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ABSTRACT	  
	  
This study analysed the Australian Professional Standards for Teachers (APST) using a 

modified ‘policy trajectory’ framework. This framework was used to identify policy 

influences, policy text production processes, policy practices or enactment in Western 

Australian secondary schools, and longer-term outcomes resulting from the policy. The 

research captures a significant period of change in Australian education history with the 

Australian Government becoming increasingly involved in steering national education 

policies, even though education remains a legal responsibility of the States and 

Territories. As part of an accelerating accountability agenda in Australian education, the 

APST aims to improve teacher/teaching quality to ‘drive up’ students’ academic 

performance to promote Australia’s future national productivity and international 

competitiveness. Therefore, the issues of teacher/teaching quality and teacher 

professionalism have been brought into sharper focus. 

 

The policy trajectory framework guided the data collection and data analysis strategies 

for this qualitative research. Within each context of the policy trajectory (influences, 

policy text production, practices, and outcomes) consideration was given to policy 

processes at three levels: the national level (Australia), the State level (Western 

Australia), and the local level (three secondary schools). Interpretivist theory was used 

during the first stage of data collection and analysis to uncover the perspectives of 

different policy actors involved in APST policy processes. Critical theory was then used 

to reveal power relationships along the whole policy trajectory. Documentary and/or 

interview data were collected from each of the three levels of the policy trajectory. 

There was a heavier reliance on documents at the national level and a greater use of 
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interview data at the school level. Five key policy documents were analysed and 54 

individuals participated in interviews or focus groups. 

 

Findings from this research were divided into the four contexts of the policy trajectory: 

influences, policy text production, practices or enactment, and longer-term outcomes. 

The research found that national and global influences were substantially stronger than 

school influences on APST policy processes. Major themes to emerge for the context of 

policy text production included the APST enhancing teacher professionalism, the 

coupling of teaching and learning, and ‘apparent’ stakeholder collaboration. For the 

context of policy practices in selected Western Australian secondary schools, major 

themes to be distinguished were the evolution of changing school practices, as well as 

both challenges, and strengths associated with the APST. Specific challenges related to 

the APST having both accountability and improvement functions, whereas particular 

strengths included enhancing teacher professionalism and providing a common 

language for reform. Policy practice themes varied considerably across the secondary 

case study schools due to the existence of moderating localised school-specific factors. 

Three possible longer-term outcomes in relation to the APST were revealed, including 

the potential of the APST to increasingly co-ordinate the teaching profession, as well as 

the possibility of improved teacher/teaching quality and student outcomes.  

 

In the penultimate meta-analysis chapter of this thesis, major themes and power 

differentials identified within and between each context (influences, text production, 

practices, and outcomes) formed the basis of discussion in relation to the literature. 

Propositions were then synthesised to provide possible ‘food for thought’ in other 

settings. It should be emphasised, however, that there is no intention to generalise from 

the findings specific to the Australian settings studied in this research.  
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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 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. 

  

The term student outcomes:  

The term student outcomes, describes student learning, engagement in learning, and student 

wellbeing outcomes (AITSL, 2012a). In some instances, learning or academic specific 

outcomes have been described by the more general term of student outcomes. In this thesis 

the term ‘student outcomes’ has been used to refer to outcomes that are broader than just 

learning outcomes; and, where relevant, the terms ‘learning outcomes’ and ‘wellbeing 

outcomes’ have been adopted to increase clarity. When citing literature, the term originally 

used by the author has been adopted. 

	  

The terms teacher evaluation, appraisal, performance review, performance 

management, and under-performance:  

Particularly in the interview data the terms ‘teacher evaluation’, ‘appraisal’, ‘performance 

review’, and ‘performance management’ were used interchangeably. Usage of 

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



	   xi	  
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.  

	  

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’. 

 

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) or its precursor the National Professional 

Standards for Teachers (NPST). 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’, ‘Head of Department’ and ‘Year Coordinator’. 

 

Numbering conventions: 

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

written as numerals. Exceptions include students’ year level at school, which have been 

written as numerals, for example, Year 1 to Year 12, and titles such as the Level 3 

Classroom Teacher, where the convention used by the original author has been used.
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CHAPTER	  ONE:	  INTRODUCTION	  TO	  THE	  THESIS	  
	  

Introduction	  

The Australian Professional Standards for Teachers (APST) policy, initially released in 

2011, has defined expectations for teachers and provided a framework to evaluate 

teacher/teaching quality in Australia. The formally stated purpose of the APST was 

developing and refining teaching practices to improve student outcomes (Australian 

Institute for Teaching and School Leadership [AITSL], 2011). This one policy is part of 

a broader nation-wide education reform agenda, driven by the Australian Government, 

to align education and economic policies aimed at increasing national productivity and 

international competitiveness (Rizvi & Lingard, 2010). Global discourses, agendas, and 

policy pressures have influenced the development of national education policies in 

Australia, and across international settings, for the past two decades. One outcome of 

globalisation and its associated neoliberal ideology is a dramatic increase in 

standardisation and accountability measures for schools and teachers. The APST is an 

example of a contemporary accountability measure intended to improve 

teacher/teaching quality, however, it also has implications for teacher professionalism. 

Although Michael Fullan (2011) acknowledged the need for teacher standards, he 

cautioned against the temptation to try and make teachers and schools the solution to 

problems in education and society more generally.  

 

A focus on improving teacher quality in Australia has existed since the 1980-1990s 

(Ingvarson, 2010). Teachers have long been identified as a ‘policy problem’ impeding 

the drive to improve students’ academic outcomes in Australia (Vidovich, 2007a). 

Therefore, an interest in teacher evaluation has existed with the dual purposes of 
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holding teachers accountable for their actions, and helping them to improve their 

practice (Tuytens & Devos, 2013; Watson & Fox, 2015). Historically, State 

governments within Australia have primarily been responsible for education, however, 

since the 1960s successive federal governments have become increasingly involved 

through the use of 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 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 and is significant to this research as its goals are referenced and 

underpin the APST policy documentation.  

 

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). The Australian Institute for Teaching and 

School Leadership (AITSL) was formed in 2010, after the COAG agreed to the 

development of a national professional standards framework for teachers and school 

leaders. More specifically, the role outlined for the 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 been used 

for quality governance, public accountability, and overall school accountability (AITSL, 

2015). 
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Aim	  and	  Policy	  Framework	  

The aim of this study was to analyse the APST using a modified ‘policy trajectory’ 

framework to identify policy influences, policy text production processes, policy 

practices in selected Western Australian secondary schools, and longer-term outcomes 

resulting from the Standards. Definitions of policy have evolved over time. Particularly 

relevant to this study is Ball’s seminal definition of policy as “both text and actions, 

words and deeds…what is enacted as well as what is intended” (1994, p. 10). This 

definition assisted in framing areas of focus for this policy trajectory analysis of the 

APST.  

 

Ball’s original policy trajectory (1994), as further developed by Vidovich (2007b, 

2013), guided the data collection and data analysis strategies used for this qualitative 

research. The adopted framework entailed four contexts (influences, policy text 

production, practices, and outcomes). The context of influence is focused on the 

conditions leading up to interest in the new policy agenda and the impact of different 

stakeholder groups. The context of policy text production is concerned with the actual 

policy text whilst considering questions about ‘who, what, why, when, where, and 

how?’ the policy text was constructed with the aim of identifying dominant 

individuals/groups, ideologies, and power relationships. The context of practices is 

centred on the way the policy was enacted at local sites including how the policy may 

have been resisted, negotiated, or reformed. Finally, the context of outcomes involves 

the identification of anticipated longer-term effects likely to result from enacting the 

policy (Vidovich, 2007b, 2013). 
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Research	  Questions	  	  

Each context of the adopted policy trajectory (influences, policy text production, 

practices, and outcomes) formed the basis of the following four research questions. 

Research Question One: How have ‘global’, national, State, and local (school) factors 

influenced policy processes for the Australian Professional Standards for Teachers? 

 

Research Question Two: What are the defining characteristics of the Australian 

Professional Standards for Teachers policy text and how was it produced? 

 

Research Question Three: What practices have resulted from enactment of the 

Australian Professional Standards for Teachers policy in selected Western Australian 

secondary schools? 

 

Research Question Four: What are the anticipated longer-term outcomes likely to occur 

as a result of the Australian Professional Standards for Teachers? 

 

Overview	  of	  the	  Methodology	  

This research utilised interpretivist theory for the first stage of data collection and 

analysis to uncover the perspectives of different policy actors at different points in the 

APST policy trajectory. Critical theory was then used to reveal power relationships 

along the whole policy trajectory, between global influences and local enactment in 

schools. Qualitative research methods were used to investigate the four research 

questions relating to APST policy processes at three levels: the national level 

(Australia), the State level (Western Australia), and the local level (three secondary 

schools). The local level included three case study schools, one from each of the 
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education sectors in Western Australia (government, Catholic, and independent). 

Documentary and/or interview data were collected at each of the three levels of the 

policy trajectory. There was a heavier reliance on policy documents at the national 

level, and a greater use of interview data at the school level. 

 

Data	  Collection	  

Documentary and interview data were collected between April 2016 and July 2017. An 

interview guide was established based on the research questions. Semi-structured 

interviews allowed the same question stems to be asked, in the same order, to elicit 

participants’ perspectives. At the national level, data were drawn from three AITSL 

policy documents, and one interview with an AITSL employee. At the State level, data 

were extracted from two policy documents, one from the Teacher Registration Board of 

Western Australia and one from the Department of Education Western Australia, and 

four interviews. The four interviews were with employees from the Teacher 

Registration Board of Western Australia, the Department of Education Western 

Australia, Catholic Education Western Australia, and the Association of Independent 

Schools Western Australia. The school level of this study consisted of three secondary 

schools from each of the three education sectors in Western Australia. Six secondary 

school leaders and 43 secondary school teachers participated in individual interviews or 

focus groups.  

	  

Data	  Analysis	  

Data for this study were largely text based, consisting of interview or focus group 

transcripts and policy documents. The policy documents were analysed first to facilitate 

preparation of interview schedules and the analysis of the interview transcripts. The first 
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stage of data analysis was based on Miles and Huberman’s (1994) framework to 

identify prominent themes and sub-themes. The three main components of this 

framework (data reduction, data display, and the drawing and verifying of conclusions) 

often occurred concurrently. Data reduction involved summarising the data, attaching 

codes to the data, and developing memos to explore and develop ideas. Data display 

involved generating tables that could be consistently employed across the three levels 

(national, State, and school) of the policy trajectory. These tables allowed for the 

identification of prominent themes and sub-themes within and between policy process 

levels, and for comparisons to be made along the whole policy trajectory. Conclusions 

were drawn during data reduction and display processes.  

 

The second stage of data analysis was based on Sousa and Magalhaes’ (2013) two-

phase model, to counter the lack of methodological devices for conducting discourse 

analyses. The two-phase model allowed for the discourse analysis to be translated into a 

‘do-able’ procedure (Sousa & Magalhaes, 2013). Phase one involved identifying: the 

‘order of discourse’ or unquestionable main discourse; ‘nodal point/s’ used to justify the 

main discourse; ‘articulations’ to further legitimise arguments for the main discourse; 

and, the ‘field of discursivity’ or marginalised discourses. The second phase began after 

the discourse organisers had been identified and involved considering the construction 

of dominant and excluded discourses, relating to power differentials along the policy 

trajectory. Triangulation was possible due to the use of multiple sources of data. 

 

Significance	  

This study contributes to relevant bodies of literature by increasing knowledge and 

understandings about education reforms in Australia generally, and about APST policy 

processes in particular. It has provided empirical evidence about changing policy 
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practices and potential longer-term outcomes for school leaders, teachers, and students 

resulting from the enactment of the APST in Western Australian secondary schools. 

Furthermore, findings from this study may be of interest across national and 

international settings with professional standards for teachers receiving increasing 

attention, in part due to the Organisation for Economic Co-operation and 

Development’s focus on teacher/teaching quality to improve student outcomes. 

	  
	  

Structure	  of	  the	  Thesis	  

This thesis includes ten chapters. Following this introductory chapter, Chapter Two 

overviews the relevant ‘global’, national, and State contextual background information 

for this study. Chapter Three reviews the literature related to the key concepts that 

underpin this research. The five concepts to be reviewed are: globalisation and 

neoliberalism; accountability; teacher/teaching quality; teacher professionalism; and, 

definitions for the conceptualisation of ‘policy’. Chapter Four outlines the research 

methodology utilised for this study including theoretical frameworks, data collection, 

and data analysis techniques. Chapter Five presents research findings for the first three 

research questions from the national and State levels of the policy trajectory. Chapters 

Six, Seven, and Eight present findings for the first three research questions for each of 

the three case study schools that made up the school level of this study. Chapter Nine 

is the meta-analysis of findings along the whole APST policy trajectory from global 

influences through to enactment in selected local secondary schools. This discussion of 

findings links back to the literature presented in Chapter Three. Chapter Ten describes 

ongoing policy evolution, recommendations for policy and practices, and implications 

for further research. 
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CHAPTER	  TWO:	  THE	  CONTEXTUAL	  BACKGROUND	  
	  

Introduction	  

This chapter overviews the contextual background relevant to this analysis of the 

Australian Professional Standards for Teachers (APST). ‘Global’, national, and State 

influences have shaped the development and enactment of the APST. Therefore, this 

chapter has been organised into three sections to reflect the ‘global’ context, the 

Australian context, and the Western Australian (WA) context. The first section outlines 

international trends related to policies and publications on teacher registration, 

certification, evaluation, and reward structures. In particular, the Organisation for 

Economic Co-operation and Development (OECD), the United Kingdom (UK), and the 

United States of America (USA) have been identified as significantly influencing the 

APST. The second part of the chapter provides: an historical overview of education 

developments in Australia, which provides the broader setting for this study; a summary 

of the major national policy initiatives that led up to the production of the Standards; 

and, initiatives related to the APST between its launch in 2011 and when data collection 

for this study commenced in 2016. The third component of this chapter provides an 

overview of education in WA, the State where the majority of data for this study was 

collected. Key WA stakeholders, policy developments, and initiatives relevant to the 

APST have been identified up to the commencement of data collection for this study in 

April 2016. 

	  

The	  ‘Global’	  Context	   	  

This section has been divided into three discrete parts on the OECD, the UK, and the 

USA as each was identified as having influenced the development of the APST. 
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The	  Organisation	  for	  Economic	  Co-‐operation	  and	  Development	  (OECD).	  
	  
The OECD has contributed to global education policy trends, for its member and non-

member nations, since the early 1990s (Sellar & Lingard, 2015). The following 

statement outlines the organisation’s purpose: 

The OECD is a unique forum where governments (of 34 democracies) 
work together to address the economic, social and environmental 
challenges of globalisation…provides a setting where governments can 
compare policy experiences, seek answers to common problems, identify 
good practice and work to co-ordinate domestic and international policies 
(OECD, 2016a, p. 223). 

In the interests of being globally competitive, governments 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 annual Education at a Glance publication has provided rich, comparable, and up-

to-date data on indicators such as the quality of learning outcomes, policy levers, and 

contextual factors that shape outcomes and social returns for the public investment 

made in education (OECD, 2015a). Table 2.1 following, provides a summary of 

Education at a Glance 2015: OECD Indicators (OECD, 2015a) for the UK, the USA, 

and Australia, in the year preceding data collection for this study, as a means to 

considering education resource inputs for these nations. Key features have been 

highlighted in the forthcoming pages. 
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Table 2.1: Key Data from Education at a Glance 2015 for the UK, the USA, and Australia 
 UK USA Australia 

Annual expenditure per secondary 
student in USD 

10,085 12,442 10,165 

Ratio of secondary students to 
teaching staff 

18 15 12 

Average secondary teacher salary in 
USD 

N/A 52,343 – 

54,083 

51,417 

Note. The main pay range for teachers in the UK, using a 1:1.5 conversion rate is USD 
33,258-50,699 (United Kingdom Government, 2015). 

Source. Adapted from OECD (2015a). 

Data from the OECD’s Education at a Glance 2015 showed that across the OECD, the 

average number of secondary students to teacher ratio is 13:1. Both the USA and the 

UK had higher than average class sizes, whereas Australia was just below the OECD 

average. In terms of financial investment, per secondary student, the OECD average 

was USD 9,518. The figures for Australia and the UK were similar, and just above the 

OECD average, whilst the USA was towards the top end of what OECD countries 

spend per student on secondary education. When additional payments were added to the 

main pay scale for teachers in the UK, rates of pay for secondary school teachers in all 

three countries were similar and above the OECD average (OECD, 2015a). 

 
The OECD launched PISA in 2000 with the aim of evaluating the quality and equity of 

education systems around the world. PISA results have been publically reported every 

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

academic achievement in reading, mathematics, and science. Although there are only 34 

OECD countries, in 2015, 72 countries or provinces participated in the PISA (OECD, 

2016a), indicating the desire of non-OECD countries for benchmarking within the 

competitive global arena. 
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In Australia, the profile of the 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 following, provides a summary of the PISA 2015 rankings for the 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. The numbers indicate each nation’s PISA league table ranking, in the year 

prior to the commencement of data collection for this study. The discussion following 

Table 2.2 overviews trends in PISA rankings, for these three countries, since 2000.  

 

Table 2.2: Summary of PISA 2015 Rankings for the UK, the USA, and Australia  

 Nation 

 UK USA Australia 

2015 PISA mathematics ranking 27 40 25 

2015 PISA reading ranking 22 24 16 

2015 PISA science ranking 15 25 14 

Source. Adapted from OECD (2016a). 

There was little change in PISA 2006, 2009, and 2012 rankings for mathematics, 

reading, and science for the UK and the USA (OECD, 2014b). UK results, for 2012, 

were close to the OECD average for mathematics and reading, whilst science results 

were slightly above the OECD average. PISA 2012 results for the USA were about 

average for reading and science, whilst mathematics results were below the OECD 

average. PISA rankings for Australia have dropped considerably since 2003, when 

Australia was ranked 4th overall. Australian mathematics and reading rankings have 

significantly declined relative to other OECD countries, although science rankings have 

remained fairly stable (Masters, 2014; OECD, 2014b). For PISA 2015, reading rankings 

for the UK, the USA, and Australia were similar, and all above the OECD average. 
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Between PISA 2012 and 2015, UK rankings for mathematics and reading were stable, 

whilst science rankings improved five places. PISA 2015 rankings for the USA declined 

in all three areas, but most notably in mathematics, which was again below the OECD 

average. Australia’s PISA 2015 results for mathematics, reading, and science were all 

above the OECD average, and similar to the UK. Mathematics and reading rankings 

dropped slightly from PISA 2012, whilst science rankings improved by two places. The 

declining mathematics (and reading) rankings for the UK, the USA, and Australia, in 

PISA 2015, were in part due to the improved performance of many Asian education 

systems. The top ten PISA 2015 rankings for mathematics were dominated by Asian 

nations (OECD, 2016a). 

 

When comparing Table 2.1 to Table 2.2, the USA had relatively high education costs 

and relatively low PISA results when compared to the UK and Australia (and other 

OECD countries). Australia achieved higher overall PISA rankings with less input costs 

than the USA, although, Australia had similar secondary education costs when 

compared to the UK. There are wide ranging views as to how PISA results should be 

viewed and used. The accountability section in Chapter Three offers a more detailed 

critique of the PISA and its results. 

 
Regardless of the way PISA results are viewed, education more generally is 

increasingly being viewed as a key component to improving national productivity and 

international economic competitiveness. Teacher/teaching quality has moved to centre 

stage as one of the main mechanisms to improve student performance in international 

rankings. 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? 
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(OECD, 2012); Embedding Professional Development in Schools for Teacher Success 

(OECD, 2015c); Supporting Teacher Professionalism – Insights from TALIS 2013 

(OECD, 2016b); How Can Professional Development Enhance Teachers’ Classroom 

Practice? (OECD 2017c); and, Teaching for Global Competence in a Rapidly Changing 

World (Asia Society/OECD, 2018) have all encouraged a focus on teacher/teaching 

quality by linking teacher/teaching quality to improved student outcomes.  

 

An OECD analysis, across OECD countries between 2008 and 2014, showed that 24% 

of all education reforms specifically focused on attracting and retaining quality school 

staff, and a further 16% of education reforms focused on issues of quality and equity 

(OECD, 2015b). A focus on equity is in line with OECD countries’ education ministers 

having committed to the ambitious goal of raising the quality of learning for all students 

(OECD, 2005, 2017b). Teacher/teaching quality has been highlighted as a significant 

contributing factor necessary to achieve this goal.  

 

In addition, the OECD (2005) stated that countries benefit from having clear and 

concise statements, or teacher standards, that articulate what teachers are expected to 

know, believe, and be able to do. Registration, re-registration, and certification 

processes exist in many OECD countries. In terms of registration requirements, teachers 

usually need to satisfy: a competitive exam; mandatory practical teaching experience; 

an interview; a portfolio; subject matter test/s in the area/s they intend to teach; and, 

tests in literacy, numeracy, and information communication technologies (OECD, 

2009). To maintain their registration, teachers generally need to participate in ongoing 

professional development (about five days per school year) (OECD, 2009). In the year 

prior to data collection for this study, Australian teachers participated in substantially 
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more school embedded professional development, when compared to teachers in other 

OECD countries (OECD, 2016b). 

 

The OECD’s 2009 publication entitled Teacher Evaluation: Current Practices in 

OECD Countries was particularly significant in drawing attention to issues surrounding 

teacher quality. As a consequence, many countries have tried to establish evaluation, 

compensation, and incentive systems to ensure effective teachers are recruited, 

motivated, rewarded, and retained (OECD, 2009). Although the PISA has long 

established that the highest performing education systems pay their teachers more than 

lower performing OECD countries, a major challenge is that paying all teachers more 

may not be financially viable (OECD, 2012). As a result, some countries and systems 

have used flexible salary schemes to encourage teachers to work in hard to staff schools 

or teach subjects with teacher shortages (OECD, 2009, 2014a). The OECD also found 

that overall, there has been no relationship between performance-based pay and 

improved student outcomes. Another challenge identified by the OECD was that few 

countries had linked professional review processes with ongoing professional learning 

opportunities. The organisation argued that without the link to professional learning, 

teacher evaluation processes on their own, were not sufficient to drive improvements in 

teacher quality (OECD, 2009, 2017c).  

 

A variety of teacher evaluation processes exist in OECD countries including: classroom 

observations, teacher interviews, teacher portfolios, teacher tests, student results, and 

parent and student questionnaires and surveys (OECD, 2009). Significant concerns have 

been raised relating to the fairness and reliability of such evaluations, particularly when 

used to determine rewards and career progressions for teachers (OECD, 2012). 

Examples of reward structures from OECD countries include: merit based pay; 
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increased salary for increased student performance on standardised tests; compensation 

based on knowledge and skills; increased pay for increased qualifications; and, year 

level or school rewards for improvements in student performance (OECD, 2005, 

2014a). Traditionally, there has been a single salary schedule for teachers based on their 

qualifications and number of years of teaching experience. This system has appealed to 

teachers as it is considered to be fair, however, it has not attracted or retained high 

performing teachers (OECD, 2009, 2014a). This structure is also problematic, as 

qualifications and length of service have not been linked to evidence of improved 

student outcomes (OECD, 2009). It should be noted that in all teacher evaluation 

systems reviewed by the OECD (2005, 2009) the most contentious issue related to 

teacher reward structures. Specific information regarding education reforms with a 

focus on teacher/teaching quality and teacher standards will now be presented for the 

UK, the USA, and Australia. 

 

The	  United	  Kingdom	  (UK).	  
	  
The UK is made up of England, Wales, Scotland, and Northern Ireland. In terms of 

education, England and Wales generally work together as one system, while Scotland 

and Northern Ireland each have separate systems. England has traditionally been a 

source of policy borrowing, and continues to be an important reference point, for 

education in Australia. Increased school and teacher accountability measures have 

existed since England’s Education Reform Act 1988. At the national level, education 

has been administered through the Department for Education (United Kingdom), which 

was the central government body responsible for education and children’s services 

(Department for Education United Kingdom, 2015). Oversight of the quality of 

education in schools, has been undertaken by the Office for Standards in Education, 

Children’s Services and Skills (OFSTED), which is a non-ministerial government 
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department (OFSTED, 2015). Government schools have enrolled approximately 93-

95% of the student population in England (Independent Schools Council, 2012; OECD, 

2015a) with individual schools coming under the responsibility of over 150 Local 

Education Authorities. The authorities establish and fund schools within their 

boundaries, however, schools have been able to self govern within stringent 

accountability measures (Ozga, 2009). Subsequent to England’s Education Reform Act 

1988, a national curriculum was introduced, as well as national assessments, national 

performance targets, and rankings and school comparisons (Welch, 2013, 2018). 

Revised National Professional Standards for Teachers were released in September 

2012 to replace the ‘standards’ for Qualified Teacher Status and the Core Professional 

Standards (Department for Education United Kingdom, 2015). Policy directions in the 

UK have drawn considerable criticism for negatively impacting staff, students, and 

schools (Alexander, 2010; Fullan, Rincon-Gallardo, & Hargreaves, 2015; House of 

Commons, 2008).                                                                                                                                                                                                                                                                                                                                                          

 

For teachers to be able to teach in England there are a number of different possible 

teacher registration routes which include: university led training; school direct training 

programs; school centred initial teacher training programs through accredited school 

providers; and, for experienced teachers, gaining Qualified Teacher Status from the 

National College for Teaching and Leadership (Department for Education United 

Kingdom, 2015; Dinham, 2015). The process for attaining Qualified Teacher Status has 

varied depending on the country where the teacher was initially trained, however, it has 

generally involved the applicant having a recognised degree and teacher training 

qualification (Department for Education United Kingdom, 2015). Clipa (2011) stated 

that the aim of teacher standards, in England, was to increase education quality by 

improving teaching and learning through the provision of constructive feedback to 
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teachers. She maintained that standards were also designed to improve teacher morale 

and the professional status of teachers.  

 

Standards to recognise highly accomplished or advanced teachers have also existed in 

England and Wales. The Performance Threshold certification was designed to recognise 

experienced and highly effective teachers in government schools. Teachers were 

required to provide evidence to their principal demonstrating how they had met the 

advanced standards. Approximately 80% of all teachers have been eligible to apply, and 

98% of these applicants have been successful (Ingvarson & Kleinhenz, 2006). 

Successful applicants have been entitled to a 12-25% salary increase (OECD, 2009).  

 

In Scotland, according to Clipa (2011), the focus of teacher standards has been to 

improve initial teacher training to enhance teacher professionalism, and the overall 

standard of teaching. Ingvarson and Kleinhenz (2006) reviewed the Scottish system in 

terms of its advanced teacher standards, otherwise known as becoming a Chartered 

Teacher. There were two routes to becoming a Chartered Teacher: the program route 

and the accreditation route. The program route involved completing professional 

learning modules and work-based projects. The accreditation route entailed the 

completion of one module and a 10,000 word portfolio. Becoming a Chartered Teacher 

via the program route cost participants around GBP 12,000 and the accreditation route 

around GBP 6,000. Chartered Teachers received an increase in annual income of up to 

GBP 7,000 and those who completed the program route were awarded a Master’s 

degree (Ingvarson & Kleinhenz, 2006). The advanced teacher standards models from 

Scotland and the USA were considered by Ingvarson (2010) to be the most relevant to 

teacher standards in Australia, as these systems were considered to be most effective in 

linking teacher performance to salary increments.  
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The	  United	  States	  of	  America	  (USA).	  
	  
The USA has also been a significant source of education policy borrowing for Australia. 

Teacher quality initiatives from the USA have contributed significantly to the shape of 

teacher standards in Australia (Louden, 2000). A decentralised education system has 

existed in the USA with decisions about education policy and curriculum having been 

made at the state or district level with funding being provided by local, state, and the 

federal government (United States Department of Education, 2015). Successive federal 

governments have had little control over education other than through the distribution of 

information and the funding of grants linked to policy indicators such as the Race to the 

Top (2009) and Teacher Incentive Fund (2012). The No Child Left Behind Act 2001 had 

many aspects in common with England’s Education Reform Act 1998, including a focus 

on school accountability, achieved through annual standardised student assessments 

(United States Department of Education, 2002). Government schools account for almost 

99% of the total student population in the USA (National Association of Independent 

Schools, 2012). The Elementary and Secondary Education Act Blueprint for Reform 

2010 followed on from the No Child Left Behind Act 2001, and outlined a framework to 

enhance education by focusing on improving teacher and principal effectiveness and 

new measures of accountability (United States Department of Education, 2010). 

Responsibility for enactment of these reforms fell to individual states or districts. 

 

Teacher registration procedures have varied from state-to-state in the USA, but have 

generally included applicants needing a: bachelor’s degree; teacher preparation 

qualification; background criminal check; and, pass mark in a general teaching exam 

(Teach, 2014). Evaluating the performance of teachers was seen as vital to improving 

the quality of education in the USA (Clipa, 2011). Teacher evaluation in many states 

has involved the use of value-added measures of student achievement, based on 
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standardised state-wide test results, which try to isolate the impact that individual 

teachers have on student learning in each school year.  

 

Teacher evaluation methods in the USA not only vary from state-to-state, but also at 

key career stages (Darling-Hammond, 2012); however, the National Board for 

Professional Teaching Standards (NBPTS) was identified by Ingvarson (2010) as 

arguably the most highly regarded teacher certification system in the world. The 

NBPTS has been the only extensively researched system, which has showed that 

students of National Board Certified Teachers (NBCT) significantly outperform the 

students of non-NBCT teachers (Hattie & Clinton, 2004). The NBPTS is a non-profit, 

non-partisan, non-government national organisation responsible for certifying teachers 

who have attained outstanding levels of performance. Certification takes at least 12 

months with applicants participating in assessment centre activities and the completion 

of portfolio activities (Ingvarson & Kleinhenz, 2006). An application fee of about USD 

2,500 has existed, with most states offering salary incentives for certified teachers 

(Ingvarson & Kleinhenz, 2006). Darling-Hammond (2012) identified the NBPTS, along 

with other USA systems including the Inter-State New Teacher Assessment and Support 

Consortium and those in place in Connecticut and California as examples of well 

designed, performance-based assessments which could be further developed to create a 

comprehensive nation-wide system of teacher evaluation to support effective teaching. 

 

The	  Australian	  Context	  

Australia is one of six nations within the OECD to have a federal system of 

government. The Australian Education Act 2013 has provided the legislative framework 

for education in Australia. Responsibility for education has traditionally rested with the 

six States and two Territories of Australia (Reid, 2009). Since the 1960s, successive 
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Australian governments have become increasingly involved in education policy via the 

use of financial levers (Reid, 2009, 2012; Vidovich, 2007a). Education in Australia has 

been provided via public and private schools also referred to as government and non-

government 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 usually have a religious affiliation. Catholic schools have generally been 

part of a system, however, some schools with a Catholic affiliation operate 

independently of the Catholic system.  

 

There has been a trend towards devolution in State and Territory Departments of 

Education with government schools having gained control over staffing and budget 

expenditure decisions, albeit with additional centrally set performance goals and targets 

(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). 

 

In 1985, 26% of all Australian students attended non-government schools with this 

figure increasing to 33% in 2005 (Ingvarson, 2010). This percentage has remained 

stable between 2008 and 2015, with approximately 35% of all Australian students 

attending non-government schools (Australian Bureau of Statistics, 2016b). More 

secondary school students attend non-government schools than primary school students. 

In 2015, the year before data collection for this study commenced, approximately 40% 

of secondary school students attended non-government schools (Australian Bureau of 

Statistics, 2016b; Watson & Ryan, 2010). The Schools Provision Act 2008 has ensured 
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consistency across the country in the accountability framework used for the governance 

of government and non-government schools (Australian Curriculum, Assessment and 

Reporting Authority [ACARA], 2014a). 

 

In order to teach in Australia, a number of registration requirements must be met. State-

administered, but nationally consistent, teacher registration procedures have existed 

since 2012 and involve teachers: holding a four year full-time degree; passing a 

suitability check to work with children; a criminal history check; and, passing an oral 

and a written English language test (AITSL, 2014b). Ongoing five-yearly registration 

requirements include teachers having taught 100 days or more, in registered Australian 

schools, and the completion at least 100 hours of professional development aligned to 

the APST (AITSL, 2014b). 

 

Teaching in Australia has been relatively unionised compared to some other OECD 

countries. Unions have been able to trade off changes in working conditions to achieve 

increased salaries, and employers have accepted these increases to secure reform 

agendas (Louden, 2000). Government and non-government teacher salaries have been 

determined according to a teacher’s length of service and number of years of training, 

with the top-of-scale typically being reached within eight to ten years (Ingvarson, 

2010). Teacher salaries have been the largest component of school budgets 

 (Dinham, Ingvarson, & Kleinhenz, 2008; OECD, 2014a). State and Territory 

governments provide the majority of funding for government schools and the Australian 

Government has provided the bulk of funding for non-government schools. Funding 

arrangements have been specified through the National Education Reform Agreement 

(COAG, 2014).  
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The main body for co-ordinating the national education reform agenda since the early 

1990s has been the Council of Australian Governments (COAG). COAG has comprised 

the Prime Minister, State Premiers, Territory Chief Ministers, and the President of the 

Australian Local Government Association. COAG was established in 1992 as the peak 

inter-governmental forum to initiate, develop, and monitor the enactment of nationally 

significant policy reforms (COAG, 2012). Since the early 1990s successive councils 

have existed to develop nationally agreed to priorities for schooling (COAG, 2012). The 

names of councils relevant to this research include: the Ministerial Council for 

Education, Employment, Training and Youth Affairs (MCEETYA) (1993-2009); the 

Ministerial Council for Education, Early Childhood Development and Youth Affairs 

(MCEECDYA) (2009-2012); the Standing Council on School Education and Early 

Childhood (SCSEEC) (2012-2014); and, the Education Council, from July, 2014 

(ACARA, 2014b).  

 

Teacher/teaching quality has been a top priority in Australian education as evidenced by 

the establishment of the Australian Institute for Teaching and School Leadership 

(AITSL) in 2010, and its publication of: the APST in 2011; the Australian Teacher 

Performance and Development Framework in 2012; and, the Charter for Professional 

Learning of Teachers and School Leaders also in 2012. In addition, nationally 

consistent teacher registration and re-registration processes, and national accreditation 

for teacher education courses have also been introduced. A full account of the major 

influences on the APST such as national policies, publications, and milestones up until 

when the policy was released has been provided in Appendix A. Key developments 

have been elaborated in the following paragraphs. 
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A new momentum for education reform in Australia was signalled in 1989 when 

Australian education ministers met in Hobart to propose the Common and Agreed Goals 

for Schooling in Australia otherwise known as the ‘Hobart Declaration’ (MCEETYA, 

1999b). One of the driving forces behind this declaration was the idea that “successful 

nations (in the future) will be those which accept the opportunities that globalisation 

presents to schooling” (MCEETYA, 1999b, p. 7). The Hobart Declaration was the first 

attempt, at the national level, to co-ordinate improvements in education such as a focus 

on teaching quality (MCEETYA, 1999b). Since 1989, teacher standards in Australia 

have evolved against a backdrop of complex relationships and contributions from varied 

stakeholders including: national, State and Territory governments; national professional 

teacher associations; employers; institutes; teacher unions; universities; and, agencies 

(Cumming, 2010).  

 

The 1990s saw the development of the ‘first wave’ of teacher standards in Australia. 

These standards were dominated by State Departments of Education and confirmed that 

a similar image of effective teaching practice existed across the country (Louden, 2000). 

The ‘second wave’ of standards began in the late 1990s with advanced subject standards 

being developed by a number of professional teacher associations. These standards were 

heavily influenced by the USA’s National Board for Professional Teaching Standards 

(Louden, 2000). The ‘second wave’ continued into the 2000s and included State and 

Territory education regulatory bodies developing standards to be used for teacher 

registration purposes (Ingvarson, 2010). Overall, the ‘second wave’ aimed to increase 

teacher professionalism, standards, and accountabilities of teachers (Ladwig & Gore, 

2009).  
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The year 2008 was particularly significant for education reform in Australia. Teaching 

Australia (a national teaching body which existed prior to the AITSL) organised a 

workshop for representatives from different professional teacher associations with the 

President of the National Board for Professional Teaching Standards from the USA. 

From this workshop there was agreement to develop standards for highly accomplished 

teachers and principals in Australia. It was agreed that these standards would be 

voluntary and managed independently of employing authorities (Ingvarson, 2010). In 

the same year, COAG made the national education agenda explicit via the National 

Education Agreement and Melbourne Declaration on Educational Goals for Young 

Australians. In 2009, due to continued interest in addressing ‘the problem’ of student 

learning through teacher standards (Bourke, Lidstone, & Ryan, 2013) COAG endorsed 

the National Partnership Agreement on Improving Teacher Quality. This agreement 

was designed to: make teaching a more attractive career; lift the quality of teacher 

training; retain and reward quality teachers; promote effective professional learning; 

and, support workforce mobility (AITSL, 2013).  

 

Since the publication of the ‘Melbourne Declaration’ (MCEETYA, 2008) three key 

education agencies have been established to facilitate the achievement of education 

goals in Australian schools (COAG, 2014). The three agencies include: the Australian 

Curriculum, Assessment and Reporting Authority (ACARA), established in 2009; the 

Australian Institute for Teaching and School Leadership (AITSL), established in 2010; 

and, Education Services Australia, which was also established in 2010. The formation 

of the ACARA enabled the management of curriculum, assessment, and reporting to be 

brought together, at the national level, for the first time in Australia (ACARA, 2013a). 

The ACARA’s key areas of responsibility included: developing the Australian 

Curriculum; managing the National Assessment Program – Literacy and Numeracy 
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(NAPLAN); and, publishing NAPLAN data on the My School website (ACARA, 

2013a). The second agency, AITSL, was established to provide national leadership for 

teachers and school leaders, particularly through the development of the APST (AITSL, 

2014a). Precursors to the AITSL included the Australian Teaching Council (1994-

1997), and the National Institute for Quality Teaching and School Leadership, which 

became Teaching Australia: The Australian Institute for Teaching and School 

Leadership (2004-2009) (Ingvarson & Kleinhenz, 2006). The third agency to be created 

was Education Services Australia with a role to produce, publish, and disseminate 

education resources (Education Services Australia, 2014). It was envisaged that these 

three agencies would work collaboratively to drive the Australian nation education 

reform agenda (COAG, 2014).  

 

Work on the National Professional Standards for Teachers (NPST) began in 2009 by 

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

(MCEECDYA). Involvement by MCEECDYA was significant as it signalled a major 

shift away from the professional teacher associations to the Australian Government as 

the driver of the Standards. Some authors strongly advocate that teacher standards need 

to be generated and maintained by the teaching profession to maximise teacher ‘buy in’ 

(Ingvarson, 2015). The shift of control of the teacher standards, away from the teaching 

profession to central authorities, can also be seen as a substantial increase in the 

accountability function rather than the improvement function of teacher evaluation. 

Through the APST, individual teachers have increasingly being held accountable for 

student outcomes rather than schools or governments. Table 2.3 following outlines the 

development of the APST policy text from 2009 to 2012. Key developments have been 

highlighted after the table.  
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Table 2.3: APST Policy Text Development 
Year Policy Developments 

2009 MCEECDYA began work on the National Professional Standards for 
Teachers (NPST) 

2009-
2010 

The Australian Education, Early Childhood Development and Youth Affairs 
Senior Officials (AEEYOC) continued to develop the NPST 

2010 AITSL established, AEEYOC hand NPST over to AITSL for finalisation and 
validation 

2010 MCEECDYA endorsed the NPST 

2011 NPST publically released in February, for public consultation 

2012 Name change from NPST to APST 

Source. Adapted from AITSL (2013a). 

 

The APST policy is divided into three domains of ‘Professional Knowledge’, 

‘Professional Practice’, and ‘Professional Engagement’. The Standards also describe 

teacher quality at the four career stages of: ‘Graduate’, ‘Proficient’, ‘Highly 

Accomplished’, and ‘Lead’ (AITSL, 2011). Early estimates have suggested that it will 

take 10-15 years to fully establish the national certification system for teachers in 

Australia, at a cost of around AUD 50 billion (Ingvarson, 2010). Once the system has 

stabilised, it has been anticipated that about 10,000 teachers each year will apply for 

‘Highly Accomplished’ or ‘Lead’ certification. Application costs for teachers were 

expected to be around AUD 2,000. It has been projected that the teaching population 

will eventually comprise 10% ‘Graduate’, 40% ‘Proficient’, 30% ‘Highly 

Accomplished’, and 20% ‘Lead’ teachers (Dinham et al., 2008). By 2014, the APST 

policy was being used for quality governance, public accountability, and overall school 

engagement (AITSL, 2015). 

 

Major developments between the launch of the Standards in 2011, and April 2016, 

when data collection for this research began can be broadly classified into two areas. 

The first area relates to the creation of the Standards and other policies. The second area 
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relates to the development of resources, available through the AITSL website, to 

support schools and teachers in enacting the APST. Some of these resources included: 

Classroom Observation Strategies, Illustrations of Practice; an On-line Assessment 

Tool; on-line professional development; and, the launch of the My Standards App. A 

2012 OECD survey found 63% of Australian teachers reported that appraisal of their 

work was done only to fulfil administrative purposes (AITSL, 2012b; Ladwig & Gore, 

2009), therefore, these resources aim to facilitate enactment of the APST and reduce the 

potential for a policy-to-practice gap.  

 

The AITSL has undertaken a number of reviews around its performance, the APST 

policy, and its enactment in Australian schools. The 2014 AITSL Stakeholder 

Engagement Survey acknowledged that the education reform landscape in Australia was 

difficult to navigate and a challenge for many stakeholders to understand (First Point 

Consulting, 2014). Another report surveyed 6,000 educators (pre-service teachers, 

teachers, teacher educators, and school leaders) and gathered data from 174 workshop 

participants. Key findings showed a broad awareness of the APST with 61% of 

participants having used the Standards, with 54% of participants having used the APST 

to inform their teaching (AITSL, 2015). Both reports focused on implementation issues 

rather than the actual Standards. 

 

The	  Western	  Australian	  (WA)	  Context	  

Having briefly overviewed the development of the APST at the national level, 

consideration will now be given to the teacher standards in relation to WA, where the 

empirical research (at the State and school levels) reported in this thesis was conducted. 

WA represents approximately one-third of Australia’s total landmass, and has 2.35 

million people or 11% of the total Australian population (Australian Bureau of 
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Statistics, 2016a), thereby making WA the most sparsely populated State in Australia. 

In addition to WA having the lowest population density in Australia, Welch (2013) 

identified Australia as being the most sparsely populated country in the developed 

world. This situation significantly impacts the cost of providing services outside 

metropolitan areas. 78% of the WA population resides in or around Perth, the capital of 

WA (Australian Bureau of Statistics, 2016a).  

 

In terms of schooling, government education in WA is provided by the Department of 

Education Western Australia (DoEWA). Most non-government schools are either 

administered by Catholic Education Western Australia (CEWA) or they are 

‘independent’ 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. WA has led the country in terms of 

devolution of government schooling. The Independent Public Schools (IPS) initiative 

has resulted in government schools gaining increased control over staffing and budget 

decisions, and the establishment of school boards (DoEWA, 2015b). The IPS initiative 

in WA has been credited for improving student outcomes, however, this finding was not 

supported by a DoEWA evaluation of the initiative (Dinham, 2015). Despite the lack of 

evidence supporting IPS, 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. 

 

Figures from the Australian Bureau of Statistics (2016a), in the year prior to data 

collection for this study, have been used to calculate the percentage of secondary school 

students enrolled in each of the three education sectors in WA. In 2016, 58% of 
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secondary students were enrolled in DoEWA schools, 20% of students were enrolled in 

CEWA schools, and 22% in AISWA schools. As such, the percentage of WA secondary 

school students attending non-government schools, at 42%, was marginally higher than 

the national average of 40%. The major policies, publications, and milestones from the 

State of WA relevant to the development of the APST will now be highlighted. 

Appendix B provides an overview of these developments.  

 

 Of particular interest, from Appendix B, is the collaboration between the DoEWA and 

the Australian Education Union (WA) in the late 1990s, which resulted in the Australian 

Advanced Skills Teacher structure being adapted to create two promotion levels for 

DoEWA classroom teachers (Ingvarson & Kleinhenz, 2006). These promotional levels 

were based on the Competency Framework for Teachers (Department of Education and 

Training Western Australia [DETWA], 2004) and acknowledged the need to recognise, 

retain, and reward skilled and experienced teachers, long before the APST policy was 

conceived. A Senior Teacher category was established to recognise practitioners who 

had demonstrated a high standard of teaching, a commitment to extra-curricular 

activities, and a willingness to mentor colleagues and supervise pre-service teachers 

(DoEWA, 2012b). Senior Teachers received a small increase in salary.  

 

The second level to be created was the Level 3 Classroom Teacher category. This 

promotional position aimed to recognise and reward outstanding teachers aspiring to 

school leadership positions (DoEWA, 2012a). The Level 3 Classroom Teacher was part 

of Ingvarson and Kleinhenz’s (2006) review of international and national advanced 

teacher standards, as it was considered to be the most interesting and rigorous advanced 

teaching award in Australia at the time. The award embodied the concept of a classroom 

teacher as a career pathway as opposed to the traditional management hierarchy for 
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promotion. Successful applicants received a salary increase of approximately 10%. The 

assessment involved the compilation of a portfolio and participation in collaborative 

reflection activities (Ingvarson & Kleinhenz, 2006). Level 3 Classroom Teachers were 

highly sought after given they had satisfied rigorous assessment requirements (Dinham 

et al., 2008). The Level 3 Classroom Teacher award, along with systems in South 

Australia and New South Wales, were all considered equivalent to the ‘Lead’ career 

stage of the APST. All three States have continued to use their own systems well after 

the launch of the APST (Ingvarson, 2013).  

