make 
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an informed judgement on the various decisions that were made and understand the reasons that led 

the researcher to the decisions and interpretations. These particular strategies increase dependability 

(Cohen, Manion, & Morrison, 2010). 

 

4.7.1 Ethical Considerations  

Following ethics approval (Ethics permission number RA/4/1/8794) from the University of Western 

Australia (see Appendix 3 for an example of the ethics documents used), teachers were invited to 

participate on a voluntary basis, after the school principal had been contacted by the researcher 

through a formal invitation. The permission form was read, understood, and signed by particiapnts 

before returning to the researcher. This informed consent form contained relevant information for 

the participant to acknowledge that their rights would be protected during the complete research 

process. It acknowledged several areas such as the; identification of the researcher, identification of 

the sponsoring institution, indication of how the participants were selected, identification of the 

scope and purpose of the research, identification of the benefits for participating, identification of 

the level and type of participant involvement, the data collection and processing methods, guarantee 

of confidentiality to the participant, assurance the participant can withdraw at any time and 

provision of names of persons to contact if questions arise (Santakos, 2005). Total assurance of 

anonymity and confidentiality was be offered to all participants and schools. All information 

disclosed including interview transcripts, school documents and policy information was treated with 

care, sensitivity and respect and will be located in a secure environment at the University of 

Western Australia for 7 years. Participants were informed that permission is granted without 

question if they desire to withdraw from the interview at any stage.  

 

4.7.2 Recording and Data Storage Within the context of investigating propositions, the labelling 

of concepts and the development of categories is a complex layered process requiring an orderly 

and efficient system of data coding, storage, and retrieval (Corbin, 1986). All research data 

including interview transcripts (audio recordings were erased after transcription), observation notes 

and associated documents have been stored in hard copy and digital form in a secure facility at the 

University of Western Australia for a period of seven years. They will be available for further 

coding, verification, testing and auditing if required. All names of participants and schools are not 

identifiable as pseudonyms were utilised. Accessibility of an audit of this nature is a vital 

component to demonstrate integrity, credibility, and dependability of the study (Creswell, 2000). 
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4.7.3 Limitations and Delimitations  

Prior to concluding, it is important to state that given only five schools were considered and in total 

15 participants were involved; the themes and propositions may only be applicable to teachers in 

like schools and contexts. Thus, it is expected that teachers experiencing similar circumstances will 

be able to possibly make comparisons. The research analysis and data from this study should 

provide a platform for further studies, ideally within either a larger or more divergent participant 

pool.  

 

4.8 Conclusion 

This chapter presented the methodology utilised in this study to understand the perspectives of 

Proficient stage Western Australian primary school teachers regarding their experiences with the 

APST. Entailing various sections with subsections, the first section presented the central research 

question and the guiding questions. The second section presented the study’s theoretical research 

paradigm, interpretivism. The third section addressed the topic of data collection which consisted of 

grounded theory data collection methods, sampling, documents, and interviews. Data analysis 

which includes open coding, axial coding and memoing were the subjects of the fourth section. The 

fifth and final section addressed the issues of research quality which involved ethical 

considerations, recording and data storage, limitations and delimitations and the researcher’s 

location in the study. The following chapter presents the findings from the 15 individual interviews 

of Proficient stage primary school teachers who had taught in a classroom for more than three years. 

Data from the interviews are categorised under two overall headings which are substantiated by 

themes and subthemes.  
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Chapter Five – Research Findings  

5.1 Introduction 

This chapter presents the findings from 15 individual interviews with experienced, Proficient stage 

primary school teachers who had taught in a classroom for more than three years. Three teachers 

from five Independent schools in the metropolitan area of Western Australia were involved. These 

schools were located within varying demographics and included both co-educational and single sex 

schools (boys and girls). The aim of this study was to investigate the perspectives of Proficient 

career stage primary school teachers regarding their experience with the Australian Professional 

Standards for Teaching (APST). As defined by AITSL, a Proficient teacher has met all the 

requirements of full teacher registration through demonstrating achievement of the seven Standards 

at this level (AITSL, 2011).  The following paragraphs outline the categories, themes, subthemes, 

and the underpinning comments that emerged from the data analysis. Final paragraphs include a 

summary of the findings and a short conclusion. 

 

5.2 Categories, Themes and Subthemes 

The initial reading and analysis of the interview data revealed that the data came under two overall 

categories titled Strengths and Challenges. Interview data categorised as Strengths was placed in 

this area because it fundamentally identified the APST as being supportive of teaching practice as 

experienced by the participants. Data categorised as Challenges was located in this particular 

category because it identified the APST as leading to restricted or impeded teaching practice, as 

experienced by the participants. Themes are the conceptual abstractions drawn from the overall 

category. This study identified three themes within the Strength category: The Standards support 

professional practice; The Standards support professional career development, and the 

Standards is a user-friendly Policy. In total, nine subthemes within the Strengths category were 

identified. Two themes were located under the Challenge category: The Standards presented 

challenges to professional practice, and in their presentation as experienced by some 

participants. Repeated words, phrases and concepts substantiated a subtheme and in total 15 

subthemes were identified from the data (see Table 2).   

 

The following Table, 5.1, is a summary of the analysis of the interview data. Located under the two 

overall categories, subthemes and themes emerged after analysis and study of the interview data. 

Within the table, Participants refers to the interviewed teachers and the References are the number 

of direct quotes from the participants pertaining to the particular theme or subtheme. Substantiating 

each theme are subthemes, which are recurring comments that consisted of synonymous 
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underpinning concepts. These themes are the collective statements of a particular conceptual 

perspective derived from the subthemes.  

Table 5.1: (Part A & B) Interview Data Analysis – Strengths/Theme/Subtheme 
Part A – Strengths 

1. Theme – The Standards support professional practice 

Subthemes  Participants References 

1.1 The Standards support good 
practice 

15 94 

1.2 The Standards encourage 

reflective practice 

13 39 

1.3 Leadership that supports 
professional practice 

13 26 

1.4 The Standards encourage, and 

support differentiated teaching. 

8 11 

2. Theme – The Standards support professional career development 

                             Subthemes Participants References 

2.1 The Standards support career 
progression 

13 49 

2.2 The Standards can be used as an 

appraisal tool 

10 21 

2.3 The Standards support 

professional portfolio evidence 

9 20 

2.4 The Standards encourage 
professional accountability 

7 15 

3. Theme - The Standards is a user-friendly policy   
                            Subthemes Participants References 

3.1 The Standards Policy document is 

user friendly with clear vocabulary  

14 25 

 

Part B – Challenges 

1. Theme – The Standards present challenges to professional practice   

                             Subthemes Participants References 

1.1 The Standards lack significance to 

teaching practice 

10 40 

1.2 The Standards do not consider 

teachers’ limited time  

9 25 

1.3 The Standards disregard  current 

teaching practice  
1.4 The Standards do not consider the 

personal attributes of a teacher 

4 

 
3 

7 

 
12 

2. Theme – The Standards has challenges in their presentation  

                             Subthemes Participants References 

2.1 The vocabulary/terminology in the 

Standards is repetitive and unclear  

11 28 

2.2 The Standards lack consistent 

levels of detail 

5 16 

 

The following sections of this Findings chapter present all analysis, which includes Themes and 

Subthemes, in descending order of prominence, as identified in the interview data. Participants’ 
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comments have been analysed and placed in a particular theme, under either the Strengths or 

Challenges category. All Themes and Subthemes have been labelled because either a recurring 

word or phrase has been mentioned numerous times in participant interviews. The researcher also 

labelled a subtheme using a word or phrase that best captures the underpinning meaning of that 

particular subtheme.  

 

The first subtheme “Good Practice” is based upon multiple participants stating that the Standards 

are helpful for teacher practice. This was the most prominent subtheme established by the interview 

data that revealed a narrative of the Standards as exemplifying “Good Practice”. All 15 participants 

made in total 94 references concerning the notion of the Standards being relevant, positive, and a 

helpful tool in teaching and a benchmark of “Good Practice”.  

One participant explained:  

Overall, I feel what they (the APST) actually say about teaching is all very important and very 

relevant. So, knowing the students and how they learn, knowing the content, assessment, 

engagement, professional learning environments, and all those things I completely agree with 

and understand how important they are to teaching. (T1)   

 

Another participant stated the Standards’ importance as an “impartial benchmark”:  

It is the way something should be, or the way a classroom should run, the way a teacher should 

be in the classroom, whatever, and if you don't have this kind of impartial benchmark (APST) as 

such, it can be very easy to just do your own thing. Which is good if you're good, but not so good 

if you have a bit of a skewed idea of one particular part of your job, and then all of the sudden 

you're not doing the right thing, or not doing it to the level it should be done, or something like 

that. (T3)  

 

One teacher said, “To be honest, I think looking at them and reflecting on them, they just seem like 

common sense and good teaching practice” (T7). 

Other supporting comments noting that the APST exemplifies good practice, referred to the  

Standards as being helpful for Graduates or under-performing teachers. One teacher said: “I  

could see it could be useful if you had a lot of graduates or if you had a lot of people that  

weren’t performing, it [APST] would give you a good basis ...you could use, so I could see  

its um, importance” (T15).  

Along similar lines, another teacher stated:  

I think it's great that there are a series of Standards. I think with any kind of profession, you'd 

want to at least know what your goals are and where they lead to, what the expectations are. So, 

the fact that it's written in black and white, and you can refer to it is great. (T11)  

 

Part A – Strengths 

1. Theme - The Standards Support Professional Practice  

Subtheme Participants References 

1.1 The Standards Support Good 

Practice  

15 94 
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One participant affirmed the Standards by noting research behind them: “I think the Standards 

themselves; I see those as being sound in practice. They've put quite a bit of research into what they 

want each standard to be. Yes, you can see how the theory and practice interlink” (T8). 

 

One participant affirmed the Standards by noting research behind them: “I think the Standards 

themselves; I see those as being sound in practice. They've put quite a bit of research into what they 

want each standard to be. Yes, you can see how the theory and practice interlink” (T8). 

The teachers collectively regarded the subtheme exemplifying ‘good practice’, noting the Standards 

as being relevant and important. It affirmed good teaching practice stating the Standards were 

‘common sense’ and simply what constitutes part of being a professional. The Standards were also 

viewed as a helpful, practical tool for graduate and underperforming teachers, giving them the 

various levels of expectations of sound teaching practice. 

 

The second subtheme identified as a strength for teachers professionally, is the use of the APST as a 

helpful “reflection tool” for teaching practice. All participants in this study, whether supporters or 

critics of the Standards, regarded the Standards as a helpful reflection tool benefitting teacher 

practice. There were over 30 comments made that reflected the concept of the Standards being a 

helpful reflection tool. One teacher stated:  

I think they (APST) have the potential to help in that it actually forces you to think about your 

practice as an educator, and I think it makes you really reflect, and I tend to be fairly self-

reflective, and that actually forced me to think. So, for me personally, it was quite a big part of 

the reflection process and then realising what I needed to do to reflect that understanding as 

well. I would say, like when I went through the process of doing the portfolio that made me more 

reflective of my own practice. (T1) 

 

Other teachers stated: “I think it helps you reflect on your strengths and then helps you highlight 

things to know, identify for development” (T14).  

 

The reflective process helped these teachers improve professionally:  

I did reflect on the Standards as well, and looked at where I placed myself and looked at  

what I could be doing to further myself as well. I think to some extent, It's not something I  

pull out regularly, but when I do need to reflect on them, so whether it's a school  

requirement that they're pulled out, or when I was doing my application pulled them out. I  

think that was a good reflection tool then. (T10) 

 

Part A – Strengths Theme - The Standards Support Professional Practice  

Subtheme Participants References 

1.2 The Standards are a helpful 

Reflection Tool 

13 39 
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I think having a system of professional Standards is a really good thing, because you can ...Ahh, 

it's a process of self-reflection and the ability to kind of go through. Ahh, when I originally did 

the self-reflection, I felt it came out quite negative. (T7) 

                        

As a reflection tool, several teachers noted that the Standards were a supportive document for 

graduate teachers. It assisted as a self-reflection tool for practice clearly setting out specific 

expectations:  

I suppose if they're on the graduate proficient range and they haven't been teaching long and 

they need some feedback, then it could, "hey this is what you need to do." So, it is kind of a good 

self-reflection for them and want to compare people with. (T15) 

 

Another teacher stated:  

I think the teachers would use it, probably more newly qualified teachers, obviously, would have 

had exposure to it through their teacher training. So, they're probably more aware of it and how 

to use it than people who have been around for a while. (T14) 

 

AITSL states that reflection and goal setting are critical components of the performance and 

development of teachers as professionals (AITSL, 2011). The collective voice in this research 

demonstrated the strength of the APST as a platform for self-examination and reflection. Reflective 

practice is the ability to reflect on one's actions to engage in a process of continuous learning, 

paying critical attention to the practical values and theories, which inform everyday actions 

(AITSL, 2011). 

 

AITSL states that reflection and goal setting are critical components of the performance and 

development of teachers as professionals (AITSL, 2011). The collective voice in this research 

demonstrated the strength of the APST as a platform for self-examination and reflection. Reflective 

practice is the ability to reflect on one's actions to engage in a process of continuous learning, 

paying critical attention to the practical values and theories, which inform everyday actions 

(AITSL, 2011). 

Part A – Strengths 

1. Theme - The Standards Support Professional 

Practice  

Subtheme Participants References 

1.3 Leadership that supports 

professional practice 

13 26 

The third subtheme located under the theme “The Standards support Professional Practice” is the 

use of the Standards by the school leadership as a Leadership Tool. Participating teachers stated that 

School leadership utilised the Standards to help develop and form part of the professional culture 

within the school community. Teachers expressed the thought that the school leadership now had a 

useful tool for standardising a whole school approach to improving teaching practice. One teacher 

said:  
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I would say primarily it would be our principal and our deputy principal. Um...who would be the 

most cut across these sorts of things. Um like our professional management meetings when we 

have discussed these things as well. (T1) 

  

Another stated:  

Pretty much the people that drive this in our school are the principal and the deputy 

principal…Especially as you're looking toward leadership, or going into leadership, looking for the 

kinds of skills that they need. That's been helpful to me. It is a practical tool for school leadership 

and demonstrates teaching differentiation. (T3) The Standards underpinned part of the development 

of a professional community as stated by this teacher:  

We use it across the school. Our AITSL Standards form part of our pillars of practice. They refer 

to leadership, they refer to engagement with parents and the community, they refer to your 

teaching practice, and they refer to your professional practices. Our pillars, based on our 

statement of school: faith, and care and love, that is coupled with the pillars, and the pillars are 

inclusive of the AITSL Standards. (T8) 

 

One participant also said:  

At least it's a standard that the leadership can use and say, "Look, you need to work in these 

areas. You need to improve your teaching to stay here. You need to have the area" ... because 

unless you have the Standards, you don't have that. (T5) 

 

According to the participant having clearly defined expectations written in an explicit manner 

enabled leadership to manage performance and have critically objective professional conversations 

around growth and development. The structure of the Standards provided explicit goals and 

expectations for teachers at various career stages. School leaders utilised the Standards as a helpful 

performance management tool, and a device for standardising a whole school approach to good 

practice. The Standards supported the development of a professional culture in the school 

community. 