 

The late 1990s and early 2000s saw the strengthening or establishment of legislation, in 

all States and Territories, relating to the registration of teachers. This trend incorporated 

the establishment of the Western Australian College of Teaching in 2005, which was a 

regulatory body tasked with ensuring that all teachers complied with national 

registration requirements. As an example of the ‘second wave’ of Australian teacher 

standards, the Western Australian College of Teaching, in consultation with State based 

professional teacher associations, 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 

maintenance of registration has required all teachers to fulfil stringent criteria including: 
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the submission of any changes to a teacher’s name, address, or email address to the 

TRBWA within 30 days to avoid an AUD 1,000 fine; an additional criminal records 

check; being deemed to be fit and proper; being compliant with the Teacher 

Registration Act 2012; payment of an annual fee; 100 hours of professional learning 

aligned to the APST every five years; 100 days of teaching in registered Australian 

schools every five years: and, signing a declaration form (TRBWA, 2015). As such, 

there has been a dramatic increase in accountability measures for teachers through 

processes that have evolved simultaneously at the State and national levels. 

	  

Conclusion	  

This chapter has reviewed ‘global’, Australian, and WA contextual background 

information relevant to this policy trajectory study of the APST. Since the early 2000s, 

the OECD has maintained a focus on teacher/teaching quality which has resulted in 

nations across international settings trying to establish compensation, evaluation, and 

incentive systems to ensure effective teachers are recruited, motivated, rewarded, and 

retained. There are similarities and differences between the UK, the USA, and 

Australia. All three nations have increasingly focused on standardisation and 

accountability measures targeting teacher/teaching quality that aim to drive up student 

achievements. Teacher accountability measures have existed in the UK and the USA 

since the 1990s and have drawn heavy criticism for having a negative impact on 

schools, teachers, and students. These examples should provide a cautionary tale for 

Australian policy makers and educators as the APST are enacted in Australia schools.  

 

The following chapter overviews the literature relevant to this policy trajectory analysis 

of the APST policy processes. 
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CHAPTER	  THREE:	  LITERATURE	  REVIEW	  
 

	  Introduction	  	  

This literature review is focused on five key concepts that underpin this research: 

globalisation and neoliberalism; accountability; teacher/teaching quality; teacher 

professionalism; and the conceptualisation of ‘policy’. These concepts have been 

presented individually, however, it should be noted that there is considerable overlap 

between them. The first concept relates to globalisation and its associated neoliberal 

ideology, which has been shaping education reforms around the world, including those 

in Australia since the 1990s (Moutsios, 2010). The second section focuses on 

accountability, which examines trends in international school and teacher accountability 

policies that have aimed to improve student outcomes. The third concept is that of 

teacher/teaching quality which has been linked to enhancing both quality and equity 

outcomes for students. The fourth concept to be reviewed is that of teacher 

professionalism, including the way that it has changed due to the neoliberal ideology 

associated with globalisation. Finally, the changing conceptualisation of ‘policy’ is 

presented, as it is relevant to the development of the ‘policy trajectory’ framework and 

strategies used for data collection and analysis in this research focused on the Australian 

Professional Standards for Teachers (APST) policy. 

                                     
                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                 

Globalisation	  and	  Neoliberalism	  

Aspects of globalisation have routinely included “the growing mobility of people, 

communications, ideas, knowledge, technologies and capital” (Marginson, 2010, p. 

121). Globalisation has affected the way in which we both interpret and imagine the 

possibilities of our lives (Rizvi & Lingard, 2010). In practical terms this has meant that 
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distant locations can easily, and at times instantaneously, be linked so that they end up 

influencing each other in ways that would not previously have been possible (Giddens 

as cited in Marginson, 2010). Torres and Van Heertum (2009) stated that supporters of 

globalisation see it as a natural process with many desirable flexibilities and 

possibilities; however, opponents see it as a ‘bulldozer’, further undermining cultures, 

economies, and peoples of the ‘global South’. A third group of commentators fall 

somewhere in-between, acknowledging the strengths, weaknesses, and challenges 

associated with the complex phenomenon of globalisation (Torres & Van Heertum, 

2009). In the view of Rizvi and Lingard (2010), inequalities have always existed, 

however, neoliberal ideology has maintained and even institutionalised social 

stratification at both international and national levels. 

 

Different elements of globalisation were identified by Bottery (2006) and included 

environmental, cultural, political, demographic, and American globalisation. However, 

he maintained that economic globalisation and its language of efficiency, effectiveness, 

and economy set the context for all other forms of globalisation. An ideology focused 

on the economic aspects of globalisation has become widely referred to as neoliberalism 

(Rizvi & Lingard, 2010). Neoliberalism was defined by (Welch, 2013, p. 193) as an 

ideology “in which social policy is dominated by market principles, privatisation, free 

trade including deregulation and individualism”. Such confidence in the merit of 

competition has stemmed from the perception that government agencies have been 

unproductive and wasteful, whilst private enterprises have been lauded for being 

efficient, effective, and productive (Torres & Van Heertum, 2009; Welch, 2013, 2018). 

 

Neoliberal ideology has rejected the need for redistributive policies, social protection, 

and measures to enhance equality of educational opportunities (Rizvi & Lingard, 2010). 
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Therefore, one of the major potential advantages of applying neoliberal ideology to 

education is to reduce the financial burden of education for governments, although 

corporate rationales have not always been compatible with the national interest (Ball, 

2012). 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. These reforms have encouraged schools to adopt so 

called ‘best practice’ whilst increasing efficiencies and reducing costs (Barker, 2010; 

Kostogriz & Doecke, 2011). According to some scholars, governments would prefer to 

place the major responsibility for education and social improvements firmly with 

schools and teachers (Kostogriz & Doecke, 2011; Rizvi & Lingard, 2010). Torres and 

Van Heertum (2009) argued that under a neoliberal ideology, schooling has become a 

process of sorting and training at the expense of an holistic education, which has 

traditionally incorporated creativity, citizenship, democracy, cultural sensitivity, and the 

development of the whole student.  

 

Rizvi and Lingard (2010) identified globalisation as a central component in 

contemporary education policy studies. Ball (2006) stated it is important to recognise 

that policies not only represent and account for, but also legitimise political decisions. 

He described national policy making as a process of borrowing and copying ideas from 

other places, with modifications ideally being made to suit local settings. The result has 

often been practices that look entirely different to those originally intended by the 

policy. Rizvi and Lingard (2010) argued that the normalisation of neoliberal ideology 

has reduced the capacity of local organisations to make authentic modifications to 

policies. As such, uncritical policy borrowing and convergence has occurred leading to 

worldwide policy synchrony with a wide range of nations having adopted similar 

education policies (Rizvi & Lingard, 2010; Stronach, 2010; Vidovich, 2013). Many 
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commentators have been critical of this trend towards accepting similar policy solutions 

to ‘problems’ in education without taking into account the very different social, 

historical, and economic characteristics of individual nations (e.g. Ball, 2006; Rizvi, 

2006).  

  

The development of global policy trends since the 1990s has involved governments, 

inter-state agencies, international organisations, and non-government organisations, 

with power being dominated by global markets (Moutsios, 2010). For example, as 

described in Chapter Two, the Organisation for Economic Co-operation and 

Development (OECD) has become a major education policy player in its own right, 

particularly through its Programme for International Student Assessment (PISA). PISA 

results have been used to form league tables, which have provided the main 

comparative measure to assess the relative performance of national education systems 

around the world (Rizvi & Lingard, 2010). Thus, international education policy 

synchrony has been accelerated (Moutsios, 2010) with the flow of information and 

policy ideas having been skewed to meet the political interests of the most powerful 

nations (Rizvi & Lingard, 2010).  

 

Accountability	  

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; Biesta, 2009). Managerialism was described by Welch 

(2013, 2018) 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 
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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 highly 

contested 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’, accountability and its associated evaluation processes have been identified 

as two of the key issues for education in the mid 2010s (Ehren, Perryman, & 

Shackleton, 2015). The OECD has been a major influence on education accountability 

policy, particularly through the PISA. As such, there has been an increased interest in 

standardised testing such as the PISA and the Trends in International Mathematics and 

Science Study (TIMSS) internationally, as well as the National Assessment Program – 

Literacy and Numeracy (NAPLAN) in Australia.  

 

Standardised high-stakes testing programs are often used to make comparisons between 

countries, schools, and teachers via the construction of league tables (Stronach, 2010; 

Thompson & Harbaugh, 2013). In the view of McGaw (2008), former OECD Director 

of Education, one of the strengths of the PISA is that it measures both quality and 

equity. Quality, with regard to the PISA, has been defined as having a high mean score 
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with a low standard deviation, and equity as a low correlation between students’ socio-

economic background and their academic performance (Lingard, Sellar, & Savage, 

2014). Equity will be explored in greater detail later in this section, as it has become a 

national priority for many OECD countries, including Australia (see OECD, 2005, 

2017b). According to Keddie (2015b) the PISA has validated the use of external forms 

of accountability in national education systems worldwide. An evaluation of PISA 

2006, linked accountability measures to increasing levels of school autonomy and 

school choice to improved student achievement levels (Sahlberg, 2010). However, 

Sahlberg called for a cautious interpretation of these findings as he noted considerable 

variability in the accountability policies of nations participating in PISA 2006 and the 

presence of other potentially moderating societal factors.  

 

Other concerns included the OECD having become the instigator of global governance 

through the use of peer pressure and surveillance to ensure member nations conform to 

education reform agendas (Rizvi & Lingard, 2010). An example can be seen through 

the considerable media attention generated by the PISA (Gorur, 2015), which has been 

the impetus for a number of national education reforms (Gorur, 2015; Rizvi & Lingard, 

2010; Stronach, 2010). However, Sahlberg (2010) suggested inconsistencies and gaps in 

PISA data made it difficult to make fair international comparisons. PISA data has also 

drawn criticism for being reductionist in nature and of questionable accuracy (Gorur, 

2015). Similarly, Zhao (2014) argued that the PISA is an ‘illusion of excellence’. He 

questioned what three test scores taken every three years can really tell us about a 

nation’s education system and its future economic potential. Zhao (2014) maintained: 

the USA has granted more patents to inventors and entrepreneurs than any other country 

in the world; that nations with the highest PISA test scores show a negative correlation 

with wealth, economic growth, and quality of life; and, lower average national test 
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scores are associated with higher levels of democracy. Furthermore, for nations 

participating in PISA 2000, 2003, 2006, with national test-based accountability reforms 

in place, student learning has been reported to have either stagnated or declined 

(Sahlberg, 2010).  

 

National level accountability measures have been increasingly pursued by politicians, 

policy-makers, and bureaucrats (Thompson & Harbaugh, 2013), in part, due to the 

growth of international comparisons such as the PISA and the TIMSS (Stronach, 2010), 

which have contributed to the convergence of national education policies across 

England, Wales, the USA, New Zealand, and Australia. These nations have all 

introduced a national curriculum; age-related attainment targets; nation-wide 

standardised public testing; public examination systems; compulsory performance 

appraisal to regulate teachers’ methods and standards; and, a shift to local management 

of schools making teachers and leaders more dependent on, and responsive to, the 

market forces of parental choice (Apple, 2009; Dinham, 2013; Hargreaves, 1994).  

 

With regard to market forces, Biesta (2009) observed an international trend of treating 

students as ‘customers’, which has re-positioned schools as service providers needing to 

meet ‘customer’ demands. Potential advantages of such neoliberal education reforms, 

identified in the literature, included the possible diversification of educational providers, 

the opportunity to better serve those communities who have traditionally been 

disadvantaged, and increased professionalism of staff (Whitty, 2002). Some educators 

have welcomed the introduction of accountability mechanisms for teachers if they 

articulate expectations that confirm their own pedagogic practice (Betteney, 2010; 

Bourke et al., 2013).    
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A number of national education systems, around the world, have specifically used high-

stakes testing as an accountability measure to drive education reform (Rizvi & Lingard, 

2010). Apple (2009) acknowledged the most widely used measure of school reform 

success in Anglophone nations had revolved around student scores on standardised 

tests. Although highly contentious, it has been possible for high-stakes testing to have a 

positive effect on student outcomes (Wiliam, 2010). This finding was partially 

supported by Amrein and Berliner (2002) who evaluated the influence of high-stakes 

tests in 18 states of the USA. Some results showed that the highest-stakes testing 

regimes were associated with the largest gains in student achievement on test scores, 

although high-stakes regimes did not increase student learning overall. In England, 

standardised testing data had been considered useful in improving equity outcomes by 

allowing for the accurate and tailored allocation of resources and supports for particular 

students or groups of students (Keddie, 2015b). Moreover, Keddie also identified the 

possibility of test data being used to link similar schools, with similar issues, so that 

they could work collaboratively to improve outcomes for students.  

 

In contrast, other researchers have commented on the highly contentious and unintended 

outcomes of high-stakes testing and accountability regimes. Reported outcomes have 

included: that learning has been narrowed; teachers have been demoralised; student 

drop out rates have increased; reduced integrity among leaders, teachers, and students; 

and, less creativity, innovation and engagement in schools (Apple, 2009; Bottery, 2006; 

Darling-Hammond, 2015; Sahlberg, 2010; Thompson & Harbaugh, 2013). Also of 

concern is the reporting of reduced opportunities for students to engage in tasks 

requiring intellectual depth, and higher order and critical thinking skills (Keddie, 

2015b). A study in the Netherlands found that, as a result of school inspections, 

opportunities for new teaching approaches and curriculum experimentation had been 
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reduced, whilst ‘gaming’ and ‘window dressing’ had increased (Ehren et al., 2015). 

Furthermore, research on education systems in China and Vietnam indicated that 

overly-centralised and rigid systems severely curtailed initiative and enthusiasm at local 

institutions, in addition to increasing inequalities between rich and poor, as well as 

urban and rural schools (Mok, 2009).  

 

High-stakes testing in England and Wales, and their resulting league tables, have drawn 

considerable criticism from Stronach (2010), and Power and Frandji (2010). These 

scholars described league tables as being reductionist in nature and misleading in terms 

of their attribution of outcomes to school factors rather than student intake. In addition, 

Power and Frandji also identified collateral damage as a significant issue for schools 

labelled as a ‘failing school’. Furthermore, testing and accountability mechanisms in 

existence for over 20 years in England and the USA have been identified as having 

failed to improve student outcomes (Barker, 2010; Fullan et al., 2015; Keddie, 2015b). 

Other researchers have suggested that league tables increasingly constitute a major form 

of governance (Ozga, 2009; Rizvi & Lingard, 2010). For example, Stronach (2010) has 

been scathing of the self-regulation, homogeneity, and conformity resulting from league 

tables in the UK. His point underscores concerns raised earlier in the chapter about the 

pervasive influences of the OECD in global education policy networks. 

 

Although some scholars found that high-stakes testing regimes resulted in student gains 

on specific tests, via ‘teach-to-the-test’ strategies, improvements were not transferable 

to other tests (Amrein & Berliner, 2002). Darling-Hammond (2012, 2015) has been 

highly critical of the reliance on value-added test scores in determining teacher rewards 

in the USA. She considered test scores to be inaccurate as they failed to recognise other 

significant influences on student test results such as attendance, home stability, parent 
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help, and the availability of tutors. Other authors have summarised the impacts of high-

stakes testing in the USA as, at best, having scarce or no evidence of achieving lasting 

or sustained educational improvements and, at worst, having negative unintended 

consequences (Fullan et al., 2015).  

 

One nation that does not engage in high-stakes standardised national testing is Finland. 

Finland has utilised a supportive testing culture designed to facilitate student learning 

and teacher professionalism (Aurén & Joshi, 2016). In this regime only 5-10% of 

students from 10-20% of schools have been tested every four years. No league tables 

are constructed and teachers are not penalised for student results. Finland has had an 

excellent global reputation regarding education and has consistently been ranked in the 

top five countries for PISA mathematics, reading, and science results (and other 

international tests). The success of the Finnish national education system has been 

attributed a long-term focus on both student equity and teacher quality. Equality of 

opportunity and outcomes has been achieved by providing a free inclusive education 

that has included additional social supports for all students regardless of their 

neighbourhood, socio-economic status, ethnicity, or parents’ income. Teachers in 

Finland are highly educated, respected, and trusted professional who have considerable 

autonomy in designing curriculum and pedagogy (Aurén & Joshi, 2016).  

 

In terms of student testing in Australia, the National Assessment Plan involves: all 

students in Years 3, 5, 7, and 9 participating in NAPLAN, annually; the collection of 

three yearly samples of assessments for science, civics, citizenship, and information 

communication technologies; and, participation in the PISA and the TIMSS (ACARA, 

2014b). The purpose of NAPLAN has been to identify whether students have the 

literacy and numeracy skills that provide the foundation necessary for other learning 
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areas, and for their productive and full participation in society (ACARA, 2014b). 

NAPLAN could be considered to be a high-stakes test as it allows for comparisons to be 

made between schools, and can significantly influence parents’ school choices, 

teachers’ and principals’ job security, and funding levels for schools (Polesel, Rice, & 

Dulfer, 2014). However, Polesel et al. also noted that there was no suggestion, in 

Australia, of schools being labelled as ‘failing schools’ or for schools to be closed, 

which has been the case in the UK and the USA. In Australia, schools may be offered 

additional support and financial assistance to improve their NAPLAN results. The 

NAPLAN policy agenda has been borrowed from the UK and the USA and was 

introduced to improve quality and equity of outcomes for students, as well as to inform 

future education planning (Polesel et al., 2014; Thompson & Harbaugh, 2013). The 

Australian Government’s push for ‘high-stakes’ testing has been driven by a desire to 

meet public accountability, demonstrate transparency, and maintain public confidence 

in the standards of schooling (Klenowski & Wyatt-Smith, 2012).  

 

Keddie (2015b), amongst others, has cautioned against the blind faith in the assumption 

that increasing levels of accountability will lead to improved education outcomes. 

Welch (2013, 2018) identified a number of conflicting policies and practices resulting 

from high-stakes accountability measures in Australia. These included a narrowing of 

the curriculum with teachers ‘teaching-to-the test’ in preparation for NAPLAN, and 

teachers ‘cheating’ (e.g. giving verbal prompts) to improve their pupils’ test scores. In 

addition, Polesel et al. (2014) reported an increase in absenteeism on test days for lower 

achieving students, a decrease in culturally responsive teaching practices, reduced 

equity outcomes, and negative consequences for student wellbeing. Moreover, other 

scholars have claimed that some expectations of NAPLAN are developmentally 

inappropriate or beyond the ‘normal’ capabilities of children (Bousfield & Ragusa, 
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2014). Furthermore, evidence provided by Thompson and Harbaugh (2013), showed 

that NAPLAN had negatively affected classroom environments, and lowered levels of 

student engagement with little or no overall improvement in student achievement levels 

over time. As such some authors, for example Lingard et al. (2014), have stated that 

NAPLAN and the associated My School website over-emphasise in-school factors such 

as teacher effectiveness, and obscure the complex social, cultural, economic, and 

historical factors that also have a substantial impact on student achievement levels. 

	  

Equity	  and	  Social	  Justice.	  	  
	  
As a consequence of international and national testing regimes, both quality and equity 

outcomes for student have become high on the policy agenda for many nations, 

including Australia. Australia has formally articulated goals for student outcomes 

regarding both quality and equity through the Melbourne Declaration on Educational 

Goals for Young Australians (MCEETYA, 2008). The two overarching goals of the 

‘Melbourne Declaration’ are to promote equity and excellence in Australian schools, 

and to develop successful learners who are confident and creative individuals who can 

become active and informed citizens (MCEETYA, 2008). Accountability regarding 

equity and social justice will be explicated in the remainder of this section. 

 

Equity and social justice are extremely complicated and difficult to define (Rizvi & 

Lingard, 2010). One definition of social justice involves the fair and equitable treatment 

of all people, which aims to protect them from discrimination due to race, gender, age, 

or ability (Australian Government, 2008). Social justice is seen by some as a basic 

human right and essential for social cohesion, however, with the worldwide economic 

framing of education since the 1990s there has been a merging of economic and social 

policy (Lingard et al., 2014). The proliferation of testing and data driven 
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accountabilities has changed what counts, and what is counted, as social justice in 

education, with the OECD stressing policy factors over cultural and societal factors 

(Lingard et al., 2014). Cumming (2010) asserted that discourses of managerial and 

performative cultures, including competition, productivity, and efficiency have 

dominated over those discourses around co-operation, equity, and social justice. 

According to Hattie (2015), equity is considered to be critical and should be thought of 

as all students having the opportunity to achieve excellence regardless of their 

background, prior levels of achievement, or the financial position of their parents.  

 

Hattie (2015) and Keddie’s (2015b) appeal for equity is pushed to the background with 

the use of high-stakes accountability testing and associated league tables which have 

prioritised quality over equity. An emphasis on academic achievement has encouraged 

schools to adopt or strengthen policies of selective enrolment, streaming and ability 

grouping, which has had the unintended outcome of reinforcing existing social 

inequalities (Biesta, 2009; Keddie, 2015b; Power & Frandji, 2010; Willms, 2000). 

Whitty (2002) argued these selective practices have been associated with greater 

inequality between schools as, according to Apple (2009), it is middle class parents who 

are able to take advantage of, and are advantaged by, systems promoting school choice. 

Vidovich (2009, p. 549) stated, “complex accountability relationships distort authentic 

education practices, undermine diversity, social justice and democracy in education”. In 

general terms, education reflects the inequities present in broader society, therefore, 

although teachers and schools do make a difference, they cannot, on their own, negate 

all of these influences (Dinham, 2013; Hayes, Mills, Christie, & Lingard, 2006; Levin, 

2010).  
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Equity and social justice issues in Australia have been exacerbated by the existence of a 

large number of non-government education providers (McGaw, 2008; Proctor & 

Sriprakash, 2013, 2018; Rizvi & Lingard, 2010). Australia has one of the most 

privatised education systems in the world with almost 40% of all Australian students 

enrolled in non-government schools (Dinham, 2015). However, government schools 

cater for the bulk of disadvantaged students. Government schools have enrolled 80% of 

students from the lowest socio-economic backgrounds, 85% of all Indigenous students, 

78% of all students with disabilities, and 83% of students from remote or very remote 

locations (Proctor & Sriprakash, 2013, 2018). The impacts of Australian Government 

subsidies to schools include wealthier parents choosing non-government schools 

(McGaw, 2008). The partial sorting of students, based on the capacity of parents to pay 

the required fees, allows non-government schools to ‘cream’ the best students (Watson 

& Ryan, 2010). When there is a higher concentration of disadvantaged students in 

government schools, the learning outcomes for these students is disproportionately 

impacted in a negative way (Thompson & Harbaugh, 2013; Watson & Ryan, 2010), 

reproducing inequalities associated with socioeconomic disadvantage (Power & Frandji, 

2010).  

 

Teacher/Teaching	  Quality	  

Given the awareness that schools and teachers make a difference to the learning 

outcomes and life opportunities of students, teacher/teaching quality has become the 

central focus for many national education reform efforts, including those in Australia 

(Hayes et al., 2006; Rizvi & Lingard, 2010). According to Hattie (2015) those nations 

that have had a focus on teacher quality have shown higher levels of student 

performance. There is a significant body of international research showing that teacher 

quality is the greatest in-school influence on student achievement (Darling-Hammond, 
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2006; Hargreaves, 1994; Hattie, 2009; Hayes et al., 2006; Strunk, Weinstein, 

Makkonen, & Furedi, 2012).  

 

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 range of attributes 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 

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. 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. With 

regard to teacher quality, it is not a particular method or script that makes the difference, 

it is personalising the 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 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).   

 

A focus on teacher quality has been justified by some researchers who have argued that 

the current “teaching cohort…is average, at best, in the eyes of most students” (Hattie, 

2009, p. 250), and that contemporary schooling is boring, has unclear learning 
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outcomes, is unrewarding, and is biased towards low-level skills (Fullan, 2011). In the 

2000s, data were gathered for the Pipeline Project in Western Australia, the State where 

this research was conducted. The Pipeline Project tracked students in Years 2, 4, 6, and 

8 for four years using literacy and numeracy data from national testing programs, 

teacher assessments, and classroom observations (Angus et al., 2009). Results found 

that 40% of students were disengaged and these students typically found work 

uninteresting, gave up easily when work became challenging, and that they failed to 

complete preparation activities. Although some disengaged students did not impede the 

learning of their peers, others exhibited a range of disruptive classroom behaviours 

ranging from low-level through to highly disruptive behaviours (Angus et al., 2009).  

 

Additionally, teacher quality has been identified as the most important influence on 

student learning that is “potentially open to policy influence” (OECD, 2005, p. 26). 

However, many researchers advocate for political solutions to address factors outside 

the school, which also have a substantial impact on student learning (e.g. Apple, 2009; 

Darling-Hammond, 2012; Power & Frandji, 2010). According to Hattie (2015), the 

greatest barrier to student learning is ‘within-school’ variability, or variation in the 

effectiveness of individual teachers. This means the teachers that a student is assigned 

has more influence on their academic achievements than the school that they attend 

(Hattie, 2009). Hattie (2015) cited 2009 PISA data to show Australia’s ‘between-

school’ difference, at 18%, was lower than the OECD average; but, Australia’s ‘within-

school’ difference, at 72%, was higher than the OECD average of 64%. Hattie 

maintained there were many reasons for such variance, but one of the most important 

factors was teacher quality. As such, many countries, including Australia, have 

introduced teacher standards and associated evaluation processes to improve teaching 

quality as part of neoliberal education policy reforms (Mulcahy, 2011).  
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According to Hargreaves (1994) teacher evaluation is not a new concept. Governments 

internationally have made efforts to increase teacher/teaching quality through teacher 

performance evaluation processes including frameworks of teacher standards (Fullan et 

al., 2015; Hallinger, Heck, & Murphy, 2014). In keeping with a neoliberal approach, 

specific performance measures have been borrowed from commercial settings (Ball, 

2006) with the intended outcome of encouraging increasing levels of individual 

responsibility and routine self-evaluation to motivate teachers to improve student 

outcomes (Keddie, 2015a; Willms, 2000). Welch (2013, 2018), amongst others, has 

been critical of managerial techniques such as surveillance and performance 

management as distorting and detracting from the traditional mission of teaching. 

 

The purpose of teacher evaluation has been to filter out poor performers, provide 

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, meaningful feedback has not been provided, 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).  
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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-accreditation of existing teachers, and the certification 

of highly regarded 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. However, accountability processes for teachers, in general, were 

reported to be complicated due to the existence of many different stakeholders 

(Cumming, 2010). 

 

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, feedback, supportive leadership, and professional 

learning (Dinham et al., 2008; Hattie, 2015). Professional development was considered 

by Evans (2008) as a critical element in raising the status of the teaching profession as a 

whole. Keddie (2015b) 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, the selection of appropriate 

appraisal processes should be determined at the school level. Typical appraisal 

processes have included peer observation and collaboration, direct classroom 

observations, student surveys and feedback, self-assessment, parent surveys and 

feedback, external observation, and 360-degree feedback processes.  

 

Despite the popularity and prevalence of teacher evaluation and appraisal processes 

with governments, some argue that there is little evidence to suggest that teacher 
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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). They 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 reform agendas, occurring simultaneously, 

has reduced the effectiveness of teacher evaluation processes (Leaton Gray & Whitty, 

2010; Tuytens & Devos, 2009). Evaluation processes also have considerable 

implications for teacher professionalism and these have been explicated in the following 

section. 

 

Teacher	  Professionalism	  

‘Professionalism’ means different things to different people and has continued to evolve 

over time (Evans, 2008). Professionalism, as defined by Evans, describes ‘people’s 

being’ which has included their work practices and purpose, status, nature of services, 

and ethical conduct (Evans, 2011, 2013). Professionalism involves making the ‘right’ 

decision in a moral landscape (Ball, 2009). For Levin (2010) the essence of true 

professionalism is knowing when and how to apply specific professional knowledge to 

a particular situation. Teaching has been considered to be intellectual work, which has 

required the use of well-informed professional judgement (Biesta, 2015; Mayer, 2009, 

2014). Evans (2011) identified behaviour, attitude, and intellect as the key components 
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of teacher professionalism. The OECD (2016b) highlighted knowledge, autonomy, and 

engagement with professional networks as three main aspects of teacher 

professionalism. Professions have general standards and specific practices Gerrard & 

Farrell, 2014). Historically, standards and practices for teachers have been very general, 

acknowledging a wide range of educational circumstances (Levin, 2010). Levin 

maintained that the process of refining teacher standards has been resisted because it has 

been seen as an infringement on teachers’ professional autonomy, and autonomy has 

been a classic marker of professionals (Gerrard & Farrell, 2014; Siegrist, 2015).  

 

Changes to teacher professionalism and accountability have been influenced by 

neoliberal ideology, such as marketisation and government-prescribed alignment of 

education policies to economics. Accountability indicators and performance targets via 

teacher standards have become fundamental aspects of teacher professionalism (Evans, 

2013; Rizvi & Lingard, 2010). Imposing targets on teachers has been associated with a 

number of consequences including: the subordination of less measurable tasks; 

increased time filling in forms; and, reduced creativity, innovation, and inspiration 

when performance indicators have been linked to salary (Evetts, 2009). However, 

Firestone (2014) maintained that there had been no significant effects of performance-

based pay on student learning outcomes. It has been argued that, taken together, these 

changes have resulted in a dramatic intensification of teachers’ workload, with many 

aspects becoming much more controlled and regulated (Apple, 2009; Ball, 2009; 

Bottery, 2009).  

 

Discourses since the 2000s have increasingly linked teacher professionalism with 

teaching quality, as outlined by frameworks of professional standards for teachers 

(Ryan & Bourke, 2013). Advantages of professional standards for teachers (including 
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standards to recognise accomplished teachers) include that they can be used to: guide 

professional learning, practice and engagement; plan professional development and 

career progression; increase teacher quality; enhance student learning; and, enhance the 

public standing of the teaching profession (Mayer, 2009; Ryan & Bourke, 2013). 

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 (Ingvarson & Kleinhenz, 2006). However, Mayer (2009) 

cautioned against the temptation to focus on those elements of teaching which are 

easiest to name, observe, and assess because this over-simplifies and de-professionalises 

teaching. 

 

In the view of Louden (2000) and Ingvarson and Kleinhenz (2006), when professional 

standards are developed by teachers and professional teacher associations there is an in-

built acceptance of these standards, however, when standards are imposed by ‘outsiders’ 

it is more likely that mere compliance will result. Standards, in themselves, were 

considered by Mulcahy (2011) to be broad and benign, and that it is only in their use 

that tensions and conflicts have arisen. It has also been argued that standards should 

help teachers understand and improve their practice (Sachs, 2003). Other scholars have 

called for teaching standards to be used in the initial screening processes for candidates 

into the profession, and to support and sort beginning teachers, but not as the main 

driver of education reforms targeting individual teacher quality (Darling-Hammond, 

Wilhoit, & Pittenger, 2014).  

 

Internationally, there has been a trend towards centralisation and standards-based 

reforms to frame the professional practice of teachers (Gerrard & Farrell, 2014). The 

registration and certification of teachers as professionals has meant that a definition of a 



	   54	  

‘good teacher’ has been needed (Connell, 2009). Professionalism has thus been linked 

with professional standards for teachers leading to a particular form of government-

endorsed teacher professional being legitimised and privileged (Bloomfield, 2009). 

Evans (2008) preferred a continuum, based on Hoyle’s (1975) heuristic, with a 

‘restricted professional’ reliant on narrow, classroom-based perspectives at one end, and 

at the other end, ‘extended professionality’ based on a broad educational vision 

incorporating both theory and practice.  

 

Evans (2008) points out that increased control from governments occurs when 

professional standards are imposed on teachers. For Fullan (2001) a new policy has 

outwardly been the easiest way to achieve change, but lasting reform has required 

changes in the beliefs, values, and attitudes of teachers, which has been far more 

difficult to achieve. For example, Evans (2011) cited results from data collected by the 

General Teaching Council in England in 2010, where 41% of teachers said the 

professional standards for teachers had not made any difference to the way they taught. 

Also of concern was that half of the teachers surveyed were not aware of the standards 

or their purpose. Surveillance and control of teachers’ work, whether in reality or 

perceived, occurs in different ways. Government control is ingrained when standards 

are used as part of registration and certification requirements (Bloomfield, 2009; 

Connell, 2009). When teacher standards are articulated at different levels they provide a 

mechanism to rank teachers in a hierarchy, effectively allowing their colleagues, 

students, and parents to judge them (Bourke et al., 2013; Connell, 2009). Teacher 

standards may also encourage competition among teachers, through differential pay 

scales associated with performance (Bourke et al, 2013; Leaton Gray & Whitty, 2010).  
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Other unintended outcomes of teacher standards include weakening teachers’ positions, 

narrowing professional development opportunities, and eroding teacher collaboration 

(Evans, 2013; Leaton Gray & Whitty, 2010). Standardising teaching practices has 

reduced teacher autonomy, undermined teacher professionalism, and increased work 

demands (Hargreaves & Goodson, 2006; Larsen, 2010). Furthermore, Larsen stated that 

low trust, high accountability reforms de-professionalise teaching in a way that 

immobilise, individualise, and isolate teachers. Accountability around professional 

development has also increased with the expectation that professional development will 

be aligned to teacher standards (Evans, 2013; Leaton Gray & Whitty, 2010). Other 

researchers have commented on how teacher standards fail to recognise or encourage 

collaboration amongst teachers, and under-value collaboration as a means to enhancing 

student learning experiences and outcomes (Connell, 2009; Leaton Gray & Whitty, 

2010). Taken together, such methods are reported to have reduced teacher morale 

(Bottery, 2006; Levin, 2010) as they fail “to understand, appreciate, value or encourage 

other aspects of professional practice which make education successful” (Bottery, 2006, 

p. 108).  

 

In the mid 1990s, Hargreaves (1994) stated that the quality, range, and flexibility of 

teachers’ classroom work was closely linked to their professional growth. In particular, 

he indentified the most important resource for teacher improvement as time to 

collaborate with colleagues. Ingvarson and Kleinhenz (2006) also called for policy 

developers to create conditions to increase the frequency and quality of professional 

conversations amongst teachers, particularly about deep aspects of teaching practice, as 

they identified that teachers learn most effectively when engaged in solving authentic 

problems collegially. A decade later, Masters (2014) identified that those countries that 

had improved their education performance had prioritised increasing teacher capacity. 



	   56	  

According to Hallinger et al. (2014) there have been four domains that have gained 

considerable support in improving teacher quality leading to improved student 

outcomes. These four domains include: providing teachers with actionable feedback, 

creating professional learning communities, establishing or maintaining systems for 

ongoing professional development, and tangible support for the work that teachers do. 

Hattie (2015) maintained that it is highly expert, inspired, and passionate teachers and 

leaders working together that maximise the effects of teaching on student learning. 

 

In Australia, teachers have generally been perceived to be trusted professionals, 

exhibiting extensive autonomy to exercise their duties, and a willingness to receive 

feedback (OECD, 2011). The formation of the Australian Curriculum, Assessment and 

Reporting Authority (ACARA) in 2009, and the Australian Institute for Teaching and 

School Leadership (AITSL) in 2010 has meant that there have been new ways that 

policies, policy makers, and teachers interact to understand teacher professionalism 

(Gerrard & Farrell, 2014). Savage (2015) identified both positive and negative 

consequences as a result of ACARA and AITSL being established. He noted that, 

although the States and Territories are formally responsible for education, they have 

increasingly been required to conform to national education reforms in which ACARA 

and AITSL have had an unprecedented policy role. On the one hand, ACARA and 

AITSL have been able to drive new policy networks and new forms of collaboration 

between the States and Territories, in ways that had not previously been possible. On 

the other hand, national standardisation was seen as undermining desirable diversity and 

the capacity of States and Territories to govern autonomously (Savage, 2015). The 

following quote has captured the quiddity of teacher standards in Australia, since the 

2000s:  
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Driven by a diverse range of concerns including the demand for greater 
teacher and school accountability, the perceived need to improve the 
quality of teaching and assure this quality, the interest in the link 
between quality teaching and quality learning and the introduction of 
performance appraisals…these standards have been developed 
nationally by professional associations and state education authorities 
(Mulcahy, 2011, p. 94). 

 

A perceived strength of teacher standards in Australia, according to the OECD (2011), 

was the extensive involvement of the teaching profession, employers, teacher educators, 

and institutes in their development. Australian research, prior to and since the launch of 

the APST in 2011, has tended to highlight shortcomings of the Standards with particular 

reference to teachers at different career stages. Examples will be elaborated in the 

remainder of this chapter. 

 

Research, by Allard and Doecke (2014), centred on early-career teachers who graduated 

in 2010 or 2011. Data collection involved results from a large-scale survey instrument 

and more detailed interviews from 30 case study schools. Major findings identified a 

number of challenges including: a highly regulated transition into the teaching 

profession, with teaching methods and content being prescribed particularly in 

preparation for NAPLAN; a clash of values with high-stakes testing limiting 

opportunities for teachers to establish authentic relationships and rapport with students; 

and, early-career teachers becoming critical of the standardised curriculum and APST 

which, in their opinion, reduced their capacity to fully respond to the needs of their 

students.  

 

Other Australian research on the APST has highlighted both possibilities and limitations 

associated with the Standards (Gannon, 2012). With a shift to regulatory and managerial 

approaches in the teaching profession, Gannon (2012) cautioned that many of the 

essential elements of ‘good’ teaching, which mobilise and animate teaching risk being 
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obliterated. For Kostogriz and Doecke (2011) sentiments about loving teaching, and 

loving and caring about children, seem oddly out of place with neoliberal education 

reforms. 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. Gannon’s 

final concern revolved around the clash between standardisation and the development of 

creative and flexible students as outlined by the Melbourne Declaration  (MCEETYA, 

2008). However, she was also hopeful that as the Illustrations of Practice became 

available via the AITSL website, some of the aspirational aspects of teaching such as a 

passion for learning and a joy of teaching may ‘come to life’. 

 

Dinham (2013) maintained the role of the APST had been twisted to standardise, judge, 

and dismiss teachers rather than to develop, recognise, and reward them. For Ryan and 

Bourke (2013) the Australian education agenda linking teacher professionalism with 

quality teaching frameworks indicated a problem-solution structure. The scholars 

maintained that the language within the APST document contained references to 

managerial verbs such as ‘evaluate’, ‘monitor’, and ‘review’ which effectively give 

‘Highly Accomplished’ and ‘Lead’ teachers authority to ‘watch over’ ‘Graduate’ and 

‘Proficient’ teachers. Mulcahy (2011) argued that the APST would not simply describe 

pre-existing realities of accomplished teaching practice, rather it would actively 

promote and produce them. For example, in releasing the APST, a specific kind of 

teaching practice had been privileged, as though governments could prescribe teaching 

practice by legislating teaching standards. As such, teacher evaluation in Australia has 

primarily served accountability functions to discipline teachers (Kostogriz & Doecke, 

2011). Concerns also existed around the lack of acknowledgement that ongoing and 

effective professional development has been identified as a precursor to continuous 
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development (Dinham, 2013). In all, a number of issues identified in the international 

literature can be seen to be pertinent to the APST in Australia. 

 

Policy	  Definitions	  and	  Conceptualisations	  

Ball’s seminal definition of policy has been particularly relevant to this study as he 

stated that policy is “both text and actions, words and deeds…what is enacted as well as 

what is intended” (1994, p. 10). Simons, Olssen, and Peters (2009) asserted that 

educational policy has generally involved discussions around power, politics, 

governments, and policies with reference to the ‘what, why, how, and with what effects’ 

different governments do or do not act. For Rizvi and Lingard (2010, p. 44), policy has 

been “the authoritative allocation of values”, and Welch (2013, 2018) defined policy as 

being the name given to official documents outlining social or economic goals and how 

they are to be achieved. Each of these definitions has assisted in framing areas of focus 

for this policy trajectory analysis of the APST. 

 

Assumptions and definitions of policy have evolved over time. A widely held 

assumption is that policies can be used to drive education reform to improve student 

outcomes (Simons et al., 2009). The production of policies is both complex and 

contested with the need to appease, manage, and accommodate competing interest 

groups with trade-offs at all stages of the policy process (Braun, Ball, Maguire, & 

Hoskins, 2011; Rizvi & Lingard, 2010). These sentiments were reinforced by Welch’s 

(2013, 2018) stance that policies are embedded in a particular time and place to achieve 

a particular purpose. Rizvi and Lingard (2010) highlighted that policy is always 

mediated by politics, history, and culture at the local and national levels. Furthermore, it 

has been taken for granted that policies have been developed, enacted, and evaluated 

within broader global networks.  
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Some researchers point to a change in focus for international education policy since the 

2000s, with a new emphasis aimed at the development of evidence-based policy 

(Cooper, Levin, & Campbell, 2009). Reasons for this shift have included: the growth of 

a well-educated and well-informed public; the data explosion; information technology 

developments; the increased size and capabilities of the research community; and, an 

emphasis on productivity and international competitiveness, and government 

accountability measures. One outcome of the trend for evidence-based policy, also 

applicable to the APST, has been the inclusion of a section in the policy statement 

outlining research that has guided the development of particular policies (Cooper et al., 

2009). The rationale behind evidence-based policy development is that it should result 

in a more informed policy, leading to more effective practice, and improved outcomes 

(Cooper et al., 2009). In contrast, Biesta (2015) argued there has been an over-reliance 

on evidence-based research, and he has called for teachers to exercise their professional 

judgment more freely to achieve a ‘good education’ as determined by local needs. In 

Australia, Dinham (2015) has been critical of the way that academic education research 

and other evidence has been distorted, discounted, or disregarded to privilege neoliberal 

inspired ‘solutions’ as mechanisms to improve teacher quality and student outcomes.  

 

Conclusion	  

This literature review has provided an overview of concepts relevant to this policy 

trajectory analysis of the APST. The review highlights how globalisation, with its 

neoliberal ideology, has driven contemporary education reforms, which have in turn 

resulted in increased accountability measures for schools and teachers. Globalisation 

has also been considered to be a central component of contemporary education policy 

studies, with local policies being linked to global discourses and influences. Testing at 

the international level (e.g. the OECD’s PISA) is an example of a global influence that 
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has shaped national education systems. There are both advantages and disadvantages of 

accountability mechanisms such as standardised high-stakes national and international 

testing with regard to quality and equity outcomes for students.  

 

The concepts of teacher/teaching quality have been discussed, given the way they have 

been increasingly linked to improved student outcomes. This linkage has resulted in the 

introduction of professional teacher standards and evaluations in many countries in an 

attempt to improve both teacher/teaching quality and student learning outcomes. The 

introduction of professional standards signals a shift in the responsibility for student 

learning outcomes from governments and schools to individual teachers. Teacher 

standards and evaluations have influenced the conceptualisation of teacher 

professionalism, with many researchers (e.g. Apple, 2009; Ball, 2009; Bottery, 2009) 

suggesting that the position of teachers has been weakened as a result of neoliberal 

education reforms.  

 

This literature review, together with the background information presented in Chapter 

Two, clearly demonstrates the need for this research. The APST policy is part of a 

significant period of change in Australian education history. The Australian 

Government has become increasingly involved in steering national education policies, 

even though education remains a legal responsibility of the States and Territories. 

Having identified the driving forces behind the APST policy, gaps in the literature 

suggest additional research is warranted in relation to how and why the APST policy 

has been enacted, in the way that it has, by secondary schools and teachers in Western 

Australia. Finally, policy definitions and conceptualisations were presented as these 

have assisted in framing the methodological approach for this research, as outlined in 

Chapter Four.  
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CHAPTER	  FOUR:	  METHODOLOGY	  
 

Introduction	  

This methodology chapter details the theoretical underpinnings for this policy trajectory 

analysis of the Australian Professional Standards for Teachers (APST), which was 

initiated in 2011, as well as the methods used to collect and analyse the data. The 

research analysed influences leading up to the APST policy, policy text production 

processes, policy practices in Western Australian (WA) secondary schools, and the 

potential longer-term outcomes resulting from the policy. Interpretivist theory was 

initially used to uncover the perspectives of key policy actors about APST policy 

processes. Critical theory was then used in the second stage, or meta-analysis, to reveal 

power relationships along the whole policy trajectory. Ball’s (1994) ‘policy trajectory’, 

as further developed by Vidovich (2007b, 2013), has been outlined, followed by the 

research questions that were derived from each of the four contexts of the policy 

trajectory adopted for this study. This chapter also overviews qualitative research 

methodology, including case studies at the school level of the policy trajectory, 

followed by a description of the participants and methods used to recruit them. Data 

were collected in the form of documents and interviews and/or focus groups. These 

were initially analysed using the Miles and Huberman (1994) framework, consistent 

with an interpretivist approach. A discourse analysis, based on Sousa and Magalhaes’ 

(2013) two-phase model, was then used for more critical perspectives. The final section 

of this chapter details issues of reliability and trustworthiness, my positionality as the 

researcher, and ethical procedures used to protect anonymity of participants involved in 

this study. 
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Theoretical	  Underpinnings	  

The use of more than one theory for policy analysis has been advocated by Vidovich 

(2007b, 2013), as it allows for a more comprehensive global through to local approach 

to contemporary education policy analysis. In this study, the first stage of data 

collection and analysis was grounded in interpretivism and the second stage, or meta-

analysis, was grounded in critical theory.  

 

The interpretivist paradigm was considered to be relevant to this policy study as it can 

provide the deeper understandings required to gain an holistic overview of the ‘world’ 

of participants (Hargreaves, 1994). Interpretivism “attempts to understand and explain 

human and social reality” (Crotty, 1998, pp. 66-67). 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.  