Part A – Strengths 

1. Theme - The Standards Support Professional 

Practice  

Subtheme Participants References 

1.4 The Standards encourage, and 

support differentiated teaching 

8 11 

 

The final subtheme located under the theme “The Standards support professional practice” is  

the usage of the APST as a tool to differentiate teaching practice. Teachers noted the explicit  

nature of the Standards and the importance of using differentiated teaching practices to  

effectively meet the needs of the students. One participant said:  

this is the stuff we have been doing, differentiating. Doing all that. Knowing the students  

and how they learn…And differentiation, that's just been from when I started with the ESL  

stuff, that's just something that's really been a part of it. (T5) 
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Another teacher stated:  

I need to make aware that we do need to sequence our activities and make sure there's links 

between all the things that we do. And differentiate the activities within... so it has made me more 

aware of how I structure my programs. (T6) 

 

Further comments which supported the importance of differentiation included:  

As you would expect, there's a large component that seems to be reflected in the  

Standards, a big focus on differentiation. And knowing your students and teaching to that  

individual student. And almost not ... You teach to the curriculum. But if your children  

aren't meeting that curriculum, then you don't continue to focus on that, you focus on  

where they are. (T10) you're always going back and making sure that you're trying to  

address ...that you're fully able to plan and develop your own planning, reflect on your  

own plans to make sure that you're addressing all the needs of the students within your  

class. So, are you making sure that you're differentiating your work, so all children are  

accessing it, whether it be for your gifted and talented, or those  that receive. (T11) 

 

A final participant stated that,  

the Standards definitely allow for differentiation, which is wonderful. They also allow for  

me to put in place meeting children's needs at their point of need. (T8) 

 

Participants said that differentiation was an important aspect of the APST. As evidenced in several 

comments above, the APST are seen as supporting and encapsulating good teaching practice. 

Teachers used the APST regularly as a reflection tool as it delineates the professional growth stages 

on a continuum format from a graduate, proficient, lead and highly accomplished teacher.  

 

The second theme that emerged from the data under the category Strength was that the Standards 

supported professional career development. Within this theme, four subthemes emerged from the 

data analysis: The Standards support career progression, the Standards can be used as an appraisal 

tool, the Standards support professional portfolio evidence, and the Standards encourage 

professional accountability.  

 

The first subtheme within the theme Professional Career was Career Progression. Overall, 13 

participants referenced this area over 40 times. Teachers noted that having the Standards reflect the 

various requirements of career progression was a constructive component of the Standards. This 

explicit aspect of the Standards were viewed as a supportive element which facilitated career goal 

setting, from Graduate, Proficient, Highly Accomplished and Lead Teacher. It was also seen as a 

1. Theme – The Standards support professional career development 

                             Subthemes Participants References 

2.1 The Standards support career 

progression 

13 49 
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helpful mapping tool outlining the various career stages and expectations of a teacher within a 

specific focus area:  

You can chart where you are, whether you're proficient or highly accomplished, and then  

looking into being a lead teacher and to be the best version I can be of myself. I think just  

in looking at how I can progress as a teacher. (T10) 

 

Another said:  

it helped me reflect. It helped me think, well if I ever want to get to the highly accomplished, this 

is what I have to do. So, I'm sitting at Proficient at the moment, so it's helped, it’s given me; I 

suppose a goal to get to as well. For example, if I want to ever become a lead, I think, okay well 

this is what I'm going to have to do to become a lead. if I ever want to get to that stage, I want to 

be led, I suppose I want to be a high accomplished first, I know the standard I have to reach. 

(T6)  

 

Other participants’ comments reflected how the Standards were helpful in progressing  

as a teacher:  

they've helped me not be stagnant in where I am as a teacher. To always look at  

what I can be doing more to further myself. And look at how I can do things better, and  

what I can be doing in a classroom level and then in a school level to continue to progress.  

(T10) 

 

if I consider myself to be a proficient teacher, it gives me further goal setting to what I  

would need to therefore do, to become a highly accomplished teacher, or a lead teacher,  

from that point onwards. So it just gives you that sort of goal post of where to next? (T11) 

 

Several teachers also spoke of the advantages of the APST for graduate teachers, helpful for  

their growth professionally and what was required to attain the next professional stage:  

So I think it's really good for teachers, probably at all stages in their career, because really for 

me to have a document like this when I first came out would have been really useful to think 

about what my goals were and to help me set my goals for the short term and into the maybe 

midterm. (T14) 

  

I like that they've got the different phases, because I think it can be very intimidating as a 

younger teacher looking at a really broad statement, so it's good that they've got the graduate to 

lead different versions of that. That's really good. (T3) 

   

If you're a graduate it would be good because you know what comes next and I suppose it comes 

clear. (T15) 

 

As noted above, the comments clearly reflect that the explicit nature of the Standards is  

supportive of teacher professional practice development and helpful as a mapping tool for  

career progression. The physical layout of the APST in a continuum format provided information 

clarity, assisting teachers’ knowledge of their possible next career phase. Teachers also  

valued the linear type steps for Graduate teachers. 
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Participating teachers also spoke about how the Standards were used as a supporting tool in their 

school through the appraisal process. One teacher said:  

So, when I do a review meeting, we would look at ...Umm, we the teachers, we get observed for 

our yearly review…the deputies in the prep school review us against that (APST). You prove how 

you're meeting the Standards, how you're meeting the Standards of the school and then they 

would go to the head teacher of the prep school and the deputy head. And your line managers 

check that they agree with you. (T14) 

 

Other similar comments were: 

It’s a consistent document that can be used in reviews and used in observations yeah. Especially 

when you're down as a graduate or proficient. You know you’re giving some explicit feedback to 

teachers and where they need to improve, like I think it's a good document. (T15) 

 

Our head of curriculum, she would informally refer to the document and use it as a reflection 

tool. Probably twice, three times a term it would be mentioned, and there would be parts of it 

shown, or we would be referred to it. In terms of appraisal and using that to first of all reflect 

and then to set goals, that would be done once a term. (T10) 

 

 

A third subtheme that emerged from the data investigation process demonstrated that the Standards 

support professional portfolio evidence. Teachers recognised the usefulness of the Standards as a 

supporting document recognising the appropriate elements required in the electronic portfolio for 

teacher registration. An electronic portfolio that captures appropriate professional development data 

is a mandatory requirement for ongoing teacher registration in the state of Western Australia.  

One teacher said:  

     It [APST] helped you put together your portfolio and it taught you all about the Standards and  

     the kind of evidence you needed, and they provided us with a lot of documentation, almost  

     pulling apart the Standards. And gave examples of what sort of documentation could be used to  

     support that. And that was really beneficial because otherwise I found sometimes when I read  

     something like 1.2 (Understand How Students Learn), you think, well, there's so many different  

     things I could talk about here. There are so many different pieces of evidence I could provide  

     and that kind of just narrowed it down and made it a bit more manageable. (T1) 

   

Another teacher mentioned: “When I was in my second year of teaching, I prepared my graduate 

proficient portfolio, and that's when obviously I got further into it all” (T3). 

 

2. Theme – The Standards support professional career development 

                             Subthemes Participants References 

2.2 The Standards can be used as an 

appraisal tool 

10 21 

2. Theme – The Standards support professional career development 

                             Subthemes Participants References 

2.3 The Standards support 

professional portfolio evidence 

9 20 
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Other teachers said:  

Using it to make ...ahh not a profile, a portfolio, yeah. A portfolio to ... So, tracking where you're 

at and keeping proof of it. We had to have portfolios and provide evidence that we were meeting 

the Standards. (T14) 

 

I've used them for teacher registration, in getting my teacher registration portfolio together. I've 

used them when I have students. I'm helping our relief teaching staff as well, and new graduates, 

they say, "Well, what do I actually need in my portfolio? (T8) 

 

The explicit layout and the organisation of the content of the Standards support teachers to collate 

relevant and appropriate portfolio evidence. This was reflected in multiple participant comments as 

a helpful element of the Standards supporting teacher professional career development. 

Accountability was a final subtheme that teachers discussed as an important element in teaching. 

The Standards reflected a policy that was practical in keeping teachers accountable in the areas that 

needed to be maintained or developed as a professional.  

One participant stated that:  

I think that it's good that it brings everyone onto a level playing field, so all teachers regardless 

of age or experience or whatever it is, have a level basis to move from, and to be ... Not 

necessarily evaluated as a good teacher or not, but to be accountable to, if that makes sense? 

(T3)  

 

Other teachers’ comments which reflected the importance of accountability were: 

They do keep you accountable because I would look at that and think, I don't actually, I  

don't think I've actually done that. I think they are good for accountability but in the end of  

the day, if you're a good teacher, you're going to be a good teacher. And you're going to  

do the best for your children. (T6) 

 

I think even in terms of not wanting to progress my career as a teacher, and just for my own sake 

of accountability, I want to always be doing better. (T10) 

 

I just like the impact that it does have on teaching, because it makes you accountable. (T11) 

 

I think it is really, really good um makes you accountable makes you think about the Standards a 

bit more because I don’t think you normally really think about them that much. (T7)   

 

Accountability was viewed by several teachers as a critical component of teaching. Teachers noted 

that the effect of having the Standards gave rise to reflecting on their teaching processes and being 

accountable to their current practice against the APST.  

 

2. Theme – The Standards support professional career development 

                             Subthemes Participants References 

2.4 The Standards encourage 

professional accountability 

7 15 
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Several teachers mentioned that the actual formatting and vocabulary used for the Standards were 

clear and easy to understand. The linear layout makes it a readable document stating clearly the key 

elements required to be a teacher at various career stages. 

One teacher stated that: “The actual layout, it's kind of a good system in terms of how um, the 

information goes through” (T4). Another said: “I think it's... I think its fine. The language is fine. I 

understand the language. I like how it's set out. Um, you go on from the basics and then if you need 

to, you can go further. So, I think it is easily laid out” (T6).  

 

Other participants noted:  

I think it's fairly, you know, in teacher's layman language. It's fairly easy to understand. (T12) 

 

I like that there’s the um like the breakdown for each standard in the different areas and um but 

the descriptors that you can kinda match it up. (T8) 

 

I've never actually changed the format. I do like the way that it physically looks. I like the idea of 

the columns, the headings. It's quite explicit, easy to see the natural progression from one 

through to the next. Wording doesn't frighten me, I think it's all fairly explicit, fairly easy layman 

language. Yeah, I think I like it. Yeah, it's sufficient, it's manageable. It's not out of everyone's 

reach. I think it's good, it's clear. I like the way that it’s got clear banding for moving up to the 

next level. I think that's great. (T11) 

 

As mentioned above multiple times, teachers regarded the Standards as having a user-friendly 

format, underpinned with accessible vocabulary. The positive tone of teachers’ comments about the 

physical format and clear presentation with columns in a continuum was noted as a strength and 

supportive of teacher practice. Simply put, the Standards’ content and organisational structure is 

presented in a logical, functional manner. 

 

The following section presents the perspectives of participants who experienced challenging issues 

with the Standards. The most prominent theme emerging from the analysis process was that the 

Standards present challenges to professional practice. Four subthemes were identified under this 

first theme. The first was that the Standards lacked significance to teaching practice and the second 

subtheme was that the APST do not consider the teacher’s limited time. The third subtheme which 

emerged from the data analysis was that the Standards disregard current teaching practice. The 

Standards do not consider the personal attributes of a teacher were the final subtheme.  

 

3. Theme – The Standards is a user-friendly policy  

                             Subthemes Participants References 

3.1 The Standards Policy document is 

user friendly with clear vocabulary 

14 25 
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The second theme regarding challenges with the Standards concerned the issue of the presentation 

of the Standards. Two subthemes were identified after data analysis. The first stated that the 

vocabulary and terminology used in the Standards is repetitive and unclear. The second subtheme 

identified was the lack of consistent level of detail in the contents of the Standards. The table below 

outlines further information citing Participant numbers and References. 

 

The most prominent theme regarding challenges with the Standards were in the area of professional 

practice. Teachers perceived that these challenges had a negative effect on their willingness to 

engage fully with the Standards. The first subtheme to emerge was that the Standards lack 

significance to their teaching practice.  

 

The most prominent theme regarding challenges with the Standards were in the area of professional 

practice. Teachers perceived that these challenges had a negative effect on their willingness to 

engage fully with the Standards. The first subtheme to emerge was that the Standards lack 

significance to their teaching practice.  

When asked the question, How often you would refer to the Standards in your daily teaching 

practice? one teacher replied: “When I put together the portfolio, it was frequent. Since that point, 

I’ve got to be honest, I haven’t really had too much…I wouldn’t say many other staff members 

probably engage in it” (T1).  

 

 

 

 

    Part B – Challenges 

Theme 2 – The Standards present challenges to professional practice  

                             Subthemes Participants References 

1.1 The Standards lack significance to teaching 

practice 

10 40 

1.2 The Standards do not consider teachers’ 

limited time  

9 25 

1.3 The Standards disregard current teaching 

practice  

1.4 The Standards lack a recognition of the 

personal attributes of a teacher 

4 

3 

7 

12 

Theme – The Standards present challenges to professional practice  

                             Subthemes Participants References 

1.1 The Standards lack significance to teaching 

practice 
10 40 
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Another participant stated that:  

I’m not sure that it helped me enormously at all? I think there is very little to be gained, there’s 

nothing to gain for the staff...It’s another layer of documentation...it’s a hoop that you jump 

through, they just kind of put it aside. (T2)  

 

Regarding teaching impact, the same teacher stated: I think people don't rate it at all, it doesn't have 

very much impact on them. It's not something we visit that regularly. Because it doesn’t impact 

them. It's not impacting the way in which they teach, it's not impacting them in their leadership 

journey if they want to go through that process. (T2)  

Further comments by teachers regarding the significance and the impact the Standards have on them 

as professionals include the following: 

I don’t think they have helped me improve. (T5) 

I don’t think they are having any impact at all. (T2) 

I don’t feel like they’ve had a huge impact on the quality of education that, or the quality of 

experience I’ve provided the students that I’ve taught. (T3) 

I don’t think they should be used. I wouldn’t be using these to be measuring people. I wouldn’t 

be using that no. No way, no.(T13) 

 

When asked about changing something in the Standards to have greater impact to teaching, one 

participant suggested: “just a couple of pointers or something that's a bit more of an abbreviated 

version, I think you would see people refer to it more, and then in turn, see a bit more of a positive 

impact in their practice in the classroom” (T1). 

 

Further reasons as to why teachers placed little significance of the Standards in their teaching 

practice were issues around priority, disparity between the ideal and the real world, and the 

omission of recognising emotional intelligence required in teaching.  