 

Assumptions of the critical paradigm include that knowledge is both problematic and 

value laden, representing the different interest groups that make up society (Habermas, 

1972). Critical theory has been useful to consider the relationships between possession 

and dispossession, as well as domination and subordination (Seddon, 2009). According 

to a number of authors it also has a strong commitment to social change and equality 

(Cohen, Manion, & Morrison, 2007; O'Donoghue, 2007; Simons et al., 2009; Torres & 
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Van Heertum, 2009). Advantages of utilising critical theory were stated by Torres and 

Van Heertum (2009, p. 142): 

[C]ritical theory offers valuable tools to deconstruct educational 
reforms undertaken under the auspices of neoliberalism and global 
competitiveness including the call for privatisation and school choice, 
professionalism and deskilling of teachers, standardisation and 
accountability and the movement to more closely align schooling with 
the imperatives and interest of the market. 
 

Torres and Van Heertum explained that critical theory aims to reveal the political and 

economic interests embedded in broader social and cultural practices. When conducting 

a critical policy analysis in education it is necessary to consider both social and moral 

contexts, and accept that political and cultural aspects will always be involved (Ball, 

1994; Simons et al., 2009). Thus, critical theory was a powerful lens for considering 

broader influences on schools, teachers, and students both inside and outside of the 

classroom (Torres & Van Heertum, 2009). Ball (1994) also advocated that critical 

policy studies need not be restricted to a single theoretical framework or method, rather 

that the researcher has a reflective attitude towards his or her particular concern within 

its broader context. It is important to highlight that the dual theoretical lenses of 

interpretivism and critical theory were employed at different points in the study, with 

critical theory being central to the meta-analysis along the whole policy trajectory from 

global to local (school) levels. 

 

Policy	  Trajectory	  

Ball’s (1994) ‘policy trajectory’, as further developed by Vidovich (2007b, 2013) to 

include global through to local levels, was the main framework used to guide this 

research. Ball’s original policy trajectory focused on the context of influences, the 

context of policy text production, the context of practices, the context of longer-term 

outcomes, and the context of political strategies. For the purposes of this study, the 
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context of longer-term outcomes and the context of political strategies have been 

combined (Rizvi & Lingard, 2010; Vidovich 2007b, 2013). The context of influences 

focuses on the conditions leading up to interest in the new policy agenda, and the 

influences of different stakeholder groups. The context of policy text production focuses 

on the actual policy text whilst considering questions about ‘who, what, why, when, 

where, and how?’ the policy text was constructed with the aim of identifying dominant 

ideologies and power relationships. The context of practices establishes the way the 

policy is enacted at local sites including the way the policy may be resisted, negotiated, 

or reformed. Finally, the context of longer-term outcomes identifies possible longer-

term effects likely to result from enacting the policy, including changing patterns of 

social justice and equity (Vidovich, 2007b, 2013).  

 

One key difference between Ball’s (1994) policy trajectory and that developed by 

Vidovich (2007b, 2013) is the addition of levels that extend between ‘global’ and 

‘local’ policy processes. Within each context of the policy trajectory adopted for this 

study, consideration has been given to three levels: the national level (Australia), the 

State level (WA), and the local or school level. In addition, overarching global level 

influences on the national APST policy, in Australia, were analysed. The local level 

consisted of three case study schools, which were associated with one of the three 

education sectors in WA: the government sector or Department of Education Western 

Australia (DoEWA); the Catholic sector or Catholic Education Western Australia 

(CEWA), and the independent sector or the Association of Independent Schools 

Western Australia (AISWA). The three sectors have been overviewed in greater detail 

in Chapters Two and Five. Exploring the different levels of the policy trajectory 

(national, State, and local) within a broader global setting allowed for a detailed and 

systematic analysis of APST policy processes with the following research questions 
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being generated from the four contexts (influences, policy text production, practices, 

and longer-term outcomes) adopted for this policy trajectory research. 

	  
	  

Research	  Questions	  

Research Question One: How have ‘global’, national, State, and local (school) factors 

influenced policy processes for the Australian Professional Standards for Teachers? 

 

Research Question Two: What are the defining characteristics of the Australian 

Professional Standards for Teachers policy text and how was it produced? 

 

Research Question Three: What practices have resulted from enactment of the 

Australian Professional Standards for Teachers policy in selected Western Australian 

secondary schools? 

 

Research Question Four: What are the anticipated longer-term outcomes likely to occur 

as a result of the Australian Professional Standards for Teachers? 

 

Research	  Design	  

Given the theoretical frameworks outlined, qualitative research methodology, including 

case study schools at the local level, has been utilised for this policy trajectory study. A 

defining element of qualitative research is the way people are studied in their natural 

settings (Punch, 2012). A deeper understanding is gained by focusing on details rather 

than scope (Silverman, 2013). Other reasons for using a qualitative approach include 

enabling the researcher to gain an holistic overview, identifying the perspectives of key 

actors, and generating main themes (Punch, 2012).  
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Qualitative data in the form of documents and/or interview transcripts were collected 

from all three levels of the policy trajectory (national, State, and local case study 

schools). There was a heavier reliance on documents at the national level, as documents 

were readily available and prevalent at this level. Interviews were less accessible at the 

national level but one interview was used to probe, more deeply, the issues identified in 

the documentary data. At the local (school) level, there was a greater reliance on 

interviews and focus groups as participants were more accessible and documents were 

often less prevalent and more difficult to access.  

 

A case study approach was utilised at the school level for this policy analysis. Each 

secondary school has been presented as a case study in terms of how APST policy 

processes have been enacted at that local site. Case studies are preferred when 

examining contemporary issues with multiple sources of data and when contextual 

considerations are important (Yin, 2014). The aim of presenting cases is to develop a 

deep and holistic understanding of a phenomenon within a natural setting (Cohen et al., 

2007; Punch, 2012; Yin, 2014). Yin acknowledged that it is assumed contextual 

conditions play a significant role in developing an holistic understanding of each case. 

Contextual factors such as school intake, history, staffing, school ethos and culture, 

buildings and resources, and standing within the local community can either constrain 

or enable policy enactment (Braun et al., 2011). Sources of contextual data included the 

My School website, case study school websites, annual school reports, interviews, and 

focus groups. The intention of providing detailed contextual information was not to 

enable findings to be generalised, but to provide an understanding of the important 

aspects of each case (Punch, 2012) so that readers can decide for themselves which 

aspects might be relevant to their own setting (Vidovich, 2013). 
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Participants	  

A total of 54 individuals participated in this study: one at the national level; four at the 

State level; and, 49 at the school level. At the national and State levels, participant 

sampling was restricted, based on the availability and willingness of elite policy actors 

to become involved in this study. At the national level, a representative from the AITSL 

participated in a telephone interview. For the State level, representatives from the three 

education sectors (DoEWA, CEWA, and AISWA), and the Teacher Registration Board 

of Western Australia (TRBWA), all participated in individual face-to-face interviews.    

 

At the school level, the research approach outlined indicated the use of purposeful 

sampling to illustrate particular features relevant to this study (Silverman, 2013; Yin, 

2014). Maximum variation in the three case study schools was achieved by including 

one school from each of the three school sectors in WA. Within each school, maximum 

variation of participants was ensured by including a range of school staff including: 

school leaders and teachers; educators with a range of experience (0-2 years, 3-10 years, 

and 10 years or more); male and female leaders and teachers; and, teachers representing 

each of the eight learning areas identified in the Australian Curriculum (mathematics, 

science, English, humanities, languages, the arts, health and physical education, and 

design and technology). A summary of participants’ details has been provided in 

Appendix C. 

 

At the school level, participants were recruited once approval had been obtained from 

the relevant education authority (DoEWA, CEWA, and AISWA), and then through the 

Principal from each case study school (‘Government School’, ‘Catholic School’, and 

‘Independent School’). The Principal was approached for an interview, and then asked 

to nominate another senior staff member/s, knowledgeable about the APST, to be 



	   69	  

interviewed in a form of ‘snowball’ sampling. A generic email was sent to all teachers 

at each case study school, including a copy the Information Letter and Consent Form 

(see Appendix D). All teachers at each case study school were invited to participate in 

this research. Interested teachers returned a completed Consent Form directly to the 

researcher. I then organised teacher focus groups or individual interviews at times 

convenient to the participants. A total of six school leaders and 43 teachers participated 

in individual interviews or focus groups at the school level of this study. Two school 

leaders (Principals and/or Deputy Principals) from each case study school were 

interviewed. In addition, 15 teachers from Government School, 12 teachers from 

Catholic School, and 16 teachers from Independent School took part in this research. 

 

Data	  Collection	  

Data collection for this study was completed during 2016 and 2017, using documents 

and interviews as outlined in Figure 4.1 following.  

 

Figure 4.1: Sources of Data Along the APST Policy Trajectory 
 Levels 

Policy Trajectory Contexts National State School 

Influences 
AITSL 

Documents & 
interview 

DoE, CEO, AISWA, 
TRBWA 

Documents & interviews 
 
 

Policy Text Production 
AITSL 

Documents & 
interview 

DoE, CEO, AISWA, 
TRBWA 

Documents & interviews 
 
 

Practices  
DoE, CEO, AISWA, 

TRBWA 
Interviews 

School leader & 
teacher 

Interviews & focus 
groups 

Outcomes  
DoE, CEO, AISWA, 

TRBWA 
Interviews 

Schools leader & 
teacher 

 Interviews & 
focus groups 

Note 1: Cells indicate where the majority of data were gathered for each context 
Note 2: Items highlighted in bold indicate which type of data that was mostly relied on 

 

Relevant policy documents leading up to the APST policy included the ‘Hobart 

Declaration’ (MCEETYA, 1999b), the ‘Adelaide Declaration’ (MCEETYA, 1999a), 
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and the ‘Melbourne Declaration’ (MCEETYA, 2008). At the national level, three 

linked policies were selected for analysis: the Australian Professional Standards for 

Teachers (AITSL, 2011), the Australian Teacher Performance and Development 

Framework (AITSL, 2012b), and the Australian Charter for the Professional Learning 

of Teachers and School Leaders (AITSL, 2012a). At the State level, two policies were 

selected for analysis: the Competency Framework for Teachers (DETWA, 2004) and 

the Professional Standards for Teachers in Western Australia (TRBWA, 2014). The 

‘Competency Framework’ was selected as it was considered to be a precursor to the 

APST. The Professional Standards for Teachers in Western Australia was selected, 

because it had been adapted from the APST policy for teacher registration purposes. 

 

Interviews, being one of the main data collection tools in qualitative research (Punch, 

2012), were the main data source for this policy analysis. Individual interviews were 

utilised at the national, State, and school levels, whilst focus groups were only used at 

the school level. Interviews were particularly useful in accessing individuals’ 

perspectives, their understanding of others, and how they constructed their reality in line 

with the interpretivist paradigm (O'Donoghue, 2007; Punch, 2012). Other reasons for 

using interviews included acknowledging the importance of human interaction in 

knowledge production, with an emphasis on the social situatedness of data (Cohen et 

al., 2007). All interviews, at all three levels, were conducted in a semi-structured 

format. Semi-structured interviews enabled the same question stems to be asked, in the 

same order, to increase comparability and facilitate the organisation and analysis of 

data, reduce interview bias, and allowed the questions to be trialled before use (Cohen 

et al., 2007; Yin, 2014). The same question stems were asked of participants at the 

national, State, and school levels, although probes were used to draw out expertise and 
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understandings specific to each level. Refer to Appendix E for interview and focus 

group questions relevant to each of the four contexts adopted for this policy trajectory. 

 

Group interviews or focus groups have been defined as when the researcher is working 

with more than one person simultaneously (O'Donoghue, 2007; Punch, 2012). Focus 

groups should be used when group interactions are likely to yield valuable data and 

insights that would not have been possible without the interaction (Punch, 2012). 

Inviting between four and 12 participants, ideally six to eight, enables an intimate and 

supportive group dynamic, allowing everyone to participate in an active and meaningful 

way (Robinson, 2012). Other advantages of focus groups, identified by Punch (2012), 

included gaining insights via observing the groups’ interactions, triggering discussion, 

and assisting individuals in making their views, motives, and perspectives explicit. He 

advocated using focus groups when trying to probe a deep understanding of a 

phenomenon as they are inexpensive, data-rich, recall aiding, cumulative, and 

elaborative. The researcher’s role becomes more like a moderator or facilitator (Punch, 

2012; Silverman, 2013) who deliberately attempts to uncover the views of each 

participant (Silverman, 2013; Yin, 2014). Challenges associated with focus groups have 

included issues surrounding group culture and dynamics (Punch, 2012). Specific 

participant types that may need to be moderated included those who were shy, noisy, 

monopolised the discussion, or who disagreed with each other (Cohen et al., 2007). 

Questioning techniques and protective interruption strategies were used to manage these 

situations. 

 

A quiet interview room on site was arranged for interviews and focus groups. All 

interviews were between 30 and 60 minutes in duration. A total of 15 hours and 41 

minutes of data were collected. With the permission of participants, each interview was 



	   72	  

recorded to an iPad and a backup portable recording device. The researcher completed 

all transcriptions in order to be immersed in the data and to aid data analysis. The 

transcription process involved three phases: the playing and pausing of each recording 

to generate a typed transcript; listening to the audio recording whilst checking for 

consistency of words/wording within the transcript; and, listening to the recording 

whilst checking for punctuation to ensure meanings and emphases in the transcripts 

reflected the audio recording as closely as possible. Completed transcripts were returned 

to participants for them to edit, add, or delete aspects to ensure it was an accurate 

reflection of the interview. Only one participant made changes to their interview 

transcript. As suggested by Silverman (2013), pilot interviews were conducted with 

teachers and school leaders, at sites other than those in the sample, to test and refine the 

interview items. Five pilot interviews were conducted with seven participants, 

representing each of the three education sectors, a range of teaching and leadership 

roles, and different learning areas. As suggested by Yin (2014) all evidence including 

documents and interview transcripts formed a case study database as part of the data 

trail for this research. 

	  

Data	  Analysis	  

Methods for data analysis need to be systematic, disciplined, and transparent (Punch, 

2012). Data for this research was essentially text based, with documents and interview 

transcripts needing to be analysed. The documents were analysed first to facilitate the 

analysis of interview transcripts. Initially, Miles and Huberman’s (1994) framework for 

qualitative data analysis was used to identify key themes. A discourse analysis, with a 

critical emphasis, was then conducted on the relevant data representing emergent 

themes from the documents and interview transcripts (as outlined in the following 
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pages), particularly with a view to exposing power relationships along the whole policy 

trajectory, as they related to broader social patterns.   

 

The three main components of Miles and Huberman’s (1994) framework were data 

reduction, data display, and the drawing and verification of conclusions. These three 

activities occurred concurrently, however, for ease of explanation they will be described 

individually. Data reduction initially involved editing, segmenting, and summarising the 

data. The middle phase of the data reduction utilised coding and memoing activities, as 

described in the following paragraph, to identify themes and sub-themes. The later 

stages of data reduction aimed to compress the data without a significant loss of 

information. Data displays, in the form of tables, were used to “organise, compress and 

assemble information” (Punch, 2012, p. 198). Drawing and verifying conclusions was 

the final part of the Miles and Huberman (1994) framework with data reduction and 

display activities assisting the researcher to draw conclusions from the data. 

Conclusions have been presented in Chapter Nine, in the form of propositions relevant 

to each of the four research questions derived from the four contexts constituting the 

APST policy trajectory.  

 

Coding and memoing techniques were used to achieve the goals of data reduction and 

data display. Coding occurred in three phases. The first phase entailed identifying 

sections of each interview transcript associated with each research question. For 

example, the code ‘COI’ indicated a block of text related to the first research question 

around the context of influences. Secondary codes were then developed to sub-divide 

blocks of text into key words or phrases. The third phase involved grouping tentative 

clusters of words or phrases into themes and sub-themes arranged in descending order 

of prominence. Memoing occurred alongside the coding process and could be thought 
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of as a researcher’s thoughts and ideas generated whilst coding. These helped to make 

sense of the data, and to develop themes and sub-themes. The generation and ordering 

of themes and sub-themes depended on the frequency, duration, and emphasis given to 

each as determined by the data. A sample extract of a coding table is shown in table 4.1.  

 

Table 4.1: Sample Coding of an Interview Transcript 
Interview 
transcript 
section 

First 
level 
code 

Second 
level  
code 

Third 
level  
code 

Explanations 

GTFG2, p. 5, 
lines 21-22 
 
“When you do 
your PD and 
you try and 
put it onto 
your 
TRB(WA) 
[template].” 

COI 
 
 
 
 
 
 

 

Teacher 
registration 
 
 
 
 
 
 
 

National 
influences 
on APST 
 
Other 
Australian 
policies 
 

This extract relates to possible 
influences on the APST; 
therefore, it has been allocated a 
first level code indicating the 
context of influence. Teacher 
registration was identified the 
second level code. When 
considered with other second 
level codes a number of ‘national 
influences on the APST’ emerged 
as a theme. Within this theme, 
‘other Australian policies’ was 
identified as a sub-theme. 

 

Two data summary tables, as presented in Appendix G, were developed to display data 

from the national, State, and school levels of the policy trajectory. The advantage of this 

structure was that similarities and differences could be identified within and between 

levels of the policy trajectory for each of the contexts of the APST policy trajectory. 

 

According to Punch (2012), the term discourse analysis describes a variety of principles 

and practices used to analyse language. Discourse generally refers to what can be said 

and thought, but also who speaks, when, where, and with what authority (Rizvi & 

Lingard, 2010). Critical discourse analysis (CDA), as one particular form of discourse 

analysis, has been one of the main qualitative methods to inform the analysis of policy 

documents, focus group and interview transcripts, when addressing the concept of 

power (Smith, 2013). Some authors have acknowledged that it is difficult to define 
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CDA due to the diverse ways in which it has been used (Hyatt, 2013; Smith, 2013). 

Consistent with critical theory, the purpose in this study was to re-examine themes to 

emerge from texts, in this case policy documents and interview transcripts, to address 

issues of power by analysing the intentions, functions, and outcomes of the discourse, 

and whether the objective was to persuade, accuse, censure, or encourage (Cohen et al., 

2007). Hyatt (2013) highlighted that it is difficult to describe and codify exact 

procedures for CDA.  

 

To counter the lack of methodological devices for conducting both discourse analyses, 

in general, and CDA in particular, Sousa and Magalhaes (2013) proposed a two-phase 

model. The model incorporated a discourse analysis in phase one, and aspects of CDA 

in phase two to address issues of power. The two-phase model allowed for the 

operationalisation of discourse analysis into a ‘do-able’ procedure (Sousa & Magalhaes, 

2013). Phase one entailed a broad linguistic analysis of the texts, via the identification 

of discourse organisers, namely: the order of discourse, nodal points, floating signifiers, 

articulations, and the field of discursivity as summarised in Figure 4.2 following. 

 

Figure 4.2: Definitions of Discourse Organisers 
Discourse 
Organiser 

Definition 

Order of discourse Conventions and ideology that make up the background or context 
of discourse so that a specific discourse becomes naturalised or 
unquestionable. 

Nodal point The privileged signs around which the discourse is organised or the 
central elements of the discourse without which the argument 
would lose its meaning. 

Floating signifier Stems from the idea that different words or signifiers have 
different meanings in different settings. 

Articulation Articulations or linkages between different elements contribute to 
the coherence or strength of a specific discourse. 

Field of 
discursivity 

The sets of discourses that are being excluded by the discourse. 

Source: adapted from Sousa & Magalhaes (2013, p. 92) 
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Floating signifiers did not contribute to the identification of power differentials in the 

second phase of Sousa and Magalhaes’ (2013) framework, therefore, these have not 

been reported in this study. The field of discursivity led into the CDA aspects of the 

second phase of Sousa and Magalhaes’ (2013) framework and involved considering the 

construction of dominant and excluded discourses related to power differentials. An 

analysis relating to power relationships in broader society has been summarised in the 

policy synthesis section for each policy analysed in Chapter Five, as well as for each 

context of the APST policy trajectory presented in Chapter Nine. 

 

Issues	  of	  Reliability	  and	  Validity	  

Issues relating to reliability and validity were given the utmost importance throughout 

the planning, conducting, and reporting phases of this research. The end goal of 

reliability is to minimise errors and biases in a study (Yin, 2014). Silverman (2013) and 

Yin (2014) stated that for reliability to be assured, it is the responsibility of the 

researcher to document his or her procedures so that data collection procedures could be 

replicated to produce similar results. In addition to providing detailed data collection 

and data analysis procedures to enhance reliability, the use of established frameworks 

such as: Ball’s (1994) policy trajectory, as modified by Vidovich 2007b, 2013); Miles 

and Huberman’s (1994) framework; and, Sousa and Magalhaes’ (2013) two-phase 

discourse analysis model (with a critical emphasis) have deliberately been used to allow 

for a systematic interrogation of APST policy processes.  

 

In terms of validity, Yin (2014) identified construct validity, internal validity, and 

external validity as three different aspects of validity that ought to be addressed. 

Construct validity is concerned with the identification and use of the most appropriate 

measures for the concepts being researched (Yin, 2014). Thus, having engaged with 
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participants from each of the three levels (national, State, and local), maximum 

variation in perspectives has been assured to gain a wide range of understandings from 

varied stakeholder organisations and individuals, as well as exposing power 

relationships between them. Case study schools were used at the local level. Having 

multiple data sources and data collection strategies is typical of case studies and has 

enabled triangulation to enhance the trustworthiness of results (Yin, 2014). Interview 

processes and questions were also trialled prior to the commencement of data collection 

to enhance the quality and consistency of the data collected. Moreover, participants had 

the opportunity to review their interview transcripts to reduce the chance of 

misrepresentation. Finally, a detailed audit trail to outline the data collection and data 

analysis procedures has been provided. Thus, the design of this study was 

comprehensive and methodologically rigorous to achieve construct validity.  

 

Internal validity is most relevant when the researcher is seeking to establish causal 

relationships, which is not the case for this research (Yin, 2014). However, external 

validity is relevant as it is concerned with defining the limitations to which the 

research’s finding can be generalised (Yin, 2014). External validity has been enhanced 

in this study through the use of multiple case studies and the provision of contextual 

information. The intention, as outlined earlier in the chapter, is not to suggest 

transferability of results, but to provide ‘food for thought’ in other jurisdictions so 

readers can decide for themselves which contextual aspects and findings are relevant to 

their own settings. Making it clear that data were collected in WA, is an additional 

safeguard against the temptation to generalise findings more broadly. Finally, the next 

section locates my positionality with regard to this study so that readers can draw their 

own conclusions about influences that may have shaped the research.  
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Positionality	  of	  the	  Researcher	  

My teaching experience spans 20 years across primary school, secondary school, and 

tertiary settings. These various teaching experiences have exposed me to a range of 

professional review processes. At times I have recruited, inducted, trained, and managed 

staff. As such I have an interest in human resource management. Through one of my 

roles, working with schools around whole school approaches to support student 

wellbeing, I was aware that many schools were grappling with competing policy 

demands. Being aware of my positionality, according to Rizvi and Lingard (2010), in 

relation to my research should further enhance the trustworthiness of my findings. 

 

Ethical	  Considerations	  

There were no foreseen risks to participants as they were provided with an information 

sheet outlining the nature of the proposed research with a section indicating their 

willingness to participate in the study. Participants were informed that they could 

withdraw from the study, anytime before 31st December 2016 for any reason, without 

prejudice. Only one interview was conducted in 2017 and this participant was given a 

two-month period to withdraw from the study. No participants withdrew. Participant 

anonymity has been assured by allocating pseudonyms to each case study school and 

codes to each interview. The use of such pseudonyms or codes has meant that 

identifying features have been removed from the data and the final thesis. Involvement 

in the study provided an advantage to participants as they were invited to reflect on a 

new policy having a significant impact on the teaching profession. All data has been 

stored securely according to the University of Western Australia’s guidelines, including 

the use of password protection for electronic documents and storing paper-based 

documents in a locked filing cabinet. Data will be stored for a period of seven years and 

will then be destroyed according to the University’s ethics procedures. Data collection 
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did not begin until ethics approval from the University was granted, and at all times 

adhered to the University’s ethical practices. 

 

Conclusion	  

This chapter has overviewed the theoretical underpinnings for this policy trajectory 

analysis of the APST, and the methods used to collect and analyse the data. The 

framework used to guide this research was based on Ball’s (1994) original policy 

trajectory, as developed and modified by Vidovich (2007b, 2013). The research 

questions were derived from the four contexts adopted for this study, i.e. influences, 

policy text production, practices (enactment), and outcomes in the longer-term. Within 

each context, consideration was given to national (Australian), State (WA), and local 

(school) levels. Both documents and interviews (individual and/or focus groups) were 

used to gather data at each of these three levels to allow for a more comprehensive 

analysis along the whole policy trajectory. Details about participants and the 

recruitment methods to engage them in this research have been provided, along with the 

ethical procedures to protect their anonymity. Detailing the theoretical underpinnings 

and methods used to collect and analyse the data has also enabled issues of reliability, 

validity, and the trustworthiness of the results to be addressed. Findings for this research 

are reported in the following four chapters. 



	   80	  

CHAPTER	  FIVE:	  FINDINGS	  -‐	  NATIONAL	  AND	  STATE	  LEVELS	  
	  

Introduction	  

This chapter presents national and State level findings for this policy trajectory research 

regarding the Australian Profession Standards for Teachers (APST). Findings reported 

relate to the first three research questions around policy influences, policy text 

production, and policy practices (enactment). The present chapter has been divided into 

three parts. Part A overviews the national and State organisations responsible for 

generating the document and interview data collected in 2016-2017. Part B presents the 

national and State level policy document findings. Part C presents the national and State 

level interview findings. Findings are not discussed in relation to the literature at this 

point: Chapter Nine considers ‘big picture’ findings along the whole policy trajectory, 

identifying major themes and linking them back to the literature presented in Chapter 

Three. 

 

Part	  A:	  Overview	  of	  Participating	  National	  and	  State	  Level	  Organisations	  

At the national level, the Australian Institute for Teaching and School Leadership 

(AITSL) “provides national leadership for the Australian, State and Territory 

Governments in promoting excellence in the profession of teaching and school 

leadership” (AITSL, 2014a, p. About us). Although funded by the Australian 

Government, the AITSL operated as a public company with its own constitution and 

independent Board of Directors. In 2016, the AITSL website provided a range of policy 

documents, tools, and resources to support the professional growth and development of 

teachers and school leaders. 
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At the State level, the Teacher Registration of Board Western Australia (TRBWA) was 

described as “the body responsible for the registration of teachers in Western Australia 

and registers all teachers, from early childhood to Year 12, who teach in a Western 

Australian educational venue” (TRBWA, 2015, p. About us). In addition to registering 

teachers, the TRBWA was also responsible for the accreditation of initial teacher 

education programs in Western Australia (WA). The TRBWA was overseen by a 

Board, with members appointed by the WA Minister for Education.  

 

In 2016-2017, the Department of Education Western Australia (DoEWA) was a State-

wide system, under the direct responsibility of the WA Minister for Education. The 

DoEWA was described as the “largest public sector employer in the State 

(approximately 20,000 teachers)… provid[ing] high quality education for children and 

young people throughout Western Australia” (DoEWA, 2017, p. Who we are). For the 

year 2015-2016, the DoEWA spent AUD 4.7 billion catering for almost 300,000 

students from Kindergarten to Year 12 (DoEWA, 2017). One distinctive feature of the 

DoEWA was that it catered for all students “whatever their ability, wherever they live, 

whatever their background” (DoEWA, 2017, p. What we do). 

 

Catholic Education Western Australia (CEWA) was established as a State-wide system 

in 1840. CEWA was responsible to the Bishops of WA, State and Australian 

governments, and their local communities. Specifically, the “CEWA structure is 

designed to support its strategic directions and its mission to facilitate the delivery of an 

authentic and empowering Catholic education aimed at improving learning outcomes 

and life opportunities for the maximum possible number of children, families and 

communities across Western Australia” (CEWA, 2017, p. About us). In 2015, the year 

prior to data collection for this study, CEWA operated 163 schools, with approximately 
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10,000 teachers catering for 77,000 students from Kindergarten to Year 12 (CEWA, 

2017). 

 

The Association of Independent Schools Western Australia (AISWA) “was established 

in 1962 as a non-profit organisation to support, represent and promote the interests of 

independent schools” (AISWA, 2017, p. About us). Approximately 7,000 teachers are 

employed by AISWA schools (AISWA, 2017), which cater for 22% of WA students 

from Kindergarten to Year 12 (Australian Bureau of Statistics, 2016). AISWA provided 

a wide range of services including professional learning and publications around 

governance, leadership, teaching, support staff, students, and the wider school 

community. In 2016, professional learning and resources were available to all member 

and non-member schools.  

 

Part	  B:	  National	  and	  State	  Level	  Policy	  Document	  Findings	  

Findings from the discourse analysis of three national and two State level policies will 

now be presented. These five policies were released between 2004 and 2012 and were 

identified as being particularly relevant to Research Question Two about policy text 

production. The national policies precede the State level policies. Policies within each 

section have been presented in chronological order, with the oldest policy appearing 

first. See Table 5.1 for a list of policies analysed and a summary of findings. 

 

A consistent format including an overview, middle sections, and synthesis has been 

used for each policy analysis. The overview summarises key features about the policy 

document. The middle section analyses a series of segments, from within the policy 

document, selected for their relevance to Research Question Two. Each middle section 

carries the exact name of the segment title used within the policy. In addition, for each 
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middle section, Sousa and Magalhaes’ (2013) framework, as outlined in the 

methodology (Chapter Four), has been used to identify the order of discourse 

(unquestionable discourse), nodal point/s (justifying the order of discourse), and 

articulations (that further support arguments for the order of discourse). The final 

section offers a synthesis of the policy as a whole, including main findings or themes 

indicated in bold text, and where relevant sub-themes have been identified by italicised 

bold text. The field of discursivity (excluded discourses), as per Sousa and Magalhaes’ 

(2013) model, has been presented in the synthesis as a precursor to uncovering power 

relationships related to broader social patterns later in the thesis. This format of 

overview, middle sections, and synthesis has been used for all policies analysed. 

 

Table 5.1: Summary of National and State Level Themes for the Context of Policy Text 
Production (documents) 

National Level Policy Documents State Level Policy 
Documents 

Themes (bold text) 
Sub-themes (bold italicised text) 

APST 
1 

ATPDF 
2 

ACPL 
3 

CFT 
4 

PSTWA 
5 

Improving student outcomes 
     -improving student learning 

 
*** 

* **  
*** 

 
*** 

Improving teacher/teaching quality 
     -teacher performance and        
development 
     -professional learning 

*** *** 
*** 
 

** 
 
 
*** 

*** ** 

Links to other Australian policies * *  * * * 
Research & evidence *  **  *  
Stakeholder collaboration * * * *  
Notes: 
1. Australian Professional Standards for Teachers (APST) (AITSL, 2011)  
2. Australian Teacher Performance and Development Framework (ATPDF) (AITSL, 2012b) 
3. Australian Charter for the Professional Learning of Teachers and School Leaders (ACPL) (AITSL, 
2012a) 
4. Competency Framework for Teachers (CFT) (DETWA, 2004) 
5. Professional Standards for Teachers in Western Australia (PSTWA) (TRBWA, 2014)  
*** strongly represented **moderately represented *weakly represented themes/sub-themes 
 
 
 
National policy documents comprised three AITSL policies including the Australian 

Professional Standards for Teachers (APST) (AITSL, 2011) and two other linked 

policies: the Australian Teacher Performance and Development Framework (ATPDF) 
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(AITSL, 2012b); and, the Australian Charter for the Professional Learning of Teachers 

and School Leaders (ACPL) (AITSL, 2012a).  

 

Policy	  Document	  One:	  the	  Australian	  Professional	  Standards	  for	  Teachers	  (APST).	  	  
 
Overview. The APST was considered to be the flagship AITSL policy. The APST 

policy was presented as a 28-page document. The policy title appeared in simple white 

lettering against a background of green and gold, Australia’s national colours, to 

possibly symbolise national unity. The policy aimed to “outline what teachers should 

know and be able to do at four career stages” (AITSL, 2011, p. 3). The APST 

comprised seven standards organised into three domains: ‘Professional Knowledge’, 

‘Professional Practice’, and ‘Professional Engagement’. Each standard had between 

four and seven focus areas. Each of the 37 focus areas was further sub-divided into 

descriptors for each of the four different career stages: ‘Graduate’, ‘Proficient’, ‘Highly 

Accomplished’, and ‘Lead’. The focus areas and descriptors for each domain were 

presented in a table. Three different shades of green, consistent with those used on the 

cover page, were used to identify the standards related to each domain. Coding the 

domains in these shades of green highlighted the “interconnected, interdependent and 

overlapping” (AITSL, 2012b, p. 3) nature of the seven standards. Acknowledgement of 

government funding, government endorsements, and copyright being attributed to a 

government agency, contributed to the policy having an authoritative tone.  

  

Extract One: Preamble. The APST policy document commenced with a preamble 

detailing “Australia’s efforts to improve student attainment” (AITSL, 2011, p. 1). 

Therefore, ‘improving student learning’ emerged as the order of discourse or 

unquestionable objective for this section of the APST policy. Three nodal points were 

identified as supporting this order of discourse. The first nodal point of ‘improving 
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teacher quality’, justified the order of discourse because “teacher quality is the single 

most important in-school factor influencing student achievement” (AITSL, 2011, p. 1). 

The second nodal point highlighted how the APST ‘links to other Australian policies’ 

for example, “the National Partnership on Improving Teacher Quality and the 

Melbourne Declaration on Educational Goals for Young Australians” (AITSL, 2011, p. 

1). The third nodal point of ‘research and evidence’ was used to further legitimise the 

order of discourse (improving student learning). Key articulations reinforced the ‘need’ 

to improve student learning by linking the following: ‘improving teacher quality’ and 

‘improving student learning’; ‘the APST’ and ‘improving teacher quality’; and, 

‘research and evidence’ and ‘the APST’.  

 

Extract Two: Organisation of the Australian Professional Standards for Teachers. 

‘Improving teaching quality’ emerged as the unquestionable order of discourse for 

Extract Two, because “the focus areas and descriptors identify the components of 

quality teaching” (AITSL, 2011, p. 5). Four nodal points legitimised a focus on 

improving teaching quality: ‘teacher evaluation’, ‘meeting student needs’, ‘improving 

student learning’, and ‘links to other Australian policies’. Some key articulations which 

further reinforced the order of discourse included the linking of: ‘the APST’ and 

‘teaching quality’; ‘the APST’ and ‘professional responsibilities’; and, ‘teacher 

responsibility’ and ‘meeting student needs’. 

 

Extract Three: Australian Professional Standards for Teachers. One focus area from 

each of the domains of: ‘Professional Knowledge’, ‘Professional Practice’, and 

‘Professional Engagement’ was selected for analysis. For APST 1.1 (APST standard 1, 

focus area 1), ‘improving student learning’ was identified as the unquestionable order of 

discourse, as evidenced by the ‘need’ to “develop teaching strategies to improve student 
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learning” (AITSL, 2011, p. 8). One nodal point, ‘knowing students’, was identified as 

reinforcing the order of discourse, because “knowledge and understanding 

of…students…may affect learning” (AITSL, 2011, p. 8). Some key articulations 

included the linking of: ‘knowing students’ and ‘effective teaching strategies’; 

‘effective teaching strategies’ and ‘improving student learning’; and, ‘leading 

colleagues’ and ‘developing teaching strategies’.  

 

For APST 3.3, ‘effective teaching strategies’ was identified as the unquestionable order 

of discourse due to the expectation that teachers should “plan for and implement 

effective teaching and learning” (AITSL, 2011, p. 12). One nodal point, ‘developing 

student learning’, supported the order of discourse as evidenced by teachers being 

expected to “select and use relevant teaching strategies to develop knowledge” (AITSL, 

2011, p. 12). Some key articulations included the linking of: ‘teaching strategies’ and 

‘developing student learning’; ‘leading colleagues’ and ‘developing teaching strategies’; 

and, ‘knowing students’ and ‘effective teaching strategies’. 

  

For APST 6.4, ‘improving student learning’ was the identified unquestionable order of 

discourse, with ‘continuous professional learning’ the single supporting nodal point. 

Some key articulations included the linking of: ‘undertake professional learning’ and 

‘address student needs’; ‘evaluate professional learning’ and ‘address student learning 

needs’; and, ‘leading colleagues’ and ‘collegial professional learning’.  

 

Policy One Synthesis. The formally stated aim of the APST was to improve teaching 

quality as a means to improve student outcomes, and in particular, to improve student 

learning outcomes. Students’ academic attainment was considered to be a precursor for 

Australia’s future economic productivity and international competitiveness. Throughout 
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the APST, efforts were made to highlight stakeholder collaboration and teacher input, 

however, government influences and links to other Australian policies clearly 

indicated that the Australian Government was the ‘driver’ of the APST policy. 

Responsibility for improving student outcomes had been delegated to teachers. 

Neoliberal discourses of competition and accountability were prominent throughout the 

APST. Teachers were positioned as having to ‘meet student needs’ indicating a service-

provider arrangement. In addition, teachers were expected to enhance their school’s 

competitive edge by “analysing student assessment data” (AITSL, 2011, p. 6) and by 

providing evidence of the impact of their teaching on student learning. Language 

borrowed from commercial settings, such as ‘effective’, ‘review’, and ‘evaluate’ likened 

focus areas to ‘key performance indicators’ revealing a potential tension between the 

accountability and improvement functions of the APST.  

 

Sousa and Magalhaes’ (2013) framework was used to identify the field of discursivity 

or possibilities excluded and/or marginalised by the unquestionable order of discourse. 

Throughout the APST it was assumed improving teaching quality would improve 

student outcomes. This assumption ignored other possibilities such as: improving 

teaching quality may not improve student outcomes; improving teaching quality may 

only improve student learning to a certain point due to a ceiling effect; improving 

student outcomes past a certain point may have undesirable effects on student 

wellbeing; and, improving student learning, as measured by national and international 

tests, may not be good proxies for future national economic productivity. Positioning 

teachers as the key to improving student outcomes ignored the potential role that 

governments could play in addressing broader social and economic inequities, which 

also affect student outcomes.  
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Policy	  Document	  Two:	  the	  Australian	  Teacher	  and	  Performance	  Development	  
Framework	  (ATPDF).	  	  
	  
Overview. The colour and format of this 13-page policy were identical to the APST 

document except for the inclusion of a graphic, summarising the performance and 

development cycle, in the lower right hand corner of the cover page. The purpose of the 

ATPDF was to improve teaching quality, as a means to improving student outcomes, 

for Australian education to be internationally competitive, thereby indicating 

considerable policy overlap with the APST. To achieve its goals the ATPDF set out the 

importance of a structured approach to teacher development. Four mandatory ‘essential 

elements’ clearly specified “the minimum level of support that all teachers can expect in 

Australian schools” (AITSL, 2012b, p. 5). As for the APST, acknowledgement of 

government funding, government endorsements, and copyright attributed to a 

government agency contributed to the ATPDF having an authoritative tone.  

 

Extract One: The importance of teacher performance and development. ‘Improving 

teaching quality’ emerged as the unquestionable order of discourse for Extract One 

because “there is no more important endeavour than further improving the quality of 

teaching in Australia” (AITSL, 2012b, p. 2). Three nodal points of ‘improving student 

outcomes’, ‘international competitiveness’, and ‘evidence’ all justified the order of 

discourse. Some key articulations which further supported the order of discourse 

included the coupling of: ‘quality professional learning’ and ‘improving teaching 

quality’; ‘the ATPDF’ and ‘performance development culture’; and, ‘improving 

teaching quality’ and ‘improving student outcomes’. 

 

Extract Two: Performance and development cycle. The unquestionable order of 

discourse for Extract Two was ‘improving teacher effectiveness’ because the ATPDF 

was deemed to “represent the breadth of evidence most often cited in the international 
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research on teacher effectiveness” (AITSL, 2012b). Three nodal points of ‘performance 

development cycle’, ‘research and/or evidence’, and ‘professional learning’ all justified 

the order of discourse. The identification of multiple articulations showed how 

“components of the cycle are interwoven” (AITSL, 2012b, p. 5).  

 

Policy Two Synthesis. The ATPDF was influenced by a desire to improve teaching 

quality as a means to improve student outcomes for Australia to be internationally 

competitive. The ATPDF aimed to improve teaching quality by setting out a structured 

approach to teacher performance and development. Throughout the ATPDF, efforts 

were made to acknowledge teacher and stakeholder collaboration, for example “for 

this Framework to have an enduring impact, a strong commitment from, and extensive 

support for schools, groups of schools, teachers and school leaders will be critical” 

(AITSL, 2012b, p. 8). However, the onus to improve both teaching quality and student 

outcomes fell predominantly to teachers. Government influences, links to other 

Australian policies, and AITSL commissioned research clearly signalled that the 

Australian Government was the ‘driver’ of the ATPDF policy.  

 

Sousa and Magalhaes’ (2013) field of discursivity, or possibilities excluded by the main 

discourse (that improving teaching quality will improve student outcomes) were similar 

to those presented for the APST document indicating considerable policy overlap 

between both policies. Additional possibilities for the field of discursivity, specific to 

the ATPDF, identified by the researcher included: performance and development 

processes may not improve teaching quality; performance and development processes 

may only improve teaching quality to a certain point due to a ceiling effect; improving 

teaching quality past a certain point may lead to teacher burnout and attrition; 

professional learning opportunities may be narrowed to align with the APST, school 
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and/or, system priorities; and, inequities in access to quality professional learning may 

exist due to varied school resources and geographic constraints. As for the APST, 

positioning teachers and school leaders as central to improving student outcomes 

ignored the potential role that governments could play in influencing student outcomes.  

	  

Policy	  Document	  Three:	  The	  Australian	  Charter	  for	  the	  Professional	  Learning	  of	  
Teachers	  and	  School	  Leaders	  (ACPL). 
	  
Overview. The ACPL (AITSL, 2012a, p. web link introduction) “aims to nurture a 

professional learning culture underpinned by the Australian Professional Standards for 

Teachers…and alongside the Australian Teacher Performance and Development 

Framework”. The colour and format of the cover of this 11-page policy were identical 

to the APST and the ATPDF, showing the connectedness of all three policies. 

Underneath the ACPL title was a sub-heading stating the ACPL is “a shared 

responsibility and commitment” (AITSL, 2012a, p. i) which signalled an increased 

focus on stakeholder collaboration for this policy. The graphic in the bottom right hand 

corner of the cover page reinforced this focus by outlining expected roles of teachers, 

school and system leaders, and policy makers. Improving student outcomes was 

promoted as the overall aim of the ACPL to be achieved by improving teaching quality 

via professional learning. Links to other Australian policies, acknowledgement of 

government funding, government endorsements, and copyright being attributed to a 

government agency, contributed to the ACPL having an authoritative tone. 

 

Extract One: The importance of a professional learning charter for teachers and 

school leaders. The unquestionable order of discourse for Extract One was ‘improving 

teaching quality’ as evidenced by “there is no higher priority than further improving the 

quality of teaching in Australian schools” (AITSL, 2012a, p. 2). The two nodal points of 
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‘improving the effectiveness of professional learning’ and ‘improving student 

outcomes’ legitimised the order of discourse. Some key articulations included the 

coupling of: ‘effective professional learning’ and ‘improving teaching quality’; 

‘improving teaching quality’ and ‘other Australian policy initiatives’; and, ‘professional 

learning’ and ‘improved student outcomes’. 

 

Extract Two: Characteristics of effective professional learning. The unquestionable 

order of discourse for Extract Two was ‘effective professional learning’, as evidenced 

by “understanding which types of professional learning are most likely to be effective” 

(AITSL, 2012a, p. 4). Two nodal points were identified as reinforcing the order of 

discourse: ‘improving student outcomes’ and ‘improving teaching practice’. Some key 

articulations which further supported the ‘need’ for effective professional learning 

included the coupling of: ‘effective professional learning’ and ‘improving student 

outcomes’; ‘effective professional learning’ and ‘collaboration’; and, ‘effective 

professional learning’ and ‘research or evidence’. 

 

Policy Three Synthesis. The ACPL was influenced by a desire to improve teaching 

quality, through professional learning, as a means to improve student outcomes. 

Improving student outcomes was seen as central to achieving goals set out in the 

Melbourne Declaration (MCEETYA, 2008). Throughout the ACPL, efforts were made 

to highlight stakeholder collaboration, however, government funding and 

endorsements, copyright being attributed to a government agency, and links to other 

Australian policies clearly indicated that the Australian Government was the ‘driver’ 

of the ACPL policy. Throughout the ACPL it was assumed targeted professional 

learning would improve teaching quality which would, in turn, improve student 

outcomes. Sousa and Magalhaes’ (2013) field of discursivity or possibilities excluded 
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by the ACPL have not been listed here, as they were consistent with those presented for 

the APST and the ATPDF indicating significant policy overlap between all three 

policies. 

 

Policy	  Document	  Four	  (State	  Level):	  Competency	  Framework	  FOR	  TEACHERS	  (CFT).	  	  
	  
Overview. When released in 2004, the CFT was considered to be at the forefront of 

teacher standards in Australia. The cover of this 48 page policy document was 

uncluttered with: a State Government logo positioned prominently in the top left hand 

corner; the title centred in the upper third of the page; and, a picture in the bottom right 

hand corner. The ‘Competency Framework’ part of the title was typed in black font, 

indicating the regulatory aspects of the CFT, and the ‘FOR TEACHERS’ part of the 

title was typed in purple bold capital letters, indicating the policy was intended as a tool 

for teachers. The image of a teacher sitting at a classroom table, working with children, 

symbolised the aim of the CFT as a tool to develop teachers for the benefit of their 

students. 

  

The CFT sets out “the essential elements of effective teaching…[and] outlines a 

continuum of abilities and responsibilities” (DETWA, 2004, p. 2). Three broad areas of 

effective teaching were identified: ‘Professional attributes’, ‘Professional knowledge’, 

and ‘Professional practice’. Within ‘Professional practice’, the CFT had five 

dimensions, each with between three and six ‘critical elements’ for each career phase: 

‘Phase 1’ through to ‘Phase 3’. Each ‘critical element’ was explicated by between two 

and 13 dot points under the heading of ‘some indicators of effective practice’. 

Complementary bright colours linked policy sections, which showed “effective teaching 

requires successful integration of these dimension” (DETWA, 2004, p. 3).  
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Extract One: Introduction. The unquestionable order of discourse for Extract One was 

‘improving student outcomes’ because “teachers are highly dedicated and strive to 

improve outcomes for their students” (DETWA, 2004, p. iii). Two nodal points were 

identified as justifying the order of discourse: ‘improving teaching quality’ and 

‘research’. Both nodal points were evidenced by “research confirms teacher quality as 

one of the most important school factors influencing student achievement” (DETWA, 

2004, p. iii). Some key articulations used to provide additional support for the order of 

discourse included the linking of: ‘improving teaching quality’ and ‘improving student 

outcomes’; ‘improving teaching quality’ and ‘professional learning’; and, ‘professional 

learning’ and ‘improving student outcomes’.  

 

Extract Two: Phase 1 DIMENSION 1: Facilitating Student Learning. ‘Improving 

student learning’ emerged as the unquestionable order of discourse for Extract Two as 

explicated by “teachers…engage their students…to promote their learning” (DETWA, 

2004, p. 16). Two nodal points were identified as reinforcing the order of discourse. 

Both nodal points of ‘planning learning experiences’ and ‘managing learning 

experiences’ were considered to be elements of teaching quality. Some articulations 

used to further support the order of discourse included the coupling of: ‘quality 

teaching’ and ‘promotes student learning’; ‘teaching quality’ and ‘effective planning’; 

and, ‘effective planning’ and ‘promotes student learning’. 

 

Extract Three: Phase 3 DIMENSION 1: Facilitating Student Learning. ‘Improving 

student learning’ emerged as the unquestionable order of discourse for Extract Three 

because “teachers…meet the specific learning needs…of students (DETWA, 2004, p. 

34). Two nodal points, ‘exemplary teaching strategies’ and ‘meeting individual student 

needs’, were identified and both were considered to be elements of teaching quality. 
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Some key identified articulations included the linking of: ‘teaching quality’ and 

‘meeting individual student needs’; ‘teaching quality’ and ‘developing exemplary 

programs’; and, ‘teaching quality’ and ‘implementing exemplary programs’. 

 

Policy Four Synthesis. Throughout the CFT it was assumed improving teaching 

quality would improve student learning, however, the main aim was to “provide 

means by which good teaching can be identified, rewarded and celebrated” (DETWA, 

2004, p. iii). The CFT was pitched as “a tool for classroom teachers to: reflect on their 

professional effectiveness; determine and prioritise areas for professional growth; 

identify professional learning opportunities; and, assist their personal and career 

development planning” (DETWA, 2004, p. iii). From ‘Phase 1’ through to ‘Phase 3’, 

teachers were expected to demonstrate increasingly sophisticated teaching practices to 

better meet individual learning needs, of more of their students, more of the time.  

 

National and international trends and research were used to justify a focus on teaching 

quality. However, the CFT also acknowledged teachers’ good work, and clearly 

articulated the need to involve teachers in the development of the CFT. Stakeholder 

collaboration and consultation were evident, with teachers positioned first amongst 

lists of stakeholders. Links to other Australian policies were identified and 

acknowledged. In addition, neoliberal discourses of teacher accountability and 

performance measurement were present, although, they were ‘soft’ in their expression 

of power. The ‘some indicators of effective practice’ sections of the CFT were 

presented as tools to aid teacher growth and development, however, a likeness to ‘key 

performance indicators’ used in business settings were noted. Similarities between the 

CFT’s ‘Professional attributes’, ‘ Professional knowledge’, and ‘Professional practice’ 

and the APST domains of ‘Professional Knowledge’, ‘Professional Practice’ and 
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‘Professional Engagement’ indicated substantial policy overlap. It was also assumed 

that teaching quality would improve throughout teachers’ careers and that this would 

lead to improved student learning outcomes. Individual teachers, however, were not 

positioned as having the sole responsibility for achieving these outcomes, therefore, 

possibilities for the field of discursivity have not been presented for this policy.    

 

Policy	  Document	  Five	  (State	  Level):	  Professional	  Standards	  for	  Teachers	  in	  Western	  
Australia	  (PSTWA).	  
	  
Overview. The PSTWA was developed by the TRBWA to “outline what teachers 

should know and be able to do” (TRBWA, 2014, p. 1) at two career stages ‘Graduate’ 

and ‘Proficient’. Early career teachers were expected to meet the ‘Graduate’ standards 

for provisional registration, and all other teachers were expected to meet the ‘Proficient’ 

standard for full registration. This seven-page policy did not have a cover page as such, 

instead the TRBWA logo with its name written in full underneath was positioned 

prominently in the top right hand corner of the first page. The ‘TRB’ part of TRBWA 

appears in green font and the ‘WA’ part appears in gold font. Green and gold are 

Australia’s national colours, and black and gold are the colours for WA. The colour 

choice could indicate links between teacher standards at the national and State levels. 

An authoritative and regulatory tone was conveyed through the use of black text against 

a white background, government endorsements, and clear links to legislation, for 

example, “approved by the Minister for Education under section 20 of the Teacher 

Registration Act 12, 2012” (TRBWA, 2014, p. 1). Individual standards and focus area 

numbers were indicated in red text. Red has traditionally been the colour used by 

teachers to mark assessments which possibly indicated the underlying intention of this 

policy was to assess teachers.  
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Extract One: Development, Standards, Domains and Descriptors, Approval for 

Registration Purposes and Definitions. The unquestionable order of discourse for 

Extract One was ‘expectations of registered teachers’ as evidenced by “the purpose…is 

to detail the abilities, experience, knowledge or skills expected of registered teachers” 

(TRBWA, 2014, p. 1). One nodal point of ‘links to other Australian policies’ was 

demonstrated by the PSTWA being “largely based on the National Professional 

Standards for Teachers (NPST)” (TRBWA, 2014, p. 1). The NPST policy was renamed 

the APST in 2012 (AITSL, 2011). Key articulations included the coupling of: ‘PSTWA’ 

and ‘TRBWA’; ‘PSTWA’ and ‘NPST’; and, ‘Graduate standards’ and ‘provisional 

registration’.  

 

Extract Two: Professional Standards for Teachers in Western Australia. Three focus 

area descriptors for the two career stages of ‘Graduate’ and ‘Proficient’ were selected 

for analysis. PSTWA. 1.1 (PSTWA standard 1, focus area 1) and PSTWA 6.4 were 

identical to APST 1.1 and APST 6.4, respectively. Given the policy overlap, analyses of 

PSTWA 1.1 and PSTWA 6.4 have not been repeated here. PSTWA 3.3; however, did 

differ from APST 3.3. The unquestionable order of discourse identified was ‘relevant 

teaching strategies’ because teachers “select and use relevant teaching strategies” 

(TRBWA, 2014, p. 4). One nodal point of ‘develop student learning’ was identified. 

Some key articulations included the linking of: ‘select and use relevant teaching 

strategies’ and ‘develop student learning’, and ‘student learning’ and ‘curriculum’. 

 

Policy Five Synthesis. The PSTWA policy was predominantly influenced by mandates 

to meet national and State legislative requirements for teacher registration, with 

assertions presented authoritatively and unequivocally. The PSTWA made explicit the 

expectations for teachers to meet provisional and full registration requirements. Three 



	   97	  

key themes emerged from the PSTWA policy document: improving student learning 

outcomes, improving teaching quality, and links to other Australian policies. Given 

the policy overlap between the PSTWA and the APST, possibilities for the field of 

discursivity for the PSTWA have not been listed here, as they were consistent with 

those presented for the APST. 

 

Part	  C:	  National	  and	  State	  Level	  Interview	  Findings	  

The following sections of this chapter progress through interview findings for the first 

three research questions about policy influences, policy text production, and policy 

practices or enactment for the APST. For each research question, national level findings 

precede the State level findings. This separation allowed different perspectives to 

emerge from the data due to the national or State focus of participants’ particular roles. 

Themes, as determined by the data analysis strategies presented in Chapter Four, have 

been presented in descending order of importance, with the most prominent theme 

appearing first. Themes have been indicated in bold text, and where applicable sub-

themes have been identified using bold italicised text.  

 

National interview data included one interview with an AITSL employee. State level 

interview data comprised four individual interviews with one participant from each of 

the Teacher Registration Board of Western Australia (TRBWA), DoEWA, CEWA, and 

AISWA, with the later three organisations representing the government, Catholic, and 

independent education sectors, respectively. All participants were allocated the code of 

their organisation. Views expressed by participants were their own personal views and 

did not necessarily represent the views of their organisation. The intention was to 

present an authentic account of participants’ voices. Findings for Research Question 
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Four, relating to predicted longer-term outcomes of the APST were limited and have 

also been addressed in Chapter Nine. 

 

The	  Context	  of	  Influences.	  
	  
Research Question One: How have ‘global’, national, State, and local (school) factors 
influenced policy processes for the Australian Professional Standards for Teachers? 
 

Major NATIONAL level findings for influences on the APST included themes of: 

! National influences on the APST 
! ‘Global’ influences on the APST 
! School influences on the APST 

 

The AITSL participant deemed national influences to be more powerful than either 

‘global’ or school influences on the policy. Two sub-themes were distinguished for the 

theme of national influences on the APST. The first sub-theme of improving 

teacher/teaching quality was perceived to have existed in Australia since the early 

2000s. Individual States and Territories, as well as subject associations had developed 

their own teacher standards, for example: 

Victoria and New South Wales in particular had created standards…there 
was a growing push to say ‘what does quality teaching look like?’…building 
also on the draft standards that a lot of professional associations were 
developing...like the Maths Association and Science Association (AITSL). 

 

The second sub-theme was links to other Australian policies which included the 

Melbourne Declaration, the ATPDF, and the ACPL. The AITSL participant 

summarised how the APST linked to other Australian policies by saying “pretty much 

everything in the teacher [quality] space stems from the Standards” (AITSL).  

  

For ‘global’ influences on the APST the sub-theme of international research emerged 

as having influenced the APST in three specific areas. The first area was ‘improving 
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teacher/teaching quality’, for example, “a lot of it stems from…the growing research 

that teaching quality, is the biggest in-school factor…[influencing] student learning” 

(AITSL). The second area identified was ‘in-school variability’ with “research pointing 

to the fact that variability between schools…is not huge. It is…the variability of 

teaching [within schools]…that is significant” (AITSL). The third area was ‘harnessing 

in-school teacher expertise’ seen through a “focus on leveraging expertise [and 

that]…being a good teacher in your class in not enough anymore…[it] is very much 

about influencing and supporting colleagues (AITSL).   

 
  
For school influences on the APST, the AITSL participant perceived that the main 

element that set the Standards apart from other Australian education policies was the 

genuine efforts made to include school leader and teacher feedback into the Standards. 

A validation process was used to achieve this goal, for example, “there were two on-line 

surveys and focus group sessions held in every State. Basically, 6,000 teachers and pre-

service teachers…were involved” (AITSL).  

 
 

Major STATE level findings for influences on the APST included themes of: 

! National influences on the APST 
! ‘Global’ influences on the APST 

 

The State level participants deemed national influences on the APST to be more 

powerful than ‘global’ influences. Three sub-themes were distinguished within this 

theme. The first sub-theme was links to other Australian policies which included: the 

Melbourne Declaration, the ATPDF and the ACPL, school and teacher registration 

processes, the Australian Professional Standard for Principals, the Australian 

Curriculum, expectations for pre-service teacher program providers, induction 

programs, and professional learning. For example: 
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I guess there are other off-shoots: producing induction programs 
which relate back directly to the Standards…managing 
professional development and review, conversations and work 
around what standards for principals would look like 
and…strengthening the skills that a graduate will have (TRBWA). 

 

Evidence for the second sub-theme of improving teacher/teaching quality included 

statements such as, “my understanding is that it [the APST] is really about issues with 

the quality of teaching and improving the quality of teaching” (TRBWA) because “in 

the whole improvement area…the thing that we can control is teacher practice” 

(CEWA). Although identifying teacher/teaching quality as an influence on the APST, 

some participants called for caution around the assumption that “if you improve the 

quality of the teachers, you’ll improve outcomes for students” (AISWA).  

 
The third sub-theme distinguished by State level participants was Australian research 

having influenced the APST. Prior to the APST, various Australian education 

organisations and academics had conducted research around teacher standards. 

Education organisations and institutions identified by participants included: the 

Australian Council for Educational Research, the Grattan Institute, the Hay Group, 

Murdoch University (WA) and Melbourne University (Victoria), as well as individual 

State or Territory Departments of Education, and/or Teacher Registration Boards. 

Individual Australian academics named were: Lawrence Ingvarson, Stephen Dinham, 

Lyn Sharratt, John Hattie, Anne Jasman, and Geoff Masters.  

 

For ‘global’ influences on the APST three sub-themes emerged. For the first sub-

theme of improving teacher/teaching quality, one participant stated “if you Google 

‘newspaper headlines for teacher quality’ – you get over six million hits” (AISWA). In 

addition, “the OECD reports talk about it [teacher quality] in those terms and, 

therefore, so do successive governments of whatever political persuasion” (AISWA).  
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The second sub-theme of international comparisons was thought to have been 

facilitated by the OECD, particularly through its Programme for International Student 

Assessment (PISA) testing. As a result of such comparative international testing, 

participants commented on Australian educators having an increased interest in other 

education systems, including Finland, Canada, the USA, the UK, Singapore, Korea, and 

Hong Kong, for example, “I think we’ve looked with pretty great interest towards 

America…Canada…Finland, but… anything I hear about England seems to be just 

don’t touch it” (AISWA).  

 

The third sub-theme of international research was also perceived to have influenced 

the APST. In general “our Director is big on research” (CEWA). In addition, “I know 

we look at quite a lot of American work, quite a bit of Elmore’s work…and the Gates’ 

Foundation’s measures of effective teaching” (AISWA). In contrast, one participant was 

unaware of ‘global’ influences on the APST, but offered the following explanation, 

“I’ve always felt I’ve come mid-way into a conversation, that there was a whole lot of 

stuff that happened prior to [when I started in this role]” (TRBWA).  

 

The	  Context	  of	  Policy	  Text	  Production.	  
	  
Research Question Two: What are the defining characteristics of the Australian 
Professional Standards for Teachers policy text and how was it produced? 
 

Major NATIONAL level findings for policy text production included themes of: 

! Enhancing teacher professionalism 
! Stakeholder collaboration 
! ‘Professional Engagement’ domain of the APST 

 

The theme of enhancing teacher professionalism was identified as a main purpose of 

the APST, for example, “it’s about lifting the status of the profession…those elements of 
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where we want to be as a profession” (AITSL). Given the APST was a national policy, 

attached to teacher registration processes, the Standards had the potential to be seen as 

“just another thing the bureaucrats are doing” (AISTL). To counter this view it was 

important “to get to the point where practitioners ‘own’ the Standards” (AITSL).  

 

The second theme relating to the APST policy text production was stakeholder 

collaboration. The AITSL participant acknowledged contributions from the following 

groups: successive Australian, State and Territory governments and various government 

committees; the Australian Council for Educational Research; teacher registration 

boards; representatives from the government, Catholic, and independent education 

sectors; education unions; subject teacher associations; and, the early childhood sector. 

Moreover, ongoing consultation around the APST could be seen through the 

establishment of the Highly Accomplished and Lead Network, and the Professional 

Growth Network, described as “a network made up of people from across all 24 sectors, 

from eight States and Territories, the government, Catholic and independent [sectors]” 

(AITSL).  

 

The third theme for policy text production was the ‘Professional Engagement’ domain 

of the APST because “most of what we do centres around standard six and standard 

seven, that ‘Professional Engagement’ domain” (AITSL). Therefore, the AITSL’s point 

of difference in the Australian education landscape was perceived to be the 

development of professional learning experiences, both on-line and face-to-face, aligned 

to the ‘Professional Engagement’ domain of the APST. 
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Major STATE level findings for policy text production included themes of: 

! Enhancing teacher professionalism 
! APST - a holistic package  
! Stakeholder collaboration 
! Student equity 

 

Participants identified enhancing teacher professionalism to be one of the main 

purposes of the APST policy. The APST was perceived to have enhanced teacher 

professionalism by defining teacher/teaching quality, for example, “for the first time it 

[APST] gave us a tool to identify good practice” (CEWA). 

 

Defining ‘good’ teaching practice at different career stages was perceived to underpin 

the second sub-theme of growth and development pathways for teachers. The DoEWA 

had provided career pathways for classroom teachers through its Senior Teacher and 

Level 3 Classroom Teacher awards, and the AISWA had offered AITSL certification 

for ‘Highly Accomplished’ and ‘Lead’ teachers.  

 

The second theme regarding policy text production was APST – a holistic package. 

Specific examples included, “I am about that holistic application. It [APST] will be 

reflected differently depending on the different settings that people are working in” 

(TRBWA) and “sometimes people ‘box’ the Standards a bit much. Teaching can’t be 

boxed, so it is the package from where I sit” (CEWA).  

 

The third theme relating to policy text production was stakeholder collaboration. 

Participants shared varied degrees of knowledge about stakeholder collaboration 

ranging from “somewhere in there, we had a couple of questionnaires and I think that 

was what they felt was consultation” (AISWA) through to “my understanding is… they 
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[the AITSL] travelled around the country, so I think it [stakeholder collaboration] was 

pretty broad” (CEWA).  

 

The fourth theme relevant to policy text production was student equity. Some aspects 

of the APST were considered to be controversial, for example, “the ones that are 

contentious are [APST] 1.4 and [APST] 2.4, the ATSI [Aboriginal and Torres Strait 

Islander] ones. These are the ones that people will say are politically motivated and 

shouldn’t be there” (AISWA). In addition, participants perceived that academic 

outcomes had been prioritised over broader student outcomes. However, a focus on 

engagement was highlighted as having the potential to improve student equity, for 

example, “rather than blaming the kids, because the research says kids will come [to 

school] with what they do. We can’t change that…we are trying to focus on the 

engagement of kids” (CEWA). On the whole, participants perceived the APST to be 

“useful in terms of equity and social justice, in that it gets mentioned, and is seen as 

part of your role” (AISWA). The overall aim of an increased focus on student equity 

was summed up as “hopefully we can get improved practice across the board because 

that will allow all kids’ results to improve” (CEWA). 

 
 

The	  Context	  of	  Practices	  (Enactment).	  
 
Research Question Three: What practices have resulted from enactment of the 
Australian Professional Standards for Teachers policy in selected Western Australian 
secondary schools? 
 

Major NATIONAL level findings for practices due to the APST included themes of: 

! Changing practices 
! Strengths of the APST 
! Challenges with the APST 
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For the theme of changing practices three sub-themes emerged. The first sub-theme 

was the importance of research and data in the development of the APST and 

continuing AITSL processes. Throughout the interview, the AITSL participant made 

comments such as “that growing body of evidence…the other research pointing to… 

[and] part of that research base” (AITSL). In addition, it was clear that research and 

data collection were embedded into AITSL processes such as: the development of new 

resources; the evaluation of teacher education programs; the validation of the APST; 

and, the evaluation of the implementation of the APST. For example, “in conjunction 

with Melbourne University we evaluated the implementation of the Standards. It’s about 

bringing in research… actually providing evidence of impact” (AITSL). 

 

The second sub-theme for changing practices was the maturing of professional 

learning resources, as supported by “a lot of inquiries…were around [teacher] 

registration and that has moved…there are a lot more examples of schools and systems 

using them [the APST] to guide professional growth” (AITSL). The next phase of 

teacher resources was described as showing “more of a depth of knowledge and an 

action base…It’s more about getting teachers to use the Standards” (AISTL). 

 

The third sub-theme for changing AITSL practices was the research-policy-practice 

triangle, for example, “what we do mostly is develop on-line resources for teachers and 

school leaders to support implementation [of the APST]. We also do work in the 

research space, as well as the policy space” (AITSL). Throughout the interview there 

was evidence of a research base behind initiatives undertaken, for example, “the 

Standards won’t be a fixed for life document…they will need to change with new 

research” (AITSL). 
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The second theme for Research Question Three was strengths of the APST. The first 

of three sub-themes identified was having 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). 

 

The second sub-theme for strengths of the APST was enhancing teacher 

professionalism, for example, “from what I have seen, whether it’s groups or individual 

schools or individual teachers, people are making sense of the Standards in their 

context” (AITSL). This participant felt that as teachers grappled with “what does this 

[the APST] look like for me? [it indicated] more ownership of the Standards by the 

[teaching] profession” (AITSL) and enhanced teacher professionalism. 

 

The third sub-theme for strengths of APST was the aspirational nature of the APST, 

for example, “what we should be doing” (AITSL). Specifically relating to the 

‘Graduate’ career stage “some areas were challenging for the universities…but that 

level of challenge was good, and we needed to do more work to support teachers to get 

up to that standard, not change the Standards” (AITSL). In addition, “there were some 

challenges around…[APST] 1.4, strategies for teaching Aboriginal and Torres Strait 

Islander students…I think it is a strength that it is in there, to say that it is everybody’s 

business - it was… aspirational” (AITSL). 

 

The third most prominent theme for Research Question Three was challenges with the 

APST. The first sub-theme to emerge was national policy constraints, which included 

challenges around writing a national policy, for example, “it has been a challenge…to 
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write a policy that applies to 10,000 schools, 350,000 or more teachers…without 

making it too watered down” (AITSL). An additional challenge was associated with the 

AISTL being seen to be the driver of APST: 

To be honest, it is a blessing and a curse. It is a curse because they are 
seen as this bureaucratic government thing which we don’t want…But, of 
course AITSL wants to be seen to be doing good work and supporting the 
Standards. Connecting us with the Standards is fine, but we certainly don’t 
want them to be called the ‘AITSL Standards’ (AITSL). 

 

The second sub-theme identified as a challenge with the APST was inconsistent 

jurisdiction buy-in, with some sectors in some State and Territories offering 

AITSL certification, whilst others did not, for example, “the political dimension 

to certification is that not all States and Territories or sectors have signed up” 

(AITSL). This situation was also considered to be a teacher equity issue as 

certification via the AITSL was not available to all teachers. 

 

Major STATE level findings for practices due to the APST included themes of: 

! Changing school practices 
! Challenges with the APST 
! Strengths of the APST 

 

For the theme of changing school practices, participants distinguished six sub-themes. 

The first sub-theme was an increased focus on teacher growth and development, which 

had changed processes for performance reviews, professional learning, recognition, and 

recruitment. Although an increased focus on teacher growth and development was 

generally perceived to be positive, one concern was identified in that “we have to be 

careful…if you give people too much it can become a bit overwhelming (CEWA). 
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The second sub-theme was professional learning aligned to the APST because “the 

Teacher Registration Board said for re-registration you have to do 100 hours of 

professional development that has to be linked back to the Standards.” (CEWA).  

 

The third changing practices sub-theme in relation to the APST was the increased use of 

classroom observation, for example, “everyone wants to do this [classroom 

observation], because everyone has heard it is good” (AISWA). One reason for 

increased classroom observations was due to the AITSL’s ATPDF and ACPL policies. 

One participant offered some cautions against the assumption that classroom 

observations would facilitate teacher growth and development: 

What do you want it for? The reason I think teachers get confused is 
classroom observation happens in… performance 
appraisal…performance development and [managing under-
performance]. Classroom observation for [under performance] has no 
impact on your teaching (AISWA).  

 

The fourth changing practices sub-theme was the increasing use of data. One 

participant summarised by saying “AITSL has tried to focus us on the data” (CEWA).  

 

The fifth changing practices sub-theme was a sharpened focus on teacher impact. From 

one interview “the Department of Education WA requires (in its Employee 

Performance policy) that school leaders provide feedback to teachers, taking into 

account evidence of data showing impact on student outcomes” (DoEWA). At the 

CEWA system level “one of the big roles [for principals] is how do you make your 

teachers better teachers?” (CEWA) and “this year it is all about how we increase 

impact?” (AISWA).  

 

The sixth and final changing practices sub-theme was support for ‘Graduate’ teachers. 

All three education sectors in WA had structured initiatives in place to support 
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‘Graduate’ teachers to become ‘Proficient’ and gain full registration with the TRBWA. 

For CEWA  “we have an Early Career Teacher Program” (CEWA) and the DoEWA 

had Graduate Modules. In addition, “we have started to get a lot of work through about 

supporting graduates” (AISWA). 

 

The second most prominent theme for Research Question Three was challenges with 

the APST. The first of three sub-themes was TRBWA requirements, for example: 

There are a lot of myths out there about what it is that early career 
teachers need to do…The TRB requires that the principal or a delegate 
has seen and discussed the evidence of the early career 
teacher…Nowhere does it say get a nice shiny file and put it in a 
portfolio (AISWA). 
 
 

The participant from the TRBWA confirmed that a portfolio was not required and 

“when a teacher applies for full registration, the expectation is that they have formed a 

relationship with somebody at their school…They make the determination…they sign off 

to attest that that person is at that [Proficient] level” (TRBWA).  

 

The second sub-theme to emerge as a challenge with the APST was cultural change. 

For the TRBWA “managing what is an employment relationship issue and what is our 

business? [It can be very difficult] if a principal says, ‘you’re not ready’…and then that 

person comes to us and says… ‘can you say, yes?’” (TRBWA). In addition cultural 

change can be difficult because “they [the APST] can be sidelined because of the 

busyness of life” (CEWA). 

 

The third sub-theme for challenges with the APST was multiple functions of the APST. 

Participants identified challenges in getting teachers to engage with the APST when it 

was unclear as to whether they were being used for performance reviews, certification, 

monetary reward for teachers, or issues of under-performance:  
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I understand that academics like Jensen say that it is a false dichotomy to 
separate…appraisal from your performance development, because you 
are making an appraisal. But in real life, in a school… it has to be a very 
real split in the beginning (AISWA). 
 

With regard to certification and monetary reward for teachers a number of 

inconsistencies emerged. AISWA offered certification, however, CEWA did not 

because “our principals didn’t want it, and our system decided not to do it, and then the 

government money disappeared” (CEWA). In addition: 

The Department of Education WA only offered Highly Accomplished and 
Lead Teacher AITSL certification in 2013 with seven teachers 
applying. In the same year, the Department received up to 300 
applications for Level 3 Classroom Teacher status, which is considered 
to be equivalent to the Lead Teacher career stage. The bonus from the 
Australian Government related to certification was removed at the end of 
2013. As a result, the program was not progressed, particularly given the 
Department already had the well-established Level 3 Classroom process 
that recognises and rewards quality teaching (DoEWA).  

 

The third most prominent theme for Research Question Three was strengths of the 

APST. Participants agreed that the first sub-theme of AITSL resources was one of the 

greatest strengths associated with the Standards, for example, “AITSL is tremendously 

good in that [resource] space. I rely very heavily on what’s in that space” (AISWA).  

 

The second sub-theme identified as a strength of the APST was collaboration, both 

within and between schools and organisations. For example: 

We have a good relationship with the sectors, the Teacher Registration 
Board respects the [registration] processes that are in place in each of the 
sectors …we are not meant to come at this from cross purposes (TRBWA). 
 

Participants from all three education sectors in WA commented on increased levels of 

collaboration between teachers as a result of the APST being introduced, for example, 

“[teachers] are now talking about practice more. There is a focus on what good 

teaching looks like” (CEWA). One participant also discussed how certification had 

fostered collaboration because “it is an impossible process to do on your own, it has 
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brought along principals and colleagues” (AISWA). In contrast, the expectation of 

collaboration was also seen as a challenge for one participant, especially for 

provisionally registered teachers needing to form a relationship with someone at their 

school to gain full registration, as “sometimes teachers can’t… It could be that they are 

a relief teacher and they haven’t been able to form that solid relationship” (TRBWA).  

 

The third strength of the APST was having a common language. Specific examples 

included “the best things about the Standards is they’re a common language” (AISWA) 

and “we’re trying to get our schools to have common approaches, common language 

and the [APST] framework provides a guide on those sorts of things” (CEWA).  

 

The fourth sub-theme to emerge as a strength of the APST was the APST as a 

continuum “so teachers can really map where they are and say ‘where do I progress to, 

now?’” (CEWA). Another participant described the value of mapping out teacher 

progressions as “they provide a framework, an expectation” (TRBWA). Structuring the 

APST as a continuum was generally seen to be positive by State level participants. 

 

Conclusion	  

This chapter has overviewed the national and State organisations relevant to this 

research, along with policy document and interview findings for the first three research 

questions. Research Question One related to influences on the APST. At the 

NATIONAL and STATE levels, national and ‘global’ influences were more prominent 

than school influences on the APST.  

 

Research Question Two related to the context of policy text production. At the 

NATIONAL level, from the document and interview analyses, the most prominent 
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themes were improving teacher/teaching quality, stakeholder collaboration, improving 

student outcomes, and links to other Australian policies. At the STATE level, from the 

document and interview analyses, improving teacher/teaching quality and improving 

student outcomes were identified as the major themes for this context. 

 

Research Question Three was centred on practices or enactment as a result of the APST. 

Themes for this context were more varied than for the first two contexts of the policy 

trajectory. At the NATIONAL level, the most prominent theme was changing practices, 

which included: increasing use of data; the maturing of professional learning resources; 

and, the research-policy-practice triangle. The second theme to be generated was 

strengths of the APST, which included: a common language; enhancing teacher 

professionalism; and, the aspirational nature of the APST. The third theme identified 

was challenges with the APST, namely national policy constraints and inconsistent buy-

in by different jurisdictions.  

 

At the STATE level, for the context of practices or enactment due to the APST, the 

most prominent theme was changing school practices which included: teacher growth 

and development; professional learning aligned to the APST; classroom observation; 

increasing use of data; teacher impact; and, support for ‘Graduate’ teachers. The second 

theme to emerge was challenges with the APST, which included TRBWA requirements, 

cultural change, and multiple functions of the APST. The third and final theme to be 

generated was strengths of the APST, which included AITSL resources, collaboration, a 

common language, and the APST as a continuum.  

 

The following three chapters present findings from each of the three case study schools, 

which make up the school level of the APST policy trajectory under investigation. 
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CHAPTER	  SIX:	  FINDINGS	  –	  GOVERNMENT	  SCHOOL	  
	  
This is the first of three chapters to overview school level findings for this Australian 

Professional Standards for Teachers (APST) policy trajectory research. A consistent 

format, as described below, has been used for all three chapters. 

 

Format for Chapters Six through to Eight 

Each chapter begins with an overview of the school’s setting (school intake, history, 

staffing, school ethos and culture, resources, and standing in the community) guided by 

Braun et al. (2011) as detailed in Chapter Four. Data from each school has been 

presented as a case study regarding how it engaged with the APST policy. For each 

research question, findings from school leaders precede findings from teachers. This 

approach allowed different perspectives to emerge from the data, due to differences in 

the school leaders’ ‘management’ roles versus teachers’ ‘classroom’ roles with the 

intention being to present an authentic account of participants’ voices. 

 

The second part of each chapter progresses through findings for the first three research 

questions around policy influences, policy text production, and policy practices or 

enactment resulting from the APST. For each research question, themes were identified 

according to the data analysis strategies described in Chapter Four. Themes have been 

presented in descending order of prominence, therefore, the most prominent theme 

appears first. Themes have been indicated in bold text, and where applicable sub-

themes have been identified using bold italicised text. Findings for Research Question 

Four were limited and have been addressed in Chapter Nine.  
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Introduction	  

The current chapter is focused on findings from ‘Government School’, a pseudonym for 

a selected secondary school from the government sector, otherwise known as the 

Department of Education Western Australia (DoEWA). This is the first of three case 

study schools, which make up the local level of the APST policy trajectory under 

investigation. Part A overviews Government School’s setting, and Part B details 

interview and focus group findings from school leaders and teachers.  

 

Part	  A:	  Government	  School	  Setting	  

In 2016, the year that data collection for this study began, Government School was a 

large, co-educational non-metropolitan Senior High School of approximately 1,000 

students from Year 7 to Year 12. Government School was opened in the first half of the 

1900s and was located several hundred kilometres from Perth, the capital of Western 

Australia (WA). There was an equivalent of 50 full-time teachers at the school. 

Government School operated as an Independent Public School within a State-wide 

system, which meant that there were central DoEWA policies, processes, and 

procedures that the school was expected to adhere to, as well as relevant State and 

national education policies. However, as an Independent Public School, Government 

School had increased autonomy over staffing and budget decisions and was overseen by 

the School Board. The Principal and senior leadership team had responsibility for the 

day-to-day running of the school. Government School had an active Parent and 

Citizens’ Association and a long tradition of being a central part of the local community 

([Government School] website, 2016). It offered a wide range of academic, vocational, 

and extra-curricular activities to cater for a diverse student population ([Government 

School] website, 2016). According to the My School website, Government School drew 

less than one quarter of its students from families in the top 25% of the Index of 
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Community and Social-Economic Advantage, and over one quarter of the School’s 

students came from families in the lowest 25% of the ‘Index’ (ACARA, 2013b).  

 

Part	  B:	  School	  Leader	  and	  Teacher	  Interview	  and	  Focus	  Group	  Findings	  

Codes have been allocated to quotes extracted from interviews and focus groups to 

protect the identity of participants. Two school leaders and 15 teachers participated in 

individual interviews or focus groups. Government School has been coded with a ‘G’. 

This code has been followed by ‘SL’ to indicate a school leader interview, ‘TI’ for an 

individual teacher interview, or ‘TFG’ for a teacher focus group. There were two school 

leader interviews, coded GSL1 and GSL2. In addition, there was one individual teacher 

interview, coded GTI1, and three teacher focus groups coded GTFG1 through to 

GTFG3. The focus groups were made up of five, six, and three teachers, respectively. 

The number allocated to each interview or focus group was only representative of the 

order in which they occurred. See Chapter Four and Appendix C for a full description of 

participants from Government School.  

 

The	  Context	  of	  Influences.	  
	  
Research Question One: How have ‘global’, national, State, and local (school) factors 
influenced policy processes for the Australian Professional Standards for Teachers? 
 

Major findings from Government School’s LEADERS for influences on the APST 

included themes of: 

! Unaware of influences on the APST 
! National influences on the APST 

 

The most prominent theme to emerge as an influence for Government School’s leaders 

was that they were unaware of influences on the APST. One school leader explained 
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this situation by saying, “I have been very fortunate to have had very passionate Deputy 

Principals…who have wanted to grab the Standards and work with staff...so I’ve 

actually facilitated others to lead and to take ownership of [the Standards] (GSL1). In 

contrast, with regard to influences on the APST, the other school leader commented, 

“I’d only be guessing, I can’t speak with confidence” (GSL2).  

 

For the second theme of national influences on the APST, two sub-themes emerged. 

The first sub-theme identified by school leaders was links to other Australian policies. 

Leaders were aware that the APST policy was part of a suite of national policies aimed 

at increasing teaching consistency, across sectors, and States and Territories, throughout 

Australia, because “we’ve got gaps in all parts of what is going on [in education]” 

(GSL2). Other national initiatives linked to the APST identified by leaders included: the 

introduction of a national curriculum, pre-service teacher training expectations, support 

for early career teachers; and, teacher registration requirements. In addition, although 

not part of the APST policy documentation, one school leader raised the possibility of 

performance pay as a likely influence on the Standards, for example, “the sceptic in me 

would say we are leading towards performance-based pay” (GSL2).  

 

The second sub-theme identified by Government School’s leaders was improving 

teacher/teaching quality. It was perceived that the APST had provided an objective 

framework for providing teachers with feedback to improve their teaching, because in 

the past: 

[Feedback] was very subjective according to your own background and your 
own professional journey. And, that was quite different to other people’s journey 
and what you thought was inappropriate or poor practice, others could think 
was quite adequate and there was nothing to use as a benchmark to say, ‘this is 
what is required’ (GSL1). 
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The other leader reinforced this sentiment by saying, “I think as leaders if we use it [the 

APST] as a tool to develop rather than to reprimand then it [the APST] will be a great 

asset and that will make a difference [to teacher/teaching quality]” (GSL2). 

 

Major findings from Government School’s TEACHERS for influences on the APST 

included themes of: 

! Unaware of influences on the APST 
! National influences on the APST 

 
 
Being unaware of influences on the APST emerged as the most prominent theme for 

teachers. The vast majority of teachers were “completely unaware of [influences] 

leading to their development” (GTI1). 

 

Although teachers in focus groups were unable to identify influences on the APST with 

any confidence, some teachers tentatively proposed some possible national influences 

on the APST. This theme included three sub-themes, with the first being links to other 

Australian policies. Government School’s teachers identified that the APST was part of 

a suite of national policy initiatives aimed at improving education in Australia, for 

example, “it was a national push…to nationalise teaching quality in classrooms across 

Australia, because they discovered it was very variable” (GTFG3). From focus group 

and interview data, teachers identified the following national initiatives as possible 

influences on the APST: an increased role of State, Territory and Australian 

government politicians; nationally-mandated but State-administered teacher registration 

processes; national pre-service teacher provider standards; support for early career 

teachers through mentoring, induction, and early career training programs; and, the need 

for specific teaching pedagogies to enact the Australian Curriculum. In addition, 

although not part of the APST, the potential for performance pay was also identified by 
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focus groups as a possible influence on the Standards, for example, “recently there has 

been some publicity about the possibility of teachers’ pay being performance-based” 

(GTFG2). Some teachers expressed concerns about performance-based pay because “if 

it is about measuring teachers’ worth and linking that to pay, then that is really scary” 

(GTFG1). 

 

The second sub-theme to emerge was improving teacher/teaching quality. Teachers 

from all focus groups and the individual interview, identified teachers as directly or 

indirectly having a significant impact on student learning outcomes, for example, 

“student outcomes depend on the teacher” (GTFG1) and “if the teacher doesn’t 

improve, the kids won’t improve” (GTFG2). In addition, “I think we use it in Western 

Australia as the backbone for improving teacher quality…They [the APST] describe 

what effective teaching is from looking at effective teachers and seeing what they do” 

(GTFG3). 

 

The third sub-theme generated was enhancing teacher professionalism, for example, “I 

think that it [the APST] gives an extra sort of dimension to our professionalism” 

(GTFG1). Teachers from this focus group discussed how the APST had improved the 

status of the teaching profession. Media coverage that over-represented the under-

performance of a small minority of teachers was perceived to have negatively 

influenced the overall reputation of teachers, for example: 

Teachers seem to cop some flak with the press…it’s a really small 
percentage, but then everyone gets branded with the same brush…that 
small percentage would look at those Standards and consider themselves 
to be ‘Proficient’…and, that’s what gives us a bad reputation (GTFG1). 
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The	  Context	  of	  Policy	  Text	  Production.	  
	  
Research Question Two: What are the defining characteristics of the Australian 
Professional Standards for Teachers policy text and how was it produced? 
 

Major findings from Government School’s LEADERS for the context of policy text 

production included themes of: 

! Enhancing teacher professionalism 
! Some awareness of the APST development 
! Classroom practice prioritised 

 

Enhancing teacher professionalism was deemed to be the most powerful policy text 

production theme. Government School’s leaders elaborated on the ‘need’ to enhance 

teacher professionalism through four sub-themes. The first sub-theme to be identified 

was defining teacher/teaching quality because through the APST “we are able to 

identify good teaching and learning” (GSL2).  

 

The second sub-theme to be generated was improving the status of teaching by 

increasing teachers’ sphere of influence. One school leader articulated that the 

‘Professional Engagement’ domain of the APST made it clear “that your professional 

responsibility is not just within the four walls of your classroom” (GSL1). The 

‘Professional Engagement’ domain had allowed school leaders to harness the 

knowledge and expertise of effective teachers, within their school, for the benefit of 

staff and students both within and beyond their school.  

 

The third sub-theme to be identified was compliance. Although school leaders were 

aware that one of the intended purposes of the APST was to support teacher/teaching 

quality, they also acknowledged “the compliance component” (GSL1) because “we 

weren’t compliant with the Public Sector Standards” (GSL1). For Government School’s 
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leaders, the compliance aspect of the APST seemed to have overshadowed the 

professional growth and development or improvement aspirations of the Standards.  

 

The fourth sub-theme within the enhancing teacher professionalism theme was having a 

common language. Government School’s leaders perceived the APST had provided a 

common language for educators to talk about teaching and learning in a meaningful 

way, for example, “getting the language and terminology out there…it is embedded in 

what they [graduate teachers] do…[and] in the language that they use” (GSL1). 

 

The second policy text production theme for Government School’s leaders was some 

awareness of the APST development. Although neither leader had personally 

participated in the development of the APST, they indicated that staff had been afforded 

opportunities to do so, for example, “I probably did [have opportunities to participate] 

but I didn’t engage in it” (GSL2). The other school leader was familiar with the 

processes used to develop the Australian Professional Standard for Principals and 

assumed that similar processes had been used to develop the APST. Leaders mentioned 

the AITSL, the Australian Government, State and national education ministers, and 

education unions as the key stakeholders contributing to the development of the APST, 

for example, “all of the [education] ministers and unions have endorsed them [APST] 

(GSL1). 

 

The third policy text production theme generated was classroom practice prioritised. 

Government School’s leaders put forward the ‘Professional Practice’ domain of the 

APST as an important priority for the school due to its capacity to improve teaching and 

learning, for example, “identifying outstanding classroom practitioners…if we focus on 
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the standards that focus on [classroom] delivery and organisation…[then improved 

student learning should follow]” (GSL2). 

 

Major findings identified by Government School’s TEACHERS for policy text 

production included themes of: 

! Enhancing teacher professionalism 
! Some awareness of the APST development 
! Classroom practice prioritised 
! Student equity 

 

The most prominent theme to emerge for teachers from the data was enhancing teacher 

professionalism. The first of three sub-themes identified was defining 

teacher/teaching quality. Focus groups discussed how “they [the APST] make sense, 

and they are things any sort of decent teacher is doing anyway” (GTFG2). In addition, 

having a clearly articulated framework was thought to help make judgements about 

teacher/teaching quality more transparent, as in the past someone could say, “I don’t 

think that person is a very good teacher…we now have a framework to say whether you 

are or you’re not. Not just someone’s feeling as they walk past your class” (GTFG1). 

Having clearly defined expectations had enabled objective conversations around 

professional growth and development, career pathways, and the management of under-

performance. From one focus group, “we have to link it to our performance review” 

(GTFG1) and “that [the APST] provides a focus for these discussions…they become 

much more objective (GTFG2). 

 

The second sub-theme identified was increasing teacher accountability. From one 

focus group, a teacher with over 30 years of teaching experience said, “there is a much 

higher level of accountability now, than I have ever experienced in my teaching career” 

(GTFG2). Accountability to different stakeholders was perceived to take multiple 
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forms, for example, “it has helped to define what our role should be to ourselves and 

maybe to the public as well” (GTFG1). Some participants expressed concerns about the 

increasing use of data as a form of accountability, because “you can’t measure some of 

the things a document like this [the ASPT] tries to” (GTFG2). Student test and 

examination results were considered to be relatively easy to ‘measure’, however, 

teachers were concerned about student results being used as an indirect measure of 

teacher quality, particularly if used for performance pay.  

 

The third sub-theme identified by Government School’s teachers was to provide a 

common language for all stakeholders in education to use when talking about teaching 

and learning, for example, “[the APST] have brought a common language to things that 

people had been doing for years” (GTFG2). Two alternative conceptions around having 

a common language were also put forward. For some teachers, “when they look at the 

[APST] document they don’t understand the way the language is working” (GTFG2). 

Other teachers articulated similarities between the focus areas within the APST and 

‘key performance indicators’ used in business settings. 

 

The second most prominent policy text production theme was some awareness of the 

APST development. Whilst the majority of teachers were unable to identify 

stakeholders, for example, “I wouldn’t have a clue” (GTFG3), each focus group 

tentatively identified some likely stakeholders including: education researchers, 

education unions, the DoEWA, education ministers, the AITSL, and subject teacher 

associations. One focus group expressed the view that “it [the APST] was mainly 

driven, from over-east people. I don’t think there was much input from Western 

Australia…when you read through the list of organisations…very few were from WA” 

(GTFG3). 
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Although mostly unaware of the APST development, two teachers recalled having an 

opportunity to provide feedback on the draft Standards through their subject 

associations, for example, “the Maths Association…they always have input into 

documents like this” (GTFG2) and “I do recall something coming through the 

Indonesian Teachers’ Association” (GTFG2). One teacher had also provided feedback, 

as an early career teacher, through the Western Australian College of Teaching, a 

regulatory body that existed prior to the Teacher Registration Board of Western 

Australia (TRBWA). 

 

The third policy text production theme generated was classroom practice prioritised. 

The first of two sub-themes to be identified was the ‘Professional Practice’ domain of 

the APST. Teachers identified some elements of the APST such as: APST 4.1 (support 

student participation); and, APST 5 (assess, provide feedback and report on student 

learning) as being critical in demonstrating effective teaching practice. Specific 

examples included, “it all comes down to wanting to engage kids” (GTFG3) and “your 

assessment program” (GTI1). 

 

The second sub-theme to be identified was the ‘Professional Knowledge’ domain of 

the APST. Again, teachers identified some elements of the APST as being more critical 

than others, for example, APST 2 (know the content and how to teach it) as evidenced 

by “as a teacher you really should be looking at different strategies to use to teach the 

content. If you get stuck in one way…your output and [students’] achievement isn’t 

really going to change” (GTFG3). Although, ‘Professional Knowledge’ was not 

perceived to be as important as ‘Professional Practice’, this may have been because 

teachers assumed they had an appropriate level of ‘Professional Knowledge’ to perform 
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their role and, therefore, ‘Professional Practice’ was the key in determining whether that 

knowledge could be conveyed effectively to students.  