Regarding teaching priorities, one participant stated:  

There's so many other things that we're doing. So many other school initiatives, or things that 

you and your partner teacher are doing at that time, or focusing on the children, or new 

programs being introduced, or a new whatever, that it [APST] just falls by the wayside” (T3). 

When discussing how you used the Standards, this same teacher stated that: “I don’t, to be 

honest with you, but I also feel like in our, in my everyday life as a teacher, it’s not something 

that I look to first port of call, you know, consult regularly, or anything like that. (T3)  

 

Teachers also noted what happens in everyday life in schools: 

I think with the um nature of teaching, the nature of the beast there is just so many things to think 

about and I guess with going through registration or trying to move from graduate to proficient 

you don’t really think about them um frequently like on a daily basis. (T7) 

 

Another stated: “I feel like there's this big disparity between this ideal world where these would be 

used, and the real world” (T3). The same participant said, “I basically refer to them when need to, 
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when I have to in a meeting or when I need to produce a document or whatever. But in my real 

everyday life as a teacher I don’t” (T3).  

 

As noted above, several teachers placed minimal significance on the Standards, which caused a 

reluctance to engage with them in a meaningful way. Through the experiences of everyday 

pressures and priorities, teachers stated several reasons why they did not view the Standards as an 

important aspect of their teaching practice. They ranged from feeling it was another hoop to jump 

through, disparity between ideal and the real world, or simply low on the priority list in comparison 

to the daily demands of a teacher.  

 

As mentioned by the participants, the daily demands of teaching have an impact on teachers and 

each instance or issue within the classroom requires thought and action. Time is a critical 

commodity through this process and priority is afforded to issues that provide the greatest outcome. 

Teachers made multiple comments that reflected that the Standards did not consider the limited time 

teachers had on a day-to-day basis. Time restrictions are critical considerations when engaging 

them, and the busy nature of teaching limits the teachers’ ability to reflect and consistently work at 

optimum levels. One teacher said: “Not enough time to reflect on them. Most schools find the day to 

day it's just so busy. The last thing you probably have time to do is reflect on these. I think I'm busy 

enough right now” (T1).  

Another teacher said:  

It’s a lot of work with the teaching profession and I guess working in private schools as well 

there’s already a lot of um like work and expectations of us to do. I think just finding the time to 

do it and to do it well because obviously anything you want to do you want to put your best foot 

forward. (T7) 

 

Restrictions on time impact teachers in their practice. One teacher stated:  

Overall, when you don't have that time, and a lot of teachers just don't have that time to go  

through them one by one. I was fortunate enough to have that time last year and that was  

my goal. Okay this year, while away from school, I'm going to work on my file. But a lot of  

teachers don't have that option. Yeah, I don’t know. It has become clearer to me yes. I've  

had that time to actually go through them. (T5)  

 

Another participant noted the importance of working through the Standards, but challenges with 

time made it overwhelming: 

I still think they're very overwhelming...um... when you're first presented with them. That you 

think, "Whoa okay". But if you take time and going through them one by one, I think they slowly 

become less overwhelming. But you’ve got to take that time. You've got to take that time to go 

through them. Because there's a lot of them. (T7) 
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One teacher compared the real world demands to the time issues each teacher faces on a daily  

basis:  

Which one do you want to do? You only have so many hours in a day. In an ideal world, it  

would be lovely, but I don't have the time to do that. It sounds great and it would be nice if  

you could have a focused one for you and your team teacher for the fortnight and then go  

back. That's great, but in the real world I don't. I've got no time. I think if and when you're  

given explicit time to do so, in a staff meeting, I think they're very helpful. (T3) 

 

Indicative of teachers being time-poor and working under pressure is to perceive the Standards as 

yet further information to process and apply.  One teacher said:  

It was just like oh, here's another thing. As a staffer, I remember we were sitting there talking 

about it and we thought oh no, something else we have to tick off or refer to and include in our 

programs. We had quite a lot that we already ... um things seem to be changing all the time. (T5) 

 

Teachers clearly stated that time restrictions contributed to feelings of being overwhelmed, 

experiencing the Standards as another thing to tick off, or being frustrated at not being able to 

properly engage with the Standards and to reflect on good practice. 

 

Regarding the Standards as having currency in teaching practice, one teacher believed they required 

further work: “Yes, my thoughts have changed. I think they could update the standards. The reason 

why I think, "Update the standards," is originally, the research was done across 6,000 teachers and 

sample group was 119, plus minus, and as a profession, we have grown in Australia” (T8). Further 

to this point was that graduate teachers had greater knowledge and proficiency with ICT: “Young 

graduates that are coming up, their views on, for example, professional knowledge and professional 

practice, are far more ICT-based, than ours ever were. It's a rapid changing teaching world where, 

the standards, do they actually reflect the fact that information is now passed between home and 

school within a 24-hour period” (T8). “Yes, it's a different approach. Utilising technology, and 

actually enhancing the actual information out there” (T8). 

 

Another teacher recognised that being more student focussed in teaching may produce the  

desired outcomes:  

I wonder if they could be more about the student-focused things, rather than only what  

you're doing, and what you should and shouldn't be thinking. I know they're obviously  

made to improve the outcome for the students. (T3) 

 

Theme – The Standards present challenges to professional practice  

                             Subthemes Participants References 

1.3 The Standards disregard  current teaching 

practice 
4 7 
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The lack of currency in teaching practice was the cause for one teacher to state: “So it's not really 

enhancing or moving me in a different way in my teaching process” (T5). 

 

The fourth subtheme identified was the omission of the relational and emotional maturity and 

emotional intelligence required in teaching. This was another reason why teachers did not fully 

engage with the Standards,  

There are so many areas that make up a good teacher as I say a good sense of humour, 

relationship and emotional intelligence, and being able to relate to the kids well. Can you find 

that in any documents? I don't think that it catches what a great teacher can do. (T13) 

 

The same participant noted that being a good teacher is not only having all the Standards ticked off: 

“but having good communication or the great skills, I suppose with the students and with 

colleagues” (T13). Another teacher said that there was, “no recognition, or label, of 'you're 

fabulous, there’s no ... nothing to be gained for them, that makes it a little bit ineffectual” (T2). One 

participant said, “Teachers need to be happy, empathic and be able to stand in the shoes of those 

people who you're teaching and those who you're working with. I think that is really, really 

important” (T13). 

An intangible element stated by a teacher was,  

the hidden curriculum is that you're doing the best for the child. You're loving them and 

everything I teach; I teach from a biblical point of view. So um, that's I suppose the hidden 

curriculum. It's something, it’s part of how I teach. So, whether the standards are there or not, 

I'm still going to do that. I'm still going to teach the best that I can. I think they are good for 

accountability, but in the end of the day, if you're a good teacher, you're going to be a good 

teacher. And you're going to do the best for your children. (T6) 

 

Teachers stated that the personal attributes of emotional and relational intelligence, empathy, and 

high moral purpose are critical, underpinning elements that make up an effective teacher. As noted 

in the comments, a teacher can tick all the boxes; however, the Standards in their current form do 

not address these human components of the teaching profession. According to the participants, the 

omission of these important elements leaves the Standards as a clinical, codified document, void of 

the personal, emotional connectors which make us all individuals: “all bring something different 

and that's what I like. I think that's fantastic. But everyone brings something different” (T13). 

 

 

Theme – The Standards present challenges to professional practice  

                             Subthemes Participants References 

1.4 The Standards lack a recognition of the 

personal attributes of a teacher 
3 12 
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The second and final theme under the category Challenges with the Standards identified issues with 

its presentation. The first of two subthemes noted that the vocabulary and terminology were 

repetitive and unclear. The second subtheme identified a lack of consistent detail. The following 

table includes the number of participants and references for each subtheme. 

Teachers articulated that they perceived the vocabulary and terminology as repetitive: “lots 

repeated, and covered more than once, it just keeps coming up, kept repeating. A lot of repetition, a 

lot of crossover” (T1). Another teacher stated: “The only thing I will say, and I'm just going to flick 

through it, some sound very similar to others. A bit repetitious? Repetition, absolutely” (T10) The 

term overlapping was also used to describe the Standards in their presentation: “I feel that there are 

probably areas that overlap. So, when I'm typing, I'm like, "Oh that could fit into that area, and it 

could fit into that." So, I suppose it could double up or an overlay and it's quite large." And, like I 

said before there are areas that overlap.”  

 

One teacher pointed out the interchangeable use of terminology:  

if you look at this, "Select from a flexible and effective repertoire of teaching strategies," or, 

"Use teaching strategies based on the knowledge of the student's physical, social and intellectual 

development." Very, very similar. The one talks about strategy, the other talks about knowledge. 

Knowledge without strategy is useless. (T8)  

 

Another participant stated that the terminology used in the Standards as: “a little bit ambiguous 

sometimes, in the wording of it as well. I felt, a little bit unclear in that. Is this sort of saying the 

same thing as that? In which case, can we have a better way of phrasing and combining them 

together?” (T1) 

 

Difficulties were also expressed in understanding the delineation between teacher career levels. 

very, very similar, and the interpretation is very similar. Going from highly accomplished to 

lead, even more so. Where we sit, most of us looked, even as senior teachers and said, "Well, we 

could mark ourselves as proficient, but we could also mark ourselves as highly accomplished, 

and in some areas, lead." However, if we went strictly by the process from AITSL, we'd never get 

there, because there's this fine nuance in the language, and it's the language that doesn't provide 

enough information for the teacher to go on. (T8) 

 

 

 

Theme 2 – The Standards policy has challenges in its presentation  

                             Subthemes Participants References 

2.1 The vocabulary/terminology in the 

Standards is repetitive and unclear  

11 28 

2.2 The Standards lack consistent levels of 

detail 

5 16 



102 

 

With um all things I guess just I don’t know whether it’s like very, very clear as to what makes 

you proficient verses like the um highly accomplished and then like especially the proficient to 

highly accomplished um yeah ascertaining sort of you are between the two I think that can be a 

little bit blurred sometimes. (T10) 

 

The jury is still out on how people interpret them and what makes you a lead teacher and what 

can make you a highly accomplished teacher compared to a proficient teacher.  I've had a little 

look on it, and once again, it all depends on interpretation on how people interpret it. I just think 

that some areas are pretty grey and maybe the Australian Professional Standards for teachers it 

all deals on interpretation. (T13) 

 

Other participants reflected comments around the challenges in vocabulary and a lack of clarity: 

“So in terms of the language, you would be mistaken, and even as a teacher you could sometimes 

be mistaken for thinking, "Well, that pretty much sounds like that standard." (T10). Another stated 

their concern that the Standards vocabulary overlapped with the Australian Curriculum: “I don't 

know whether trying to include them ... because a lot of these kind of overlap with each other, but 

they also kind of start to overlap with the Australian curriculum, as well. There are bits and pieces 

in here where you kind of go, "Oh, that's that," you know” (T12). 

 

A participant viewed the Standards as full of jargon:  

So no, I'm probably rather disappointed in them and I think it just looks like bureaucratic jargon 

that whereas it just depends on interpretation and it would be disappointing because some great 

teachers would be just put down as like a graduate or a proficient standard. It’s full of jargon. 

(T13) 

 

In this subtheme, it is noted teachers experienced the presentation of the APST as a policy that is 

repetitive, overlapping in language and full of bureaucratic jargon. Due to the crossover of 

terminology, participants found the document unclear and a challenge to professional practice.  

Participants stated on several occasions that the level of detail in the Standards lacked  

consistency which contributed to challenges in presentation:  

When I first saw them, I was quite overwhelmed. The first year I found out about them I  

was really quite overwhelmed. It was still quite a task to put this portfolio together,  

especially my second year of teaching. It was quite stressful. (T3) 

 

Other teachers said: 

I mean there's quite a lot there but ... So it's pretty detailed. (T14) 

Maybe just make it less. It is wordy. And there's lots and lots of focus areas within each  

standard as well. It's a bit too much? (T12) 

Theme – The Standards present challenges to professional practice  

                             Subthemes Participants References 

2.2 The Standards lack consistent levels of 

detail 
5 16 
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On the other hand, a participant remarked concerning a lack of detail:  

I'm not sure that it delineates well enough between the four stages to say who's doing  

their job incredibly well as to who is just doing their job. I think it doesn't give enough for  

the teachers to hang onto. (T2) 

 

Another teacher noted both issues with the Standards:  

Probably not to be so long with merging areas. But then, also on the flip side making  

things more specific. So, there is some that are quite broad that could really fit into a lot  

of things. (T15) 

 

The Standards have been experienced by teachers as having inconsistency in detail, either too much 

or too little. As a result of the inconsistencies as stated by the teachers, they found the Standards as 

a challenge to professional practice, therefore another issue which inhibits full engagement of the 

APST. 

 

5.3 Summary  

 

In summary, the initial analysis of the interview data revealed that the data was located under two 

overall categories titled Strengths and Challenges. Interview data categorised as Strengths 

fundamentally identified the APST as being supportive of teaching practice as experienced by the 

participants. Data categorised as Challenges was located in this particular category because it 

identified the APST as leading to restricted or impeded teaching practice, as experienced by the 

participants. This study identified three themes within the Strength category: The Standards 

support professional practice; The Standards support professional career development, and 

the Standards is a user-friendly Policy. In total, nine subthemes within the Strengths category 

were identified. Two themes were located under the Challenge category: The Standards presented 

challenges to professional practice and in their presentation. Repeated words, phrases and 

concepts substantiated a subtheme and in total 15 subthemes were identified from the data. 

 

Themes and subthemes were placed in descending order of prominence in a table alongside 

information indicating participant numbers and references made toward a subtheme. According to 

the data, the most prominent references made by participants indicated that the Standards were 

supportive of teacher professional practice, substantiated by the subthemes: good practice, 

encourages reflective practice, is used by school leaders as a tool to develop the professional culture 

of the school community and encourages differentiated teaching practice.  

 

The Standards were also noted as a strength by teachers supporting professional career 

development. Teachers said the Standards were helpful in the following areas: supportive of career 

progression, useful as an appraisal tool, supports professional portfolio evidence and encouraged 
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accountability. A final theme located under the Standards as being a strength experienced by 

teachers was that the Standards were a user-friendly document with clear vocabulary.  

 

Teachers in this study stated they experienced aspects of the Standards as being challenging. In 

total, two themes emerged out of the data and were located under the category of Challenges. The 

first identified theme that was experienced as a challenge to teachers was professional practice. 

Four subthemes were identified in the order of prominence: The Standards lack significance to 

teaching, the Standards do not consider teachers’ limited time, the Standards disregard current 

teaching practice, and the Standards do not recognise the personal attributes of an effective teacher. 

The second theme that emerged as a challenge for teachers was the presentation of the 

Standards. The first of the two subthemes identified noted that the vocabulary and terminology is 

repetitive and unclear in the Standards and secondly, that the Standards lacked a consistent level of 

detail.   