 

The fourth policy text production theme for Government School’s teachers was student 

equity. There was unanimous agreement amongst teachers that APST 1.4 and APST 2.4 

relating to Aboriginal and Torres Straight Islander students were less important in 

their day-to-day teaching roles than other APST focus areas. Teachers felt that these 

focus areas “reflected a strong political agenda” (GTFG3) and “we don’t spend a lot of 

PD time on Indigenous students because they’re a very small percentage of our 

population” (GTFG1). In addition, “in talking to any of my colleagues…the hardest 

[APST focus areas] to address…[relate] to Aboriginal and Torres Strait Islander 

[students]” (GTFG2). 

 

The	  Context	  of	  Practices	  (Enactment).	  
	  
Research Question Three: What practices have resulted from enactment of Australian 
Professional Standards for Teachers policy in selected Western Australian secondary 
schools? 
 

Major findings for Government School’s LEADERS for practices resulting from the 

enactment of the APST included themes of: 

! Challenges with the APST 
! Strengths of the APST 
! Changing school practices 

 

For the most prominent theme of challenges with the APST, four sub-themes were 

identified. School leaders perceived that these challenges had negatively impacted the 

overall willingness of staff to fully engage with the APST. The first sub-theme to 

emerge was a general disconnect between teaching practice and teaching evaluation 

processes, including those associated with the APST. For example, in the past, some 
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teachers considered by Government School’s leaders to be outstanding practitioners, 

had failed to gain full registration with the TRBWA: 

I had an outstanding ‘Graduate’ teacher complete his portfolio of 
evidence for the Teacher Registration Board…and they [TRBWA] sent 
it back and said ‘no, he’s not ‘Proficient’’…it was quite surprising 
because at no stage had the Teacher Registration Board worked with 
schools about ‘this is the sort of thing we are looking for’ (GSL1). 
 

Other situations where excellent practitioners had not gained recognition included the 

DoEWA’s Senior Teacher and Level 3 Classroom Teacher awards. The School’s 

leaders gave a number of reasons as to why some teachers went unrecognised including: 

time constraints; an unwillingness to promote themselves; uncertainty around 

application requirements; and, a lack of support to develop the administration skills 

necessary to complete application processes. For example: 

Our experience here is teachers that are in a position [with a time 
release] come out ‘smelling like roses’…but people who are flat out 
teaching, who you think would be a ‘walk up’ for a Level 3 Classroom 
Teacher, through [classroom] observation, don’t get anywhere near it 
(GSL2). 

 

In specific relation to the APST, one school leader stated, “the same sort of thing is 

starting to happen when you look at these Standards, the switched-on ‘academic type’ 

teachers can go through and identify what they [the AITSL] are after” (GSL2). This 

school leader also expressed concern that a written application process often did not 

acknowledge the significant achievements that many teachers at Government School 

were making with disadvantaged students.  

 

The second sub-theme for challenges with the APST was resistance to cultural change. 

Leaders felt it had been difficult to get teachers to engage with the Standards and “to see 

the purpose of them” (GSL1). As a consequence the School’s leaders felt the APST had 

been under-utilised by teachers at the school. One of the leaders indicated the 

compliance or accountability element of the APST seemed to have overshadowed the 
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potential growth and development or improvement aspirations of the Standards. 

Possible reasons given for the resistance to change included a lack of resources being 

made available to schools for enacting the APST, for example, “I don’t think the roll 

out of the Standards has been particularly effectively done…it has been very much left 

up to individual schools” (GSL1). In addition, the comprehensiveness of the APST was 

considered by Government School’s leaders to be overwhelming for teachers which had 

resulted in staff either failing to complete performance review documentation based on 

the APST, or teachers resorting to treating the APST as a ‘tick box’ exercise that would 

eventually “go away” (GSL2).  

 

The third sub-theme identified for challenges with the APST was access to professional 

development. At the time of data collection, the majority of WA’s population, schools, 

and teachers were located in or around the Perth metropolitan area. This situation meant 

the vast majority of professional development was only offered in Perth, which 

frustrated Government School’s leaders because “it is just so metro-centric” (GSL1). 

Attending professional development sessions in Perth had been mostly unachievable as 

“the cost of travel is just exorbitant” (GSL1). Travel costs were broken down into the 

cost of transport, accommodation, relief teaching to cover the teacher attending the 

course, and fees associated with the course itself. Furthermore, a DoEWA policy in 

2016, which required teachers to take long service leave entitlements, had made it 

virtually impossible for Government School to release teachers to attend professional 

development courses as there simply were not enough relief teachers to cover classes. 

Another professional development challenge, specific to non-metropolitan schools, 

related to the logistics of staff being able to collaborate with colleagues, for example: 
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In some cases, when you have a department of 12…the collaboration can 
happen within the school…for teachers who have an area of 
specialisation, for example, music, when they are the only music teacher 
in their school…and there isn’t another teacher who teaches that subject 
for another 300 kilometres, how you actually develop that collaboration 
with colleagues [is quite challenging] (GSL1). 
 

When talking about access to professional learning opportunities, the other school 

leader stated:  

There is no equity there…It is not only the physical distance and the 
costs to access PD…it is the isolation, there isn’t another big high school 
down the road…we don’t even have a District [Education] Office, any 
more (GSL2). 

 

According to one school leader, one way to combat the perceived challenges associated 

with accessing professional development was to broaden teachers’ definitions of 

professional development “as more than somebody delivering a course” (GSL1) so that 

teachers could “value the professional learning that they got from each other” (GSL1). 

This school leader elaborated by saying, “I’ve got one staff member who has done quite 

a lot with staff individually, on writing individual education plans for students. [But, 

staff] don’t see this as professional learning. They see this as a colleague just helping 

out” (GSL1). 

 

The fourth and final sub-theme for challenges with the APST revolved around time 

constraints. Both leaders acknowledged that teachers at Government School were 

“[fed] up with change at the moment” (GSL1) and “there are a lot of [teachers] who are 

‘falling over’ health wise or just burnt out” (GSL2). An onerous school trial of the 

APST had reduced teachers’ willingness to engage with the Standards, therefore, school 

leaders were “not going to force it” (GSL1) and would continue “trying to protect staff 

from stuff that we don’t need at the moment” GSL2). 
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 The second theme, for practices as a result of enacting the APST, was strengths of the 

APST. The first of four sub-themes to be identified by Government School’s leaders 

was enhancing teacher professionalism. This was evidenced by an increase in teacher 

autonomy around professional development activities within and beyond the School, 

because ‘good’ teachers “would make the effort and follow through” (GSL2) by 

developing themselves in the areas articulated within the APST. The Standards had also 

proved to be a useful tool to encourage staff to reflect on their own practice and to 

identify areas where they could make the biggest difference in improving student 

outcomes. One leader commented that since the introduction of the APST, teachers 

were seeking a broader range of professional development opportunities, for example: 

In the past [professional development] would have been subject 
specific…those ones are still strong. But, the rest of it tends to be more in 
teaching and learning: literacy, special needs and extension. And, [this 
professional development is] not seen to be just for English teachers or 
just for maths teachers (GSL2). 

 

This school leader also noted that staff seemed to be more willing to travel for and 

complete professional development activities outside of school hours, since the 

introduction of the APST. In addition, both school leaders commented on Government 

School’s ‘Graduate’ teachers having a greater theoretical and working knowledge of the 

APST than many experienced teachers, for example, “they are actually teaching some 

of our more experienced teachers” (GSL1). 

 

The second sub-theme identified as a strength of the APST was student equity. For one 

school leader, the APST had increased expectations of teachers to provide differentiated 

programs to better meet individual student needs “[so] we…can cater for all students” 

(GSL2). 
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The third sub-theme identified as a strength of the APST was improving 

teacher/teaching quality. Leaders believed that the APST had improved 

teacher/teaching quality by: clearly articulating expectations of teachers; providing 

better support for ‘Graduate’ teachers; and, providing a framework to address issues of 

under-performance. In addition, leaders believed that the APST provided good support 

for ‘Graduate’ teachers who were further supported by the DoEWA’s Graduate 

Modules. These Graduate Modules were compulsory for early career teachers in 

government schools and aimed to support them to become ‘Proficient’ teachers eligible 

for full registration with the TRBWA. Finally, Government School’s leaders indicated 

that the APST had been beneficial when working with staff around issues of under-

performance, for example: 

They are a very good guide for me in terms of staff performance and 
where staff may be at risk of not making the ‘Proficient’ standard 
consistently. And, being able to focus in quite directly…on those 
standards and saying here are the areas of deficit, now how are we going 
to support your practice in these areas (GSL1). 
 

 
The fourth sub-theme identified as a strength of the APST was teacher equity. 

Government School’s leaders stated that the APST had increased transparency 

around the DoEWA’s recruitment and promotion processes, for example, “there 

has to be all of the supporting stuff to back it up and in that terminology” 

(GSL2). One school leader felt the Standards were particularly useful “for some 

of the younger ones looking for jobs…look at where you are on the [career] 

continuum and here are some areas for improvement” (GSL1). The APST was 

seen as being equally beneficial for teachers on short-term contracts, relief 

teachers, and teachers seeking promotions as it helped teachers to identify their 

strengths and areas where they could continue to develop themselves.  
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The third theme resulting from enactment of the APST was changing school practices. 

The first of three sub-themes to be identified for this theme was performance reviews 

aligned to the APST. Prior to data collection in 2016, some introductory information 

sessions about the Standards had been presented to teachers at Government School, 

however, voluntary uptake of the APST had been limited. Since the appointment of the 

current principal, in the few years prior to data collection for this study, school leaders 

perceived that teachers’ level of engagement with the APST had increased. One school 

leader stated, “the main structure that we had for looking at [the Standards] was 

performance reviews” (GSL2). During 2015, the Principal had reviewed and revised the 

performance review process based on feedback from staff about “the overwhelming 

amount of paperwork it was” (GLS1).  

 

The second sub-theme for changing school practice was professional learning aligned 

to the APST. Applications for professional development had been modified so that staff 

had to identify which focus areas from the APST would be addressed by a particular 

professional development session/s. Priority had been given to applicants who could 

demonstrate how the proposed professional development would assist them in achieving 

their performance review goals. For example, if a teacher’s Performance Review Plan 

“indicated…they were focusing on [APST 3 and APST 6], and they ticked [the boxes for 

APST 3 and APST 6] on their PD application, I’m never going to say, no” (GSL2). 

Also relating to professional development was the introduction of certificates for 

teachers who had attended and/or presented internal professional development sessions. 

The certificates identified which focus area/s had been addressed during sessions to 

reduce the administration load on teachers who needed to provide ongoing evidence of 

their professional learning for TRBWA registration and re-registration requirements.  
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The third sub-theme for changing school practices was support for ‘Graduate’ 

teachers. This involved Level 3 Classroom Teachers signing off ‘Graduate’ teachers 

when they were deemed to be ‘Proficient’ and eligible for full registration with the 

TRBWA. This was a relatively new arrangement in 2016, in part because: 

[This year] we have got eight ‘Graduate’ teachers, and the Level 3s will be 
required to sign off on those ‘Graduates’ in two years time…in terms of 
their portfolio of evidence…that is part of my leadership to work with and 
support the 3s to be able to do that (GSL1). 

 
 
Major findings for practices as a result of enacting the APST identified by Government 

School’s TEACHERS included themes of: 

! Challenges with the APST 
! Changing school practices 
! Strengths of the APST 

 

For the most prominent theme of challenges with the APST five sub-themes emerged. 

The first sub-theme was the de-professionalisation of teaching. Focus groups spent 

considerable time unpacking how demoralising it was for experienced teachers to be 

rated as merely ‘Graduate’ or ‘Proficient’, for example, “you know, I’ve been doing this 

for 15 years and ‘oh dear’, this is as far as I have got” (GFG2) and: 

When staff used it [the AITSL Self-Assessment Tool] this year for their 
performance review, I had a lot [of teachers] that came out at the ‘Graduate’ 
stage, and they are 27, 28 years in the business…When I know that these staff 
have exquisite skills, are very crafty, they are just steeped in the trade, at that 
point, when I saw that [‘Graduate’ level] for their performance reviews… I was 
really quite sad (GFG3).   
 

Teachers also articulated that they perceived the APST focused on the easier to measure 

aspects of teaching, which had the effect of reducing creativity and increasing 

accountability, for example, “for me this [the APST] tries to layer a sequential, 

measurable continuum on something that really can’t be measured that well, in that 

way” (GTFG3). Moreover, the majority of teachers agreed that professional 

development opportunities had been narrowed to align closely with the APST. 
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Increased teacher accountabilities and restricted professional learning opportunities 

were both perceived to have reduced teachers’ autonomy and overall professionalism. 

 

The second sub-theme for challenges associated with the APST was increased 

workload. A dramatic increase in workload was thought to be as a result of trying to 

enact too many educational reforms, including the APST, simultaneously. Inadequate 

time and resources had been made available to consolidate reforms, as evidenced by: 

We used to be able to say that the first year, you put in a change. The 
second year you tweak it, and the third year you bed it down and it is 
part of what you do. Change is so rapid and there are so many 
changes…that three year cycle of being able to consolidate, bed-down 
and make it part of your daily teaching methodology... That’s not 
available any more (GTFG3). 
 

The third sub-theme for challenges related to certification requirements, for example:  

I can’t see anyone actually being able to meet all of the [focus areas]. 
Some of them are about leadership and leading people and if you are in 
a school like this where there are not a lot of leadership opportunities, it 
is very hard for you to show that you are any more than a ‘Graduate’ 
level (GTFG2). 
 

In addition, teachers perceived that the APST language was ambiguous which made it 

difficult to discriminate confidently between the different career stages, for example: 

I think the wording…is very deceptive, I mean you look at the AITSL 
Standards, and you look at ‘Graduate’, and they use things like 
demonstrate, well what’s the difference between demonstrating…[and 
the] term they use [for ‘Proficient’]. If you’re ‘Proficient’, you’re 
demonstrating it (GTFG1).  
 

Uncertainty around the use of language was also perceived to have implications for 

achieving consistency of teacher evaluations within and beyond Government School.  

Moreover, teacher participants discussed how working with disadvantaged students 

made it more challenging to achieve AITSL certification because “good students you 

can always move on, but if you can move the difficult, challenging students along, I 

think it is a greater achievement, and that’s not recognised in [the APST]” (GTFG3). 
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Teachers articulated that the greater diversity within a class, the more challenging it was 

to demonstrate ‘Highly Accomplished’ and ‘Lead’ attributes. Participants also noted the 

APST encouraged a certain type of teaching, for example, “it’s easy to have a nice quiet 

class if you don’t push the kids” (GTFG3), implying teacher directed classrooms 

seemed to be viewed more favourably than collaborative, student centred classrooms 

which could be seen as being noisy and off task.  

 

It was also perceived that teachers of practical learning areas were disadvantaged when 

it came to AITSL certification. It was felt that there were more resources and exemplars 

for classroom based learning areas, and that these didn’t capture the particular skills 

required by teachers of practical learning areas such as physical education and 

woodwork, for example: 

I’ve got kids banging around with mallets…and it is a totally different 
environment to a classroom, and sometimes I find it’s hard to stop and 
look at the Standards and say ‘I am doing this properly’, because it is 
written more for a classroom (GTFG2). 
 

Teachers perceived the certification process for ‘Highly Accomplished’ and ‘Lead’ 

teachers generally advantaged teachers with strong administration and writing skills. 

Government School teachers were concerned that many exceptional classroom 

practitioners would go unrecognised due to their unwillingness or inability to complete 

the administration tasks required for certification.  

 

The fourth sub-theme identified for challenges associated with the APST was accessing 

professional development. Budget constraints had meant that professional learning 

opportunities had been limited to sessions essential to fulfilling teachers’ roles as “there 

is an expectation that we are doing a fair chunk of the professional learning ourselves” 

(GTFG1) and “from here [the non-metropolitan location of school] you are not going to 

get PD [approved with] accommodation, flights or travel etc for a two hour PD” 
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(GTFG1). The fact that the majority of relevant professional development was only 

available in Perth, the capital of WA, coupled with sessions often being short in 

duration and unavailable on-line meant that staff from Government School perceived: 

You are isolated and you can’t actually get to the PD, so then how do 
you become competitive in obtaining jobs…If you’re not meeting the 
Standards and you’re not doing the PD that you need to do, then you 
become uncompetitive. And, you get stuck where you are…in this new 
system people can’t move, so people won’t go [to non-metropolitan 
schools] in the first place (GTFG1). 

  

The fifth sub-theme to emerge for challenges with the APST was fabrication of 

evidence. Fabrication was identified as occurring in a number of different areas with 

varied outcomes. Participants from focus groups were aware of the APST being aligned 

to teacher registration and re-registration processes. According to teachers in the focus 

groups this encouraged fabrication around the recording of professional development 

activities, for example, “it’s hard, I mean effectively you are scratching around trying to 

find anything to justify answering that thing [the APST focus areas], that aspect that 

you’re looking at” (GTFG2) and: 

When you do your PD and you try and put it into your TRB [on-line form] 
and you go, ‘damn it, I know it’s APST 4, but is it 4.1 or 4.2 or 4.4’…And 
then you go, ‘I haven’t got one for 4.4, so in it goes’ (GTFG2). 
 

Fabrication was also seen to have occurred when teachers were required to address 

selection criteria using the APST for job applications “as people need to use it to apply 

for jobs and so on, they literally contrive things to fit” (GTFG2). In addition, there was 

consensus amongst teachers that linking the APST to promotional positions encouraged 

staff to ‘find’ projects to demonstrate that they had achieved the necessary 

requirements, for example, “that’s why we’ve had so many crazy changes” (GTFG3). 

 

The second most prominent theme to emerge as a result of enacting the APST was 

changing school practices. The first of two sub-themes to be identified was 
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performance reviews aligned to the APST. The performance review process at 

Government School was seen to be a top-down structure. Teachers in the focus groups 

pointed out that ‘good’ teachers were already doing many of the things articulated in the 

APST, so there was essentially no change to their classroom practice. Staff could see 

the APST would be a useful tool to manage under-performance, for example, “if there 

was an under-performance issue, you would bring in the AITSL [Standards] straight 

away” (GTI1).  

 

The second sub-theme related to changing school practices was support for ‘Graduate’ 

teachers to achieve full registration with the TRBWA. A Level 3 Classroom Teacher 

mentoring ‘Graduate’ teachers shared the following quote to highlight how the APST 

had provided a useful structure to support ‘Graduates’: 

It is good for the ‘Grads’ to go, ‘okay, today we are going to look at 
point number five’…You pull out the whole thing [the APST] and say this 
is where you are now, and this is where you want to get to...You can pull 
one thing out and work on it (GTFG2). 
 

 

The third most prominent theme to emerge for practices resulting from enacting the 

Standards was strengths of the APST. The first of two sub-themes identified was 

enhancing teacher professionalism. Teachers felt the APST had provided a definition 

of ‘good’ teaching at different career stages, for example, “I looked at it and thought 

the…career stages were interesting. To see where you think you might be and the 

career development” (GTFG2). Some teachers in the teacher focus groups had 

increased their levels of self-reflection as a result of the APST, for example, “I do think 

it [APST] gives you a tool for when you reflect” (GTFG1). The APST was also felt to 

be a useful tool for individual teachers to take responsibility for their own growth and 

development. This was perceived to enhance teacher professionalism and was facilitated 

by the tools and resources available via the AITSL website, for example, “there’s a Self 
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Reflection tool on the AITSL site that teachers are encouraged to use to identify areas 

of development” (GTFG2).  

 

The second sub-theme for strengths associated with the APST was increasing 

collaboration. The APST had provided a common language to foster conversations 

about teaching and learning. The APST had also encouraged collaborative peer 

observation and performance review processes. Both of these processes afforded 

teachers the opportunity to give and receive objective collegial feedback on professional 

performance. From one teacher focus group, a Head of Department participant stated: 

For me, it has taken… the potential for conflict out. I’m hoping...to get 
teachers [in my department] to focus on something much broader than 
my perception of things…if they know other teachers are doing the same 
thing [peer observation and performance review with the APST], we’re 
all in the same boat, basically, and we are here to support each other 
(GTFG2). 

 
 

Conclusion	  

This chapter has overviewed the key findings from Government School for the first 

three research questions. For the context of influences, the most prominent theme to 

emerge for school LEADERS and TEACHERS was being unaware of influences on 

the APST. The second most prominent theme identified was national influences on the 

APST, which included the common sub-themes of links to other Australian policies and 

improving teacher/teaching quality. In addition, teachers also identified enhancing 

teacher professionalism as a third theme for this context. 

 

Research Question Two related to the context of policy text production for the APST. 

For both school LEADERS and TEACHERS from Government School the most 

prominent theme to emerge was enhancing teacher professionalism, which included: 

defining teacher/teaching quality; and, a common language. The next most prominent 
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themes for school LEADERS were some awareness of the APST development and 

classroom practice prioritised; whereas, for TEACHERS the next most prominent 

themes were classroom practice prioritised and student equity. 

 

Research Question Three was centred on the context of practices as a result of APST. 

For school LEADERS from Government School the most prominent theme to emerge 

was challenges with the APST, which included: a disconnect between teaching practice 

and teaching evaluation processes; resistance to cultural change; access to professional 

development; and, time constraints. The second most prominent theme identified was 

strengths of the APST, which included: enhancing teacher professionalism; improving 

student equity; improving teacher/teaching quality; and, improving teacher equity. 

Finally, the third theme to be generated was changing school practices, which included: 

performance reviews aligned to the APST; professional learning aligned to the APST; 

and support for ‘Graduate’ teachers. 

 

For TEACHERS from Government School, for the context of practices, the most 

prominent theme to emerge was challenges with the APST. This theme included: the 

de-professionalisation of teaching; increased workload; certification requirements; 

accessing professional development; and, fabrication. The second most prominent 

theme was changing school practices, which included: performance reviews aligned to 

the APST; and, support for ‘Graduate teachers’. The third theme was strengths of 

APST, which included enhancing teacher professionalism and collaboration. 

 

There has been no attempt to compare or contrast findings between schools, or to link 

findings to the literature, as these will be undertaken in Chapter Nine. The following 

chapter presents findings from ‘Catholic School’ for the first three research questions. 
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CHAPTER	  SEVEN:	  FINDINGS	  –	  CATHOLIC	  SCHOOL	  
	  

Introduction	  

This chapter is focused on findings from ‘Catholic School’, a pseudonym for a selected 

school from the Catholic sector, otherwise know as Catholic Education Western 

Australia (CEWA). This is the second of three case study schools which make up the 

local level of the APST policy trajectory under investigation. Data from Catholic 

School has been presented according to the format described at the beginning of 

Chapter Six. Part A overviews Catholic School’s setting, and Part B details interview 

and focus group findings from school leaders and teachers for the first three research 

questions. Catholic School’s participants included two school leaders and 12 teachers.  

 

Part	  A:	  Catholic	  School	  Setting	  

In 2016, Catholic School was a relatively new and rapidly growing, co-educational 

metropolitan school catering for students from Kindergarten to Year 12. It was located 

some 30 kilometres inland from Perth, the capital of Western Australia (WA). At the 

time of data collection, there were approximately 500 students from Year 7 to Year 12 

and approximately 40 full-time secondary teaching staff. Catholic School was opened in 

the decade before data for this study was collected, and it was expected to double its 

2016 student numbers in the years following data collection. Although Catholic School 

had considerable autonomy for the day-to-day running of the school, it was part of the 

CEWA system. Being part of this State-wide system meant there were central CEWA 

policies, processes, and procedures that Catholic School was expected to adhere to, as 

well as relevant State and national government education policies. The Principal and 

senior leadership team were responsible for the day-to-day running of the school which 
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was overseen by the School Board. Catholic School had a significant number of extra-

curricular activities and events for students, staff, and members of the broader school 

community ([Catholic School] website, 2016).  

 

The school promoted itself as being dynamic, innovative, and at the forefront of 

teaching, learning, and use of technology ([Catholic School] website, 2016). New 

buildings and landscaped grounds had been designed to provide flexible learning spaces 

to maximise student learning opportunities. Catholic School offered a wide range of 

academic, vocational, and extra-curricular activities which aimed to fully engage and 

challenge all students ([Catholic School] website, 2016). According to the My School 

website, Catholic School drew less than 20% of its student population from families in 

the top 25% of the Index of Community and Social-Economic Advantage and 

approximately 20% of students were from families in the lowest 25% of the ‘Index’ 

(ACARA, 2013b).  

 

Part	  B:	  School	  Leader	  and	  Teacher	  Interview	  and	  Focus	  Group	  Findings	  

Codes have been allocated to quotes extracted from interviews and focus groups to 

protect the identity of participants. Catholic School has been coded with a ‘C’. This has 

been followed by ‘SL’ to indicate a school leader, ‘TI’ to show an individual teacher 

interview, or ‘TFG’ to identify a teacher focus group. There were two school leader 

interviews, coded CSL1 and CSL2. There were also two individual teacher interviews, 

coded CTI1 and CTI2, and three focus groups coded CTFG1 through to CTFG3. The 

focus groups comprised four, three, and three participants, respectively. The number 

allocated to each interview or focus group was only indicative of the order in which 

they occurred. It should be noted that many of the teachers at Catholic School taught 

across multiple learning areas. Full participant details have been provided in Chapter 
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Four and Appendix C. The remainder of this chapter progresses through findings for the 

research questions about policy influences, policy text production, and policy practices 

as a result of enacting the APST. For each context of the policy trajectory, themes have 

been presented in descending order of prominence, therefore, the most prominent theme 

appears first. Themes have been indicated in bold text, and where applicable sub-

themes have been labelled using bold italicised text. 

 

The	  Context	  of	  Influences.	  
	  
Research Question One: How have ‘global’, national, State, and local (school) factors 
influenced policy processes for the Australian Professional Standards for Teachers? 
 

Major findings from Catholic School’s LEADERS for influences on the APST 

included themes of: 

! ‘Global’ influences on the APST 
! National influences on the APST 
! School influences on the APST 

 

Leaders deemed ‘global’ influences to be more powerful than either national or school 

influences on the APST. The first of two sub-themes distinguished for ‘global’ 

influences on the APST was international education trends. For one Catholic School 

leader international education trends were very clear in that “it starts with the political 

environment, about making sure Australia is keeping up with the OECD [Organisation 

for Economic Co-operation and Development] level…that we are improving and 

keeping up with the rest of the world” (CSL1). The other Catholic School leader 

believed that the priority given to twenty-first century learning skills internationally had 

influenced the development of the APST by encouraging teaching styles aimed at 

helping students “to be prepared for the jobs…which we are constantly being told are 

changing, and we don’t know what they are going to look like” (CSL2). Having taught 
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in the United Kingdom (UK) for about ten years, this school leader considered that 

increasing levels of school and teacher accountability in Australia were a natural 

progression given that “there is such a strong sense [of accountability in the UK]” 

(CSL2).  

 

The second sub-theme for ‘global’ influences on the APST was international research. 

One school leader perceived that the academic, John Hattie, had significantly influenced 

teacher standards in Australia through his meta-analysis of international research 

demonstrating the impact of different elements on student learning outcomes. In 

addition, this leader perceived that Hattie advocated for the power of collegial 

discussions, which were perceived to be an effective component of professional 

learning related to improving teacher/teaching quality espoused by the APST.  

 

The second most prominent theme to emerge for Research Question One was national 

influences on the APST. The first of two sub-themes identified was improving 

teacher/teaching quality. In order to achieve the ‘Melbourne Declaration’s’ goals of 

excellence and equity for all Australian students, Catholic School’s leaders perceived 

there was a national interest in improving teacher/teaching quality in Australian, for 

example, “as a nation, I would probably say [an influence is] equity, making sure that 

all children get a quality education” (CSL2). Both leaders maintained that interest in 

developing the APST stemmed from the need for a nationally consistent definition of 

teacher/teaching quality, because “it is about having good teachers for kids…how do 

you measure good teachers?…you need the Standards…so to me it is about improving 

teacher quality” (CSL1) and “it is around clarity of understanding about what a good 

teacher looks like” (CLS2). 
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Catholic School’s leaders were unable to identify any other influences on the APST 

with confidence, for example, when asked to identify influences one leader stated, “I’m 

not 100% sure of that” (CSL1). However, the second sub-theme of links to other 

Australian policies emerged as leaders tentatively discussed the APST in relation to the 

Melbourne Declaration, school registration processes, and pre-service teacher training, 

for example, “there were some criticisms about [‘Graduate’] teacher standards, and 

universities”(CSL1). 

 

The third most prominent theme for Research Question One was school influences on 

the APST. School leaders were unaware of school influences leading up to the APST. 

However, they perceived the greatest influence that schools had on the Standards related 

to enactment of the APST. The Australian Institute for Teaching and School 

Leadership (AITSL)’s on-line resources were identified as pivotal in providing support 

for Catholic School to enact the APST, as evidenced by “most of my things [resources] 

would be [from]…AITSL” (CSL2). 

 

Major findings from Catholic School’s TEACHERS for influences on the APST 

included themes of: 

! Unaware of influences on the APST 
! National influences on the APST 
! ‘Global’ influences on the APST 

 
 

Being unaware of influences on the APST emerged as the most prominent theme for 

teachers for Research Question One. All focus groups and teachers interviewed 

individually were asked if they were aware of who or what had influenced interest in the 

development of the APST. A typical response was “I have no idea” (CTFG3). 
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The second most prominent theme for Research Question One was national influences 

on the APST. Although teachers were unable to identify influences with confidence, 

several teachers tentatively proposed some possible national influences on the APST. 

The first of three sub-themes to be distinguished was improving teacher/ teaching 

quality. For one focus group, improving teacher/teaching quality was noted due to the 

identification of similarities between the APST and the earlier Australia-wide, but 

employer-administered, Senior Teacher award. For another focus group, improving 

teacher/teaching quality was thought to have been a possible influence on the APST by 

“just endeavouring to make everything better for students and their educational 

journey” (CTFG2). Although most teachers perceived that improving teacher/teaching 

quality was an overall aim of the APST, one focus group presented an alternative 

conception: 

Maybe teachers are stressed because they don’t think they can meet 
these Standards, maybe they will just leave [the profession]…there 
will be less teachers and ATAR [Australian Tertiary Admission 
Rank] scores to get into teaching will drop and salaries will drop 
and then teacher quality will drop (CTFG2). 

 

Teachers also recognised the academic John Hattie and Australia’s Grattan Institute (a 

non-partisan think tank) as two powerful stakeholders who had contributed to putting 

teacher/teaching quality on the national education agenda in Australia. Although 

teachers did not name specific initiatives linked to Hattie or the Grattan Institute, there 

was a general awareness of these stakeholders having influenced the APST. 

 

The second sub-theme identified as a national influence on the APST was 

improving teaching consistency. Teachers perceived that the APST was part of a 

suite of national education policies aimed at improving the consistency of 

teaching across Australia because “the greatest impact in the classroom is the 

teacher” (CTFG1). Specific initiatives named as aiming to improve the 



	   144	  

consistency of teaching included: the introduction of nationally consistent 

expectations for pre-service teacher education providers as “the standard of 

students going to university has dropped” (CTFG1); the Australian Curriculum, 

the National Assessment Program - Literacy and Numeracy (NAPLAN); and, 

nationally-mandated but State-administered teacher registration requirements. 

There was also a feeling that “we [teachers] all want to have the same [Standards] 

so we have transportability between States” (CTFG1). Moreover, teachers 

perceived a need for nationally consistent standards because “within Australia, I 

get the impression that Western Australian teachers have moaned that the Eastern 

States teachers are ahead in [the Standards]” (CTFG3). 

 

The third sub-theme to be generated as a national influence on the APST was 

enhancing teacher professionalism. The following example highlights the link between 

the APST and the status of teachers as part of teacher professionalism: 

Isn’t it [the APST] to do with the status of teachers? Lawyers and 
doctors…have a certain charter and standards…and teachers had 
nothing. Across Australia we were all different…I suppose they [the 
AITSL] were trying to unify us and give us some status among 
society…I suppose it proves the rigor of the profession. (CTFG1).  

 
 
The second most prominent theme for Research Question One was ‘global’ influences 

on the APST. The first of two sub-themes to be distinguished was education in the 

United Kingdom (UK). There were a number of teachers at Catholic School who had 

recently taught in the UK. Teachers felt that part of the push for the APST had been for 

Australia to become more internationally competitive because “Australia sees itself as 

behind some of the other countries” (CTFG3). There were discussions in all three focus 

groups that identified similarities between the APST and school inspections by 

OFSTED (Office for Standards in Education, Children’s Services and Skills), for 

example, “it is almost like the OFSTED idea from England” (CTFG3). Other UK trends 
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identified as potentially having influenced the APST included the possibility of 

eventually having performance pay in Australia as in “the UK they were bringing in that 

the [UK] standards were going to be linked to pay” (CTFG3). In addition, student 

performance data had been used as an indirect measure of teacher/teaching quality in 

the UK, and participants noted the possibility of this also being brought to Australia.  

 

The second sub-theme related to ‘global’ influences on the APST was the OECD’s 

Programme for International Student Assessment (PISA). One focus group discussed 

how PISA testing had influenced the introduction of NAPLAN in Australia as part of a 

wider accountability agenda, for example, “we’re declining in NAPLAN…[and] you’ve 

got PISA testing” (CTFG1) as indirect measures of teacher/teaching quality in Australia.  

 

The	  Context	  of	  Policy	  Text	  Production.	  
	  
Research Question Two: What are the defining characteristics of Australian 
Professional Standards for Teaching policy text and how was it produced?  
 

Major findings for Catholic School’s LEADERS for policy text production included 

themes of: 

! Unaware of the APST development 
! Stakeholder collaboration 
! Classroom practice prioritised  
! Student equity 

 

The most prominent policy text production theme was being unaware of the APST 

development. Leaders had not participated in, and were not aware of, the processes 

used to produce the APST, for example, “I vaguely recollect a feedback group…[but] I 

wouldn’t be able to explain it” (CSL2). They were also unaware of any changes made to 

the APST policy text over time.  
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The second most prominent policy text production theme was stakeholder 

collaboration. The AITSL was identified by leaders as being the primary stakeholder in 

the development and delivery of the APST. For one school leader, having the AITSL 

(as a national body) take responsibility for the Standards meant “they [the APST] come 

from a strong place” (CSL2). The other school leader identified specific stakeholder 

groups including: the peak education bodies from the Catholic, government, and 

independent school sectors in each State and Territory; universities; the Australian 

Council for Education Research; and, the Teacher Registration Boards for each State 

and Territory as summarised by “a lot of key players operating around education at the 

time” (CSL1).  

 

The third most prominent policy text production theme was classroom practice 

prioritised. The ‘Professional Practice’ domain of the APST was identified as being 

the most important domain for Catholic School as it linked directly to the School’s 

interest in student learning, for example, “we’ve got a massively strong focus, in this 

School, on learning…the Standards fit perfectly” (CSL2). In addition, this leader felt 

APST 4.1 (support student participation), commonly known as student engagement, 

was almost a threshold attribute which allowed this leader to identify ‘Highly 

Accomplished’ teachers.  

 

The fourth and final policy text production theme was student equity. The first of two 

sub-themes was improving student equity. One leader identified improving student 

equity as a priority of the APST by saying, “the Standards certainly increase your 

awareness…there are expectations for Indigenous kids, there are expectations for 

special needs kids…it is the first time they have been included explicitly” (CSL1). This 
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leader went on to say, “the disadvantaged need a ‘bigger leg up’…and maybe the 

Standards may give a focus on that” (CSL1). 

 

The second sub-theme to be identified was student equity neglected. The APST focus 

areas relating to Aboriginal and Torres Strait Islander students were considered to be 

less relevant than other focus areas due to the small number of these students at Catholic 

School, for example, “I think the challenging ones are particularly the Indigenous type 

things when you don’t have a lot of Indigenous kids in your school” (CSL1).  

 

Major findings identified by Catholic School’s TEACHERS for the context of policy 

text production included themes of: 

! Unaware of the APST development 
! Classroom practice prioritised 
! Enhancing teacher professionalism 
! Student equity  

 

The most prominent theme for Research Question One was being unaware of the 

APST development. Teachers indicated that they were unaware of stakeholders, for 

example, “I don’t know who any of the individuals were” (CTI1). Alternatively, a 

limited awareness of stakeholders was evidenced by “all of the big players” (CTFG2). 

In addition, teachers reported having no awareness of how the APST had been 

developed, that they had not participated in its development, and were not aware of any 

changes that had been made to the APST policy over time. 

 

The second most prominent theme to be distinguished for Research Question Two was 

classroom practice prioritised. Two sub-themes were identified for this theme 

including the ‘Professional Knowledge’ domain of the APST and the ‘Professional 

Practice’ domain of the APST. Teachers perceived these two domains were more 
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relevant to their day-to-day teaching duties than the ‘Professional Engagement’ domain, 

for example, “I want to be the best classroom teacher that I can possibly be, so I would 

probably prioritise these [‘Professional Knowledge’ and ‘Professional Practice’] over 

some of the other things [in the ‘Professional Engagement’ domain]” (CTFG3). The 

‘Professional Engagement’ domain was seen by Catholic School’s teachers as being 

more important for staff in leadership roles, for example, Year Co-ordinators and Heads 

of Department.  

 

The third most prominent theme for Research Question Two was enhancing teacher 

professionalism. The first of two first sub-themes was increasing teacher 

accountability. Teachers felt the main purposes of APST were to “check that teachers 

are actually progressing themselves” (CTFG3), as well as to “maintain the standard [of 

teaching]” (CTFG3) and “to get everyone to the same standard” (CTFG2). Increasing 

levels of accountability were seen as a way for teachers to demonstrate their 

professionalism. 

 

The second sub-theme related to enhancing teacher professionalism was improving 

teacher/teaching quality. Both sub-themes were seen as working in conjunction to 

achieve the overall goal of improving student outcomes. It was perceived that the APST 

could lead to improved teacher/teaching quality if they were used for self-reflection, and 

to identify areas for professional growth and development. The same teachers noted the 

APST also afforded the opportunity “for others to judge you” (CTFG2). Teachers were 

generally positive about the introduction of the APST policy and its ability to improve 

teacher/teaching quality and overall levels of teacher professionalism. 
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The fourth and final policy text production theme was student equity neglected. The 

small number of Aboriginal students and students with additional learning needs at 

Catholic School meant teachers did not see the APST focus areas relating to these 

students as being essential to their role, for example:  

In this school we don’t have very many Aboriginal or Torres Strait 
Islander kids, so some of the [focus areas], it’s not that they aren’t 
important…but if you’re not dealing with them everyday, you’re not 
going to spend the time developing yourself in that area (CTFG3). 

 

The	  Context	  of	  Practices	  (Enactment).	  
	  
Research Question Three: What practices have resulted from enactment of the 
Australian Professional Standards for Teachers policy in selected Western Australian 
secondary schools? 
 

Major findings to emerge from Catholic School’s LEADERS for practices resulting 

from enacting the APST included themes of: 

! Changing school practices 
! Strengths of the APST 
! Challenges with the APST 

The most prominent theme for Research Question Three was changing school 

practices. The first of two sub-themes identified for this theme was professional 

learning aligned to the APST. Catholic School’s leaders perceived that the Standards 

were a good ‘fit’ for the school given its focus on teaching and learning, for example, 

“they [the APST] were going to be the basis of what we did” (CSL2). Three specific 

examples of where professional learning had been aligned to the APST at the school 

included: Professional Learning Communities; Professional Practice Reviews; and, 

Second Year Reviews for teachers who had completed two years of employment at the 

school.  
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Professional Learning Communities had been established to foster the continuous 

professional growth and development of teachers at Catholic School. All teachers had 

been allocated to a Professional Learning Community with weekly or fortnightly 

meetings having been scheduled throughout the year. Initiatives undertaken in 

Professional Learning Communities included: school improvement planning; the 

development of a whole school approach for differentiation; literacy strategies; data 

walls; learning walks; classroom observations; and, semi-structured and structured 

reflections. Some sessions were presented to the whole staff whilst, at other times, 

multiple sessions ran concurrently with individual teachers selecting the group they 

would attend. The APST had guided the content and processes used for the Professional 

Learning Communities. 

 

Performance reviews at Catholic School were known as Professional Practice Reviews. 

This process involved teachers setting their own annual growth and development goals, 

aligned to the APST and school priorities. Teachers were expected to meet with their 

line-manager three times each term to discuss their progress towards their goals. Copies 

of goals were sent to the Deputy Principal who then organised more personalised 

professional learning opportunities for groups of teachers with similar goals. 

 

The Second Year Review process was a requirement for all teachers who had completed 

two years of service at Catholic School. Teachers completed self-reflection tasks which 

addressed the three domains of ‘Professional Practice’, ‘Professional Knowledge’, and 

‘Professional Engagement’. Teachers provided evidence to demonstrated their 

competency for each of the seven standards and their 37 focus areas. Moreover, the 

process involved classroom observations by the Deputy Principal, the teacher’s line 

manager, and another colleague. Observation data were collated and used to inform 
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discussions on teaching and learning between the Deputy Principal and the teacher 

completing the Second Year Review. The portfolio of evidence, generated for the 

Second Year Review, had dual purposes in that it could also be used by teachers to 

apply for full registration with the TRBWA. 

 

The second sub-theme identified for changing school practices was the increasing use 

of data, for example, “data in education has become the focus” (CSL1). A variety of 

data had been used to make informed decisions about school priorities to optimise 

student learning, with the purpose being “two-fold, in a sense it was learning and 

pastoral data, and then trying to marry the two, because they affect each other” 

(CSL1). This leader perceived that data usage had reduced the subjectivity of school 

and teacher decision-making processes and gave “some intellect and rigor to it” 

(CSL1). 

 

The second most prominent theme for Research Question Three was strengths of the 

APST. The first of four sub-themes to be distinguished by Catholic School’s leaders 

was defining teacher/teaching quality. One school leader shared how Catholic School 

was using the APST framework to improve teacher/teaching quality by stating: 

Our focus is on what does a good classroom look like? What do 
good teachers look like? What does it look like in the classroom, 
and are we really doing this well? ...And, what does it mean when 
teachers are progressing their own learning? (CSL2).  

 
In addition, the APST had clearly defined teacher/teaching quality at four different 

careers stages. For one school leader, who had used the APST whilst undertaking 

classroom observations:  

I feel like I am getting a very good sense now of what makes a good 
teacher. I feel I can spot it…You need to have eyes in the back of 
your head. You need to be with-it…and when I spot that, I think - 
right, you’re ‘Highly Accomplished’ (CSL2).  
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The second sub-theme identified as a strength of the APST was having a common 

language. School leaders believed that having a common language had facilitated 

productive Professional Practice Review meetings between teachers and their line 

managers. In addition, for one of the school leaders, having a common language via the 

APST had “add[ed] to deeper and richer professional discussions [and] if I look across 

my career [30 plus years], it is the first time we have actually had something to draw 

professional discussions on…about improvement” (CSL1). 

 

The third sub-theme to emerge as a strength of the APST was enhancing teacher 

professionalism. One school leader believed the language of the APST had encouraged 

collegial discussions about ‘Professional Practice’ and had assisted teachers in “building 

the capacity of others and building their own capacity” (CSL1). This school leader 

perceived that having the APST had increased teacher professionalism as it had 

provided a valuable reference point that enabled teachers to evaluate their strengths and 

areas for improvement. In addition, the APST had facilitated teachers supporting each 

other to achieve their own individual goals, thereby increasing teacher agency and 

teacher professionalism. Enthusiasm for the APST as a useful tool to empower teachers 

could be seen through: 

I am keeping my ear to the ground [to identify staff strengths]. One 
teacher has done some awesome stuff in reading, and…there are a 
number of teachers with goals around developing…literacy and 
language. She ran one [session] last week, and it was a huge success. 
She got good feedback. And, for me it’s a win-win because teachers 
are…empowered to do the sessions themselves. There was a real buzz 
last week when we did it (CSL2). 
 

Moreover, Catholic School’s leaders perceived that the APST had increased the 

confidence and professionalism of line managers. The Standards had been a useful 

guide to develop line managers’ skills by helping them to identify teachers’ strengths, 
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areas for development, and appropriate goals to discuss during Professional Practice 

Review meetings. 

 

The fourth sub-theme distinguished as a strength of the APST was the AITSL 

resources. One of the school leaders was very familiar with the AITSL’s web-based 

resources and felt they had assisted Catholic School to enact the APST. In general this 

leader stated, “most of my [resources] would be from… AITSL” (CSL2). Routinely used 

resources included: learning walls; teaching videos; data collection ideas; and, materials 

to inform the development of school processes and practices such as self-reflection, 

classroom observations, and classroom practices. 

 

The third most prominent theme for Research Question Three was challenges with the 

APST. The first of three sub-themes to be identified was cultural change. At the end of 

2016 (after three years of enacting the APST) one of the school leaders stated, “it is just 

starting to be something more natural” (CSL2). In order to get to this point, this school 

leader felt it had been necessary to ‘make meaning’ of the Standards for teachers by 

showing teachers “that you can learn from it ” (CSL2). Existing teachers “just know 

that this is what we do [here]” (CSL2), however, one school leader acknowledged that 

maintaining a positive school culture relating to the APST had been challenging due to 

the relative newness of Catholic School. Being a new and growing school meant new 

teachers had to be employed each year to support the growing student population. An 

awareness of the impact of constantly hiring new staff was evidenced by “I always need 

to remember that we’ve got new people coming in every year…I don’t expect everyone 

to come in and get it [our School’s culture], but [when there is] resistance it can be 

tricky” (CSL2). 
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The second sub-theme to emerge as a challenge associated with the APST was that of 

increasing teacher accountability. It was felt that increased levels of accountability had 

exacerbated pressure on teachers. Both leaders articulated that teacher accountability 

had been heightened due to expectations that teachers would use and record data, use 

research to inform their teaching practice, and use information communication 

technologies. One school leader stated, “I think the downside is, there is pressure on 

teachers, and I think it has added to a certain level of administration, that wasn’t there 

ten or fifteen years ago” (CSL1). Another accountability challenge identified by one 

school leader involved teachers needing to take responsibility for their own and others’ 

professional development.  

 

The third sub-theme identified as a challenge with the APST was time constraints. One 

school leader stated, “teachers are time poor… they will tell you that until they are blue 

in the face” (CSL2) and “it’s time… it is a matter of getting time to put to it [the 

APST]” (CSL1). Time pressure and timetabling constraints were perceived to have 

made it difficult for teachers to complete classroom observations, reflection activities, 

and to engage in meaningful collegial discussions about how to improve student 

learning experiences at Catholic School. 

 

Major findings for Catholic School’s TEACHERS for practices as a result of enacting 

the APST included themes of: 

! Challenges with the APST 
! Changing school practices 
! Strengths of the APST 

 

The most prominent theme to emerge for Research Question Three for teachers was 

challenges with the APST. The first of three sub-themes to emerge was time 

constraints which were identified as the most significant barrier to teachers fully 
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engaging with the APST, for example, “schools are just such busy places…it is not easy 

because we are flat out” (CTFG1) and “I think it is a lot to juggle…they [the Standards] 

are important in their own right, but we don’t really have enough time to seamlessly 

devote ourselves to them” (CTFG2). Teachers felt a number of competing agendas had 

considerably increased their workload, putting them under increased time pressure, 

which had negatively impacted their capacity to engage fully with the APST. One area 

identified as having increased teachers’ workload was around teacher registration and 

re-registration requirements for the TRBWA: 

I was looking …for full registration…so I was trying to find evidence 
for each standard…email or communication with parents…marks 
schemes…differentiated learning materials…course outlines, seating 
plans…documents you use to track progress or learning difficulties. I 
had a line manager sign off, but I had to provide the evidence for [my 
line manager] (CTFG2).  
 

Additional challenges identified by teachers included finding time to: complete 

classroom observations; reflect on and write up classroom observation notes; and, to 

participate in collegial discussions regarding classroom observations. Teachers who 

were the only teacher within a learning area also commented on the additional time 

constraint associated with collaborating with teachers external to Catholic School to 

fulfil the ‘Professional Engagement’ aspects of the APST. Teachers felt time constraints 

were compounded by the relative newness of the school: 

Trying to embed a new lot of AISTL Standards into a brand new school 
when you’re trying to get everything else off the ground…We’re still 
developing, we’re still growing and we’re trying to develop our 
[teacher] standards at the same time (CTFG1).  
 

Teachers identified a number of unintended consequences as a result of being under 

time pressure. These unintended consequences included: limited attention being paid to 

the APST; teachers using the APST in a superficial way such as ‘lip service’ or ‘tick the 

box’ record keeping; and, teachers using the APST on a needs basis, for example, “I 
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have just finished my Second Year Review…this is the first time I would say that I have 

ever really interrogated the Standards” (CTFG2). 

 

Teachers at Catholic School clearly articulated that the APST would ideally be used to 

guide professional growth and development. However, they identified time constraints 

as the main reason for a perceived theory-to-practice gap in relation to usage of the 

APST at the school. Some Catholic School teachers expressed concerns about not being 

able to fulfil all of the expectations set out in the APST, for example, “when you just 

can’t do a certain one, like the Aboriginality ones, I think ‘is this going to affect 

anything or have knock on impacts?’” (CTFG3). Concern about not being able to meet 

all of the APST focus areas meant that some teachers at Catholic School almost felt that 

they were being pressured to fabricate evidence: 

 When you’ve got to go through and actually give evidence for every 
single one, there are some that you don’t actually have anything for, but 
you’ve got to find something. Not make up, but really dig quite deep to 
find a tenuous link (CTFG3). 
 
 

The second sub-theme for challenges with the APST was unrealistic expectations. The 

majority of teachers at Catholic School felt that it was unrealistic to expect teachers to 

be achieving all of the 37 focus areas of the Standards at the same time. From one focus 

group, “I don’t think I’ve seen too many ‘Lead’ teachers. You would just say they are 

very good teachers…and they have some ‘Lead’ qualities. But, to find a ‘Lead’ 

teacher…that’s got to be a super person” (CTFG1). 

 

The third sub-theme for challenges with the APST was unfamiliarity with the APST 

language. Throughout the teacher focus groups and interviews unfamiliarity with the 

language adopted in the APST policy text created confusion. The example following is 

related to teachers discussing the different career stages of the APST, for example, 
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“exemplary or something like that (science teacher). I think ‘Lead’ is the last one 

(English teacher). Is ‘Lead’ the last one? I thought [it was] ‘Proficient’? It’s 

beginning… novice? (design and technology teacher)” (CTFG1). At times, teachers 

mistakenly used language from other Australian education policy initiatives, such as the 

Australian Curriculum and teacher registration requirements, to describe elements 

which they thought related to the APST, for example, when asked about the 

organisation of the APST’s seven standards, one teacher said, “you’ve got your 

‘General Capabilities’” (CTI1) which were actually part of the Australian Curriculum. 

 

The second most prominent theme to emerge for Research Question Three was 

changing school practices. The first sub-theme to be distinguished was performance 

reviews aligned to the APST. The APST were seen as the main tool to evaluate staff 

performance because “maybe the way we were appraising before [the APST] wasn’t 

adequate, or maybe they [Catholic School leaders] are just saying this looks like a 

better model and, therefore, we’ll use that for classroom teachers, middle managers 

and senior managers” (CTFG1). 

 

The second sub-theme for changing school practices was professional learning aligned 

to the APST. Focus groups and individual interviewees discussed how Catholic School 

had used Professional Learning Communities to structure internal professional learning 

sessions. It was noted that classroom observations were identified as a strong feature of 

the Professional Learning Communities and Second Year Reviews, both of which were 

underpinned by the APST. Links between internal and external professional 

development and the APST had been made explicit to teachers by the provision of 

certificates acknowledging which APST focus areas had been addressed through 
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sessions, for example, “congratulations you’ve done professional development for six 

hours, on this day, and these are the standards it covered” (CTFG2).  

 

The third sub-theme for changing school practices was the increasing use of data. 

Teachers noted how time consuming it was to collect data for the School’s Second Year 

Review and the TRBWA’s registration requirements. From one teacher interview, “in 

my Second Year Review we had to provide evidence…they ask you to provide evidence 

of how you meet each of the [37 focus areas of the Standards]…it actually took quite a 

while to put the portfolio together” (CTI1). In relation to teacher registration, a 

participant said, “I know applying for full registration was tough, I was struggling, it 

was a lot of work, effort and time” (CTFG2).  

 

Teachers expressed frustration around collecting data as it was seen as an extra 

administrative task that detracted from their teaching. In addition, teachers did not feel 

well supported if they should need extra assistance, for example, “I think I’m doing it 

right, but I’m not sure [and]…I don’t know who to ask” (CTFG2). Moreover, teachers 

discussed how the depth and breadth of the APST policy was considered to be both a 

strength and a challenge, for example, “the strength is how much they cover, because 

they cover everything. It is also a weakness I guess [as] it is hard to cover them all” 

(CTFG2). Data were also seen as underpinning Catholic School’s strategic planning 

which included a focus on differentiation in 2016. In addition, data were seen as an 

important part of Catholic School’s evaluation processes, as evidenced by the reluctance 

of teachers to comment on the impact of the APST because “you know, we are just 

guessing until we get our data” (CTFG1).  
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The third most prominent theme to emerge for Research Question Three was strengths 

of the APST. The first of three sub-themes to be generated was improving 

teacher/teaching quality. One way teachers perceived the APST had facilitated 

improved teacher/teaching quality was by defining teacher/teaching quality at different 

career stages, for example, “I think [the APST] take away the secrecy about what is a 

good teacher” (CTFG1) and “to me it is like a [teaching] Bible” (CTI2). In terms of the 

different career stages “I think the whole continuum is a…strength” (CTFG2) and 

“something to aspire to, so if you want to get to ‘Lead’ teacher…eventually, this is how 

you can get there” CTFG2). In addition, teachers believed the APST had contributed to 

teacher/teaching quality by providing a framework for evaluation because “it’s good to 

see where you are at” (CTFG3) and “it does make [performance review] judgements 

fair…they’ve got to back it up using evidence from the AISTL Standards” (CTFG3). 

Moreover, the APST policy was considered to be useful for ‘Graduate’ teachers and “I 

think they are very good for teacher education” (CTFG2), “knowing that all 

[‘Graduate’] teachers should be at a certain standard” (CTFG3). 

 

The second sub-theme identified as a strength of the APST was enhancing teacher 

professionalism. Participants were aware that the APST had increased the capacity of 

teachers and schools to “learn ‘best practice’ from each other” (CTFG1). One of the 

main reasons teachers gave for the APST enhancing teacher professionalism was due to 

the Standards providing a ‘common language’ as explicated below: 

[They can be used] in a whole variety of different ways…a little 
workshop someone is running after school or big picture professional 
development stuff. I think it connects everywhere…it makes it really 
fair when you are applying for jobs… I think that takes away the 
secrecy about what is a good teacher…You can articulate what is 
being done well…You’ve got a language you can use…and we can 
share good practice more easily (CTFG1). 
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Another way that teachers at Catholic School perceived the APST had enhanced 

teacher professionalism was through its ability to encourage the development of 

teachers’ capacities. For teachers from one focus group there was 

acknowledgement that good teaching practices could be learned and continually 

developed, for example, “[teaching] is not something that you automatically have 

or don’t have, actually people can become better teachers…I don’t think there 

was that mindset before” (CTFG1). It was also perceived that the APST had 

helped to “prove the rigour of the profession” (CTFG1). 

 

The third most prominent theme for Research Question Three was student equity. One 

teacher stated, “the point is to assure a better education [for students]” (CTI2). 

Teachers identified a number of ways the APST could improve student outcomes, for 

example, “making sure my kids are given the best opportunities possible from me as a 

teacher” (TFG2). For another focus group, the APST had been a powerful tool for 

teachers working in a low socio-economic status (SES) school:  

I’ve come from a low SES school…and they used them [the APST] 
really productively to focus on where the improvement was… it was all 
about improving the outcomes for disadvantaged students…I think it 
[the Standards] really enabled those conversations (CTFG1). 

 
Teachers acknowledged the APST aimed to improve student equity by improving a 

broad range of student outcomes, not just academic outcomes, for example, “in my 

learning area, some of the students who aren’t as academic, actually thrive” (CTI1). 

Another teacher summarised by saying, “I think it is better for the teacher and the 

students…providing different ways of learning, providing different kinds of assessment 

and different kinds of feedback” (CTI2). These examples provide an insight into the 

multiple ways the APST could enhance student equity outcomes. 
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Conclusion	  

This chapter has provided an overview of the key findings from Catholic School for the 

first three research questions. The first question was related to the context of influences. 

For school LEADERS, ‘global’ and national influences were more powerful than 

school influences on the APST. For TEACHERS the most prominent theme was being 

unaware of influences, followed by national and ‘global’ influences on the APST. 

 

Research Question Two related to the context of policy text production for the APST. 

For LEADERS and TEACHERS from Catholic School, the most prominent themes to 

emerge were being unaware of APST policy development, classroom practice being 

prioritised, and student equity. For teachers, the additional theme of improving teacher 

professionalism also emerged. 

 

Research Question Three was centred on the practices as a result of the APST. Context 

of practice findings were more varied than findings for the contexts of influence and 

policy text production. For LEADERS from Catholic School, the most prominent 

theme to emerge was changing school practices. This included the alignment of 

professional reviews and professional learning to the APST. The second most 

prominent theme generated was strengths of APST, which included: defining 

teacher/teaching quality; providing a common language; enhancing teacher 

professionalism; and, AITSL resources. The third theme was challenges with the APST 

such as cultural change, increasing teacher accountability, and time constraints.  

 

For TEACHERS from Catholic School, for the context of practice the most prominent 

theme to emerge was challenges with the APST. This theme included time constraints, 

unrealistic expectations, and unfamiliarity with policy language. The second most 
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prominent theme to be distinguished was changing school practices, which included the 

alignment of performance reviews and professional learning to the APST, and an 

increasing use of data. The third theme was strengths of the APST such as improving 

teacher/teaching quality, enhancing teacher professionalism, and student equity. 

 

On balance, Catholic School’s leaders had a longer period of engagement and active 

involvement with the APST than Catholic School’s teachers. Leaders demonstrated 

greater knowledge of policy stakeholders, policy influences, and the policy text than 

teachers. However, teachers had a stronger understanding of the challenges and 

strengths of enacting the APST at Catholic School than the School’s leaders.  

 

There has been no attempt to compare or contrast findings between schools, or to link 

findings to the literature, as these will be undertaken in Chapter Nine. The following 

chapter presents finding from Independent School, relevant to the first three research 

questions. 
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CHAPTER	  EIGHT:	  FINDINGS	  –	  INDEPENDENT	  SCHOOL	  
	  

Introduction	  

This chapter is focused on findings from ‘Independent School’, a pseudonym for a 

selected school from the independent sector, otherwise know as the Association of 

Independent Schools Western Australia (AISWA). This is the third of the three case 

study schools which formed the local level for the APST policy trajectory under 

investigation. Data from Independent School has been presented as a case study 

according to the format described at the beginning of Chapter Six. Part A overviews 

Independent School’s setting, and Part B details interview and focus group findings 

from school leaders and teachers for the first three research questions. Independent 

School’s participants included two school leaders and 16 teachers.  

 

Part	  A:	  Independent	  School	  Setting	  	  

In 2016, the year that data collection for this study commenced, Independent School 

catered for students from Pre-Kindergarten to Year 12. It operated as a Christian faith-

based, single-sex school. It was located near the beach, river, and central business 

district of Perth, the capital city of Western Australia (WA). At the time of data 

collection, Independent School had around 800 secondary students and 110 full-time 

teachers. Independent School promoted itself as providing a quality, all-round education 

for students, which included both academic and vocational pathways, extensive co-

curricular opportunities, and a focus on students’ pastoral care needs ([Independent 

School] website, 2016). Independent School was managed by the Principal who worked 

closely with a senior leadership team. The Principal and senior leadership team were 

responsible for the day-to-day running of the school which was overseen by the School 
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Board. Although Independent School was a member of the AISWA, Independent 

School was highly autonomous and free to determine how much or little they accessed 

resources and support provided by this association. Independent School appeared to 

have well maintained grounds, expensive facilities, and high levels of resourcing in 

general. According to the Australian Government’s My School website, the majority of 

students came from families in the top 25% of the Index of Community and Social-

Economic Advantage, and less than 5% of students came from families in the lowest 

25% of this ‘Index’ (ACARA, 2013b). 

 

Part	  B:	  School	  Leader	  Interview	  and	  Teacher	  Focus	  Group	  Findings	  

As with the other case study schools, identification codes have been allocated to quotes 

extracted from interviews and focus groups to protect the identity of participants. Data 

from Independent School has been coded with an ‘I’, followed by ‘SL’ for school 

leader, or ‘TFG’ to represent a teacher focus group. There were two interviews with 

schools leaders, coded ISL1 and ISL2, and three teacher focus groups coded ITFG1 

through to ITFG3. The teacher focus groups comprised seven, seven, and two teachers, 

respectively. The number allocated to each interview or focus group was only 

representative of the order in which they occurred. See Chapter Four and Appendix C 

for full details regarding participants from Independent School. The following sections 

of this chapter progress through findings for the research questions about policy 

influences, policy text production, and policy practices as a result of enacting the 

Australian Professional Standards for Teachers (APST). Themes have been listed in 

descending order of prominence, therefore, the most prominent theme appears first. 

Themes have been indicated in bold text, and where relevant sub-themes have been 

labelled in bold italicised text. 
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The	  Context	  of	  Influences.	  
	  
Research Question One: How have ‘global’, national, State, and local (school) factors 
influenced policy processes for the Australian Professional Standards for Teachers? 
 

Major findings from Independent School’s LEADERS for influences on the APST 

included themes of: 

! ‘Global’ influences on the APST 
! National influences on the APST 
! School influences on the APST 

 

Leaders deemed ‘global’ influences to be more powerful than either national or school 

influences on the APST. Two sub-themes were distinguished for the theme of ‘global’ 

influences on the APST. The first sub-theme to be identified was international 

research which included a focus on “the power of having professional frameworks and 

being reflective on your practice” (ISL1). In addition, research by the academic John 

Hattie which established “that teachers have significant impact on the education 

outcomes of students” (ISL1). Other specific influences on the APST from Hattie’s 

research related to the importance of feedback, and the significance of quality 

relationships between teachers and students.  

 

For the second sub-theme of international trends, one leader commented that a number 

of countries’ education systems had focused on collaboration and other twenty-first 

century learning skills. This leader felt these ideas were evident in both the International 

Baccalaureate (IB) Organisation’s curriculum documents and the APST, for example, 

“[the APST] was consistent with the IB standards for teaching and learning…you know 

the IB has a real focus on collaboration…that is also obvious in the Standards” (ISL1). 

There was also an awareness of teacher standards from countries within the Asian-

Pacific region through professional networks and participation in international 

education conferences. 
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The second most prominent theme to emerge for Research Question One was national 

influences on the APST. The first of two sub-themes was enhancing teacher 

professionalism, for example: 

I like the framework…I think it [the APST] raises the awareness of the 
impact that a teacher has on students’ progress…it gives credence to the 
complexity of the role of the teacher…[And], I would hope that introducing 
standards raises the awareness of teaching as a profession (ISL1).  
 

It was implied that improving teacher/teaching quality could improve student outcomes, 

which in turn, could enhance overall teacher professionalism.  

 

The second sub-theme for national influences on the APST was that of links to other 

Australian policies. Independent School’s leaders indicated that the APST was part of a 

suite of national policies aimed at improving education in Australia, for example, “there 

was recognition from all of the States, and at the [national] level, that something needed 

to be done, and that there needed to be agreement across all of the States that this [the 

APST] needed to happen” (ISL2). Independent School’s leaders were aware of a 

national interest in performance-based pay for teachers. It should be noted that both 

leaders felt that linking pay to performance was highly contentious and problematic, as 

explicated below: 

I had…written a research paper when the [Australian] Government was 
interested in linking pay and performance-based teaching. That was 
probably the precursor to the Standards…I do think mapping them to pay 
is contentious…You know there is management and there is growth and 
development. They are entirely separate processes. I think it 
[performance-based pay] runs the risk of putting it [the APST] back 
towards the management end. That’s my serious worry… when we have 
worked so hard to get it at the growth and development end (ISL2). 
 

In addition, “the current [Australian] Government’s proposal to link teacher salary with 

performance…I think is fraught…because I think they are linking [teacher performance] 

to student outcomes ” (ISL1). Thus, it was felt that linking pay with performance via the 

APST would be seen as a management or accountability function, which would be in 
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conflict with, and potentially undermine, the growth and development or improvement 

aspirations of the Standards.  

 

School leaders were aware that the APST linked to other national policies including the 

‘Melbourne Declaration’ and the Australian Teacher Performance and Development 

Framework (ATPDF). Similarities between the APST and earlier professional teacher 

standards developed by the Australian States of New South Wales and Tasmania were 

also identified: 

It was actually the New South Wales Standards that I personally engaged 
with, initially…I did some research knowing that standards for teachers 
were being developed…I think Tasmania and New South Wales, at that 
time, had fairly well developed standards…and in fact the National 
Professional Standards for Teachers [which became the APST] ended up 
looking very similar to the New South Wales Standards (ISL1). 
 

The other school leader talked about there being a “richness about our understanding, 

from our country’s perspective, of what it is that we value as educators” (ISL2).  

  

Independent School’s leaders did not confidently identify any school influences on the 

APST. It was perceived that school influences on the APST, in WA, had been restricted 

to school leaders and teachers choosing to provide feedback on the draft Standards, or 

through enactment of the APST at local school sites.  

 

Major findings from Independent School’s TEACHERS for influences on the APST 

included themes of: 

! Unaware of influences on the APST 
! National influences on the APST 
! ‘Global’ influences on the APST 

 
 

Being unaware of influences on the APST was the most prominent theme to emerge 

for teachers from Independent School with regard to Research Question One. All focus 
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groups were asked if they were aware of any influences that had led to interest in, and 

the development of, the APST. There was unanimous agreement amongst teachers that 

they were unaware of influences on the APST. 

 

The second most prominent theme for Research Question One was national influences 

on the APST. Although teachers were unable to confidently identify influences, 

teachers tentatively proposed two sub-themes as possible national influences on the 

APST. The first sub-theme distinguished was improving teacher/teaching quality due 

to the awareness that teachers had been validated as an important in-school influence on 

student outcomes, for example, “teacher quality is the most important factor for 

students’ [achievement]” (ITFG1). It was implied that one of the main reasons for 

having the APST was to improve teacher/teaching quality, which would lead to 

improved student outcomes. In addition, teachers believed a focus on teacher/teaching 

quality had influenced the APST to increase “comparability between States” (ITFG2) 

and encourage national consistency. Furthermore, teachers perceived that a focus on 

teacher/teaching quality was justified given the way teachers had been presented in the 

media, for example, “I feel that some of this has come about because of the bad press 

that teachers get…a few bad eggs in the pile and everybody else suffers for it” (ITFG2). 

 

The second sub-theme for national influences on the APST was links to other 

Australian policies such as: the Australian Curriculum; nationally-mandated but State-

administered teacher registration processes; the AITSL resources; and, the New South 

Wales Professional Standards for Teachers. Focus groups discussed how the Australian 

Curriculum linked to the APST, for example, “looking at the national curriculum it is 

really about being aware of those documents, and teaching to those documents, and 
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making sure you are meeting the expectations for students and you as a teacher” 

(ITFG2). 

 

Some teachers in each of the focus groups acknowledged the links between professional 

learning requirements for both the APST and teacher registration, for example, “when 

the Standards came in…they brought in the need to move from provisionally registered 

to fully registered, if you met the Standards” (ITFG1). Teachers were also familiar with 

tools available to record their professional learning activities via the AITSL and the 

Teacher Registration Board of Western Australia (TRBWA) websites. Moreover, 

teachers in the focus groups were aware of precursors to the APST, for example, “it [the 

APST] was based on the New South Wales Standards…before they became national” 

(ITFG1).  

 

The third most prominent theme for Research Question One was ‘global’ influences on 

the APST. Each focus group included a teacher/s who had previously taught in the 

United Kingdom (UK). These participants identified education in the UK as an 

influence on the APST by noting similarities between the APST and equivalent schemes 

in the UK such as the Teacher Threshold and Newly Qualified Teacher (NQT) 

initiatives, for example, “in the UK, they had what was called a Threshold…For newer 

people coming through, they had to do various things to ‘pass the Threshold’ [and] 

there are some similarities there [to the APST]” (ITFG2). In addition, “In the UK they 

had NQT, and they have those different kind of [career] levels [similar to APST]” 

(ITFG3). 
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The	  Context	  of	  Policy	  Text	  Production.	  
	  
Research Question Two: What are the defining characteristics of the Australian 
Professional Standards for Teachers policy text and how was it produced? 
 

Major findings from Independent School’s LEADERS for the context of policy text 

production included themes of: 

! Improving teacher/teaching quality 
! Classroom practice prioritised 
! Stakeholder collaboration 

 

The most prominent theme to emerge for Research Question Two was improving 

teacher/teaching quality. It was perceived that the APST could improve 

teacher/teaching quality by providing a framework to support the continuous 

professional growth and development of teachers. One leader identified two main parts 

of the APST as “identifying what it is that teachers do, and what the progression [to the 

next level] is” (ISL1). This leader felt that, prior to APST, “teaching was really 

unknown in terms of what it was that you did that made a difference” (ISL1). 

 

The second most prominent theme for Research Question Two was classroom practice 

prioritised. Leaders identified two sub-themes that were considered to be thresholds 

that made remarkable teachers stand out from their peers. The first sub-theme related to 

the ‘Professional Knowledge’ domain of the APST, in particular APST 1 (know 

students and how they learn), highlighted by the following quote:   

For all of those standards there is an emphasis on knowing all… 
students in your class as individuals…Knowing where all students are 
in their learning journey…differentiation in teaching and learning to 
accommodate the needs of your students is what is so clear in those 
Standards (ISL1). 
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The second sub-theme related to the ‘Professional Practice’ domain of the APST, 

specifically APST 5 (assess, provide feedback and report on student learning). Both 

leaders unpacked the importance of feedback to optimise student learning, for example: 

One of the greatest impacts in classrooms is…[the] notion of feedback. 
Receiving feedback, and you could easily see this in the narrow sense of 
student feedback on their results…But, Hattie was talking just as much 
about students giving teachers feedback on their performance, or 
teacher-to-teacher feedback and the impact of that (ISL1).  

 

The third most prominent theme for Research Question Three was stakeholder 

collaboration. The Australian, State and Territory Governments, the AITSL, the 

Australian Council of Education Research, and the Australian Heads of Independent 

Schools Association were all identified as having played a role in the development of 

the APST. In addition, research centres and unions were also named, for example, “our 

research centre as a whole…we were reviewing…the [APST] terminology” (ISL2). 

 
 Independent School’s leaders were also familiar with on-line opportunities afforded to 

school leaders and teachers across the country, to provide feedback on the Standards 

during their development. Through these processes, school leaders were aware that 

some of the language in the policy text had been marginally modified. When prompted, 

one school leader emphatically agreed with the idea that there had been a genuine 

intention to collaborate broadly, and to involve all of the key stakeholders in Australian 

education in the production of the APST policy. 

 

Major findings to emerge from Independent School’s TEACHERS for the context of 

policy text production included themes of: 

! Unaware of the APST development 
! Unfamiliar with the APST policy  
! Improving teacher/teaching quality 
! Classroom practice prioritised 
! Student equity 
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The most prominent theme for Research Question Two was that teachers were unaware 

of the APST development. All focus groups were explicitly asked about how the 

APST policy had been produced. There was unanimous agreement that focus groups 

had no awareness of how the APST had been developed, no awareness of any changes 

made to the policy over time, no awareness of who the main stakeholders were, and no 

opportunity to participate in the development of the Standards. Typical responses 

included “I didn’t know about it…there was no opportunity [to participate]” (ITFG1). 

 

The second most prominent theme for Research Question Two was that teachers were 

unfamiliar with the APST policy as they were in the early stages of engaging with the 

Standards. There were times when inconsistent use of language led to confusion, for 

example, “beginner, proficient, competent and lead…move from provisional to 

whatever it is called, permanent or?” (ITFG1) when the four career stages of the APST 

were ‘Graduate’, ‘Proficient’, ‘Highly Accomplished’, and ‘Lead’. In addition, 

‘provisional registration’ with the TRBWA becomes ‘full registration’ rather than 

‘permanent’. Unfamiliarity with the APST policy was also perceived to have had 

impacted teacher evaluation processes, for example, “I was much too hard on myself, I 

was putting myself as competent [‘Proficient’] and my Head of Department was saying 

‘no, you are ‘Lead’” (ITFG3). 

 

The third theme to be generated for Research Question Two was improving 

teacher/teaching quality. Different possible purposes were given for the development 

of the APST including “growth, maintain teacher quality, accountability [and] 

reflection” (ITFG1). Most of the named purposes fell into the broader theme of 

improving teacher/teaching quality, for example, “I would like to think it is to ensure 

quality teaching, to ensure we are meeting the needs of our students” (ITFG2). 
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In order to improve teacher/teaching quality teachers perceived that teacher 

accountability had increased, for example, “I believe there should be accountability, I 

believe there should be teacher quality” (ITFG1). Some positive aspects of 

accountability were raised, including “I think accountability is positive…when you’re 

being followed, your progress…and achievements are being acknowledged” (ITFG2). 

Alternatively, from another focus group, concerns were raised over the possibility of 

performance pay being used to try and ‘drive’ further improvements in teacher/teaching 

quality by stating, “I have a strong feeling that pay is going to be linked to the 

Standards at some point” (ITFG3).  

 

The fourth most prominent theme for Research Question Two was classroom practice 

prioritised, which included the two sub-themes of ‘Professional Knowledge’ domain 

of the APST and ‘Professional Practice’ domain of the APST. In general, it was felt 

that the APST provided a good overview of the qualities needed to be an effective 

teacher, for example, “a common understanding of what makes a ‘good’ teacher” 

(ITFG3). More specifically, teachers from Independent School perceived that the 

‘Professional Knowledge’ and ‘Professional Practice’ domains of the APST were more 

relevant to their day-to-day teaching roles than the ‘Professional Engagement’ domain. 

One focus group demonstrated a deep understanding of the inter-relationship between 

the two classroom practice domains through the following quote: 

I think it depends on the context you teach in, to be honest, in this 
school for me it’s about ‘Professional Knowledge’, [it] is significantly 
more important…at my other school I didn’t need the depth of 
knowledge that I need here. But, I did need more engaging practice, I 
did need behaviour management, and I did need relationship building, 
but here those things are still important but not to the same degree 
(ITFG1). 

 
 
The fifth and final theme for Research Question Two was student equity. The first of 

two sub-themes to emerge was student equity neglected. There was considerable 
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agreement amongst participants that it was difficult to demonstrate ‘Highly 

Accomplished’ or ‘Lead’ levels of performance for APST 1.4 and APST 2.4 in relation 

to Aboriginal and Torres Strait Islander students, for example, “I’ve taught one 

Aboriginal [student] in my ten years [at Independent School]. That criterion is very 

difficult for me to address through no fault of my own” (ITFG1). Although the majority 

of teachers shared this view, the second sub-theme of improving student equity also 

emerged from focus group data, for example, “parts of the Standards look at providing 

for all students… providing for students with disability…students of Indigenous 

backgrounds…it’s definitely helping…in being able to support more of our students 

more of the time” (ITFG3).  

 

The	  Context	  of	  Practices	  (Enactment).	  
Research Question Three: What practices have resulted from enactment of the 
Australian Professional Standards for Teachers policy in selected Western Australian 
secondary schools? 
 

Major findings from Independent School’s LEADERS for practices resulting from 

enacting the APST included themes of: 

! Challenges with the APST 
! Strengths of the APST 
! Changing school practices 

 

The most prominent theme to emerge for Research Question Three was challenges with 

the APST. Leaders perceived that the combined impact of the four sub-themes 

identified as challenges with the APST had negatively impacted teachers’ capacity and 

willingness to fully engage with the Standards.  

 

The first sub-theme to emerge as a challenge with the APST was time constraints. For 

example, “I do think, within schools, one of the hardest things is finding time” (ISL1). 
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One school leader felt that it was unrealistic to achieve the goals articulated in the 

Australian Teacher Performance and Development Framework (ATPDF) on an annual 

basis, for example: 

[The AITSL] brought that Framework [the ATPDF] out, and it suggested 
that every teacher needed…an individual professional development 
plan…there was the Self-Assessment Tool…[and] classroom observation 
as part of that annual review. Now, I suspect that it has gone off the radar 
a bit because, what we discovered at Independent School…was that we 
don’t have time to do all of that (ISL1). 
	  

This school leader felt that a three-year time frame was more manageable for teachers 

and schools. The time required for staff to meet and participate in peer observations had 

largely determined the School’s approach to enacting mandated aspects of the ATPDF 

associated with the APST, especially “how you provide that time without sending the 

organisation broke” (ISL2). Another time constraint was related to the documentation 

required for AITSL certification which was considered to be onerous as “I think of all of 

the hours that [our best teachers] are investing in applying [for certification], they are 

not actually investing in the students…there is nothing in that process [certification] 

that supports… great outcomes for the students” (ISL2). 

 

The second sub-theme to be distinguished as a challenge with the APST was cultural 

change associated with “getting them [the teachers] to engage and see the relevance of 

the Standards to their teaching and learning” (ISL1). In particular, the introduction of 

peer observations had proved to be a substantial challenge for teachers, for example, 

“what really surprised me was the number of experienced teachers who were resistant 

to peer observation…the idea of someone coming into their classroom and actually 

observing and giving feedback was an absolute anathema” (ISL1). The challenge was 

perceived to be “demonstrating that there was something to be learned for all of them 

[teachers]…it was moving away from that notion that it [peer observation] was about 
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judgement, it’s not about judgement, it’s about professional growth…and professional 

responsibility” (ISL1). 

 

Independent School’s leaders acknowledged that there had been some false starts with 

regard to embedding the APST into the school. One leader stated, “I feel frustrated that 

we didn’t get as far ahead as I would have liked [with the Standards]” (ISL1). Despite 

the possible advantages of participating in an Appretio trial, this leader perceived that 

“we lost ground with what could have been a fabulous program…sometimes it doesn’t 

pay to be a trial school” (ISL1). Prior to the Appretio trial, the school had partially 

aligned internal pay and promotion structures to the APST: 

In retrospect, at one stage I tried to link salaries with professional 
progression, well growth, it may have set that whole process back…[and] 
did more harm than good in the end…it’s when you are on that cutting 
edge or the bleeding edge (ISL1).   

 

 The third sub-theme identified as a challenge with the APST was distinguishing 

different career stages. One leader stated, “it’s difficult sometimes to discern what is 

the difference between [‘Proficient’] and ‘Lead’…some people will interpret some of 

those standards in very different ways” (ISL1). This leader went on to say this could be 

remedied if the AITSL expanded some of its resources, for example, “it’s in the 

interpretation and its exemplars. I think there is a need for more exemplars for some of 

those standards” (ISL1).  

 

The fourth sub-theme generated as a challenge with the APST was a having a narrow 

focus on academic outcomes. It was thought the APST had contributed to academic 

outcomes being privileged over broader student outcomes when “of course private 

schools are more than just academic outcomes” (ISL1). It was perceived that John 

Hattie’s research, identifying different impacts on student learning, had contributed to 
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learning outcomes being prioritised over other student outcomes, for example, “Hattie 

also needs to be seen in giving that narrow sense of academic outcomes” (ISL1).  

 

The second most prominent theme for Research Question Three was strengths of the 

APST. The first of two sub-themes to emerge was professional growth and 

development. Independent School had a well-established culture of professional growth 

and development as evidenced by the existence of a generous professional learning and 

development budget that had allowed some staff to participate in State, national, and 

international conferences on a regular basis. The introduction of the APST had 

contributed to Independent School’s sharpened focus on professional growth and 

development processes, as exemplified by “we are doing lots of things in this growth 

and development space…the AITSL framework [the APST] is one part of a bigger 

picture” (ISL2). A number of school-based growth and development processes had been 

reviewed and aligned to the APST to encourage the continuous development of staff.  

 

The second sub-theme identified as a strength of the APST was national consistency. 

Leaders felt the Standards provided a good overview of the depth and breadth of quality 

teaching expected across the country, for example, “there are general principles [of 

‘good’ teaching] that are greater than the subjects…[and] those Standards apply 

whether you are in a remote Indigenous community or [the] Sydney Grammars of the 

world” (ISL1). In addition, “there is equity as far as how young people are treated” 

(ISL2). Other national initiatives, identified as supporting the ideals set out in the APST 

included “a focus on teacher training and mentoring when teachers first go into the 

workplace” (ISL1). Moreover, the tools available to all teachers nationally, through the 

AITSL website such as the Self-Assessment Tool, Illustrations of Practice, and a focus 
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on peer observation were identified as useful resources that had assisted school leaders 

and teachers in enacting the APST at site-specific locations across Australia. 

 

The third most prominent theme for Research Question Three was changing school 

practices. The first of three sub-themes to emerge was improving teacher/teaching 

quality. Independent School had reviewed existing growth and development practices, 

and established initiatives aligned to the APST including: a growth and development 

committee; a review of individual growth and development plans and processes for 

teachers; the redistribution of professional development budgets directly to Heads of 

Departments; peer observation groups; and, Educator Impact for providing teachers 

with feedback regarding their teaching practice. Although the APST had influenced 

many school processes, one school leader indicated that the main whole school process, 

directly linked to the Standards, was Educator Impact because “that’s mapped back to 

the Standards… [and is used] as the basis of their professional reviews” (ISL2).  

 

The second sub-theme distinguished as a changing school practice as a result of the 

APST related to the increasing use of research and data. Existing school data were 

seen as a logical starting point in terms of identifying staff strengths and potential areas 

of growth across the school. The analysis of these data had been used to develop school 

priorities, for example, “just writing down what is happening…things which are 

actually happening in classrooms and then you can start to analyse those [data]…Then 

you can start to develop strategies and build your team (ISL2).  

 

Using data was also seen as a useful tool to inform practice, and as a way to increase 

objectivity in decision making, as evidence by, “I guess I don’t like subjective 

measures” (ISL2). This school leader described how research and data had been used to 
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inform the school’s policy on job-sharing arrangements, where two teachers share the 

equivalent of one full-time teaching role: 

Teachers come and ask if they can job share. I have asked that they go 
back and look at the literature on job-sharing. What are the benefits? 
What are the risk factors?... I can then say, ‘well, here is our policy on 
job-sharing, as a team you need to be able to sign off on this’ (ISL2). 

 

Data were also being used by teachers working towards AITSL certification as either 

‘Highly Accomplished’ or ‘Lead’ teachers. In 2016, there were approximately 12 

teachers involved in gathering data for AITSL certification. This relatively large 

number was attributed to Independent School having linked internal pay and promotion 

structures to the APST career stages. Independent School’s internal process was being 

re-assessed, at the time of data collection, because:  

What has become apparent is the enormity of the work that’s involved in 
doing that [certification] application…I’d like to think it is not so much of 
an effort to apply…What I would like to think is we could make the process 
simpler…to identify their [teachers’] areas of interest and that those areas 
of interest are then translated into being able to grow other staff in those 
areas (ISL2). 

 
To achieve the before mentioned goals, leaders felt it was critical for Independent 

School’s leadership team to have a clear vision for the desired outcomes and a 

streamlined process to support staff to achieve such outcomes.  

 

Major findings from Independent School’s TEACHERS for practices resulting from 

enacting the APST included themes of: 

! Changing school practices 
! Challenges with the APST 
! Strengths of the APST 

 

The most prominent theme for Research Question Three was changing school 

practices. The first of two sub-themes to emerge was professional development 

aligned to the APST. Teachers indicated that they had first engaged with the APST 
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through professional development sessions, both within and beyond the school. For 

example, in order to satisfy teacher re-registration requirements, teachers were aware 

that they were required to document their professional learning activities against the 

APST, for example, “sometimes when you go to professional development it [the 

certificate] says [APST] 1.5 and [APST] 3 have been covered” (ITFG3). Teachers were 

familiar with multiple ways that their professional learning activities could be recorded, 

for example, “I use the professional learning tracker on the Teacher Registration Board 

website, and I am aware of the AITSL App where you can keep your portfolio” (ITFG1). 

Teachers were also familiar with schools trying to reduce the administrative load on 

them, as evidenced by, “there was a school record and we were told we didn’t really 

need to keep our own so long as we let the Head of Staff know [what professional 

development we had done]” (ITFG1). 

 

The second sub-theme identified as a changing school practice was professional 

reviews aligned to the APST. Teachers discussed how Independent School was in a 

transition period that meant existing professional review processes were being evaluated 

and aligned to the APST, for example, “I think they are also looking at it [the APST] 

for professional growth and development. The principal mentioned yesterday, that’s the 

new focus. It is all about growth and development” (ITFG2). The APST had been used 

to align the School’s internal pay and promotion structures, for example, “the AITSL 

Standards were used to develop the stepping paths from what we call ‘Senior Teacher 

2’ and ‘Senior Teacher 3’… to ‘Highly Accomplished’ and ‘Lead’” (ITFG1). Teachers 

also articulated that they had been required to set performance goals for themselves 

based on the APST.  
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The second most prominent theme for Research Question Three was challenges with 

the APST. The first of two sub-themes was uncertainty about requirements. Teachers 

expressed frustration around uncertainty associated with school expectations, TRBWA 

requirements, and the AITSL certification process. Teachers felt Independent School 

had failed to articulate a clear purpose and process around the school’s use of the APST: 

I will say that it has not been clearly articulated, there is not a 
clear document for us, there is not the end product of where we’re 
are going, that is what creates confusion…I don’t think that bigger 
picture is there at the moment (ITFG2).  
 

Teachers expressed concern around the transition of internal pay and promotion 

processes based on the Senior Teacher award to those linked to the APST, for example, 

“I guess there are a lot of staff members who are stressed about the process and what 

they have to do to attain it” (ITFG2). 

 

Uncertainty about TRBWA requirements included: what teachers needed to do for re-

registration; and, what teachers needed to do to gain full registration. Teachers shared a 

number of personal and third party experiences that revealed significant frustrations 

about perceived inconsistencies in TRBWA requirements. In reality, these perceived 

inconsistencies may have been attributed to the way different sectors (government, 

Catholic, and independent) and individual schools had interpreted TRBWA 

requirements or adapted requirements to meet TRBWA and sector and/or school needs, 

for example: 

The irony is that to move from provisional to full [registration] some 
people say you have to do a portfolio and other people say you just need 
your Head of Department to say ‘ yes, you meet the Standards’. [At my 
previous school] some people were forced to do a portfolio…[but others 
were told] ‘we’ll just sign you off’ (ITFG1). 
 

Additional challenges in meeting TRBWA requirements were identified for teachers in non-

metropolitan schools, for example, “in regional centres and a bit more remote places, it 

worries me that we’ve got these Standards that teachers are not going to be able to meet” 
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(ITFG1). Experienced teachers who had been working overseas for many years also felt quite 

confronted by TRBWA requirements, as evidenced by “I was given a ‘provisional’ category, 

after some 30 years of teaching…I am a bit embarrassed about being ‘provisional’” (ITFG1).  

Uncertainty about AITSL requirements were also identified:  

What concerns me, at this stage, and it might be because we are the first 
people [to complete AITSL certification], we have been told 12 to 18 
months worth of evidence. So only go back 12 to 18 months. Now, that’s 
very restrictive (ITFG1). 
 

The majority of participants perceived that teachers needed to be in a leadership position to 

demonstrate a number of ‘Highly Accomplished’ and ‘Lead’ teacher focus areas: 

I feel as a classroom teacher you are disadvantaged, because you don’t 
have the opportunity to do [all of the focus areas]…some aspects are 
tricky…[and] some of those ‘Lead’ teacher criteria, you actually need to 
be in a leadership position to achieve them (ITFG1).  
 

Concerns regarding workload associated with certification included “it’s still onerous in 

terms of what you have to provide in terms of evidence against the Standards” (ITFG2). 

 

The second sub-theme identified as a changing school practice was increased workload. 

There was general agreement amongst participants that the APST was associated with 

an increased workload for teachers. Administration tasks had increased as teachers were 

now required to gather data to demonstrated their competence against the APST for 

internal school processes, TRBWA requirements, and AITSL certification: 

I have spent most of my working and teaching life overseas (30 plus 
years)…in International Baccalaureate schools…for people like 
myself…to get back into it actually is quite a burden, you know extra to 
our teaching role…I looked at (teacher registration), and with 
everything else that I have to do…I have put it off (ITFG1). 
 
I think the only hindrance is in that process of collecting all of that 
evidence it is so time consuming…I have a few of my staff at the 
moment who are gathering evidence and it is [negatively] impacting on 
their teaching (ITFG1). 
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Teachers with strong administration skills were perceived to have an advantage over 

other teachers, for example, “I think we all know that teacher, who is not a very good 

teacher at all, but can provide on paper an amazing resume” (ITFG3) and “people who 

are very good at administration…they get the ‘Lead’ teacher [certification]” (ITFG2).  

In addition, the administrative load could deter people from entering the profession, for 

example, “at university…people who were quite often awesome teachers in the 

classroom, didn’t get through because of the demands of writing and documentation” 

(ITFG1) and “ticking the boxes, checking things off…will put younger teachers 

off…when all they want to do is get in the classroom and teach” (ITFG1).  

 

Although the majority of focus groups discussed negative aspects associated with 

internal school promotions, teacher registration, or AITSL certification one focus group 

articulated a positive aspect of having a rigorous evaluation processes: 

If it is anything like the Level 3 [Classroom Teacher] in the Education 
Department, when you put your portfolio together, there was a sense of 
satisfaction…you could truly see where you’ve been and see all of the 
things that you do. I personally felt that, I’ve still got mine (ITFG1). 

 

The third and final theme for Research Question Three was strengths of the APST. 

The overwhelming response from teachers about the greatest strength of the APST was 

that the Standards had provided national consistency in terms of a framework that had 

defined and allowed for the recognition of good teaching, for example, “I think it is 

really good to have key ideas of the areas that a teacher needs… in order to be a ‘good’ 

teacher” (ITFG3). Another area of national consistency, identified as a strength of the 

Standards related to the AITSL website, which provided tools and resources for all 

Australian teachers to support site-specific enactment of the APST.  
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The second sub-theme for strengths of the APST was increased self-reflection. Some 

participants in each of the three teacher focus groups commented that the APST had 

increased their self-reflection practices, for example:  

It is making me re-evaluate my teaching practice…it’s started to make me 
think about my own professionalism again…So, I think my teaching is 
improving again this year by the fact that I’ve actually… in my head been 
reflecting on whether I do or don’t, or how I do different things. So, in that 
respect I’ve found it [APST] really positive (ITFG2). 
 

In addition, “I love them. It helps me to reflect on my practice and I agree with most of 

the things that are listed” (ITFG1).  

 

Conclusion 

This chapter has provided an overview of the key findings from Independent School for 

the first three research questions. The first question related to the context of influences 

on the APST. For school LEADERS, ‘global’ and national influences were more 

prominent than school influences on the APST. For TEACHERS, the most prominent 

theme was being unaware of influences on APST. Teachers also considered national 

and ‘global’ influences to be more prominent than school influences on the APST.  

 

Research Question Two related to the context of policy text production. For school 

LEADERS, prominent themes included improving teacher/teaching quality, classroom 

practice prioritised, and stakeholder collaboration. Prominent themes for TEACHERS 

were being unaware of APST policy development, being unfamiliar with APST policy, 

improving teacher/teaching quality, prioritising classroom practice, and student equity. 

 

Research Question Three was centred on the context of practice. Themes for this 

context were more varied than for the contexts of influences and policy text production. 