 

5.4 Conclusion 

This chapter presented an overview of the key findings from the analysis of 15 experienced teachers 

at the Proficient stage of their teaching careers. Three teachers each from five Independent schools 

who had taught in a classroom for more than three years were interviewed. The schools were 

located in varying demographics and included both co-educational and single sex schools in the 

metropolitan area of Western Australia. On balance, the Standards were experienced by the 

participating teachers as predominately a strength for their practice, affirming the APST as a 

positive initiative. The themes of the Standards being supportive of professional practice, career 

development and as a user-friendly policy were evident in the data analysis. However, it is 

important to take into consideration that the Standards also presented challenges, as experienced by 

the participants, to teacher practice and presentation. Taylor (2016) states that while the APST may 

“adequately cover the epistemological dimension of what a teacher should know and be able to do, 

they do not address the ontological dimension of the human person that the teacher is in the act of 

being and becoming” (p. 165). Teachers in the current study stated that the Standards lack 

recognition of the personal attributes of a teacher.  

 

The following chapter is the Discussion Chapter, investigating the findings of the research and the 

link between current literature and the propositions as generated in this study. 

 

 

 



105 

 

Chapter Six: Discussion  

6.1 Introduction 

This chapter contains two sections. The first is a reiteration outlining the research aim and a 

statement concerning the research question and guiding questions to support the collection and 

analysis of data. The second section presents the discussion concerning the propositions from the 

findings of the research discussed in Chapter 4 and their relevance to the literature. These 

propositions form the basis of the conclusion and recommendations which are the subject of 

Chapter 7.  

 

6.2 Aim 

The purpose of this research was to investigate the perspectives of Proficient career stage primary 

school teachers regarding their experience with the Australian Professional Standards for Teaching 

(APST). This policy was part of a large national education reform agenda which included the 

Australian Curriculum, National Quality Standards and Principal Professional Framework. The 

APST policy was initially released in 2011 with its intention to define the expectations for teachers 

and provides a framework to evaluate teacher and teaching quality in Australia (AITSL, 2011). 

 

6.3 Research Question 

This study began with the central research question:  

What are the perspectives of Western Australian primary school teachers with Australian 

Professional Standards for Teachers? 

 

The central research question for this study was too broad to be answered directly (O’Donoghue, 

2007), therefore it was necessary to develop guiding questions to help derive meaning from 

people’s perspectives. According to Blackledge and Hunt (1985), a study on perspectives requires 

soliciting information utilising guiding questions which include the intentions, strategies, 

significance, and outcomes of people’s actions. 

 

6.4 Guiding Questions 

In this study, the following four questions guided the research to collect relevant data. 

1. What are the intentions of Proficient primary school teachers with regard to implementation of 

the APST, and what reasons do they give for this? 

2. What strategies do Proficient primary school teachers say they use with regard to the 

implementation of the APST, and what reasons do they give for this? 

3. What significance do Proficient primary school teachers attach to having these intentions and 

strategies and what reasons do they give for this? 
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4. What outcomes do Proficient primary school teachers state will eventuate from having these 

intentions, strategies and significance, and what reasons do they give for this? 

 

These four guiding questions were further deconstructed to provide questions used in semi-

structured interviews as demonstrated in Table 4.2: Guiding and Interview Questions. 

Through the analysis of the interview data, two broadly distinct narratives about the Standards from 

the perspective of the teachers were discovered. Participants’ experiences of the APST were either a 

strength or challenge to teacher practice. Data categorised as Strengths was placed in this area 

because it identified the APST as being supportive of teaching practice as experienced by the 

participants. Data categorised as Challenges was located in this particular category because it 

identified the APST as leading to restricted or impeded teaching practice, as experienced by the 

participants. This research identified three themes within the Strength category: The Standards 

support professional practice; The Standards support professional career development, and 

the Standards is a user-friendly Policy. In total, nine subthemes within the Strengths category 

were identified. Two themes were located under the Challenge category: The Standards presented 

challenges to professional practice and issues in their presentation. Repeated words, phrases and 

concepts substantiated a subtheme and in total 15 subthemes were identified from the data. The 

following Table, 6.1, depicts the categorised themes and subthemes of this research.   
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Table 6.1: Findings Data 

Strengths 
1. Theme – The Standards support professional practice  

Subthemes  Participants References 

1.1 The Standards support good practice 15 94 

1.2 The Standards encourage reflective 

practice 

13 39 

1.3 Leadership that supports professional 
practice 

13 26 

1.4 The Standards encourage and support 

differentiated teaching. 

8 11 

2. Theme – The Standards support professional career development 

                             Subthemes Participants References 

2.1 The Standards support career progression 13 49 

2.2 The Standards can be used as an appraisal 

tool 

10 21 

2.3 The Standards support professional 
portfolio evidence 

9 20 

2.4 The Standards encourage professional 

accountability 

7 15 

3. Theme - The Standards is a user-friendly policy  

                            Subthemes Participants References 

3.1 The Standards Policy document is user 

friendly with clear vocabulary  

14 25 

Challenges 

1. Theme – The Standards present challenges to professional practice   

                             Subthemes Participants References 

1.1 The Standards lack significance to 

teaching practice 

10 40 

1.2 The Standards do not consider teachers’ 
limited time  

9 25 

1.3 The Standards disregard  current teaching 

practice  
1.4 The Standards lack a recognition of the 

personal attributes of a teacher 

4 

 
3 

7 

 
12 

2. Theme – The Standards policy has challenges in its presentation  

                             Subthemes Participants References 

2.1 The vocabulary/terminology in the 

Standards is repetitive and unclear  

11 28 

2.2 The Standards lack consistent levels of 

detail 

5 16 

 

6.5 Propositions 

Drawing on the findings from this research and studying the available literature nationally and 

internationally, themes have been identified and synthesised into the following four propositions: 

1. The Standards support and shape teacher practice  

2. The Standards support career development 

3. The effectiveness of the Standards is dependent upon local factors such as school 

expectations and resources (e.g., time). 

4. The Standards do not consider the human qualities of teachers 
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6.5.1 Proposition One: The Standards Support and Shape Teacher Practice 

Two major themes and five related subthemes have been identified and presented in descending 

order of prominence as determined by the data. These are presented below in Table 5.3. This data 

represents the underpinning evidence supporting the first proposition: The Standards support and 

shape teacher practice. Participants in this study experienced the APST as supporting and shaping 

teacher practice.   

 

The most prominent subtheme in this research states that the Standards support good practice 

(Subtheme 1.2). However, this is dissimilar to literature which indicates that through the standards 

teachers may experience a loss of control or agency (Sachs, 2003). In this current study, the 

Standards were perceived as supportive of good practice by the participants, which also helped 

shape and raise the professional status of teaching. Many of the teachers in this study experienced 

the standards as a positive development towards their practice and teachers either aligned their 

teaching practice to the Standards, or the Standards confirmed their practice as sound as per 

expectations of the APST. In some instances, teachers experienced both aspects, alignment, and 

confirmation of their teaching practice. Ryan and Bourke (2013) stated that teacher professionalism 

has increasingly been linked to teacher quality by the specification of professional standards for 

teachers. Further to this point regarding the endorsement of the Standards, each participant stated 

that their school had taken the opportunity to incorporate the Standards into their routines, processes 

and practices, from guiding professional conversations to providing the focus for professional 

learning, contrary to concerns noted in the literature that teacher standards could lead to 

individualistic and decontextualised approaches to teaching (Buchanan, 2012; Tuinamuana, 2011).  

 

Participants also recognised the attempt in each school to integrate the Standards and accompanying 

regulatory processes required by the Teacher Registration Board of Western Australia (TRBWA). 

These included such things as maintaining currency in teaching status by providing a register of 

professional development and paying annual fees to TRBWA. The 15 participants situated across 

five metropolitan independent schools, reflected in their comments the usefulness of the Standards 

in their localised context. As experienced by most of the teachers in this study, the Standards have 

become a benchmark for teachers as expected practice of what teachers should know and be able to 

do. Participants believed that a definition of teacher/teaching quality was needed and the 

development and implementation of the APST could possibly improve teacher/teaching quality. 

AITSL states their intention is to contribute to the professionalisation of teaching and raise the 

status of the profession (AITSL, 2011). As stated by AITSL (2011): 
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The development of the Standards for the teaching profession is an integral part of ensuring quality 

learning and teaching in Australian schools. With their development and implementation, 

Australian education systems are well placed to be among the best in the world (p. 8).  

 

The second way participants perceived the Standards policy contributed towards supporting and 

shaping teacher practice was that the Standards encourage reflective practice (Subtheme 1.2). 

This subtheme was repeatedly reflected by all participants in this study stating how useful the 

Standards were as a reflective tool to enhance their practice. Teachers felt the continuum format of 

the Standards encouraged reflection and the identification of areas that improved their teaching 

practice or progress possibly towards the next stage in their teaching career.  Teachers in this study 

perceived that the APST had supported the development of teacher professionalism by clarifying 

expectations for teachers in Australia. Some scholars propose that teacher standards provide a 

benchmark which enabled judgements or evaluations to be made about teacher/teaching quality 

(Buchanan, 2017; Torrance & Forde, 2017). Reflective practice involves evaluation of teaching and 

learning processes and analysis of experiences in order to learn from them. Through reflection, 

professionals are able recapture their experience and evaluate it (Nolan, 2011). Larrivee (2000) 

argues that reflective practice moves teachers from their knowledge base of distinct skills to a stage 

in their careers where they are able to modify their skills to suit specific contexts and situations, and 

eventually to invent new strategies. 

 

A relationship between reflection and self-assessment is pointed out by Sobral (1997). The act of 

self-assessment is an intrinsically difficult task and self-assessments of skill are often flawed in 

terms of the degree to which individuals are able to reflect upon and assess their own effectiveness 

without bias (Dunning, Heath, & Suls, 2004). In addition, the most difficult aspect of self-

assessment is determining the criteria against which the assessment is made (Sluijsmans, Dochy & 

Moerkerke, 1999), which should specify the area to be assessed, and the goals and standards to be 

reached. Further to this point, Hallinger et al. (2014) identified that teacher standards are a critical 

component in the major aims of reflection, self-assessment, and evaluation processes. The 

Standards were noted by participants as a helpful tool in identifying underperformance and 

providing feedback and support for teachers. In this study, participants expressed the belief that the 

APST policy allowed objective judgements to be made about teacher/teaching quality in relation to 

recruitment, performance review, under-performance, reflection, and promotional processes.  

 

Research by Loughland and Ellis (2016) of 229 education students, and by Adonai and Gallagher 

(2017) of 36 teachers and principals, state in their findings that the APST constitutes a useful, 
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developmental tool which focused educators on reflecting on their teaching practice, ultimately 

providing professional growth. The findings of these studies were also supported and confirmed by 

other scholars who state that teacher standards are a tool for promoting professional learning and 

development (Forde et al., 2016; Mayer et al., 2005), which provides a framework for career-long 

professional learning, growth, and reflection (Ingvarson, 1998; Partridge & Debowski, 2008). This, 

in turn, increases the esteem within which the profession is held (Darling-Hammond, 1999; 

Ingvarson, 1998; Daniel & Yinger, 2010).  

 

An OECD study in 2009 recognised that evaluation on its own was not enough to drive 

improvements in teacher/teaching quality, and further support is required to develop sustained, long 

lasting improvement. Perhaps this narrative supported AITSL in developing two further policies to 

effectively enact the APST and help the professional progression of teachers: the Australian 

Teacher Performance and Development Framework (AITSL, 2012b) and the Australian Charter 

for the Professional Learning of Teachers and School Leaders (AITSL, 2012a). These policies 

outlined the role of effective teacher evaluation, and a framework to guide professional learning, 

respectively. Along with the use of the APST, these two policies aimed to facilitate the ongoing 

improvement of teacher/teaching quality in Australia. Evidence from this study by the OECD also 

echoed findings in the literature that the improvement function of teacher standards had encouraged 

teachers to be honest and self-reflective (OECD, 2009). AITSL states that reflection and goal 

setting are critical in the development of teachers, as professionals. To reflect on one's actions in a 

cycle of continuous learning is a critical nuance in improving teacher practice (AITSL, 2011). All 

participants in this research stated their experience with the APST as a useful platform for self-

examination and reflection.  

 

The third way teachers believed that the APST policy contributed to supporting and shaping teacher 

practice was through the enactment and support of the Standards by the school leadership.  

Leadership that supports professional practice (Subtheme 1.3) emerged as a critical element, 

adding to Proposition One that the Standards support and shape teacher practice. Teachers in this 

study recognised the important role the school leadership played in positively supporting the use of 

the Standards in their school community. Leonard (2012) emphasises that an authoritarian 

interpretation of the values underpinning teaching standards is certainly a cause for concern and 

such an approach could well be the undoing of all good intentions, with heavy-handed regulatory 

responses by leadership serving only to have a de-professionalising effect on teachers. Tuinamuana 

(2011) argues that a top-down approach leads to teachers “playing the game” (p.78), whilst Thomas 

(2004) found that teachers can silently sabotage leadership directives when standards are used in 
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such a manner. Ebmeier and Nicklaus (1999) maintain that the use of standards by the school 

leadership is a critical element in developing and creating a professional learning culture in schools 

and the success of any policy enactment was largely determined by the value the principal placed 

upon the policy. This nuance had a direct influence on the teaching staff’s attitude towards 

embracing or dismissing the Standards as a necessary part of their daily practice as a teacher. Elliott 

(2015) states that within the performance appraisal process, standards provide scope for teachers 

and school leaders to make informed decisions about teaching performance and may assist in 

identifying future areas for growth and development. 

 

O’Pry and Schumacher’s (2012) research into the Standards and the school leadership identified 

key contributing factors for successful engagement of the policy. These included the principal being 

knowledgeable, positive and collaborative in using the Standards in their schools. In this research, 

participants expressed that their school leader had an active role in using the standards and were 

supportive of them as a tool to enhance teaching practice. Leadership used the standards in 

professional conversations, teacher appraisals and as a tool for performance managment. In 

Nicholson and Tracy’s (1982) study, they discussed the finding that a relationship does exist 

between a principal’s commitment and understanding of  standards which has a direct impact in the 

teaching community. School leadership has a significant role to play in addressing how the APST 

are used and nurtured within their school and it will be their interpretation and approach which may 

ultimately enable or disable teachers’ engagement (Timperley, 2011). Succinctly articulated, one 

participant in the current research stated how leadership engages with the Standards through the 

school community: 

At this school, I know that our deputy principal and head of curriculum would have a lot to do 

with this. And she has mentioned the document in several meetings as well, reminding us to use 

the document to help us reflect on our profession. It also comes up, I know, when we have done 

professional development and appraisals. (T14) 
 

Teacher participants noted that from their perspective, the Standards supported teachers in 

differentiating their practice. (Subtheme 1.4) Explicit statements provided clarity in the 

expectations for teachers, helping them meet students’ learning at their point of need or extending 

student learning experiences. Differentiated teaching centralised and underscored the importance of 

putting the student at the heart of the Standards. In the literature, teacher effectiveness and the two 

related terms of ‘teacher quality’ and ‘teaching quality’ often appear to be used interchangeably. 