For school LEADERS, the most prominent theme was challenges with the APST, 
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which included: time constraints, cultural change, distinguishing critical career points, 

and a narrow focus on academic outcomes. The second theme to emerge was strengths 

of the APST, such as: professional growth and development, and national consistency. 

The third theme to be distinguished was changing school practices, which included: 

improving teacher/teaching quality, and the increasing use of research and data.  

 

For TEACHERS, the most prominent theme was changing school practices such as: 

professional learning and professional reviews being aligned to the APST. The second 

theme was challenges with the APST, which included uncertainty about requirements 

and increased workload. The third theme was strengths of the APST, for example, 

national consistency and increased reflection. 

 

On balance, leaders had a longer period of active engagement with APST and a deeper 

knowledge of stakeholders, influences, policy processes, and the policy text than 

teachers. In contrast, teachers had a stronger understanding of the challenges and 

strengths of enacting the APST at the school level than school leaders.  

 

The following chapter will compare and contrast findings within and between the 

different levels of the policy trajectory (national, State, and local), link findings to the 

literature, examine power differentials, and generate propositions relevant to each 

context of the policy trajectory. 
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CHAPTER	  NINE:	  META-‐ANALYSIS	  ALONG	  THE	  POLICY	  
TRAJECTORY	  AND	  DISCUSSION	  

 

Introduction	  

This study has analysed the Australian Professional Standards for Teachers (APST) 

policy to determine: the influences leading up to the policy; the processes of policy text 

production; the effects on school practices in three selected Western Australian 

secondary schools; and, possible longer-term outcomes resulting from the policy. 

Findings from the national, State, and school levels of the policy trajectory, for the first 

three research questions, were presented in the previous four chapters. Ball’s original 

‘policy trajectory’ (1994), as further developed by Vidovich (2007b; 2013), was used to 

structure the preceding chapters, as well as this meta-analysis along the policy trajectory 

and discussion chapter.  

 

Each ‘context’ of the adopted policy trajectory (influences, policy text production, 

practices, and outcomes) formed the basis of the four research questions, which will be 

answered, in turn, throughout the remainder of this chapter. Although each research 

question has been addressed individually, in reality there were multiple points of 

intersection. For each research question, prominent themes have been identified, 

compared, and contrasted within and between levels of the policy trajectory, and 

discussed in relation to the literature. Consistent with critical theory, power differentials 

between different stakeholders have then been highlighted in this chapter, because this 

was a major theme to emerge from the data. Each section concludes with a synthesis of 

findings in order to generate key propositions relevant to each research question and 

related context of the policy trajectory. As for Chapters Five through to Eight, major 
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themes from the data collected in 2016-2017 have been presented in bold text, and 

where applicable sub-themes have been indicated in bold italicised text. 

 

The Context of Influences 

Research Question One: How have ‘global’, national, State, and local (school) factors  
influenced policy processes for the Australian Professional Standards for Teachers? 
 
Themes for this context, as summarised in Table 9.1, have been presented in descending 

order of prominence as determined by the data. There was less variation in stakeholder 

perspectives between the national, State, and school levels for the context of influences 

than there was for the other contexts of the policy trajectory. 

 
Table 9.1: Context of Influences - Themes at Different Levels of APST Policy Trajectory 

Level of Policy Trajectory Themes  (bold text)   
Sub-themes (bold italicised text)                      National State Government 

School 
Catholic 
School 

Independent 
School 

National influences on the APST 
   -improving teacher/teaching quality 
   -other Australian policies 

 
*** 
*** 

 
*** 
*** 

 
** 
** 

 
*** 
** 

 
*** 
*** 

‘Global’ influences on the APST 
   -international research 
   -international comparisons 

 
** 
 

 
** 
** 

  
* 
** 

 
** 
** 

Unaware of influences on the APST   ** * * 
School influences on the APST *   * * 
Note.***strongly represented **moderately represented *weakly represented themes/sub-themes  
 

The most prominent theme for Research Question One was national influences on the 

APST. This theme was identified as the first or second most prominent theme at the 

national, State, and school levels of the policy trajectory. Two sub-themes were 

identified, with the first being improving teacher/teaching quality. Participants at all 

levels of the policy trajectory identified teacher/teaching quality to be the most 

important in-school factor influencing student learning outcomes, a position also widely 

reported in the literature (Darling-Hammond, 2006; Hattie, 2009; Strunk et al., 2012). 

The academic John Hattie, particularly through his book Visible Learning (2009), was 
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specifically identified by participants at all levels of the APST policy trajectory as being 

a powerful individual policy actor in the Australian educational reform agenda.  

 

In addition, the Organisation for Economic Co-operation and Development (OECD) 

(2005) asserted that teacher quality was the most important in-school influence on 

student learning outcomes that could be impacted by policy. Some authors have 

highlighted that policies attempt to ‘solve’ problems (Braun et al., 2011; Rizvi & 

Lingard, 2010; Welch, 2018). In this case, participants identified the development of the 

APST as having been influenced by the ‘need’ to solve the ‘problem’ of 

teacher/teaching quality and student learning in Australia, a position also acknowledged 

by Bourke et al. (2013). Only participants at the State level challenged the assumption 

that improving teacher quality would improve student outcomes, a notion also refuted 

by Fullan et al. (2015), Hallinger et al. (2014), and Rowan, Kline, and Mayer (2017).  

 

Links to other Australian policies was the second sub-theme for national influences on 

the APST. Participants identified a variety of policies linked to the APST, although not 

all policies were relevant at all levels of the policy trajectory. Influential policies named 

at the national and State levels, as well as by school leaders included the Melbourne 

Declaration on Educational Goals for Young Australians (MCEETYA, 2008), the 

Australian Teacher Performance and Development Framework (AITSL, 2012b), the 

Australian Charter for Professional Learning for Teachers and School Leaders 

(AITSL, 2012a), and the Australian Professional Standard for Principals (AITSL, 

2014c).  

 

Teachers from all three case study schools identified the Australian Curriculum 

(ACARA, 2014a) as linking to the APST. In addition, some teachers also identified the 
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National Assessment Program – Literacy and Numeracy (NAPLAN) as a policy 

relevant to the Standards. The plethora of associated policies in Australia gave credence 

to the idea that policies have been used as vehicles to drive education reforms (Simons 

et al., 2009). New policies have outwardly seemed to be the easiest way to achieve 

change (Fullan, 2001), however, State and school level findings from this study echoed 

warnings in the literature that when multiple policy reform agendas are attempted 

simultaneously the overall effectiveness of these reforms can be reduced (Leaton Gray 

& Whitty, 2010; Tuytens & Devos, 2009).  

 

School leaders and teachers also identified the possibility of performance pay for 

teachers as a potential influence on the APST. Despite no mention of performance-

based pay in the APST policy documentation, successive Australian education ministers 

had raised this issue around the time the APST policy was released. Welch (2018) has 

been critical of Australian politicians and mainstream media for popularising 

performance pay for teachers when, in his view, historical examples clearly demonstrate 

that education in Australia has been impoverished when payment by results schemes 

have existed. Teachers’ pay has traditionally been based on qualification and length of 

service, however, the OECD reported that this system did not attract or retain quality 

teachers (OECD, 2009, 2012, 2014a). Furthermore, qualifications and length of service 

have not been associated with improved student outcomes (OECD 2009, 2012; 

Firestone, 2014). Although the OECD (2005) identified numerous performance pay 

options, school leaders and teachers from this study assumed, if adopted, performance 

pay in Australia would be linked to students’ NAPLAN test results.  

 

The second most prominent theme to emerge for Research Question One was ‘global’ 

influences on the APST. This theme was expressed most strongly at the national and 
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State levels of the policy trajectory, however, it also featured strongly for non-

government school leaders and to a lesser extent non-government school teachers. 

International research was the first of two sub-themes related to ‘global’ influences on 

the APST. Research was reported to have increasingly influenced education across 

international settings, and in Australia. Research had been used to justify the 

development of national and State level policies analysed in this study, reflecting a shift 

towards evidence-based policy (Cooper et al., 2009). Three research areas, as outlined 

in the following paragraphs, were identified from the interview and documentary data as 

having influenced the APST policy. 

 

Participants from all levels of the policy trajectory were familiar with research 

identifying teachers as having the greatest in-school influence on students’ learning 

outcomes (see Darling-Hammond, 2006; Hattie, 2009; Strunk et al., 2012). Participants 

were generally positive about this research, as they perceived it acknowledged the 

important role of teachers in the outcomes achieved by students. Although not discussed 

by participants, concerns in the literature were related to teachers being positioned as 

having the sole responsibility for solving education and society-wide problems 

(Kostogriz & Doecke, 2011; Rizvi & Lingard, 2010). For example, some scholars stated 

that NAPLAN and the associated My School website over-emphasised in-school factors 

such as teacher quality and obscured other complex social, cultural, economic, and 

historical factors that were also known to impact student outcomes (Lingard et al., 

2014).  

 

The second research area identified as an influence on the APST related to the 

variability of teaching quality within schools. National and State level participants were 

familiar with Australia having a relatively high level of teaching variability within 
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schools when compared to other countries. This notion was highlighted by Hattie 

(2015), who quoted OECD figures that identified the variability of teaching quality 

within Australian schools (72%), as the greatest barrier to improving students’ academic 

outcomes overall. In contrast, without mentioning research, school leaders and teachers 

perceived that the ‘need’ to increase the consistency of teaching between schools, and 

States and Territories within Australia, had influenced the APST. Therefore, evidence 

from this study reflected assertions in the literature that one of the main aims of 

professional teacher standards is to improve teaching consistency (Ryan & Bourke, 

2013; Torrance & Forde, 2017). 

 

The third research area identified as an influence on the APST related to harnessing in-

school expertise. This was perceived by national and State level participants, and school 

leaders, as a way to address teaching variability within schools. The benefits of collegial 

collaboration to harness in-school expertise have been widely reported in the literature 

over a long period of time (Gonski et al., 2018; Hargreaves, 1994; Hattie, 2015; 

Ingvarson & Kleinhenz, 2006). From the national level policies analysed in this study, 

responsibility for collegial collaboration had been delegated to teachers through the 

APST ‘Professional Engagement’ domain, and the ‘Highly Accomplished’ and ‘Lead’ 

career stages. These aspects of the APST have made it explicit that teachers have 

responsibilities beyond their classroom/s. Although findings from this study concurred 

with the trend towards evidence-based policy, Dinham (2015) was critical of the way 

that, in Australia, research had been distorted, discounted, and disregarded to privilege 

neoliberal ‘solutions’ to solve the ‘problems’ of teacher/teaching quality and student 

learning outcomes. In addition, Biesta (2015) argued that there had been an over-

reliance on evidenced-based policy in education across international settings and that 



	   192	  

teachers should be empowered to use their professional judgement to better meet local 

needs (see Mayer, 2014).  

 

The second sub-theme related to ‘global’ influences on the APST was international 

comparisons. State level participants had the strongest awareness of international 

comparisons as an influence on the APST, generally through the OECD’s Programme 

for International Student Assessment (PISA). State level participants were also aware of 

OECD publications that linked teacher/teaching quality to enhanced student outcomes. 

School leaders were generally more aware than teachers of global influences on the 

APST. However, teachers were aware of international comparisons if teachers in their 

school had taught overseas. Findings from this study reflected the stance of Sellar and 

Lingard (2015) who asserted that the OECD had been a powerful influence on national 

education systems. The PISA and its associated league tables had been the main 

comparative measure to rank participating nations’ education performance (Rizvi & 

Lingard, 2010). On the positive side, McGaw (2008), former OECD Director of 

Education, stated that the PISA had increased the profile of both quality and equity in 

education. In contrast, Gorur (2015) criticised the role of PISA for encouraging an over-

reliance on numbers and for being reductionist in nature and of questionable accuracy. 

 

Interestingly, participants at the State level of the policy trajectory were the only ones to 

identify the United States of America (USA) as an influence on the APST. Louden 

(2000) maintained that the USA, through its National Board for Professional Teacher 

Standards (NBPTS), had heavily influenced advanced teacher standards developed by 

Australian professional subject associations in the 1990s. Furthermore, in 2008, the 

president of the NBPTS had led an Australian workshop for representatives from 



	   193	  

various professional teacher associations that led to the development of the ‘Highly 

Accomplished’ and ‘Lead’ career stages of the APST. 

 

Although the United Kingdom (UK) has traditionally been a source of policy borrowing 

in Australia, it was not identified in the literature as having a formal influence on the 

APST. Some teachers who had taught in both the UK and Australia identified 

similarities between both countries’ education policies and practices, particularly in 

relation to teacher standards and national student testing. Teachers and school leaders 

did not raise any concerns about UK reforms, despite disparaging findings in the 

literature stating that UK policy directions had been heavily criticised for negatively 

impacting staff, students, and schools (see Alexander, 2010; Barker, 2010; Fullan et al., 

2015; House of Commons, 2008; Keddie, 2015a; Welch, 2018). State level participants 

from this study were the only ones to raise concerns about education reforms in the UK 

influencing education in Australia.  

 

Two less prominent themes emerged for Research Question One in relation to 

influences on the APST. When directly asked, teachers from all three case study schools 

and some leaders indicated that they were unaware of influences on the APST. In 

contrast, participants at the national and State levels of the policy trajectory confidently 

identified influences on the APST. These varied findings may reflect the normalisation 

of neoliberal ideology, which according to Rizvi and Lingard (2010) decreases the 

capacity of local organisations to make authentic modifications to policies. In addition, 

these findings could also indicate that information dissemination within sectors and/or 

schools could be improved. 
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The second less prominent theme for Research Question One was related to school 

influences on the APST. Adoniou and Gallagher’s (2017) observation, that teacher 

input into teacher standards was generally restricted to the provision of feedback once 

the standards had already been established, was reflected in findings from this study. 

Data showed that school influences on the APST were most strongly reported at the 

national level where the validation process used for the APST was described in detail. 

Approximately 6,000 teachers provided feedback via on-line surveys or focus groups 

held in each State and Territory on the draft APST (AITSL, 2011). The strength of 

school influences reported at the national level and in the literature, was not supported 

at the school level of this study, where the overwhelming response from teachers was 

they had not influenced the APST policy in any way. 

 

Power	  differentials	  and	  influences	  on	  the	  APST.	  
	  
When looking at power differentials, influences on the APST can be seen as top-down 

in nature. In terms of ‘global’ influences, globalisation and its accompanying neoliberal 

ideology has been shaping education reforms around the world since the 1990s 

(Marginson, 2010; Welch, 2018). The effects of globalisation in some countries such as 

Australia, have been associated with a trend towards greater national government 

control of education, and greater regulation and accountability of schools and teachers 

to governments. The APST, and other related national education policies, can be seen as 

evidence of a wider accountability agenda in Australia. 

 

The policies and practices of international organisations have increasingly influenced 

national education policies around the world (Moutsios, 2010). Findings from this 

study, and the literature, identified the OECD as a powerful stakeholder exerting 

influence on member and non-member nations through the use of coercive practices 
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such as international benchmarking, evaluation of national policies, surveillance, and 

peer pressure (Rizvi & Lingard, 2010; Sellar & Lingard, 2015). Uncritical policy 

borrowing, as well as more active policy learning have been accelerated through direct 

conduits, which in Australia have included: workshops by the USA’s National Board 

for Professional Teacher Standards being held in Australia in 2008; and, former OECD 

Director of Education, Barry McGaw having become the Chair of Board for the 

Australian Curriculum, Assessment and Reporting Authority in 2009. Some academics 

have been critical of the international trend to accept similar policy ‘solutions’ to 

education ‘problems’, ignoring social, historical, and economic factors at national, 

State, and local levels (see Ball, 2006; Mayer, 2014; Rizvi, 2006). 

 

Further evidence of the OECD’s influence in Australia can be seen through the 

Australian Government committing Australia to being ranked in the top five countries 

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

Australian Government, in turn, has used funding levers to ‘encourage’ State and 

Territory agreement to an ensemble of national education policies (Reid, 2009, 2012), 

including the APST. Savage (2015) highlighted how government agencies, such as the 

Australian Institute for Teaching and School Leadership, and the Australian 

Curriculum, Assessment and Reporting Authority, have become eminently powerful in 

dictating national policies. On the other hand, he stated these agencies have also been 

able to broker new relationships between Australian, State and Territory governments. 

Although relationships between national, State and Territory governments may have 

improved, the major responsibility for achieving national education goals (improving 

student outcomes, as measured by standardised tests) has shifted from governments to 

schools and teachers (Kostogriz & Doecke, 2011; Rizvi & Lingard, 2010). The 

influence of in-school factors such as teacher/teaching quality have been over-
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emphasised whilst the role of governments has been de-emphasised (Lingard et al., 

2014).  

 

Propositions	  relating	  to	  the	  context	  of	  influence.	  
	  
Drawing on findings from this research with reference to the literature, themes relating 

to the context of influences have been synthesised into the following two propositions. 

Propositions 1-2: policy influences 

1. Neoliberal ideology has increasingly influenced the Australian Government’s 

steerage of national education policies and processes, including the APST, in an attempt 

to ‘drive up’ student learning outcomes, as measured by standardised test results, to 

promote Australia’s future national productivity and international competitiveness.  

2. Through changing policy processes, ‘global’ and national stakeholders have 

gained power and influence; whereas, individual teachers have lost power and 

influence, but gained responsibility for achieving policy directives, such as those 

expressed through the APST.  

 

 

The Context of Policy Text Production 

Research Question Two: What are the defining characteristics of the Australian 
Professional Standards for Teachers policy text and how was it produced? 
 
Major themes and related sub-themes for the context of policy text production along the 

policy trajectory have been summarised in Table 9.2 following. Themes have been 

presented in descending order of prominence as determined by the data. 
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Table 9.2: Context of Policy Text Production - Themes at Different Levels of the APST 
Policy Trajectory 

Level of Policy Trajectory Themes (bold text) 
Sub-themes (bold italicised text) National State Government 

School 
Catholic 
School 

Independent 
School 

Enhancing teacher professionalism 
     -defining teacher/teaching quality 
     -improving teacher/teaching quality 
     -improving the status of teaching 

 
*** 
*** 
*** 

 
*** 
*** 

 
*** 
 
** 

 
* 
 
* 

 
 
*** 
* 

Coupling of teaching and learning 
    -prioritising student learning  
    -prioritising classroom practice 

 
** 

 
*** 

 
 
* 

 
 
** 

 
 
** 

Stakeholder collaboration *** ** * * * 
Note. ***strongly represented **moderately represented *weakly represented themes/sub-themes 
 

The most prominent theme for Research Question Two, about the characteristics of the 

policy text, was the role of the APST in enhancing teacher professionalism. Evans’ 

(2008) stance that teacher professionalism is complex and contested was reflected in 

findings from this study. Consistent with Evans’ (2013) conceptualisation of teacher 

professionalism, participants from this study perceived that teacher professionalism 

included expectations for teachers, as well as attitudes shown towards the profession. 

From the documentary analysis of this study, close alignment was noted between the 

names of the APST domains (‘Professional Knowledge’, ‘Professional Practice’ and 

‘Professional Engagement’) and the main components of the OECD’s (2016b) 

definition of teacher professionalism that included the headings of knowledge, 

engagement, and autonomy. Participants from this study believed that a definition of 

teacher/teaching quality was needed to improve teacher/teaching quality which, in turn, 

could raise the overall status of the teaching profession in Australia. This stance was 

echoed by Ryan and Bourke (2013) who argued that teacher professionalism had 

increasingly been linked to teacher quality by the specification of professional standards 

for teachers.  

 

Participants from all levels of the policy trajectory perceived that the APST had 

enhanced teacher professionalism by defining teacher/teaching quality, which had 
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clarified expectations for teachers in Australia. Some scholars argued that teacher 

standards aimed to enable judgements or evaluations to be made about teacher/teaching 

quality (Buchanan, 2017; Torrance & Forde, 2017). Some of the major aims of 

evaluation processes identified by Hallinger et al. (2014) included managing under-

performance, and providing feedback and support for teachers. In this study, State and 

school level 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, and promotion processes. Participants were 

generally positive about the APST being used for improvement functions such as 

identifying ‘good’ practice and supporting the continuous growth and development of 

teachers. However, school leaders and teachers also raised concerns about the APST 

being used for accountability functions such as comparing or judging teachers and 

schools. These findings reflect a position widely reported in the literature that 

substantial 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 way that participants perceived the APST policy text had contributed to 

enhancing teacher professionalism was by improving teacher/teaching quality. All 

participants were aware that the APST policy had defined expectations for teachers at 

four different career stages (‘Graduate’, ‘Proficient’, ‘Highly Accomplished’, and 

‘Lead’). Formatting the APST policy document as a continuum had been well received 

by participants. Teachers felt the continuum encouraged reflection and the identification 

of areas that could improve their practice, in line with possible benefits associated with 

teacher standards, including standards for highly accomplished teachers, identified by 

Ryan and Bourke (2013) and Mayer (2009), respectively.  
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Perhaps in order to counter concerns identified by the OECD (2009), that evaluation on 

its own was not enough to drive improvements in teacher/teaching quality, the AITSL 

developed two further policies to support enactment of the APST: the Australian 

Teacher Performance and Development Framework (AITSL, 2012b) and the Australian 

Charter for the Professional Learning of Teachers and School Leaders (AITSL, 2012a). 

The policies outlined the role of effective teacher evaluation, and a framework to guide 

professional learning, respectively. In conjunction with the APST, these two policies 

aimed to facilitate the ongoing improvement of teacher/teaching quality in Australia. 

Evidence from this study also echoed findings in the literature that the improvement 

function of teacher standards had encouraged teachers to be honest and self-reflective 

(OECD, 2009). In contrast, although not identified as a concern in this study, standards 

used for accountability tended to discourage teachers from identifying ‘weaknesses’ 

particularly if this was likely to have a negative impact on career or salary progression 

(OECD, 2009).  

 

The third way participants believed that the APST policy could contribute to enhancing 

teacher professionalism was by improving the status of teaching. Teachers at the 

school level of the policy trajectory raised concerns about the perceived decline in the 

status of the teaching profession. Teachers from this study maintained this decline was 

in part due to the belief that mainstream media had over-represented the under-

performance of a small minority of teachers. For national level and school leader 

participants, 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’ to summarise how the APST 

had helped to explain the profession of teaching to the broader community. In addition, 
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Gonski et al. (2018) called for teaching, in Australia, to become a high-status 

profession. 

 

The second most prominent theme identified for the context of policy text production 

was the coupling of teaching and learning. This theme drew together findings related 

to ‘prioritising student learning’ and ‘prioritising classroom practice’ as presented in 

Chapters Five through to Eight. Prioritising student learning emerged as a defining 

characteristic of the APST, however, there were differences in how this sub-theme 

manifested at each level of the policy trajectory.  

 

At the national level, research arguing that teachers have the greatest in-school 

influence on student outcomes (Darling-Hammond, 2006; Gonski et al. 2018; Hattie, 

2009; Strunk et al., 2012) was used to justify a national focus on improving 

teacher/teaching quality. The formally stated aim of national policies such as the 

Australian Professional Standards for Teachers (AITSL, 2011), the Australian Teacher 

Performance and Development Framework (AITSL, 2012b), and the Australian Charter 

for the Professional Learning of Teachers and School Leaders (AITSL, 2012a) was to 

improve teacher/teaching quality in order to improve student outcomes. Students’ 

performance on standardised national (NAPLAN) and international (PISA) tests, were 

identified as important ways to evaluate progress towards achieving national education 

goals in Australia (COAG, 2014; Gonski et al., 2018). At the State level of this study, 

improving student outcomes was implied as the main goal of the APST, however, this 

was perceived to be a shared responsibility, with teacher/teaching quality viewed as one 

of multiple factors that could facilitate improved student outcomes. At the school level 

of this study, teachers and school leaders tended to have a broad and holistic notion of 
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student outcomes as being much more than just achievements on standardised tests such 

as NAPLAN.     

 

Prioritising classroom practice was the second sub-theme associated with the coupling 

of teaching and learning. Participants from different levels of the policy trajectory held 

differing views as to the relative importance of the three domains of the APST: 

‘Professional Practice’, ‘Professional Knowledge’, and ‘Professional Engagement’. 

Interview data from the national level indicated that the ‘Professional Engagement’ 

domain was most relevant to the AITSL’s role centred on developing professional 

learning opportunities for teachers and school leaders. This emphasis on developing 

professional learning activities could be considered as an additional means to combat 

the OECD’s (2009) assertion that evaluation processes are ineffective in improving 

teacher quality unless linked to ongoing professional learning. State level participants 

from this study highlighted the ‘holistic’ nature of the APST as one of its defining 

characteristics.  

 

At the school level, ‘Professional Knowledge’ and ‘Professional Practice’ were deemed 

to be the most important domains of the APST. Teachers assumed their knowledge was 

more than adequate for their role; therefore, ‘Professional Practice’ was identified as the 

greatest determiner of teacher/teaching quality. The emphasis on ‘Professional Practice’ 

by teachers could reflect what Evans’ (2008) described as a ‘restricted professional’ 

who relies on narrow classroom-based perspectives. Teachers from this study perceived 

that the ‘Professional Engagement’ domain of the APST was most relevant to staff in 

leadership positions. This emphasis, for school leaders, could reflect what Evans (2008) 

described as ‘extended professionality’ encompassing a broad educational vision based 

on both theory and practice. 



	   202	  

The third theme to emerge for Research Question Three was stakeholder collaboration 

in relation to the development and production of the written APST policy. One of the 

perceived strengths of the APST, according to the OECD (2011), was the extensive 

involvement of the teaching profession, employers, teacher educators, and institutions in 

its development. However, Ryan and Bourke (2013) presented an alternative 

conceptualisation that saw teachers positioned as non-experts, and the last in line of a 

management hierarchy, behind central offices, and school leaders. In this scenario, 

decisions about the APST were made centrally with teachers being left to enact the 

policy locally. In a neoliberal vein, successful policies might be framed as those decided 

centrally and implemented with minimum intervention locally (Bottery, 2009). 

Evidence for this position could be seen by the strongest sense of stakeholder 

collaboration coming from the national level of the policy trajectory. Lists of 

stakeholders in the APST policy documentation and interview data gave the impression 

of broad consultation and collaboration. Some State level participants expressed the 

view that collaboration had been very broad, whilst others maintained that collaboration 

had been non-existent.  

 

At the school level, school leader interview data also showed variation. Some school 

leaders had been involved in State or national networking committees, which afforded 

them a privileged position in terms of participating in, and understanding, the APST 

policy development and production processes. The overwhelming response from 

teachers in this study was that they were unaware of how the APST had been 

developed; that they had not been involved in developing or validating the APST; and, 

they were unable to confidently identify stakeholders. Only four (out of 49) school level 

participants acknowledged having had an opportunity to contribute to the APST or 

validation processes. As such, school leaders and teachers did not report the high levels 
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of stakeholder collaboration articulated in the literature, APST policy documentation, or 

interview data at the national level of this policy trajectory.  

	  

Power	  differentials	  and	  APST	  policy	  text	  production.	  
	  
According to Welch (2013, 2018), policies are embedded in a time and place to achieve 

a particular purpose. In this case, the official purpose of the APST written policy was to 

improve teacher/teaching quality in Australia. However, politicians, policy-makers, and 

bureaucrats have increasingly been influenced by neoliberal ideology and have pursued 

policies such as the APST to hold schools and teachers accountable for students’ 

academic achievements (Clements, 2013; Thompson & Harbaugh, 2013). Challenges 

have been reported in the literature relating to the same professional standards for 

teachers being used for both improvement and accountability functions (Forde et al., 

2016; OECD, 2009; Torrance & Forde, 2017; Watson & Fox, 2015). Data from this 

study revealed that the national level of the policy trajectory tended to focus on the 

accountability function of the APST, but the State and school levels tended to focus on 

both accountability and improvement functions of APST, in line with assertions made 

by Watson and Fox (2015). In Australia, the shift of agenda setting for teacher standards 

away from professional teacher associations to the Australian Government was reported 

to have increased the emphasis of accountability over improvement functions of the 

APST (Ingvarson, 2015). This, in turn, resulted in a particular type of government-

endorsed teacher professional being legitimised and privileged (Bloomfield, 2009). 

 

 Other influences identified in the literature as associated with a prevailing neoliberal 

ideology included the normalisation of performance targets in teaching (Ball, 2006; 

Evans, 2013; Keddie, 2015a). This position was reflected in this study by teachers 

recognising similarities between language used in the APST and commercial settings 
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such as ‘key performance indicators’. Findings from this study also supported Roberts’ 

(2016) stance that reflection could guide improvements in education, although Keddie 

(2015a) cautioned that reflection could result in increased individual responsibility for 

performance. Neoliberal influences were evident throughout the policy documents 

analysed by linking teacher/teaching quality to student learning outcomes to secure 

Australia’s future national productivity and international competitiveness.  

 

In terms of power differentials for the context of policy text production, data from this 

study revealed that policy actors at the national level were seen to have the greatest 

influence on policy text production processes for the APST. The AITSL as a national 

organisation, since its formation, had taken the lead in producing and maintaining the 

written APST policy text and associated national networks of policy actors (AITSL, 

2017a). According to participants, State level policy actors were the next most powerful 

stakeholders with regard to policy text production processes for the APST. Participants 

at all levels of this policy trajectory were aware that State level participants had been 

involved in national networks to develop and/or maintain the APST. Interview data 

from participants at the State level revealed that State level organisations had also 

contributed to preliminary standards used to shape the final version of the APST, for 

example the Competency Framework for Teachers, developed by the Department of 

Education and Training Western Australia (2004). In general, school leaders had a 

longer period of engagement with, and a deeper knowledge of, the APST than teachers.  

 

Propositions	  relating	  to	  the	  context	  of	  policy	  text	  production.	  
	  
Drawing on this study’s findings, with reference to the literature, themes relating to the 

context of policy text production have been synthesised into the following propositions. 
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Propositions 3-5: policy text production 

3. The Australian Government has increasingly influenced the definition of 

teacher professionalism in Australia by formally linking teacher professionalism to 

teacher/teaching quality through the production of the APST policy text.  

4. Tensions arose from the APST policy text having both accountability and 

improvement functions. However, the influence of neoliberal ideology in the policy text 

production processes prioritised the accountability functions over the improvement 

functions of the APST. 

5. The Australian Government has exerted increasing control over the Australian 

States and Territories through ‘apparent’ stakeholder collaboration in the APST policy 

text production processes that ensured the neoliberal interests of the policy elite were 

met to enhance national competitiveness in a global knowledge era. 

 

The Context of Practices (Enactment) 

Research Question Three: What practices have resulted from enactment of the 
Australian Professional Standards for Teachers policy in selected Western Australian 
secondary schools? 
 

There was more variation in stakeholder perspectives between the national, State, and 

school levels for the context of practices than for the other three contexts of the policy 

trajectory. Themes for this context, as summarised in Table 9.3, have been presented in 

descending order of prominence as determined by the data. 
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Table 9.3: Context of Practices - Themes at Different Levels of APST Policy Trajectory 
Level of Policy Trajectory Themes (bold text) 

Sub-themes (bold italicised text) National State Government 
School 

Catholic 
School 

Independent 
School 

Changing practices 
     -performance reviews aligned to the APST 
     -professional learning aligned to the APST 
     -increasing use of data 

 
 
** 
*** 

 
** 
*** 
** 

 
*** 
* 
 

 
*** 
*** 
** 

 
** 
** 
* 

Challenges with APST 
     -cultural change 
     -time constraints 
     -uncertain/competing requirements 

  
** 
 
** 

 
*** 
*** 
 

 
* 
** 

 
*** 
*** 
* 

Strengths of APST 
    -enhancing teacher professionalism 
    -common language 

 
** 
*** 

 
 
* 

 
** 
 

 
** 
* 

 
* 
 

Note. ***strongly represented **moderately represented *weakly represented themes/sub-themes 
 

The most prominent theme for Research Question Three was the role of the APST in 

changing practices. The first of three changing school practices sub-themes to emerge 

from the data was performance reviews aligned to the APST. According to teachers 

from all three case study schools, this was the primary way that they had engaged with 

the APST. Braun et al. (2011) argued that the form and extent of policy enactment at the 

local (school) level partially depended on whether the policy was mandated, 

recommended, or suggested. Evidence for enactment of the APST as a policy mandate 

was seen through the Australian Government’s Minister for Education’s 2012 

announcement that all Australian teachers would be reviewed annually based on the 

APST according to guidelines presented in the Australian Performance and 

Development Framework (AITSL, 2012b). Although all three schools had embedded 

the APST into their performance review processes, the name and format of these 

processes varied depending on what Braun et al. (2011) identified as school-specific 

factors which included localised constraints, enabling factors, the prominence of 

overlapping policies, and the role of different policy actors.  

 

Participants from this study identified both positive and negative consequences as a 

result of aligning performance reviews to the APST. According to school leaders, the 



	   207	  

APST had proved to be useful framework to guide performance review activities 

including goal setting, determining professional development priorities, and managing 

under-performance. These benefits echoed ideals put forward in the literature that all 

teachers benefit from feedback, supportive leadership, and professional learning 

(Gonski et al., 2018; Hattie, 2015; Ingvarson, 2015; Ingvarson & Kleinhenz, 2006). 

Teachers maintained that the main advantage of aligning performance reviews to the 

APST was to manage issues of under-performance. This finding reflected the OECD’s 

figures, cited by the AITSL (2012b), that 63% of Australian teachers only completed 

performance reviews to fulfil administration requirements. State level participants 

acknowledged the existence of ‘overlapping policies’ (Braun et al., 2011) as a negative 

consequence associated with the APST which could overwhelm teachers and reduce the 

overall effectiveness of the policy reform (Leaton Gray & Whitty, 2010; Tuytens & 

Devos, 2009). 

 

The second changing school practice identified was professional learning aligned to 

the APST. The expectation that professional learning would be aligned to professional 

standards was put forward by Evans (2013) and Leaton Gray and Whitty (2010). Data 

from this study reflected this position, with participants acknowledging that both 

internal and external professional learning and development opportunities had been 

aligned to the APST. According to Adoniou and Gallagher (2017), the APST had 

played a role in supporting teachers’ professional learning and development 

opportunities with schools personalising their use of the APST to better meet their 

unique school needs. Specific school factors, as identified by Braun et al. (2011), such 

as localised constraints, enabling factors, overlapping policies, and the role of policy 

actors have been used to provide a brief overview of how the APST policy has been 

enacted at each of the three case study schools in relation to professional learning.  
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For one of the case study schools, the over-riding localised constraining factor was 

isolation due to its geographic location. School leaders and teachers from this school 

were the only participants to identify accessing professional learning as a challenge 

associated with enacting the APST. Resources were limited, which made it difficult for 

teachers to access professional learning and development opportunities, often only 

available in Perth, the capital city of Western Australia. As such, school leaders, as the 

major policy actors at the school level, had focused on developing innovative internal 

professional development and learning opportunities to meet mandated national and 

State policy requirements. These initiatives included the review and re-structure of 

performance review processes that dovetailed with professional learning priorities. The 

Principal had also deliberately set about broadening teachers’ definitions of professional 

learning to be more than ‘attending courses’, as a way of harnessing existing in-school 

expertise and fostering collaboration to enable policy enactment. Therefore, an increase 

in teacher leadership opportunities had been reported with teachers delivering internal 

professional learning sessions. Presenters had been formally acknowledged through the 

issuing of certificates outlining those aspects of the APST that had been addressed 

through the session/s.   

 

For another case study school the major localised constraining factor was its newness. 

This school had grown rapidly, which meant that additional teachers needed to be 

employed regularly to support the growing student population. As highlighted in 

Chapter Seven, maintaining a positive school culture around the APST had been made 

more difficult when there was resistance from new staff. This constraint had been 

ameliorated by the existence of a well regarded and consistent school leadership team. 

Although this school did not appear to be restricted by resources, it also had deliberately 

focused on internal school processes such as recruitment, performance reviews, and 
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professional learning to enable enactment of the APST. This school had the longest 

period of engagement with the APST, which had contributed to the Standards being 

considered to be part of the School’s culture. Initiatives other than performance reviews, 

such as classroom observations and professional learning communities, also had been 

established to support this school’s use of the APST to promote quality teaching and 

learning at this school. All internal professional learning and development processes 

were, first and foremost, designed to support the learning culture of this school, but also 

with the view that they could be used by teachers to meet external requirements such as 

those for the Teacher Registration Board of Western Australia.  

 

For the third case study school, the major localised constraining factors included the 

newness of the school’s leadership team, and ongoing frustrations associated with early 

attempts to embed the APST into the School’s culture. This School’s leadership team 

had changed significantly in 2015, the year prior to data collection, which seemed to 

have halted progress towards enacting the APST. All processes relating to performance 

reviews and professional learning were under review at the time of data collection. A 

lack of clarity around expectations and processes for performance reviews, and the 

recognition and reward of teachers, were deemed to be the major sources of frustration 

for teacher participants. Thus, leadership instability and unclear school processes had 

negatively impacted teachers’ willingness to engage with the APST at the time of data 

collection.  

 

With regard to professional learning, all three case study schools had experienced 

significant policy overlap due to the existence of multiple national, State, system and/or, 

school policies. The existence of multiple reform agendas was reported in the literature 

as reducing the effectiveness of reform initiatives (Leaton Gray & Whitty, 2010; 



	   210	  

Tuytens & Devos, 2009). Evidence for professional learning as a partial mandate 

(Braun et al., 2011) could be seen through the APST ‘Professional Engagement’ domain 

and links to the Australian Charter for Professional Learning of Teachers and School 

Leaders (AITSL, 2012a). This ‘Charter’ outlined ‘recommendations’ regarding 

professional learning for teachers and school leaders. There was also some evidence for 

professional learning as a mandate through the Teacher Registration Board of Western 

Australia’s requirements for registration and re-registration processes, which stipulated 

that teachers and school leaders must complete at least 100 hours of professional 

learning, aligned to the APST, every five years (TRBWA, 2015).  

 

The third changing school practice due to the APST was the increasing use of data. 

Evidence for the increasing prominence and priority given to data in Australian 

education could be seen through the use of quantitative data targets to frame national 

education goals (COAG, 2014), for example, the National Assessment Plan targets 

included NAPLAN, PISA, and Trends in International Mathematics and Science Study 

test data (ACARA, 2014b). In addition, data and research (albeit potentially selective) 

had been used to justify national education policy initiatives including: the Australian 

Professional Standards for Teachers (AITSL, 2011); the Australian Teacher 

Performance and Development Framework (AITSL, 2012b); the Australian Charter for 

the Professional Learning of Teachers and School Leaders (AITSL, 2012a); Quality 

Schools, Quality Outcomes (Australian Government, 2016); and, Through Growth to 

Achievement: Report on the Review to Achieve Educational Excellence in Australian 

Schools (Gonski et al., 2018). Furthermore, Welch (2013, 2018) described how national 

education policies and practices in Australia had actively generated and published data, 

for example school NAPLAN results had been published through the My School 

website to enable comparisons and judgements to be made about and between schools.  
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Participants at the State and school levels of this study maintained that their focus on 

data had been driven by the prominence given to data at the national level in Australia. 

Some participants at the State level and some leaders from the school level felt the use 

of data had increased the objectivity of system and/or school level decision making 

processes. Teachers expressed the belief that through the APST, they were expected to 

collect and use data to demonstrate the impact of their teaching on student outcomes. 

This position was also reflected by Adoniou and Gallagher (2017) who reported that, as 

a result of the APST, ‘Graduate’ teachers needed to provide evidence of the impact of 

their teaching on student outcomes. Keddie (2015b) asserted that data used in this way 

could validate and develop teacher professionalism and capacity across schools. In 

contrast, teachers in this study expressed concerns that the APST prioritised elements of 

teaching that were easy to measure. Mayer (2009) also cautioned against the use of easy 

to measure evaluations of teacher performance.  

 

The second most prominent theme for Research Question Three was challenges with 

the APST. The first of three challenges to emerge as a result of enacting the APST was 

related to cultural change. In this study, resistance to cultural change was reported at 

all levels of the policy trajectory. Participants maintained that resistance to cultural 

change had occurred because of tensions around the APST being presented as: accepted 

and ‘owned’ by the teaching profession; and, as a government driven policy mandate. 

Findings from this study demonstrated resistance, in the forms of delayed uptake, 

fabrication, and ‘lip service’, to both mandatory and non-mandatory aspects of the 

APST. A greater (although often reluctant) uptake of the mandatory elements, over non-

mandatory elements, of the APST was reported in this study. Thus, reflecting the 

position that increasing government control can lead to mere compliance if teacher 

standards are imposed (Evans, 2008), particularly if teacher standards are aligned to 
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registration and certification processes (Bloomfield, 2009; Connell, 2009). In contrast, 

teacher standards developed by professional associations have tended to have in-built 

acceptance from teachers (Ingvarson & Kleinhenz, 2006; Louden, 2000), thereby 

reducing resistance to cultural change associated with enactment of these standards. 

Participants at all levels of the policy trajectory agreed that the APST were a fair and 

reasonable representation of the depth and breadth of quality teaching. In part, this may 

have been due to the APST having been built upon teacher standards initially developed 

by professional teacher associations, as described in Chapter Two. Therefore, findings 

from this study acknowledged tensions relating to increased government control being 

sought alongside teacher ownership of the Standards.  

 

The second challenge identified as a result of enacting the APST was that of time 

constraints. Workload and time constraints were not mentioned as challenges at the 

national level, however, they were the major reasons given for resistance to enactment 

of the APST at the State and school levels of the policy trajectory. 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, in general, were identified as a major challenge for Australian 

teachers and school leaders by Gonski et al. (2018). In this study, school leader and 

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. 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 identified protective factors such as 



	   213	  

fabrication and ‘ticking the box’ 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).  

 

The third challenge as a result of enacting the APST was that of uncertain/competing 

requirements for the registration and certification of teachers. At the time of data 

collection, State and school level participants expressed the view that national 

certification processes for ‘Highly Accomplished’ and ‘Lead’ teachers were competing 

with existing school processes to recognise and reward outstanding teachers. At the 

State level in Western Australia, uncertainty about the Australian Government’s 

involvement in the remuneration of certified teachers had resulted in varied responses 

from the government, Catholic, and independent school sectors.  

 

The Department of Education Western Australia had continued to use its well-

established and highly regarded Level 3 Classroom Teacher award (Ingvarson, 2013) 

considered to be the equivalent to the APST ‘Lead’ career stage, up until thesis 

submission in May 2018. In addition, Catholic Education Western Australia had 

continued to use their Senior Teacher structure. In contrast, the Association of 

Independent Schools was the only sector offering AITSL certification for ‘Highly 

Accomplished’ or ‘Lead’ teachers. These varied State level approaches indicated an 

unwillingness, or inability, to embrace the APST national policy initiative in its entirety. 

Braun et al. (2011) maintained that the form and extent of policy enactment at the local 

(school) level could, in part, be explained by whether a policy was mandated or not. 

Given the lack of policy mandate regarding national certification processes, ‘holding 

out’ may have been one way that the State level could ‘wrestle’ some power back from 
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the Australian Government to negotiate terms and conditions compatible with both 

national and State level interests.  

 

Interview data, from the State and school levels of this study, revealed that confusion 

existed with regard to registration and re-registration processes. The confusion seemed 

to exist due to the Teacher Registration Board of Western Australia’s (TRBWA) 

requirements having been modified at the system and/or school levels. Modifications 

appeared to have been made to ensure alignment between TRBWA registration and re-

registration requirements and other system and/or school processes. The re-registration 

of teachers, although less confusing and frustrating than for the registration of teachers, 

was also a source of stress for teachers in this study. The root of confusion, in this 

instance, appeared to be the existence of a TRBWA template for the recording of 

professional learning and development activities. Despite it not being a TRBWA 

requirement, many teachers believed that they were expected to have completed this 

template as part of their five yearly re-registration obligations. Teachers viewed 

completing this template as an unnecessary, additional administrative task, associated 

with an intensification of their workload as described in the literature (Apple, 2009; 

Ball, 2009; Bottery, 2009).  

 

Frustration relating to certification and registration was also reported by school level 

participants. These participants perceived that teachers with strong administration skills, 

for example, “academic types” (GSL2) and “that teacher who is not a very good teacher 

at all, but can provide an amazing resume” (ITFG3), had an advantage over others 

when it came to completing application processes. School leaders and teachers 

expressed concern that many exceptional practitioners would go un-recognised because 

they didn’t have the written administration skills to satisfy application specifications. 
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Evidence of this frustration was highlighted by teachers and school leaders who shared 

examples of teachers with strong administration skills gaining recognition, when in 

reality their teaching practice was not perceived to be as strong as it sounded in their 

written documentation. This finding echoed warnings by Tuytens and Devos (2013) 

who argued that evaluation systems were likely to fail if incompetent teachers were 

given good ratings. Overall, findings from this study regarding challenges associated 

with the APST reflected Mulcahy’s (2011) stance that standards in themselves are 

relatively benign, it is only in their use that tension and conflict arises.  

 

The third and final theme for Research Question Three related to strengths of the 

APST. The most prominent sub-theme, identified by participants at all levels of this 

policy trajectory, was enhancing teacher professionalism. Participants from this study 

perceived that the APST had helped to define expectations of teachers and to raise the 

status of teaching as a profession. These findings reflected Evans’ (2008) 

conceptualisation of teacher professionalism and Sachs’ (2003) view that teacher 

standards should help teachers to understand and improve their practice. With regard to 

defining what it is to be a teacher, participants from this study perceived that the APST 

had provided role clarity for teachers around the four career stages of ‘Graduate’, 

‘Proficient’, ‘Highly Accomplished’ and ‘Lead’.  