The OECD (2005) acknowledged that a multiple range of qualities contribute to teacher 

effectiveness, including teacher standards, which have helped to clarify expectations of teachers. 

Darling-Hammond (2012) is one author who has differentiated between teacher quality and 
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teaching quality. She stated that ‘teacher quality’ includes the personal traits, skills, understandings, 

and behavioural dispositions that individuals bring to teaching. On the other hand, ‘teaching 

quality’ can be thought of as strong instructional practices that enable a wide range of students to 

learn. Darling-Hammond maintained that teaching quality is influenced by teacher quality and the 

ability to differentiate teaching content and delivery; the curriculum and assessment system; the 

degree of synergy between a teacher’s qualifications and what they are asked to teach; and, teaching 

conditions including teaching time, class size, facilities, and materials. Regarding teacher quality, it 

is not a particular method or script that makes the difference, it is personalising learning by 

understanding how students are progressing and knowing when and how to provide different or 

more effective strategies to facilitate learning (Darling-Hammond, 2006; Hattie, 2009). 

 

Studies globally have shown that there is little evidence that one set of teaching methods 

consistently produces better results, or that lesson formats can be transferred successfully from one 

location to another (Barker, 2010; Masters, 2014). Participants in the present study recognised that 

critical to effective teaching is knowing the students and how they learn. Therefore, good teaching 

practice must have a focus on where students are at in their learning and how to teach at their point 

of need with the view to progress their learning.  As recognised by the teachers in this study, the 

Standards supported teachers in differentiating their practice. 

 

A prominent theme which emerged from the data was that the Standards Policy document is user 

friendly with clear vocabulary (Subtheme 2.1). This theme supports the proposition that the 

Standards support, and shape, teacher practice. This theme was consistently recognised by all 

participants and was welcomed as a helpful characteristic of the APST supporting teacher practice. 

The structure of the Standards on a continuum stating the seven Standards under three domains of 

teaching was noted by participants as a helpful format (see Table 5.4). A further positive stated by 

participants was the brief, but clear focus area descriptors in the teacher career progression stages 

from Graduate, Proficient, Highly Accomplished and Lead Teacher (see Table 5.5 as an example 

inclusive of 1/ Domain: Professional Knowledge 2/ Standard: 1 Know students and how they learn 

3/ Descriptor at career stage 4/ Focus area 1.1,1.2,1.3). Participants also said they appreciated the 

verbs used in the career progression focus areas, such as demonstrate, design, exhibit, lead and 

organise. Although a few teachers stated that they experienced the Standards vocabulary as 

repetitive, the majority of teachers stated the language throughout the Standards were easy to read 

and understand. The clear delineation between major headings and subtitles along with focus areas 

containing relevant information made the Standards simple to navigate. A small section of the 

APST is noted below in Table, 6.2.  (See Appendix 1 for full version of the AITSL).   
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Table 6.2: Overview Table: APST. 

Professional Knowledge Professional Practice Professional Engagement 

Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 Standard 6 Standard 7 

Know the 

students and 

how they learn 

subdivided into 
six focus areas, 

with descriptors 

for Graduate, 

Proficient, 

Highly 

accomplished 

and Lead 

Know the 

content and 

how to teach 

it 
Subdivided 

into six focus 

areas… 

Plan for 

and 

implement 

effective 

teaching 

and 

learning 

Subdivided 

into seven 

focus 

areas…. 

Create and 

maintain 

supportive 

and safe 

learning 

environments 

Subdivided 

into five focus 

areas… 

Assess & 

provide 

feedback and 

report on 

student 

learning 

Subdivided 

into five focus 

areas… 

Engage in 

professional 

learning 

Subdivided into 
four focus 

areas… 

 Engage 

professionally 

with colleague, 

parents/careers 

& the 

community 

Subdivided into 

four focus 

areas… 

Standard 1 

Focus areas 

1.1-1.6 

Standard 2  

Focus areas 

2.1-2.6 

Standard 3 

Focus areas 

3.1-3.7 

Standard 4 

Focus areas 

4.1-4.5 

Standard 5  

Focus areas 

5.1-5.5 

Standard 6  

Focus areas 

6.1-6.4 

Standard 7  

Focus areas 

7.1-7.4 

 

Table 6.3: Overview Table: Teaching Domain, Standard 1, Focus areas 1.1,1.2,1.3, Career stages. 

Domain: Professional Knowledge 

Standard 1: Know students and how they learn 

Focus area Graduate Proficient Highly Accomplished Lead 

1.1 

Physical, 

social and 

intellectual 

development 

and 

characteristics 

of 

students 

Demonstrate knowledge 

and understanding of 

physical, social and 

intellectual development 

and 
characteristics of 

students and 

how these may affect 

learning 

Use teaching 

strategies 

based on knowledge 

of 

students’ physical, 
social and 

intellectual 

development and 

characteristics to 

improve 

student learning 

Select from a flexible 

and effective 

repertoire of teaching 

strategies to suit 

the physical, social, 
and intellectual 

development and 

characteristics of 

students 

Lead colleagues to 

select and develop 

teaching strategies to 

improve 

student learning using 
knowledge of 

the physical, social, 

and intellectual 

development and 

characteristics of 

students. 

1.2  

Understand 

how 

students learn 

Demonstrate knowledge 

and 

understanding of 

research into 

how students learn and 
the 

implications for teaching 

Structure teaching 

programs 

using research and 

collegial 

advice about how 
students 

learn 

Expand understanding 

of how students 

learn using research 

and workplace 

knowledge 

Lead processes to 

evaluate the 

effectiveness of 

teaching programs 

using research and 
workplace 

knowledge about how 

students learn. 

1.3 

Students with 

diverse 

linguistic, 

cultural, 

religious 

and 

socioeconomic 
backgrounds 

Demonstrate knowledge 

of teaching strategies 

that are responsive to the 

learning strengths and 

needs of students from 

diverse linguistic, 

cultural, 

religious and 

socioeconomic 
backgrounds 

Design and 

implement 

teaching strategies 

that are 

responsive to the 

learning 

strengths and needs 

of 

students from diverse 
linguistic, cultural, 

religious and 

socioeconomic 

background 

Support colleagues to 

develop effective 

teaching strategies that 

address the learning 

strengths and needs of 

students from diverse 

linguistic, cultural, 

religious, and 

socioeconomic 
backgrounds 

Evaluate and revise 

school learning 

and teaching programs, 

using 

expert and community 

knowledge 

and experience, to meet 

the needs 

of students with diverse 
linguistic, 

cultural, religious, and 

socioeconomic 

backgrounds 
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AITSL (2011) states that the purpose of the Standards is multifaceted and a critical intention of the 

Standards according to AITSL is that they represent an explicit framework which makes clear the 

knowledge, practice and professional engagement required across teachers’ careers. They are 

intended to provide a shared understanding and language for discourse between teachers, teacher 

educators, teacher organisations, professional associations, and the public. They are also to inform 

the development of professional learning goals, through a structure by which teachers can judge the 

success of their learning and assist self-reflection and self-assessment (AITSL, 2011).  

 

Wake (2015) asserted in her study of Western Australian teacher educators that the establishment of 

the Standards and having a shared common language enhanced the teaching profession across 

Australia. It was noted as a core attribute of the Standards which resulted in a dominant view that 

shared understandings were developed informally. Sachs (2003) identified the need for teacher 

standards to help teachers understand their own practice and improve it, rather than become a 

regulatory tool to reduce teacher educators’ autonomy to teach ITE courses. This notion was also 

stated as an outcome from the data collected for the Evaluation of the Implementation of APST for 

Teachers: Interim Report on Baseline implementation 2013 (AITSL, 2014a) - National Forum. The 

National Forum consisted of a series of workshops and interviews with 174 representatives from 

regulatory authorities, higher education institutions, teachers, principals, and professional and 

national bodies. The purpose of the forum was to represent an understanding of stakeholders’ 

perceptions regarding the implementation of the APST. Key findings included that the APST 

provided a common language for educators, opportunity for collaboration, recognition of the 

teaching profession and teacher engagement with the standards. The forum identified that the 

Standards “are being used as a mechanism for quality governance, public accountability and overall 

school engagement” (p. 11).  

 

6.5.2 Summary of Proposition One 

Many of the participants in this study felt positive and supportive about the use of APST in their 

daily practice, enacting the policy as intended in their circumstance. This is contrary to studies 

which report that the unintended consequences of the APST would result in negative outcomes. 

These consequences include the Standards being utilised as a regulatory device and performing a 

gate-keeping function to induct or remove teachers from the professions (Adoniou & Gallagher, 

2017).   

 

In summary, the first proposition which is also identified in the literature confirms that the 

Standards support and shape teacher practice. The Standards were experienced as a practical policy 
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supporting continuous growth and development of teachers and teaching quality. They are used as a 

differentiating and reflective tool by teachers and are employed by school leadership to support the 

development of a culture of learning in schools. Figure 6.4  illustrates on the left hand side the 

subthemes which substantiate the Standards as being supportive of professional practice. The 

number of participant statements in agreement with Proposition One is stated along the horizontal 

continuum.  

Figure 6.4: Supporting Professional Practice  

                                                   Subthemes                                       

 

                                                                    Participant Statements in Agreement 

 

6.5.3 Proposition Two: The Standards Support Career Development  

The second proposition concerns the identified theme in the data that the Standards support career 

development. Four subthemes emerged from this study and are presented in the table below. 

                             Subthemes Participants References 
2.1 The Standards support career progression 13 49 

2.2 The Standards can be used as an appraisal 
tool 

10 21 

2.3 The Standards support professional 

portfolio evidence 

9 20 

2.4 The Standards encourage professional 
accountability 

7 15 

 

The subtheme that the Standards support career progression (subtheme 2.1) had a high level of 

participants stating this aspect of the Standards as positive and helpful. Gannon (2012) has been 

critical of the APST for the assumed developmental and incremental career progressions, presented 

as what she sees as a 'deficit' model, where teachers need to be corrected by increased monitoring 

and regulation. However, in this study the perspectives and experiences of participants was that the 

Standards provided direction and the descriptors outlined what was required to be able to succeed in 

the next stage. Participants in this study noted that the linear formatting style and explicitly defined 

expectations for teachers at four different career stages (‘Graduate’, ‘Proficient’, ‘Highly 

Accomplished’, and ‘Lead’) of the APST policy text, contributed to enhancing teacher 

professionalism by improving teacher/teaching quality. The conceptualised expectations of 

Standards  and formatting it on a continuum had been well received by participants as supporting 
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teacher career progression. Buchanan (2017) states that the Standards do not primarily define 

teaching quality. They are effectively “a framework of assessable outcomes or measures of teacher 

professional expertise, knowledge, learning and development” (p. 116).  

 

Participants noted that at the most basic level, the Standards were a policy that was written in plain 

language without peculiarities specific to teachers. The intent of the Standards according to AITSL 

was to provide the Australian educational community a tool that was theirs, that was not only easy 

to read and use, but it mapped across a continuum various career stages underpinned by a common 

language (AITSL, 2011). It becomes a focal point that has clarity for interactions with each other, 

their mentors, and the wider community. As intended by AITSL, the Standards are a public 

statement of what constitutes teacher quality, describing elements of high-quality, effective teaching 

by making explicit the knowledge, practice and engagement required across different stages in a 

teacher’s career. The intent of the Standards were to also to facilitate a shared understanding and 

language within the teaching profession, enabling the profession to articulate what it knows, what it 

does, what it believes and what it values (AITSL, 2011b). Yinger and Hendricks-Lee (2000) state 

that when standards are used in this way, they become “a means to development and 

empowerment” of a profession (p. 95). The usage of adverbial phrases (see highlighted words) 

captured the key elements of each progressive career stage.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



117 

 

Table 6.4: Overview Table: Career Stages 

Domain: Professional Knowledge 

Standard 1: Know students and how they learn 

Focus area Graduate Proficient Highly Accomplished Lead 

1.1 

Physical, social and 

intellectual 

development 

and characteristics 

of 

students 

Demonstrate 
knowledge 
and understanding of 

physical, social and 
intellectual 
development and 
characteristics of 
students and 
how these may affect 
learning 

Use teaching 
strategies 
based on knowledge 

of 
students’ physical, 
social and 
intellectual 
development and 
characteristics to 
improve 
student learning 

Select from a flexible and 
effective 
repertoire of teaching 

strategies to suit 
the physical, social, and 
intellectual 
development and 
characteristics of 
students 

Lead colleagues to 
select and develop 
teaching strategies to 

improve 
student learning using 
knowledge of 
the physical, social, and 
intellectual 
development and 
characteristics of 
students. 

1.2  

Understand how 

students learn 

Demonstrate 
knowledge and 
understanding of 
research into 
how students learn 
and the 
implications for 
teaching 

Structure teaching 
programs 
using research and 
collegial 
advice about how 
students 
learn 

Expand understanding of 
how students 
learn using research and 
workplace 
knowledge 

Lead processes to 
evaluate the 
effectiveness of teaching 
programs 
using research and 
workplace 
knowledge about how 
students learn. 

1.3 

Students with 

diverse linguistic, 

cultural, religious 

and socioeconomic 
backgrounds 

Demonstrate 
knowledge 
of teaching strategies 
that are responsive to 
the 
learning strengths 
and 
needs of students 
from 

diverse linguistic, 
cultural, 
religious and 
socioeconomic 
backgrounds 

Design and 

implement 
teaching strategies 
that are 
responsive to the 
learning 
strengths and needs 
of 
students from diverse 

linguistic, cultural, 
religious and 
socioeconomic 
background 

Support colleagues to 
develop effective 
teaching strategies that 
address the learning 
strengths and needs of 
students from diverse 
linguistic, cultural, 
religious, and 
socioeconomic 

backgrounds 

Evaluate and revise 
school learning 
and teaching programs, 
using 
expert and community 
knowledge 
and experience, to meet 
the needs 
of students with diverse 

linguistic, 
cultural, religious, and 
socioeconomic 
backgrounds 

 

Supporting documents such as the Australian Teacher Performance and Development Framework 

(AITSL, 2012b) and the Australian Charter for the Professional Learning of Teachers and School 

Leaders (AITSL, 2012a) all contribute towards supporting teacher professionalism. Participants in 

this study believed that another way the APST contributed to enhancing teacher career development 

and professionalism was by improving the status of teaching. Teachers in this research raised 

concerns about the perceived decline in the status of the teaching profession. Participants 

maintained this decline was in part due to the belief that mainstream media had over-represented the 

underperformance of a small minority of teachers. The APST offered an opportunity to raise the 

status of the teaching profession by providing a common language that could describe the depth and 

breadth of a teacher’s role. This stance reflected the position of Adoniou and Gallagher (2017) who 

used the phrase ‘standards as professional credibility’ (p.119) to summarise how the APST had 

helped to explain the profession of teaching to the broader community. Further to this point, Gonski 

et al. (2018) called for teaching, in Australia, to become a high-status profession. However, school 

leaders and teachers also raised concerns about the APST being used for leveraging accountability 
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and comparing or judging teachers and schools. These findings reflect a position widely reported in 

the literature that tension exists when the same standards (used for evaluation) have multiple 

purposes (Forde, McMahon, Hamilton, & Murray, 2016; OECD, 2009; Torrance & Forde, 2017; 

Watson & Fox, 2015). 

 

The second subtheme, the Standards can be used as an appraisal tool (2.2) was stated by the 

participants as helpful and practical in understanding where professionally teachers believed they 

were in their career stage. Ryan and Bourke (2013) state the advantages of professional standards 

for teachers include them being used: to enhance the public standing of the teaching profession, 

guide professional learning, practice, and engagement, increase teacher quality, enhance student 

learning, and provide professional development. Professional teacher standards, by definition, apply 

to all contexts, are non-prescriptive, and capture a meaningful and significant chunk of teachers’ 

work, as well as pointing to something measurable for growth (Ingvarson & Kleinhenz, 2006). 

 

Building teacher capacity has been recommended in order to improve lasting, significant student 

outcomes and achievement (Aaronson, 2007; Hargreaves & Fullan, 2012; Hattie, 2012). Schools are 

urged to create and promote effective systems of teacher performance, evaluation and development, 

or appraisals in their endeavours to build teacher capacity (Piggott & Irvine, 2003a). It has been 

argued by Jensen and Hunter (2010) that “teacher appraisal processes in schools are done poorly, 

with teachers reporting that they do not receive any real or tangible benefits from current teacher 

evaluation, performance, or development systems” (p. 334). However, effective performance and 

development processes within a school have been shown to be one of the key platforms to 

improving teacher quality (Jensen & Reichl, 2012; OECD, 2009). As such, Bruce (2010) suggested 

that “reforming teacher evaluation and development processes should not only improve the quality 

of teaching, but also student outcomes” (p. 45). 

 

While the purpose of The Standards is to provide a clear expression of what teachers are expected 

to know and do across the four career stages of teaching, these standards also provide a platform 

that schools may use to establish a collective understanding of what effective teaching looks like. 

As such, schools have increasingly used The Standards as a mechanism to conduct their own 

method of teacher evaluation, appraisal, or performance development and management (Connell, 

2009). In summary, one participant stated in this study:  

    They’ve helped me not be stagnant in where I am as a teacher. To always look at what I can be  

    doing more to further myself. So, you can chart where you are, whether you're proficient   

    or highly accomplished, and then looking into being a lead teacher. I don't think it's personally  

    where I want to go in terms of wanting to be a deputy or wanting to go to a level three teacher 
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    but in terms of just an individual teacher and wanting to be the best version I can be of myself.  

     (T12) 

 

Participants noted the critical role the APST played in professional development and growth in the 

study conducted by Adoniou and Gallagher (2017). Participants felt that the Standards focused their 

attention on all aspects of their teaching, which was similar to the findings of this study regarding 

collecting evidence for their professional portfolios (subtheme 3) and keeping teachers 

accountable. In the study by Adoniou and Gallagher (2017), participants maintained that “the 

requirement to collect evidence and reflect on their performance against the Standards encouraged 

them to stop and take stock, forcing them to reflect upon their practice when otherwise they might 

just fill their time with just creating more ‘stuff’” (p. 122). Further to this point Adoniou and 

Gallagher (2017) claim that ultimately the participants and principals used the Standards as a 

benchmark of sound practice.  Loughland and Ellis (2016) also confirmed that participants in their 

study noted that the Standards were helpful in framing professional learning for all their staff, and 

all participants reported using them as a means for teachers to set their professional learning goals. 

It was clear that the introduction of the process of registering progress from Graduate to Proficient 

levels against the Standards had substantially changed professional development practices in each 

school and learning culture (Adoniou & Gallagher, 2017). 

 

School leaders in this research and the research by Adoniou and Gallagher (2017) and Loughland 

and Ellis (2016) stated that the registration process not to ‘feel burdensome and competitive’, 

encouraging collaboration between both new teachers undergoing the process, and all the other staff 

in the school. In all sites, the newly qualified teachers worked together on the process creating a 

sense of community, collegiality, and collaboration. It was underpinned by a desire to see the 

standards as a driver of professional learning rather than a regulatory device.  

 

Ranson (2003) and Vidovich and Slee (2000) identified the importance of accountability and the 

role it plays in determining teacher quality and teaching standards. Participants in this study stated 

that the Standards kept their practice accountable (subtheme 2.4) and current. One teacher noted 

that it kept all teachers on a level playing field regardless of age, gender, or experience and gave 

teachers a level basis to move from. It has been argued that individual accountability has replaced 

the concept of professional responsibility by neoliberal governments (Hursh, 2005), pressuring 

teachers to find solutions for broad social and cultural problems that supposedly facilitate students’ 

engagement with learning. Kostogriz and Doecke (2011) state that,  
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    the implementation of teacher standards relies on managerial accountability and performativity  

    measures that aim to dramatically change the face of education and that now neoliberal policies  

    have marketised, privatised, and deregulated education according to the principles of free market.  

    (p. 400) 

  

As a result, all responsibility for education outcomes has been transferred to individual teachers and 

schools. This view, which is found in the literature, was not the experience and perspective of 

teachers in this study. However, Kostogriz and Doecke (2011) assert that according to an Australian 

study of teachers and principals there are certain merits in the accountability agenda. For instance, 

teachers recognise their accountability to parents and students as central to a democratic education 

(e.g., ensuring the principles of rights, equity, and justice in one’s practice). Accountability as a way 

of responding to the demands of others, is an inseparable dimension of one’s professional ethics as 

practiced at the school (Kostogriz & Doecke, 2011).  

 

6.5.4 Summary of Proposition Two 

Numerous participants in this study experienced the Standards as a helpful tool in their professional 

development. The use of the APST as an appraisal tool, along with collecting evidence for their 

professional portfolio, supported the progression of teachers in their careers keeping them 

accountable to a common standard of expectations as teachers. This second proposition was 

identified in the literature and confirmed by participants that the Standards support the career 

development of teachers. From the perspective of the teachers, the Standards is a practical policy 

supporting continuous growth and development of teachers as professionals. As intended by 

AITSL, the participants in this study noted that the formatting style and explicitly defined 

expectations for teachers at four different career stages (Graduate, Proficient, Highly Accomplished, 

and Lead) contributed to enhancing teacher professionalism and practice. Figure 6.7 demonstrates 

the second proposition which is substantiated by the themes and subthemes that the Standards 

support career development.  

 

Figure 6.7: – Supporting Career Development  
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6.5.5 Proposition Three: The Effectiveness of the Standards is Dependent Upon Local Factors 

Such as School Expectations and Resources (e.g., time). Participants in this research stated that 

several challenges inhibited the Standards being totally embraced and embedded as a significant 

part of their teaching practice. Drawn from the data, these issues were recognised as situational with 

various constraints identified as localised issues such as the school expectations for engagement and 

the allocation of resources (e.g., time).  

 

Although all teachers in this study recognised the need for the Standards and their usefulness in 

several areas, some participants stated that the APST lacked significance (subtheme 1.1) in their 

daily practice. Participants noted that although their school had promoted and recognised the 

importance of the Standards, it was not in the forefront of their minds in daily practice or given 

priority. Teachers recognised them as a policy to be referred to and stated that the APST was the 

ideal, but not the real world in which they taught. Student teaching programs, lessons, assessment 

and completing other documentation took precedence over the reference to engagement with the 

Standards. It was noted as a policy that was engaged when required or to provide evidence for 

teacher appraisals, professional (reflection tool) or career development or completing regulatory 

box ticking exercises such as teacher reregistration.   

 

The introduction of the APST demonstrated the significant leap forward in developing a coherent 

approach to teaching standards across Australia in order to achieve the best possible student 

outcomes no matter what state a student resided in (Timperley, 2011). This aim appears to be 

validated by the 4,141 teachers who participated in AITSL’s 2013 survey of Australian teachers. A 

total of 83% (3,437) of teacher participants said that they thought the APST would improve the 

profession. However, a more sobering statistic from the same survey showed that just over half of 

the same participant group (54%) stated that they use the APST to inform their teaching. Whilst it 

appears from these figures that the APST are perceived by teachers to have a positive influence on 

their teaching, it also appears that getting all teachers to use the APST as intended might be more of 

a challenge. But the consequence of half of teachers not using the APST as intended would have 

ramifications on their success, and their success lies, as Ingvarson (2010) stressed, in “bringing the 

profession on board” (p. 67) 
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Table 6.7 demonstrates themes which substantiate Proposition Three. 

 Table 6.7: Theme and Subtheme:  Challenges to Professional Practice   

1. Theme – The Standards present challenges to professional practice   

                             Subthemes Participants References 

1.1 The Standards lack significance to teaching practice 10 40 

1.2 The Standards do not consider teachers’ limited time  9 25 

 

The second challenge identified by participants which prohibited the intended use of the standards 

were that teachers did not have enough time in their teaching practice to effectively utilise the 

Standards as intended by AITSL. Simply put by teachers, they believed the Standards do not 

consider teachers’ limited time (subtheme 1.2) or teachers’ workload. Time constraints were 

repeatedly mentioned as challenges and were given as a significant issue for resistance to proper 

engagement with the APST. This finding echoed Burke and Ryan’s (2013) warning that regulatory 

processes associated with the APST might increase the administrative workload expected of 

teachers and school leaders. Time constraints, in general, were identified as a major challenge for 

Australian teachers and school leaders by Gonski et al. (2018). In this study, teacher participants 

were unanimous in their views that the workload for teachers completing registration and 

certification processes was onerous. Of more concern was the belief that teacher/teaching quality 

suffered whilst teachers were engaged in gathering evidence to satisfy registration and/or 

certification obligations.  

 

AITSL recognises the difficulty in engaging teachers with the mandated APST, as teachers are 

already preoccupied with issues of accountability, compliance, and time constraints (Ingvarson, 

2010; AITSL, 2014; Dinham, 2013). Teachers indicated that these issues hindered their ability to 

interact with teaching standards, with some admitting to merely “playing the game” to appease their 

leadership (Tuinamuana, 2011, p.78). Teachers’ overall workload increased over recent years 

placing practitioners in a state of being time poor, which resulted them not being able to use the 

APST as AISTL intended (Mayer, MacDonald, Mitchell & Bell, 2006). With a working week 

averaging 46 hours, with 23 of those hours devoted to direct teaching (Morris & Patterson, 2013), 

primary school teachers do not have time to properly engage themselves with the APST. To develop 

their understanding of the relationship between themselves and teaching standards, Doecke (2011) 

argues that teachers need to be given that time. This must be a meaningful process, as learning 

ought to be based on context and driven by the reality of the teacher’s own situation and context 

(Darling-Hammond, 1998). Release time for professional learning is required, but this costs money 

and the lack of money in schools could compromise a teacher’s ability to develop the level of 

interaction with the APST that is required to make a difference. However, this finding was contrary 
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to those reported by Adoniou and Gallagher (2017), where ‘graduate’ teachers completing 

registration requirements did not perceive a decline in the quality of their teaching. Moreover, 

teachers identified protective factors such as ‘ticking the boxes’ as mechanisms to cope with the 

increased workload and time constraints associated with enacting the APST. These coping 

mechanisms were identified in the literature as ‘gaming’ or ‘window dressing’ (Ball, 2009; Ehren et 

al., 2015). 

 

6.5.6 Summary of Proposition Three 

From the perspective of the majority of the participants in this study, the Standards were 

experienced as a positive initiative, supporting them professionally as teachers with clearly defined 

growth indicators underpinned by a common set of explicit benchmark standards of practice. 

Nevertheless, teachers voiced their experience in this research stating that there are prohibiting 

issues with the standards in daily, coal face practice. Teachers asserted the effectiveness and the 

engagement of the Standards from a day-to-day basis was largely dependent upon local school 

factors such as school expectations and resources (e.g., time) provided to teachers for professional 

development. These key determinates were identified in this research and the literature as real-life 

issues associated with the standards and its intended success in practice. Participant data regarding 

subthemes and the number of times participants stated issues associated with the challenges to 

professional practice is demonstrated in Figure 6.8. 

Figure 6.8: – Challenges: School Expectations and Time  

                                                    Subthemes 

  

                                                                Participant Statements in Agreement 

6.5.7 Proposition Four: The Standards Disregard the Human Qualities of Teachers 

Ingvarson (2005) believes that teacher professional standards based on professional knowledge are 

sufficient to “enhance accountability within the profession by clarifying reasonable targets for 

professional development” (p. 358). However, several teachers in this study balked at the APST 

precisely because professional knowledge was not the element considered by them to be most 

critical to success as a teacher.  The subtheme, the Standards disregard a recognition of the 

personal attributes of a teacher, reflects data which contributes directly to the fourth and final 

proposition that the Standards do not consider the human qualities of teachers.  
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In an Australian study of 71 teachers concerning their reflections and perceptions of professional 

standards, Taylor (2016) stated that a consistent refrain from participants was that their 

professionalism did not come from out there but from in here. This was a reference to the personal 

attributes of a teacher that positioned them as professionals which was also fostered by the culture 

of the school in which they worked. Participants stated that the APST Standards were putting a 

name to something they already do and that there is more to the teaching profession than just what’s 

in the booklet [APST] (Taylor, 2016). These sentiments were also echoed by many teachers in the 

current study. Taylor (2016) in his study asserted that the ontological element of teachers’ work was 

missing from the Standards. The notion that “we teach who we are” (Palmer, 1998–99, p. 10) is 

noted by participants in this study as an important element in the profession. Some scholars 

recognise that there is an overly reliant need to depend on technical competencies, ignoring 

attributes in the affective domain (Clarke & Moore, 2013; Monteiro, 2015; Newby, 2007; Ryan & 

Bourke, 2013; Tickle, 2005; Watson & Drew, 2015).  

 

The development and enactment of the APST has focused on what a teacher should know and be 

able to do. However, it is clear in this study that the Standards disregard the question of who the 

teacher needs to be whilst working in their school community, with their school colleagues, their 

leaders, their students, and their parents. While the importance of what teachers will teach, or how 

or why, is critical, the mostly unasked question is ‘who’. Although the UK teacher standards (TTS) 

has some areas pertaining to these qualities, noted as Personal and Professional conduct in their 

teacher standards policy, the review of national standards globally demonstrates that this exclusion 

is common. The review by DfE resulted in the formation of an updated set of standards, namely The 

Teachers Standards (TTS) in 2012, which included expectations for professional practice and 

conduct of teachers and defined the minimum level of practice expected of teachers in the UK. 

There are two parts presented in the TTS: Teaching and Personal and Professional conduct. 

However, the omission of qualities such as commitment, relationality, empathy and judgement has 

frequently been disregarded. Maguire (2014) notes that: 

    The emphasis, more and more, is on successful in-school experience, technical skills such as  

teaching literacy through centrally prescribed methods, behaviour management, familiarity  

with testing regimes, etc. Other matters, for example, those of commitment, values and  

judgement are frequently sidelined, made optional or simply omitted. (Maguire, 2014, p. 779) 

 

The APST reflect the skills (hands) and knowledge (head) of the effective teacher, but do not 

consider the personhood or ‘heart’ of the teacher (Palmer, 2007; Vallance, 2003). In this study, the 

proposition that the Standards do not consider the human qualities of teachers are at the heart of 

being an effective teacher. Taylor (2016) recognised in a study of teachers’ experience with the 
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Standards that the ontological dimension of the standards is missing. This is diagrammatically 

depicted in Figure 5.9 illustrating the teacher dispositions of Knowledge and Skills. The apex of the 

triangle represents the ontological dimension of teaching – Becoming, which is missing in the 

Standards. 

Figure 6.9: The Missing Ontological Dimension of the Standards 
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6.5.8 Summary of Proposition Four 

Participants in this study stated that the critical components of the human qualities of teachers were 

missing from the Standards. While the importance of Knowledge and Skills is not debated or in 

question, it is noteworthy that characteristics such as commitment, empathy, communication, and 

relationality: knowing, getting along with, and understanding one’s students well featured most 

prominently. This finding supports the research reported by Berliner (2004), who found,  

    “that expert teachers were no better than novice teachers at gauging student comprehension  

    based on non-verbal cues when faced with a class of strangers. It was only when expert teachers  

    knew their students well, relationally, that their teacher expertise made a difference” (98). 

 

The APST exhort teachers to “know students and how they learn” (AITSL Standard 1.1, p.4); they 

do not, however, acknowledge the ontological dimension that allows teachers to do that with 

exemplary relational depth and meaning. Groundwater-Smith and Mockler (2009) observed that 

“many attempts to quantify and measure teachers’ professional practice have fallen into the trap of 

privileging the easy to measure but trivial over the difficult to measure but important” (p. 60).  

It was reported by Fransson et al. (2018), in a comparative study of standards for newly qualified 

teachers in Australia, Scotland and Sweden , that Australian and Scottish Standards emphasise 

technical information, whereas the Swedish Standards focus on contextualised professionalism in 

teaching. The measurable and overt actions that teachers should perform were noted as a priority by 
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Australian and Scottish Standards over the more elusive contextual and emotional elements of 

teaching found in the Swedish Standards.  Fransson et al. (2018) state that:    

    Paradigmatic [technical] knowledge overshadows the small everyday stories of teachers and   

    places restrictions on the professional learning of NQTs. This could result in teachers’ decisional  

    capital being eroded and the scope for leadership, teaching, learning and educational change  

    being reduced to technical expertise. (p. 262) 

 

Teachers in this current study asserted that what is being measured in professional standards 

accreditation as matters of technical compliance and is proof of what matters to the APST 

accreditors and the APST themselves.  

 

6.6 Conclusion 

This Discussion chapter has provided detail of the propositions identified in the research and 

discussed them with reference to the literature. Drawing on the findings and studying the available 

literature, themes have been identified and synthesised into the following four propositions: 

1. The Standards support and shape teacher practice.  

2. The Standards support career development. 

3. The effectiveness of the Standards is dependent upon local factors such as school 

expectations and resources (e.g., time). 

4. The Standards do not consider the human qualities of teachers. 

The first proposition, that the Standards support, and shape, teacher practice, was identified in the 

research findings and was experienced as a practical policy supporting continuous growth and 

development of teachers and teaching quality. It is used as a differentiating and reflective tool by 

teachers and is engaged by school leadership to support the development of a culture of learning in 

schools. As intended by AITSL, participants testified to the Standards as a positive contribution to 

their work as teachers. In summary, it was applied in several ways such as a reflective tool for 

teaching practice, encouraged differentiated teaching and was used by leadership to assist teachers 

professionally. 

 

The second proposition, that the Standards support career development, was noted by participants 

as a helpful tool in their professional development. Teachers stated that the Standards were a critical 

tool for teacher appraisals, providing specific information for collecting evidence for their 

professional portfolio. The linear layout of the Standards assisted teachers to visualise progressive 

steps in their careers, and the indicators in each domain stated a common standard of expectations 

for teachers. From the perspective of the teachers, the Standards constitute a practical policy 

supporting continuous growth and development of teachers as professionals.  
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From the perspective of most of the participants in this study, the third proposition, voiced the 

challenges teachers faced, regarding the school expectations with the Standards and the level of 

resources (e.g., time) provided to teachers for professional development. Participants in this study 

stated that crucial to successfully embedding the Standards is having the time to study and 

understand the implications of teaching practice as outlined in the APST. These two areas were 

identified in this research as real-life issues associated with the standards and common in the 

literature to the intended success in teaching practice.  

 

The fourth proposition, that the Standards do not consider the human qualities of teachers was 

frequently stated by participants. In view of teacher standards globally, the APST  are typical of 

technical professional standards for teachers. Their focus is a deep concentrate on the 

epistemological qualities of teaching, such as what teacher must know and be able to do, omitting 

the ontological dimension of teaching, the human person (Monteiro, 2015). There is no question 

that ontological areas are difficult to measure, and so, consistent with the emphasis with technical 

abilities in a neoliberal educational society, they are generally, if not entirely disregarded in 

professional standards. Disregarding qualities which teachers hold to be central to their work asserts 

limits to what they can be, contributing to their sense of powerlessness.  

 

The following chapter presents the conclusion to this thesis, summarising the findings, propositions, 

and the limitations. Recommendations will be put forward regarding policy to practice and 

concluding comments outline recommendations for further research.  
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Chapter Seven : Conclusion and Recommendations  

7.1 Introduction 

This final chapter presents an overview of the entire thesis, starting with a short paragraph presenting 

chapter summaries, the research aim and research questions, and the methodology and data analysis. 

The next section of this chapter is a brief discussion regarding the findings, propositions and 

limitations of the study. Policy to practice recommendations are also presented in this section, with 

concluding comments inclusive of further research directions.    

 

7.2 Chapter Summaries 

In summary, this thesis opened with an introductory chapter which presented the research aim and 

research questions, and an overview of methodology. Chapter Two provided context to the 

development of the Standards nationally and internationally. The following chapter presented a 

review of the literature inclusive of key concepts: the impact of globalisation; neoliberal 

marketisation; teacher/teaching quality; teacher evaluation, accountability, professionalism, 

autonomy and agency and school leadership. The benefits and challenges associated with the 

Standards were also discussed in this chapter. Chapter Four concerns the research methodology, 

followed by Chapter Five, the research findings. Chapter Six presented the discussion about the 

findings and the final chapter is the conclusion.  

 

7.3 Research Aim 

This study was an investigation into the perspectives of experienced primary school teachers 

regarding the Australian Professional Standards for Teachers. The Australian Professional 

Standards for Teachers (APST) policy (AITSL, 2011) was released in 2011, and outlines the 

expectations for teachers. The Standards are a public statement of what constitutes teacher quality. 

According to AITSL, they define the work of teachers and make explicit the elements of high-

quality, effective teaching in 21st century schools that is intended to improve educational outcomes 

for students. The APST comprise seven Standards which outline what teachers should know and be 

able to do. The Standards are grouped into three domains of teaching: Professional Knowledge,  

Professional Practice and Professional Engagement. In practice, teaching draws in aspects of all 

three domains (AITSL, 2011). 

 

The aim of this study was to investigate the perspectives of Proficient career stage primary school 

teachers regarding their experiences with the Australian Professional Standards for Teaching 

(APST). Woods (1992) defines perspectives as “frameworks through which people make sense of 

their world” (p. 7). This thesis addresses a gap in the literature regarding the perspective of primary 
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school teachers and their experiences with the professional standards. While there is an increasing 

number of theoretical studies on the impact of professional standards, there are few that express the 

voices of teachers.  

 

7.4 Research Questions 

In this study, the main research question was to investigate the perspectives of Proficient career 

stage primary school teachers regarding their experience with the Australian Professional Standards 

for Teaching (APST). Four overarching questions were utilised to help understand the experiences 

of teachers with the Standards. 

1. What are the intentions of Proficient primary school teachers with regard to implementation of 

the APST, and what reasons do they give for this? 

2. What strategies do Proficient primary school teachers say they use with regard to the 

implementation of the APST, and what reasons do they give for this? 

3. What significance do Proficient primary school teachers attach to having these intentions and 

strategies and what reasons do they give for this? 

4. What outcomes do Proficient primary school teachers state will eventuate from having these 

intentions, strategies and significance, and what reasons do they give for this? 

The above questions were deconstructed further to provide suitable questions for the interview 

process. 

 

7.5 Overview of the Methodology 

An interpretive paradigm guided this study and grounded theory methods (GTM) of data collection 

and data analysis were utilised. It is consistent with the methods of interpretivism that the researcher 

observes the actions in which knowledge construction and teacher behaviour is created between 

policy and practice. Interpretive understanding is about how people make sense of their worlds 

(Schwandt, 2000), concerning itself with describing and understanding, rather than measuring for 

accuracy and evaluating (Punch, 2005). This thesis, guided by GTM, does not seek 

representativeness to achieve generalisability, but intends to understand the teachers’ perspectives 

based on empirical data (Charmaz, 2014).  

 

7.6 Data Analysis 

The data in this research was based on the findings of 15 individual interviews of experienced, 

Proficient stage primary school teachers who had taught in a classroom for more than three years. 

Three teachers from five Independent schools in the metropolitan area of Western Australia were 

involved. These schools were located within varying demographics and included both co-

educational and single sex schools (boys and girls).  
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Overall, the interview data after analysis emerged within two overall categories titled Strengths and 

Challenges. Interview data categorised as Strengths was placed in this area because it 

fundamentally identified the APST as being supportive of teaching practice as experienced by the 

participants. Data categorised as Challenges was located in this particular category because it 

identified the APST as leading to restricted or impeded teaching practice, as experienced by the 

participants.  

 

Themes are the conceptual abstractions drawn from the overall category. This study identified three 

themes within the Strength category: The Standards support professional practice; The 

Standards support professional career development, and the Standard are seen as a user-

friendly Policy. In total, nine subthemes within the Strengths category were identified. Two themes 

were located under the Challenge category: The Standards presented challenges to professional 

practice and in their presentation. Repeated words, phrases and concepts substantiated a subtheme 

and in total 15 subthemes were identified from the data.   

 

7.7 Summary of Findings 

Themes and subthemes were placed in descending order of prominence within a table alongside 

information indicating participant numbers and references made toward a subtheme (see Table 2-

page 98-99 Interview Data Analysis –Strengths/Theme/Subtheme). According to the data, the 

most prominent references made by participants indicated that the Standards were supportive of 

teachers’ professional practice, particularly in the area of the Standards supporting: good practice, 

encourages reflective practice and is used by school leaders as a tool to develop the professional 

culture of the school community.  

 

Participants stated that the Standards were a positive initiative for their teaching practice supporting 

professional career development. Teachers said the Standards were helpful in the following areas: 

supportive of career progression, useful as an appraisal tool, supports professional portfolio 

evidence and encouraged accountability. A final theme located under the Standards as being a 

strength experienced by teachers was that the Standards were a user-friendly document with clear 

vocabulary.  

 

Teachers also experienced aspects of the Standards as being challenging. In total, two themes 

emerged out of the data and were located under the category of Challenges. The first identified 

theme that was experienced as a challenge by teachers was professional practice. Four subthemes 

were identified in the order of prominence: The Standards lack significance to teaching, the 
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Standards did not consider teachers’ limited time, the Standards disregard current teaching practice, 

and the Standards did not consider the personal attributes of an effective teacher. The second theme 

that emerged as a challenge for teachers was the presentation of the Standards. The first of the two 

subthemes which were identified noted that the vocabulary and terminology was repetitive and 

unclear in the Standards and secondly, that the Standards lacked a consistent level of detail.   

 

7.8 Summary of Propositions 

Drawing on the findings of this study and the available literature, four propositions were generated. 

The first proposition is that the Standards support, and shape teacher practice. The Standards 

were identified in the research findings and was experienced as a practical policy supporting 

continuous growth and development of teachers and teaching quality. Participants noted that the 

Standards are used as a differentiating and reflective tool by teachers and are engaged by school 

leadership to support the development of a culture of learning in schools. As intended by AITSL, 

participants testified to the Standards as a positive contribution to their work as teachers.  

 

The second proposition that the Standards support career development was stated by 

participants as a helpful influence in the development of them as professionals. The Standards were 

a critical tool for teacher appraisals, providing specific information for collecting evidence for their 

professional portfolio. The linear layout of the Standards assisted teachers to visualise progressive 

steps in their careers, and the indicators in each domain stated a common standard of expectations 

for teachers.  

 

Teachers in this study also expressed the challenges they faced with the Standards. The third 

proposition states that the effectiveness of the Standards is dependent upon local factors such 

as school expectations and resources (e.g., time). Participants said that critical to successfully 

engaging with the Standards is to have the support and understanding of the school and having the 

time to study and understand the implications of teaching practice as outlined in the Standards. 

These two areas have also been identified in the literature as critical to the intended success in 

teaching practice (Barry et al., 2020; McSporran, 2018) 

 

The fourth proposition that the Standards do not consider the human qualities of teachers was 

frequently stated by participants. In view of teacher standards globally, the APST  are typical of 

technical professional standards for teachers generally. Their commonality is a focus on what a 

teacher must know and be able to do, to the exclusion of the ontological dimension of teaching and 

teachers, the human qualities (Taylor, 2016).   
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7.9 Limitations of the Research 

All research has limitations, and the major limitation in this research was the relatively small 

number of purposively selected participants (Merriam, 1998; Schatzman & Strauss, 1973). Within 

the time constraints of a Doctor of Education degree, and limited access to participants, only 15 

teachers were involved in this research. All teachers were from Western Australian Independent 

metropolitan schools. A larger number of participants particularly from rural regions and from other 

sectors such as government and Catholic schools may have provided further insights. 

 

Another possible limitation involves the method of data collection. This research primarily drew on 

individual interview data. Perhaps engaging in extensive observations, conducting focus group 

interviews along with individual interviews may have enhanced the study by either strengthening 

the existing findings or identifying areas not revealed in this study.  

 

A further potential limitation relates to transferability of the findings to other schools and states in 

Australia. The limitation is based upon time. Since the data collection phase of this research was 

conducted in 2017, teachers’ perspectives and engagement with the Standards may have changed 

over the years. Whilst at the time of this research the Standards were relatively new to the 

Australian education landscape, teachers may now be in a stronger position to understand and apply 

the intended application of the Standards in everyday practice. 

 

7.10 Recommendations for Policy to Practice 

Recommendation One:  

That schools maintain a strong practice of utilising the Standards in all communication and the use 

of the Standards in developing a culture of learning including collaboration, self-reflection, goal 

setting, professional learning, and growth and development. 

 

Recommendation Two:  

That schools maintain a strong practice of utilising the Standards for teacher professional 

accountability functions (teacher registration and re-registration, managing under-performance, and 

pay and career progression) and improvement strategies (performance reviews) for career growth. 

 

Recommendation Three:  

That school leaders and teachers work collaboratively to establish commonality with regard to the 

expected use of the Standards in daily practice, developing logical purposes and streamlined 

processes, focusing on the improvement functions of the Standards to meet their unique school 
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needs. Schools provide adequate professional learning and release time for teachers to properly 

understand the implications of the Standards towards their practice. 

 

Recommendation Four:  

That through a process of collaboration with AITSL, national and State government authorities and 

all significant educational stakeholders such as teachers and universities, revise the Standards 

addressing the human qualities of teachers. 

 

7.11 Conclusion and Recommendations for Further Research 

One of the key objectives in the establishment of AITSL in 2010, was to deliver the first consistent 

national framework for monitoring teacher quality in Australia (Ganon, 2012).  This framework was 

the APST which involved over 6000 teachers to ensure the Standards were shaped by teachers for 

teachers and was intended to bring a public statement of what constitutes teacher quality (AITSL, 

2011). The Standards are intended to contribute to the professionalisation of teaching and provide 

accountability. They are also intended to provide consistency in teacher practice and streamline 

teacher mobility across states and maintain teacher quality (AITSL, 2011). this research has 

identified a gap in the literature respecting the voices and perspectives of teachers. This was a key 

aspect of this study. As stated in this thesis, the APST are typical of technical professional standards 

globally with a focus on the epistemological aspects of teaching: what a teacher must know and be 

able to do. The APST in its current form disregard the ontological dimensions of teaching, the 

qualities of being human.  

 

Drawing on the available literature and the findings of this research, the significance of this study is 

that it has identified advantages and challenges with the APST as experienced by the participants. 

Four propositions were generated from the data.   The propositions in this research that the 

Standards support and shape teacher practice; the Standards support career development; 

the effectiveness of the Standards is dependent upon local factors such as school expectations 

and resources (e.g., time) and that the Standards do not consider the human qualities of 

teachers all strengthen knowledge and add empirical evidence to that research base.  

With the exception of a few standards globally (e.g., Sweden, England, Scotland) the omission of 

the human qualities which underpin an effective teacher is common. The APST do not account for 

the personhood or ‘heart’ of an effective teacher. These can be described as the unique personal 

qualities such as relationality, caring, persistence and emotional intelligence. The APST in their 

present form represent and reflect the knowledge (head) and the skills (hands) required to be teacher 

(Vallance, 2003). However, this study recognises that teaching is a social and relational practice, as 
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reflected in the literature (Taylor, 2016), and highlighted in the proposition that the Standards do 

not consider the human qualities of teachers. Although there has been some research on 

professional standards written in the same context as the current study (Adoniou & Gallagher, 2017; 

Clarke & Moore, 2013; Thomas & Watson, 2011; Taylor, 2016, Tuinamuana, 2011), the review of 

literature confirms that this area is under-researched and remains fertile ground for further 

examination. Considerations for additional research may include teachers in the Graduate, Highly 

Accomplished and Lead teacher career phase, along with a larger scope of participants from other 

educational school sectors. Further to this, an investigation into the inclusion of the human qualities 

in the revision of the Standards that underpin quality teachers such as relationality, empathy, 

patience, love of children, passion and emotional intelligence may also prove helpful. 

 

In conclusion to this thesis, a statement from one of the participants succinctly captures the majority 

of the perspectives of the teachers in this study. When asked, “What is important to you in teaching?” 

this participant stated:  

    The person of the teacher is. Well, the hidden curriculum is, the standards are good, but again, I  

    think for me it is ... the hidden curriculum.  You are doing the best for the child. I am loving them  

    through everything I teach, I suppose the hidden curriculum. So, whether the standards are there   

    or not, I am still going to do that. I am still going to teach the best that I can. I think they are  

    good for accountability, but in the end of the day, if you are a good teacher, you are going to be  

    a good teacher. And you are going to do the best for your children (T6) 
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APPENDIX 1: Australian Professional Standards for Teachers 

https://www.aitsl.edu.au/teach/standards 
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APPENDIX 2: Principal’s Consent and Ethics Form 
 

 

 

 

 

 
 

 

 

 

RESEARCH TITLE: 

    Australian Professional Standards for Teachers: Perspectives of Western Australian  

    primary school teachers. 

 

Principal’s Consent 

• I have read the Information Letter, which explains the research project, and any questions I 

have asked have been answered to my satisfaction. 

• I understand that participation in this project is entirely voluntary. 

• I understand that I may withdraw from this study at any time without needing to give reasons. 

• I understand that all information provided is treated as strictly confidential and will not be 

released by the researcher.  The only exception to this principle of confidentiality is if a court 

subpoenas documentation or directs other legal means.   I have been advised as to what data 

is being collected, what the purpose is, and what will be done with the data upon completion 

of the research. 

• I agree that research data gathered for the study may be published as a report or journal article 

provided my name or other identifying information is not used. 

• I understand that I will be invited to participate in an interview, which will be digitally audio 

recorded.  

Principal’s Name:        

Principal’s Signature:       

School:       

Date:      

 

 

Please Fax to Grace Oakley on 6488 1052 or email to grace.oakley@uwa.edu.au  

 
Approval to conduct this research has been provided by the University of Western Australia, in accordance with its ethics 
review and approval procedures. Any person considering participation in this research project, or agreeing to participate, 
may raise any questions or issues with the researchers at any time. 

In addition, any person not satisfied with the response of researchers may raise ethics issues or concerns, and may make 
any complaints about this research project by contacting the Human Ethics Office at the University of Western Australia 
on (08) 6488 3703 or by emailing to humanethics@uwa.edu.au 

All research participants are entitled to retain a copy of any Participant Information Form and/or Participant Consent Form 
relating to this research project. 

 

The University of Western Australia  
M459 Perth WA 6009 Australia 

 T +61 8 6488 3703  E humanethics@uwa.edu.au 
 M +61 000 000 000000 000 000  CRICOS Provider Code 00126G 

Graduate School of Education 

The University of Western Australia 

M428, 35 Stirling Highway, Crawley, 

WA, 6009 
Telephone: +61 8 6488 2301 

Fax: +61 8 6488 1052 

www.gse.uwa.edu.au  
CRICOS Code: 00126G 

 

mailto:grace.oakley@uwa.edu.au
mailto:hreo-research@uwa.edu.au
http://www.gse.uwa.edu.au/
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RESEARCH TITLE:  

 

Australian Professional Standards for teachers: Perspectives of Western Australian primary 

school teachers 

 

Dear Principal, 

 

You are invited to participate in a study to investigate the perspectives of Proficient career stage 

Western Australian primary school teachers regarding the implementation of the Australian 

Professional Standards for Teachers (APST). 

 

The purpose of this doctoral research is to understand from the perspective of the teacher how they 

have experienced the APST. What are the successes, challenges and outcomes teachers have had in 

utilising the APST in their daily practice? How has the APST hindered or helped teachers? 
 

 

What does the participation in the research involve? 

• Participants will be involved in a digitally audio taped one on one interview after school hours 

at your school. The interview should last no longer than 45 minutes.   

• Participants can withdraw at any time.  

• Participant contributions can be destroyed or discussed with the researchers as appropriate. 

However, if the project has already been published at the time a participant decides to 

withdraw, their contribution cannot be removed from the publication.  

• Researchers working in the school have undertaken a National Criminal History Record and 

a Working with Children Check.  

• This research has been approved by the ethics committees at the University of Western 

Australia.  

• No information on individual teachers, students or schools that makes them identifiable will 

be published in the report or any other publications resulting from this study.  

• The data from this project will be stored securely at The University of Western Australia 

and will only be accessed by the research team. The data will be stored for a minimum 

period of 7 years, after which it will be destroyed. 

Thank you in anticipation for taking the time to participate in this study. Your contribution is vital to 

the success of the research. Your participation in the interview will make a significant contribution 

to an improved understanding of the implementation issues experienced by Western Australian 

Primary school teachers regarding the APST. The data gathered from this research will enable 

teachers and school communities better understand the impact of the APST. Results of this interview 

will be included in a research thesis and may be published in a journal. A copy of the journal article 

will be made available upon request. 

 

Approval to conduct this research has been provided by the University of Western Australia, in 

accordance with its ethics review and approval procedures. The ethics number is RA/4/1/8794. Any  

person considering participation in this research project, or agreeing to participate, may raise any 

questions or issues with the researchers at any time. In addition, any person not satisfied with the 

response of researchers may raise ethics issues or concerns, and may make any complaints about this 

research project by contacting the Human Research Ethics Office at the University of Western 

Australia on (08) 6488 3703 or by emailing to hreo-research@uwa.edu.au 

mailto:hreo-research@uwa.edu.au
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All research participants are entitled to retain a copy of any 

Participant Information Form and/or Participant Consent 

Form relating to this research project.  

 

 

This study is being undertaken by        Thomas Quinlivan 

                                                              Phone: (mobile) 0403 090 050 

                                                              Email: tquinlivan@iinet.net.au and supervised by                                  

Assoc/Prof Grace Oakley 

                                                               Phone: (office) 08 6488 2301 

                                                               Email: grace.oakley@uwa.edu.au 

                                                               Dr. Jennifer Shand 

                                                               Phone: (Office) 08 6488 2368 

                                                               jennifer.shand@uwa.edu.au 

If you have any questions or require more information about the research project please do not hesitate 

to call Grace Oakley on 6488 2301 or email: grace.oakley@uwa.edu.au . When you have had time to 

read this information sheet, please return the attached signed consent forms to Grace Oakley at the 

fax number provided as soon as possible.  This project information letter is for you to keep.  

 

Yours sincerely                                         Yours sincerely  

 

Assoc. Professor Grace Oakley              Dr Jennifer Shand    

 

 

 

 

 

 

 

 

 

 

 

 

 

Graduate School of Education 

The University of Western Australia 

M428, 35 Stirling Highway, Crawley, 

WA, 6009 

Telephone: +61 8 6488 2301 

Fax: +61 8 6488 1052 
www.gse.uwa.edu.au  

CRICOS Code: 00126G 

 

 

mailto:tquinlivan@iinet.net.au
mailto:grace.oakley@uwa.edu.au
mailto:jennifer.shand@uwa.edu.au
mailto:grace.oakley@uwa.edu.au
http://www.gse.uwa.edu.au/
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APPENDIX 3: Teacher’s Consent Form 

 

 

 

 

 

 

 

 

PROJECT TITLE: 

Australian Professional Standards for Teachers: 

Perspectives of Western Australian primary school 

teachers. 

 

TEACHERS 

• I have read the Information Letter, which explains the research project, and any questions I 

have asked have been answered to my satisfaction. 

• I understand that participation in this project is entirely voluntary. 

• I understand that I may withdraw from this study at any time without needing to give reasons. 

• I understand that all information provided is treated as strictly confidential and will not be 

released by the researcher.  The only exception to this principle of confidentiality is if a court 

subpoenas documentation or directs other legal means.   I have been advised as to what data 

is being collected, what the purpose is, and what will be done with the data upon completion 

of the research. 

• I agree that research data gathered for the study may be published as a report or journal article 

provided my name or other identifying information is not used. 

• I understand that I will be invited to participate in an interview, which will be digitally audio 

recorded.  

Teacher’s Name:        

 

Teacher’s Signature:       

 

School:       

 

Date:      

 

Please Fax to Grace Oakley on 6488 1052 or email to grace.oakley@uwa.edu.au  

 
Approval to conduct this research has been provided by the University of Western Australia, in accordance with its ethics 
review and approval procedures. Any person considering participation in this research project, or agreeing to participate, 
may raise any questions or issues with the researchers at any time. 

In addition, any person not satisfied with the response of researchers may raise ethics issues or concerns, and may make 
any complaints about this research project by contacting the Human Ethics Office at the University of Western Australia 
on (08) 6488 3703 or by emailing to humanethics@uwa.edu.au 

All research participants are entitled to retain a copy of any Participant Information Form and/or Participant Consent Form 
relating to this research project. 

 

 

The University of Western Australia  

M459 Perth WA 6009 Australia 

 T +61 8 6488 3703  E humanethics@uwa.edu.au 

 M +61 000 000 000000 000 000  CRICOS Provider Code 00126G 

Graduate School of Education 

The University of Western Australia 

M428, 35 Stirling Highway, Crawley, 

WA, 6009 

Telephone: +61 8 6488 2301 

Fax: +61 8 6488 1052 

www.gse.uwa.edu.au  
CRICOS Code: 00126G 

 

 

mailto:grace.oakley@uwa.edu.au
mailto:hreo-research@uwa.edu.au
http://www.gse.uwa.edu.au/
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APPENDIX 4. Participant Interview Questions 

 

 

Table 4.2: Guiding and Interview Questions 

1. What are the intentions of Proficient primary school teachers with regard to 

implementation of the APST, and what reasons do they give for this? 

• In what ways do you think the Standards might have the potential to help you, if at 

all? 

• If you could change anything about the way that the Standards are used, what would 

you change, and why?  

• Is there anything else that you would like to tell me about the Standards, what you 

think of them, how they are used, and their impact on teaching? 

2. What strategies do Proficient primary school teachers say they use with regard to their 

use of the APST, and what reasons do they give for this? 

• Where and how do you use the Standards, if at all? 

• To what extent would you say the Standards have helped you reflect on, or improve, 

your practice - if at all? 

• What do you think of the layout and language used in the Standards document or 

website? (Is it “user-friendly”?) 

• Are any other people involved in your use of the Standards? Who are they and what 

role do they play? 

3. What significance do Proficient primary school teachers attach to having these 

intentions and strategies, and what reasons do they give for this? 

• What are your thoughts and feelings about the Australian Professional Standards 

for Teachers, or ‘the Standards’?  

• How familiar are you with the Standards and how did you learn about them? 

• What were your initial reactions when you first encountered the Standards?  
• Have your feelings and thoughts about the Standards changed over time? If so, 

how? 

 

4. What outcomes do Proficient primary school teachers state will eventuate from having 

these intentions, strategies and significance, and what reasons do they give for this? 

• What might you say about the ways in which the Standards are used by the 

leadership at your school?  

• In your opinion, to what extent have the Standards contributed to improving 

learning outcomes for students, in your own class and   beyond? 

• If you could change or add anything about the contents of the Standards, what 

would you change, and why? 

 
 

 