 

Data from this study also revealed that structuring the APST as a continuum was 

perceived to have increased teachers’ autonomy, a classic indicator of professionals 

identified in the literature (Gerrard & Farrell, 2014; Siegrist, 2015). Although other 

scholars reported the APST had decreased teacher autonomy (Adoniou & Gallagher, 

2017), participants from this study maintained that the APST had increased teachers’ 

autonomy by providing a framework to guide self-reflection, goal setting, ongoing 
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professional learning and development, and collaboration. Teachers mentoring 

‘Graduate’ teachers also expressed the view that the APST was a useful framework to 

support their work with these teachers, a finding supported by Adoniou and Gallagher 

(2017). Although Fullan et al. (2015) acknowledged the potential of frameworks to 

support evaluation processes, they also cautioned that the effectiveness of frameworks 

depended upon the underlying values behind their use rather than the actual framework 

itself. 

 

National and State level participants from this study reported having a focus on 

empowering school leaders to achieve the improvement aspirations of the APST in their 

unique school settings. Leaders at all three case study schools maintained that they had 

aligned performance review processes to the APST, not only to meet policy mandates, 

but also to meet school-specific needs as advocated by Braun et al. (2011). As a result, 

participants reported increased levels of collaboration around a mutual need to 

understand and make sense of the APST in their individual school settings.  

 

Collaboration had been identified in the literature, over a long period of time, as being a 

powerful resource to support teacher development (Hallinger et al., 2014; Hargreaves, 

1994; Hattie, 2015). Furthermore, Gonski et al. (2018) recommended that conditions be 

created to increase opportunities for collaboration between teachers in Australian 

schools. Participants at the State and school levels of the policy trajectory also identified 

AITSL’s website resources as being a strength of the APST, further aiding collaboration 

by providing nationally consistent tools for teachers and school leaders to access and 

use in their unique school settings. 
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The other part of enhancing teacher professionalism identified by participants in this 

study involved raising the status of the teaching profession; a potential positive 

consequence of teacher standards also identified in the literature (Mayer, 2009; Ryan & 

Bourke, 2013). Having a clear definition of the expectations of teachers through the 

APST had provided a common language for all education stakeholders to use in 

Australia. Participants at all levels of the policy trajectory reported that having common 

language through nationally consistent teacher standards, and a national body 

responsible for these standards, had increased the credibility of the teaching profession 

in Australia. In addition, consistent with the view of Keddie (2015b), some participants 

expressed the view that data usage had helped to enhance teaching professionalism.  

 

Power	  differentials	  and	  APST	  practices	  or	  enactment.	  
	  
As for the context of influences and context of policy text production, power 

differentials for the context of practices could be seen as top-down in nature. At the 

‘global’ level, the OECD emerged as a powerful policy actor (Sellar & Lingard, 2015) 

by encouraging the use of data, in the form of standardised test results, as an external 

form of accountability (Keddie, 2015b). Data was also a major focus at the national 

level, with national education goals and progress towards these goals increasingly being 

framed by easy to measure quantitative data in the form of international and national 

student test results. In this study, participants expressed the view that a focus on data at 

the national level had increasingly focused data usage at the State and school levels. In 

addition, teachers maintained that they were expected to use data to demonstrate the 

impact of their teaching on student learning outcomes, although teachers and school 

leaders were critical of this approach and called for a more holistic way to evaluate 

educational impact.  
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Although increased government control had been sought alongside teacher ownership of 

the APST, in practice, as asserted in the literature (Dinham, 2013; Watson & Fox, 

2015), national policy mandates and partial mandates had dictated that the 

accountability functions of the APST (registration and performance reviews) had been 

prioritised over improvement functions (professional learning and certification). This 

notion was also reflected in the literature as a particular type of government-endorsed 

teacher professional being privileged (Bloomfield, 2009). Although State level policy 

actors had lost power and influence in policy processes, they appeared be ‘pushing 

back’ against the trend for increased national control of education, by continuing to use 

existing processes to recognise and reward outstanding teachers, rather than embracing 

the AITSL’s national certification process (Ingvarson, 2015). School leaders emerged as 

the major policy actors at the school level of the policy trajectory as they were 

responsible for overseeing performance reviews, registration, and certification processes 

aligned to the APST in their unique school settings.  

 

Themes to emerge for the context of practices were more varied than themes for the 

other contexts of the policy trajectory. This situation could be explained by localised 

school-specific factors being central to policy enactment at the local (school) level 

(Braun et al., 2011). Teachers appeared to have the least power and influence in 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 claimed to have 

resorted to ‘fabrication’ and ‘lip service’ to cope with the expectations and workload 

associated 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 asserted by Betteney (2010) and 

Bourke et al. (2013). 
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Propositions	  relating	  to	  the	  context	  of	  practices.	  
	  
Drawing on findings from this research with reference to the literature, themes relating 

to the context of practices have been synthesised into the following four propositions. 

Propositions 6-9: policy practices 

6. Neoliberal ideology was evident in policy practices that prioritised the use of 

data to demonstrate evidence of teacher/teaching quality through the APST and other 

related national Australian education policy initiatives. 

7. The Australian Government had demonstrated increased power in policy 

processes, such as the APST, through the use of policy mandates that had prioritised 

policy practices centred on accountability rather than improvement functions. 

8. ‘Push back’ against national control of education policies and practices was 

evident at the State level with some jurisdictions continuing to use existing mechanisms 

to recognise and reward outstanding teachers rather than engage with the Australian 

Institute for Teaching and School Leadership’s national certification process.  

9. Themes to emerge for policy practices were more varied than themes for 

policy influences, policy text production, or policy outcomes. This phenomenon could, 

in part, be explained by localised school-specific factors being central to policy 

enactment at the school level.  

 

 

The	  Context	  of	  Longer-‐Term	  Policy	  Outcomes	  

Research Question Four: What are the anticipated longer-term outcomes likely to occur 
as a result of the Australian Professional Standards for Teachers?  
 

The context of outcomes findings, were more limited than those for the other three 

contexts of the policy trajectory. Findings for the contexts of influences, the context of 

policy text production, and the context of practices, incorporated participants’ personal 
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experiences and observations in relation to the APST. In contrast, findings for the 

context of outcomes focused on participants’ beliefs about possible longer-term effects 

that may eventuate as a consequence of the APST policy having been introduced, that 

is, they are more future-oriented, tentative, and subjective. As findings for the context 

of outcomes have not yet been reported in this thesis, this section includes some 

participant quotes, as well as links to the literature, an analysis of power differentials 

between policy actors, and a synthesis of findings via propositions. Three major themes 

were identified along the policy trajectory in relation to possible longer-term outcomes, 

and these have been summarised in the following table. Themes have been presented in 

descending order of prominence, as identified by the data. 

 
Table 9.4: Context of Outcomes - Themes at Different Levels of the APST Policy Trajectory 

Level of Policy Trajectory Themes (bold text) 
Sub-themes (bold italicised text) National State Government 

School 
Catholic 
School 

Independent 
School 

Co-ordinating the teaching profession 
     -common language 
     -career progression 
     -performance pay 
     -APST continuing to evolve 

 
** 
*** 
 
** 

 
** 
** 
 
* 

 
*** 
* 
** 

 
*** 
*** 
* 

 
* 
* 
** 

Improving teacher/teaching quality 
     -raising standard of graduates 
     -improving the consistency of teaching 
     -enactment of the APST 

 
** 
* 

 
*** 
* 
** 

 
*** 
** 
* 

 
** 
* 
* 

 
* 
* 
* 

Improving student outcomes 
     -increasing awareness of additional needs 
     -increasing differentiation 
     -enactment of the APST 

 
* 
* 

 
*** 
** 
** 

 
** 
** 
* 

 
*** 
*** 
* 

 
*** 
* 
** 

Note. ***strongly represented **moderately represented  *weakly represented themes/subthemes  
 

The most prominent anticipated longer-term outcome of the APST was their role in 

increasingly co-ordinating the teaching profession. Participants from all levels of this 

study believed that the teaching profession would continue to be increasingly co-

ordinated as a result of the APST providing a common language, for example, “I think 

they [the APST] will become the language of teaching” (GSL1). Advocates of 

professional standards for teachers have asserted that they have the future potential to 
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provide a common language, a finding reflected in relation to pre-service teacher 

evaluations and the APST by Loughland and Ellis (2016).  

 

Clarity around career progression due to the APST being presented as a continuum was 

the second way participants, from all levels of this study, expected the APST to 

increasingly co-ordinate the teaching profession in the future. For example: 

I think it gave a framework of what good teaching is…for a lot of 
teachers…they want to see where they fit…so there’s at least 
something for them to go to…they can look at the Standards and say 
where do I fit, and how can I improve? (CEWA). 

 
In addition, “I guess it does spell it out, if you are looking towards promotion, these are 

the things that you need to be addressing…There are some things there in the AITSL 

Standards that provide some direction” (GTFG2).  

	  
	  
Participants from the school level of this research expressed the belief that it was highly 

likely that the APST would be aligned to performance pay in the future. For example, 

“I have a very strong feeling that pay is going to be linked to the Standards at some 

point” (ITFG3). Gonski et al. (2018) asserted, career pathways for teachers should be 

structured in such a way that remuneration, recognition, and responsibilities are based 

on expertise (linked to the APST). Potentially linking pay to the APST was perceived to 

illustrate how the teaching profession would continue to be increasingly co-ordinated, 

despite mixed findings in the literature about the potential of performance-based pay to 

improve teacher/teaching quality (see Australian Government, 2016; Firestone, 2014; 

OECD, 2009, 2012; Welch, 2018).  

 

The fourth sub-theme relating to the increasing co-ordination of the teaching profession, 

in the future, related to the perceived likelihood of the APST continuing to evolve. Only 

participants at the national and State levels shared the belief that, in the future, feedback 
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from stakeholders and research would guide revisions to the APST. The following 

quote exemplifies this expectation, “the Standards will need to change, with new 

information, new research and where the status of teaching is at. It won’t be fixed for 

life document” (AITSL).  

 

The second most prominent anticipated longer-term outcome of the APST was 

improving teacher/teaching quality. Participants from all levels of the policy 

trajectory expected that teacher/teaching quality would eventually be improved by 

raising the standard of graduates and by improving the consistency of teaching. 

Anticipation of raising the standard of graduates can be seen through, “I think it will 

have an impact on the graduates that we see [in schools] because universities are 

definitely being held more accountable” (GTFG3). In addition, from one focus group’s 

discussion about possible longer-term outcomes resulting from the APST “if it’s about 

consistency…that’s a pretty good reason [for having the APST]” (GTFG3). 	  

	  

All participants acknowledged that improving teacher/teaching quality could be a 

longer-term outcome associated with the APST. However, State and school level 

participants were adamant that achieving this goal, in the future, would depend on the 

processes associated with enactment of the APST, for example, “the reality is that not 

all schools have the resources to implement it and to do it well” (ISL1) and “where 

[implementation] is done properly, it should have an effect…where it is done as just an 

‘add on’, it [probably] won’t have any effect” (CEWA). Highly regarded and stable 

school leadership teams were also identified as influencing whether or not the APST 

would lead to improved teacher/teaching quality in the future, for example, “sometimes 

they have been used really fairly for performance review…and sometimes they have 
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not” (GTFG1). According to Tuytens and Devos (2013) concerns about consistent 

assessments could be ameliorated by having well-trained evaluators.  

 

The third most prominent anticipated longer-term outcome of the APST was improving 

student outcomes. Overall, participants from this study expected that student outcomes 

could be improved, in the future, due to an increasing awareness of students with 

additional needs and by increasing differentiation. An increasing awareness of 

students with additional (learning) needs can be seen as relating to equity and issues of 

social justice. Equity and social justice were described by Rizvi and Lingard (2010) as 

being complex and difficult to define. In this study, participants’ understanding of 

equity appeared to be in line with Hattie’s (2015) stance that equity means all students 

have the opportunity to achieve excellent results regardless of their background, for 

example, “part of the Standards look at providing for all students, providing for 

students with disability, providing for students of Indigenous background…it is 

definitely helping in being able to support more of our students, more of the time” 

(ITFG2).  

 

However, in practice, school level participants reported that their schools had a small 

number of students with additional learning needs, which meant that limited time and 

professional learning had been made available to support these students. At times, 

enactment of the APST seemed to be undermining equity goals for students expressed 

through the Melbourne Declaration on Educational Goals for Young Australians 

(MCEETYA, 2008) in-line with a dominant neoliberal ideology which generally rejects 

the need for redistributive policies, social protection, and measures to enhance 

educational opportunity (Rizvi & Lingard, 2010). Despite this, with regard to the APST 

potentially improving student outcomes in the longer-term, participants from this study 
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expressed the belief that both quality and equity outcomes for students were likely to 

improve over time. The main way that school level participants believed students with 

additional learning needs could be catered for was through differentiation, for example, 

“from looking at the data… it shows that you’ve got to be much better at differentiating 

to [cater for] individual needs”(CSL1). 

 

As for improving teacher/teaching quality, unique localised school-specific factors 

pertaining to   enactment of the APST were perceived to be a significant influence on 

whether student outcomes would be improved in the longer-term, for example, “I think 

the way that it is going to play out is that those schools that can provide the support and 

resources for professional growth [of teachers] will have more success in terms of 

[improved] outcomes for their students” (ISL2).  

	  

Power	  differentials	  and	  longer-‐term	  outcomes	  associated	  with	  the	  APST.	  
	  
Power differentials between policy actors for the context of outcomes can also be 

described in terms of the APST being a top-down policy process. This was predicted to 

continue into the future by participants at the national, State, and school levels. The 

Australian Government emerged as the key driver and main policy actor responsible for 

generating and maintaining a suite of related policies, including the APST, to achieve 

national education goals associated with enhancing both quality and equity outcomes 

for students. Data from this study revealed that national policy documents and processes 

had been used to ‘encourage’ increasing co-ordination of the teaching profession by 

articulating expectations relating to all aspects of a teacher’s career including: teacher 

training, professional development, registration, recruitment, performance review, 

promotion, and certification. Participants at all three levels of this policy trajectory 

believed this trend of increasing co-ordination would continue into the future. 
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Neoliberal ideals had dominated education discourses based on the assumption that 

accountability measures and competition would improve both teacher/teaching quality 

and student outcomes (Simons et al., 2009). The Australian Government had gained 

power and influence via neoliberal managerial practices characterised by leaders setting 

goals for their subordinates to enact (Welch, 2013, 2018). This study revealed teachers 

had lost power and influence in burgeoning national education policy processes via 

neoliberal managerial imperatives, but had gained responsibility for achieving national 

education goals. 

 

At the school level of this study, leaders had more power and influence than teachers. 

School leaders had been responsible for streamlining processes and personalising the 

way the APST had been enacted at the school level to achieve both accountability and 

improvement functions of the APST. This may reflect what Braun et al. (2011) 

described as being due to a policy mandate, whereby minimum expectations and 

responsibilities for schools had been stipulated through policies supporting the APST 

such as the Australian Teacher Performance and Development Framework and the 

Australian Charter for Professional Learning of Teachers and School Leaders (AITSL, 

2012a, 2012b).  

 

Although teachers (and schools) can, and do, make a difference to the achievement of 

student outcomes, they cannot negate all of the broad inequities present in society 

(Dinham, 2013; Hayes et al., 2006; Levin, 2010). Consistent expectations for all 

Australian schools and teachers have been articulated through policy documents, 

however, treating all schools equally, may be advantaging those schools with higher 

levels of resourcing. Some participants at the school level anticipated that this would 

continue to be a challenge in the future. In addition, according to Lingard et al. (2014), 
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neoliberal accountability measures have stressed policy factors over cultural and 

societal factors in terms of what is counted as equity and social justice in education.  

	  

Propositions	  relating	  to	  the	  context	  of	  outcomes.	  
	  
Drawing on findings from this research with reference to the literature, themes relating 

to longer-term outcomes have been synthesised into the following three propositions. 

Prepositions 10-12: longer-term policy outcomes 

10. A major projected longer-term outcome of the APST, and other related 

national education policy initiatives, includes the teaching profession being increasingly 

controlled and co-ordinated by the Australian Government. 

11. Through the APST, and other related national education policies, it is 

expected that teacher/teaching quality and student outcomes in Australia will be 

improved in the longer-term. 

12. Localised school-specific factors such as leadership, streamlined processes, 

and resources were identified as elements likely to influence whether teacher/teaching 

quality and student outcomes would be improved in the longer-term. 

 

 

Conclusion 

This meta-analysis along the policy trajectory and discussion chapter has drawn 

together findings from the previous four chapters to address each of the four research 

questions centred on influences, policy text production, practices or enactment in three 

selected Western Australian secondary schools, as well as longer-term outcomes in 

relation to the APST. Although each research question was addressed individually, in 

reality there were multiple points of intersection. In particular, teacher professionalism, 
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teacher/teaching quality, stakeholder collaboration, and the increasing use of data were 

identified as prominent themes in two or more contexts of the policy trajectory.  

 

The extent to which the APST would improve teacher/teaching quality and student 

outcomes in the longer-term was perceived to be dependent on school-specific factors 

such as leadership skills and stability, streamlined processes, and resource levels. 

Another major theme to emerge from the data was power differentials between different 

stakeholders involved in the APST policy processes. In general terms national policy 

actors had gained power and influence in national education policy processes. Schools, 

and in particular teachers, had lost power and influence but had gained responsibility for 

achieving national education goals.  

 

The following chapter overviews relevant policy evolution from April 2016, when data 

collection for this study commenced, until thesis submission in May 2018, as well as 

recommendations and implications for further research. 
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CHAPTER	  TEN:	  ONGOING	  POLICY	  EVOLUTION,	  
RECOMMENDATIONS	  AND	  IMPLICATIONS	  

 

Introduction	  

This policy trajectory study analysed the influences, policy text production, practices, 

and longer-term outcomes in relation to the Australian Professional Standards for 

Teachers (APST). The APST policy was developed within broader global and national 

education agendas of increased school and teacher accountability that aimed to improve 

both teacher/teaching quality and student outcomes. This concluding chapter is 

comprised of three parts. The first part of this chapter overviews policy evolution, 

relevant to the APST, from April 2016 (when data collection commenced) until thesis 

submission in May 2018. Policy processes and announcements during this time frame 

have continued to impact themes highlighted in this study. The second part of this 

chapter presents recommendations for policy and practice based on findings from this 

study. These findings have informed the third part of this chapter, which outlines 

implications for further research. It is important to emphasise that there is no intention 

to generalise this study’s findings from the specific Australian settings where the 

research was conducted. However, it is hoped that this study’s findings may provide 

some ‘food for thought’ and reflection for policy actors and commentators in other 

jurisdictions. 

 

Part	  A:	  Ongoing	  Policy	  Evolution	  in	  Australia	  2016-‐2018	  

This section will trace ongoing policy developments, relevant to the APST, between 

April 2016 and May 2018. Ball’s original policy trajectory, as modified by Vidovich 

(2007b, 2013), has been used as the conceptual framework to guide this research. As 



	   229	  

such, ongoing policy evolutions will also be discussed along the policy trajectory 

according to the: context of influences; the context of policy text production; the context 

of practices; and, the context of longer-term outcomes. Although each context has been 

presented individually, in reality there were multiple points of intersection. 

 

Ongoing	  policy	  developments	  for	  the	  context	  of	  influences	  (2016-‐2018).	  
	  
The influence of globalisation and its associated competitive, neoliberal ideology has 

realigned education policies in most Anglo-American democracies, including Australia. 

Results have included a decreasing emphasis on ‘public good’, a decrease in 

government responsibility to achieve educational goals, but an increase in regulation 

and accountability measures for schools and teachers (Welch, 2018). The Organisation 

for Economic Co-operation and Development (OECD), particularly through its 

Programme for International Student Assessment (PISA) and its publications, has 

continued to influence education reforms in Australia (and around the world). 

Australian education reforms have aimed to improve teacher/teaching quality in order to 

drive up students’ academic outcomes to secure Australia’s future national productivity 

and international competitiveness.  

 

Results from the PISA 2015 became available in December 2016. Australia’s results 

showed a decrease in performance in both relative and real terms, a significant gap 

between the highest and lowest achieving students, and a noticeable decline in the 

performance of high performing students (Thomson, De Bortoli, & Underwood, 2017). 

In addition, Australia was identified as having the seventh highest overall spending per 

student on education in the OECD (OECD, 2017a). In terms of PISA results, the OECD 

(2016a) maintained that how resources were allocated could be more important than the 

total level of education funding. Overall rankings for Australia, in PISA 2015 for 
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mathematics, reading, and science were 25, 16, and 14, respectively (out of 72 nations 

or provinces) were mismatched when compared to Australia having the seventh highest 

amount of spending on education in the OECD (OECD, 2017a). OECD publications 

continue to focus on teachers and/or teaching to drive education reforms aimed at 

increasing national economic productivity and international competitiveness. Themes 

highlighted in Teaching for Global Competence in a Rapidly Changing World (Asia 

Society/OECD, 2018), How Can Professional Development Enhance Teachers’ 

Classroom Practice? (OECD 2017c), and Educational Opportunity for All: Overcoming 

Inequality throughout the Life Courses (OECD, 2017b) clearly link to the Australian 

Government’s (2016) Quality Schools, Quality Outcomes policy goals aimed at: 

ensuring all students receive an excellent education as a precursor to individuals 

enjoying better work and life opportunities; improving national productivity; and, 

improving workforce participation and economic prosperity (Australian Government, 

2016). In this policy, under the heading of ‘building our schooling success’, quality 

teaching was highlighted as the main influence on student learning, further justifying an 

Australia-wide focus on teacher/teaching quality.  

 

At the national level a number of influences were also identified as impacting ongoing 

policy evolution relevant to the APST. A decrease in manufacturing and mining jobs 

stemming from the Global Financial Crisis of 2008 appeared to impact families and 

their relationship with education, with a modest reversal of the trend towards increasing 

numbers of students attending private or non-government schools (Welch, 2018). A 

focus on decentralisation, as endorsed by the World Bank (Welch, 2018), could be seen 

through the partial adoption of WA’s Independent Public Schools initiative in other 

States and Territories across Australia. Advocates for the Independent Public Schools 

initiative say that it has contributed to improved student results, for example, in 
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NAPLAN 2016, WA had the highest number of improved mean test scores in the 

country, and the highest or second highest participation rates for students in Years 3, 5, 

7, and 9 (Collier, 2016e). In NAPLAN 2017, WA continued to show improvements in 

some areas and age groups, going against the national trend that indicated overall results 

had flat-lined (Savage, 2017). Critics have argued that the Independent Public Schools 

initiative has not delivered improved student outcomes, has exacerbated inequalities 

between schools, and increased the administrative burden on schools (Bickers, 2016; 

Mundy, 2016). Welch (2018) maintained that Australian education policies, such as 

governments continuing to significantly subsidise private schools, have increased 

inequalities in education, which has contributed to Australia’s declining PISA 

performance.  

 

At the State level, WA has been influenced by ‘global’ and national trends, but has also 

influenced national education initiatives. From the State Government’s media releases, 

WA’s investment in education, like Australia as a whole, was considerable. WA spent 

more money per student on education than any other State or Territory (Collier, 2016d), 

and WA teachers were the highest paid in the country (Collier, 2016c). Themes of 

equity flow from ‘global’ to national, and then to the State level with an additional 

AUD 45 million becoming available to increase support for students with learning 

difficulties (Collier, 2016b). Influences from the United States of America and 

international research, identifying school leaders as the second most important in-school 

factor (after teachers) on student outcomes, are evident at the State level through the 

announcement of a partnership between the Department of Education Western Australia 

and Harvard University for up to 20 Independent Public School principals to be 

involved in a two year leadership development program (Collier, 2016a). The success 

(claimed by the WA government) of the Independent Public Schools initiative and the 
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on-line literacy and numeracy assessment, in improving WA’s 2016 and 2017 

NAPLAN results, has led to an increasing interest in these initiatives by some other 

Australian States and Territories.  

	  

Ongoing	  policy	  developments	  for	  the	  context	  of	  policy	  text	  production	  (2016-‐2018).	  
	  
National policy developments relating to teacher/teaching quality have been prolific in 

the years between 2016 and 2018. The production of such policies reflects ‘global’ and 

national interest in teacher/teaching quality as part of a broader education accountability 

agenda, as identified in the previous section and the literature reviewed in Chapter 

Three. Many of the policy developments between 2016 and 2018 stem from the Teacher 

Education Ministerial Advisory Group’s (TEMAG) Action Now: Classroom Ready 

Teachers (TEMAG, 2015) and the Australian Government’s response to this report, 

which called for changes to initial teacher education to increase the quality of graduate 

teachers, as defined by the ‘Graduate’ career stage of the APST. Examples of initiatives 

aimed at increasing the quality of ‘Graduate’ teachers include: the national Literacy and 

Numeracy Test for Initial Teacher Education Students which became a requirement for 

all ‘Graduate’ teachers in 2016 (Australian Government, 2017); Graduate to Proficient: 

Australian Guidelines for Teacher Induction into the Profession (AITSL, 2016b) 

released in 2017; and, the Teaching Performance Assessment to ensure that all 

‘Graduate’ teachers are classroom ready from 2018.  

 

The focus on improving the quality of ‘Graduate’ teachers has been expanded to include 

all teachers through the Quality Schools, Quality Outcomes policy reform agenda 

(Australian Government, 2016). This reform agenda aims to improve outcomes for all 

Australian students by focusing on quality teaching, school leadership, autonomy, 

engaging parents, and equitable funding for schools based on student needs (Australian 
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Government, 2016). One of the proposed ways to ‘drive up’ teaching quality articulated 

by the Australian Education Minister was by linking pay progressions for teachers to 

demonstrated competencies as defined by the APST (Birmingham, 2017). Research 

showing that teaching effectiveness can be improved if linked to industrial agreements, 

was used to justify this focus on performance-based pay for teachers in the Quality 

Schools, Quality Outcomes policy document (Australian Government, 2016). In March 

2017, the AITSL released Taking the Lead: National Certification of Australia’s Best 

Teachers to establish future strategic directions for national teacher certification aimed 

at recognising outstanding teaching practice across the country. To help achieve the 

Quality Schools, Quality Outcomes equity goals, the Australian Education Amendment 

Bill 2017 was created to distribute school funding according to need, as originally 

envisaged by the 2011 Review of Funding for Schooling recommendations (Gonski et 

al., 2011). 

 

At the State level in WA, the High Performance - High Care: Strategic Plan for WA 

Public Schools 2016-2019 (DoEWA, 2015a) also reflected the ‘global’ and national 

focus on achieving quality student outcomes. By positioning ‘high performance’ in 

front of ‘high care’, it might be argued that learning outcomes have taken precedence 

over wellbeing outcomes for students. Similarities can be seen between this strategic 

plan, policy initiatives mentioned earlier in this chapter, and OECD publications such as 

Teaching for Global Competence in a Rapidly Changing World (Asia Society/OECD, 

2018), How Can Professional Development Enhance Teachers’ Classroom Practice? 

(OECD 2017c), and Educational Opportunity for All: Overcoming Inequality 

throughout the Life Courses (OECD, 2017b). The strategic plan specifically focuses on 

student equity, quality teaching, effective leadership, and strong governance as 

mechanisms to achieve quality student outcomes (DoEWA, 2015a). In late 2016, the 
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Teacher Registration Board of Western Australia released a guide to assist teachers 

transitioning to full registration (TRBWA, 2016), presumably in response to widespread 

frustration regarding uncertainty around TRBWA registration processes. 

	  

Ongoing	  policy	  developments	  for	  the	  context	  of	  policy	  practices	  (2016-‐2018).	  
	  
The evolution of policy practices from 2016 through to 2018 can be most readily seen 

via the review of some key education reform agendas and a number of AITSL 

initiatives. In July 2017, the Australian Government announced a Review to Achieve 

Educational Excellence in Australian Schools with the final report released 30th April 

2018. This review aimed to establish mechanisms to drive up student learning outcomes 

with recommendations being sought on what could be done at the national and State 

levels to improve both teacher/teaching quality and student outcomes. Major findings 

from this Australian Government report, relevant to findings presented in this thesis 

include: education being recognised as a national priority to ensure personal and 

national economic prosperity, as well as for social cohesion; and, a continued focus on 

data and evidence-informed policies and practice, improving teacher/teaching quality, 

and improving both quality and equity of outcomes for students (Gonski et al., 2018). 

 

In September 2017, all Australian education ministers asked the AITSL to conduct a 

national review of teacher registration processes, with a particular focus on consistency 

and rigor to help build the overall quality of teaching in Australia (AITSL, 2108). The 

AITSL annual reports for 2015-2016 and 2016-2017 highlighted two broad areas of 

focus for the organisation (AITSL, 2016a, 2017a). The first area related to the 

development of resources and research showing support for effective feedback practices 

in schools such as: the My Induction app and supporting video case studies; the revised 

My Standards app; and, the revised Self-Assessment Tool. The second area related to the 
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AITSL establishing a network and annual summit for ‘Highly Accomplished’ and 

‘Lead’ teachers from around the country in 2016. These two focus areas relating to 

policy practices aim to further support schools with the enactment of the APST in order 

to improve overall teacher/teaching quality and student outcomes. At the school level, 

school leaders and teachers continue to embed the APST in their performance reviews 

and broader professional learning and development processes.  

 

Ongoing	  policy	  developments	  for	  the	  context	  of	  policy	  outcomes	  (2016-‐2018).	  
	  
Despite the standardisation of national educational policies and practices aimed at 

improving student outcomes, declining national (NAPLAN) and international (PISA 

and TIMSS) test results suggest that competitive neoliberal approaches may not be 

having the desired effect in Australia. Of more concern is that these neoliberal 

approaches may be contributing to increasing inequities in education and decreasing 

levels of student wellbeing (see Fullan et al., 2015; Rice, Dulfer, Polesel, & O’Hanlon, 

2016; Rizvi & Lingard, 2010). Funding arrangements for private and government 

schools and initiatives such as Independent Public Schools continue to privilege middle 

and high-income families (Welch, 2018). Wealthier families are more likely to choose 

non-government schools (McGaw, 2008), which leaves a higher proportion of 

disadvantaged students in government schools which has a disproportionately negative 

impact on the learning outcomes of these students (Thompson & Harbaugh, 2013). 

Gonski et al. (2018) also reported that when classes are streamed according to ability, 

the performance of high achieving students is unchanged, however, there are significant 

negative impacts relating to student equity. Independent Public Schools in high socio-

economic areas have a much greater capacity to hold fundraising events likely to 

generate substantial additional school income that can be used to enhance students’ 

educational experiences. The Independent Public Schools initiative and funding policies 
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appear to be actively reproducing inequities associated with socio-economic 

disadvantage which undermine equity goals articulated through the Melbourne 

Declaration.  

 

Standardised national reforms such as NAPLAN, introduced in 2008, the Australian 

Curriculum from 2010, and the APST released in 2011 may raise questions about 

student wellbeing. Biesta (2015, p. 78) takes the position that “excessive emphasis on 

academic achievement causes severe stress for young people”; a position also supported 

by Fullan et al. (2015). Self-reported survey data collected by Mission Australia on 11 

to 24 year olds across Australia (Mission Australia, 2011, 2017), revealed that ‘coping 

with stress’ was the number one concern for young people. The second most common 

issue of concern was ‘school/study problems’. Coping with stress, as an issue affecting 

young people, increased from 20% in 2008 to 46% in 2017. Over the same time frame, 

school/study problems increased from 19% to 39%. Results from the Youth Mental 

Health Report: Youth Survey 2012-2016 (Mission Australia, 2016) on 15-19 year olds, 

revealed the percentage of young people living with a probable serious mental illnesses 

had also risen significantly from 18.7% in 2012 to 22.8% in 2016. In addition, Rice et 

al. (2016) reported that NAPLAN was having a negative impact on the wellbeing of 

numerous Australian students, with a small number of students experiencing more 

serious emotional and psychological effects.  

 

Two other outcomes appeared to be emerging in relation to the APST and broader 

education accountability agendas in Australia. The first outcome relates to teachers 

becoming increasingly focused on the production and collection of data to demonstrate 

the impact of their teaching. The second outcome relates to a growing discourse around 

performance-based pay for teachers. The combined effect of statements made by: 
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education ministers; recommendations from the Quality School, Quality Outcomes 

policy; AITSL’s suggestion that States and Territories should incentivise high 

performing teachers and school leaders to work in disadvantaged schools (AITSL, 

2017b); and, assertions made by Gonski et al. (2018) all seemed to indicate that 

performance pay for teachers is likely to be a longer-term outcome associated with the 

APST.  

 

Part	  B:	  Recommendations	  for	  Policy	  and	  Practice	  

The meta-analysis and propositions presented in Chapter Nine support a series of 

recommendations being made from this study’s findings. In keeping with the three 

levels that were used throughout this policy trajectory, recommendations for policy and 

practice have also been organised around the national, State, and school levels. 

 

Recommendations	  for	  policy	  and	  practice	  at	  the	  national	  (Australian)	  level.	  
	  
Recommendation One: Re-evaluate Australia’s national education reform agenda due 

to a lack of improvement in National Assessment Plan indicators and possible 

unintended consequences related to student wellbeing. Broaden the focus to include 

historical, societal, and cultural factors which also impact education rather than 

continuing to increase standardisation and accountability measures, including the 

APST, targeting individual teachers and schools.  

 

Recommendation Two: Lessen the burden on schools and teachers to produce and 

record large quantities of data to demonstrate evidence of teacher/teaching quality 

through the APST and standardised testing regimes. 
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Recommendation Three: Seek national and State government co-operation amongst 

the nation’s education ministers to address uncertainties about performance-based pay 

linked to the APST, as a precursor to ensuring national certification is available to all 

teachers, in all jurisdictions, throughout Australia. 

 

Recommendations	  for	  policy	  and	  practice	  at	  the	  State	  (Western	  Australian)	  level.	  
 

Recommendation Four: Increase collaboration and the consistency of teacher 

evaluation processes in the government, Catholic, and independent school sectors by 

creating one agency responsible for overseeing the certification of all ‘Highly 

Accomplished’ and ‘Lead’ teachers in Western Australia. 

 

Recommendation Five: Rather than a dominant focus on research about high 

performing international education systems, create a position/s for teacher-researchers 

to liaise with the State’s universities to establish a Western Australia-specific evidence 

base easily accessible to the broader education community, consistent with the growing 

emphasis on the importance of individualised local factors in policy enactment. 

 

Recommendation six: Increase opportunities for collaboration and professional 

learning between metropolitan and non-metropolitan schools within and between 

education sectors in Western Australia. 
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Recommendations	  for	  policy	  and	  practice	  at	  the	  local	  (school)	  level.	  
	  
Recommendation Seven: Schools have, and clearly communicate, distinctly separate 

processes for accountability functions (teacher registration and re-registration, 

managing under-performance, certification, and pay and career progression) and 

improvement functions (performance reviews including self-reflection, goal setting, 

professional learning, and growth and development) associated with the APST. 

 

Recommendation Eight: School leaders and teachers work collaboratively to establish 

logical purposes and streamlined processes, focusing on the improvement functions of 

the APST, to meet their unique school needs. 

 

Recommendation Nine: School leaders and teachers engage in critical analysis of the 

APST written text, its impacts on school practices, and possible longer-term outcomes 

to make informed decisions about how the APST will be used in their unique school 

setting, consistent with the growing emphasis on the importance of individualised local 

factors in policy enactment. 

	  

Part	  C:	  Implications	  for	  Further	  Research	  

Through the analysis of documentary and interview data and ongoing policy evolution, 

issues have arisen beyond the scope of this study that warrant further attention. While 

the research reported in this thesis focused primarily on Western Australia, the 

associated themes may have broader relevance across national and international settings 

by encouraging active policy learning rather than uncritical policy borrowing.  
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Future Research Area One: Given the diversity of findings from this study there is a 

need for ongoing empirical research regarding the enactment of the APST and impacts 

on practices and longer-term outcomes for teachers and students in all Australian early 

learning, primary, and secondary school settings. 

 

Future Research Area Two: Findings from this study revealed that significant tension 

exists when the APST are used for both accountability and improvement functions in 

secondary schools, which were the focus of this research. Therefore, there is a need for 

additional research to be conducted around strategies that balance both accountability 

and improvement functions in all Australian early learning, primary, and secondary 

school settings. 

 

Future Research Area Three: Findings from this study revealed that although 

Australian education reforms have aimed to achieve both quality and equitable 

outcomes for students, a greater priority has been given to improving the quality of 

academic outcomes via standardised national and international test results. Therefore, 

there is a need for additional research to be conducted around strategies that balance 

both quality and equity outcomes for students in all Australian early learning, primary, 

and secondary school settings. 

 

Future Research Area Four: Findings from this study revealed possible unintended 

consequences relating to student (and teacher) wellbeing resulting from Australian 

education reform agendas focusing on standardisation and accountability such as the 

APST. Therefore, there is a need for additional research to be conducted around 

strategies that balance the achievement of both academic and wellbeing outcomes for 

students (and teachers). 
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Future Research Area five: Given the substantial influence of local context on 

enactment of the APST (e.g. leadership and resource capabilities), there is a need for 

additional research to build a typology that links enactment issues to local settings and 

ways to reduce the potential for a policy-to-practice gap in relation to the APST.  

 

Conclusion to the Thesis 

This study has analysed the influences, policy text production, practices in three 

selected secondary schools in Western Australia, and longer-term outcomes in relation 

to the APST. Globalisation, with its associated competitive neoliberal ideology, has 

been a driving force in contemporary education reforms internationally, and in 

Australia. One outcome of neoliberalism has been a significant increase in 

accountability measures for schools and teachers. The APST can be seen as an example 

of an accountability measure aimed at improving teacher/teaching quality as a 

mechanism to improve student learning outcomes.  

 

Policy studies are ‘messy’, but an application of a policy trajectory framework has 

significantly helped to organise data collection and data analysis in this study. 

Interpretivist theory was used to uncover the perspectives of policy ‘actors’ from the 

national, State, and school levels of this research. Critical theory was then used to reveal 

power relationships along the whole policy trajectory. Dominant themes to emerge from 

the documentary and/or interview data were identified for each context of the policy 

trajectory. The main influences on APST included national and ‘global’ education 

trends. Findings also revealed varied understandings about the defining characteristics 

of the written APST policy text and its production. In addition, a range of changing 

school practices, as well as challenges, and strengths were associated with enactment of 
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APST. Opportunities and threats were also identified for improving teacher/teaching 

quality and student outcomes in the longer-term. 

 

This study has contributed to literature in the field by increasing knowledge and general 

understandings of education reforms in Australia, as these reforms have been reported 

as being difficult for many stakeholders to understand (Cumming, 2010; First Point 

Consulting, 2014). It has provided empirical evidence about changing practices and 

potential longer-term outcomes for school leaders, teachers, and students resulting from 

enactment of the APST in Western Australian secondary schools (across the 

government, Catholic, and independent sectors). Findings from this study may be of 

interest across national and international settings with professional standards for 

teachers receiving increasing attention, in part due to the OECD’s focus on 

teacher/teaching quality to improve student outcomes. With the increasing alignment of 

national economic and education policy processes and practices, in Australia, and across 

international settings, some of the desirable roles of education in the twenty-first 

century such as: supporting creativity and innovation; active citizenship and democracy; 

inter-cultural competence; and, the development of the whole student have been 

sidelined (see Torres & Van Heertum, 2009). Despite the APST aiming to enhance 

teacher/teaching quality and student outcomes in order to achieve the admirable goals 

articulated through the Melbourne Declaration, some scholars have argued that what 

begins as an intention to measure quality typically becomes an evaluation of efficiency 

(Ranson, 2010; Stronach, 2010) because “not everything of value in education can be 

reduced to readily measurable and quantifiable outcomes” (Vidovich, 2009, p. 564).  
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APPENDICES	  

Appendix	  A:	  National	  policies,	  publications,	  and	  milestones	  leading	  up	  to	  the	  APST	  
	  

Year Policy, publication, or milestone 

1989 The Hobart Declaration (MCEETYA) 

- first attempt at nation-wide improvements to education 

1990 Australia’s Teachers: Agenda for the Next Decade published (Schools Council Australia) 

- supported nation-wide establishment of an advanced teacher classification for teachers 

1990s ‘First wave’ of Australian teacher standards 

- mostly standards developed by State education departments e.g. Professional Standards for Teachers (Vic, 

1996), Standards Framework for Teachers (Qld, 1997) and Competency Standards (WA, 1997) 

1998 A Class Act published after Senate inquiry (Commonwealth of Australia) 

-recommended a national teaching body and establishment of professional standards 

1999 ‘Second wave’ of Australian teacher standards began 

- Australian Research Council funding allows mathematics, science, English and Literacy professional 

associations to develop advanced teacher standards, e.g. Australian Association of Mathematics 

Teachers (2006), Australian Science Teachers Association (2002), and Standards for Teachers of 

English Language and Literacy in Australia (2002). 

- Standards also developed by State/Territory regulatory bodies (into 2000s) 

1999 The Adelaide Declaration (MCEETYA) 

- resulted in Teacher Quality in Education Leadership Taskforce and stronger links between education and 

economy 

2003 National Statement from Teaching Profession published (Australian College of Educators) 

- outlined set of principles to guide development of standards by the teaching profession 

2003 Australia’s Teachers: Australian’s Future published as outcome of national review 

- recommended further work on standards (beginning, generic, and specific learning areas) 

2003 National Framework for Professional Standards in Teaching (MCEETYA) 

- framework organised standards into four career stages and three domains 

2004 National Institute for Quality Teaching and School Leadership renamed Teaching Australia 

- facilitated standards development in new areas and developed guidelines 

2008 Teaching Talent and Investing in Teacher Quality reports commissioned by Business Council of Australia 

- recommended developing a national curriculum, national teacher standards, and performance pay for 

teachers 

2008 Teaching Australia workshop with NBPTS president and professional teacher associations representatives 

- agreement to develop standards for highly accomplished teachers and principals 

2008 The Melbourne Declaration (MCEECDYA) 

-national education goals of promoting equity and excellence in schools and developing successful learners 

who are confident and creative individuals and active and informed citizens 

2009 National Partnership Agreement on Improving Teacher Quality commissioned (COAG) 

Source. Adapted from (AITSL, 2013; Cumming, 2010; Ingvarson, 2010; Ingvarson & Kleinhenz, 2006) 
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Appendix	  B:	  WA	  	  policies,	  publications,	  and	  milestones	  relevant	  to	  the	  APST	  
	  

Year Policy, publication, or milestone 
1994 Public Sector Management Act (Government of WA) 

- provided for the administration and management of the Public Sector of WA 
1996 Policy Framework for Performance Management (Department of Education and Training 

Western Australia) 
- result of requirements specified by Public Sector Management Act 

1997 
(1st 
wave) 

Department of Education and Training Western Australia (with the Australian Education Union) 
created two promotion levels for classroom teachers 

- Senior Teacher 
- Level 3 Classroom Teacher (Murdoch University involved initially) 

2005 Western Australian College of Teaching (WACOT) established 
- responsible for registration of all teachers in WA 

2008 Department of Education and Training Western Australia responses to The Melbourne 
Declaration 

- Classrooms First Strategy 
- Plan for Public Schools (2008-2011) 

Association of Independent Schools Western Australia response to The Melbourne Declaration 
- accessed Smarter Schools National Partnerships Program funds to assist schools in meeting 
goals 

2009 
(2nd 
wave) 

WACOT, in consultation with professional teacher associations, publish: 
- Western Australian Professional Standards for Teachers 
- Code of Ethics  

2010 Independent Public Schools (Department of Education Western Australia) initiative begins 
- government schools gain increased autonomy, including control over staffing decisions 

2010 Western Australian Teacher Awards aligned to National Professional Standards for Teachers 
categories 

2012 Teacher Registration Act (Government of WA) 
- specifies four categories of registration for teachers (‘Full Registration’, ‘Provisional 
Registration’, ‘Non-Practising Registration’, and ‘Limited Registration’) 

2012 Teacher Registration Board of Western Australia (TRBWA) replaces WACOT 
Source. Adapted from AITSL, 2013; Cumming, 2010; Ingvarson, 2010; Ingvarson & Kleinhenz, 2006) 
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Appendix	  C:	  Summary	  of	  participants	  by	  career	  stage,	  learning	  area,	  and	  sex	  
	  
 Teachers Government 

School 
Catholic  
School 

Independent 
School 

C
ar

ee
r 

st
ag

e 

Early career (0-2 years) 
Mid career (3-10 years) 
Experienced (10 years +) 
School leaders 

1 
0 
14 
2 

2 
4 
6 
2 

0 
1 
15 
2 

Le
ar

ni
ng

 A
re

a 

Mathematics  
Science 
English 
Humanities 
Languages 
The Arts 
Health & Physical Ed 
Design & Technology 
School leaders 

2 
3 
2 
2 
2 
0 
2 
2 
2 

2 
3 
2 
2 
1 
1 
2 
2 
2 

2 
3 
3 
2 
2 
0 
2 
2 
2 

Se
x 

Male 
Female 

5 
12 

5 
9 

3 
15 

Total number of participants 17 14 18 

Note: Where Catholic School teachers taught across multiple subjects, both subjects have been listed, 
therefore total numbers for learning area differ from total numbers for the other sections. 
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Appendix	  D:	  Sample	  Information	  Letter	  and	  Consent	  Form	  
	  	  
Dear	  Sir/Madame	  

	  
Research	  Project	  Title:	  	  
‘The	  Australian	  Professional	  Standards	  for	  Teachers:	  A	  policy	  trajectory	  analysis’.	  
	  
My	  name	  is	  Genevieve	  McSporran	  and	  I	  am	  writing	  to	  you	  on	  behalf	  of	   the	  University	  of	  Western	  
Australia.	  I	  am	  conducting	  a	  research	  project	  that	  aims	  to	  analyse	  the	  influences	  leading	  up	  to	  the	  
Australian	   Professional	   Standards	   for	   Teachers	   (APST)	   policy,	   the	   policy	   itself,	   how	   the	   policy	   is	  
being	  enacted	  in	  Western	  Australian	  secondary	  schools,	  and	  the	  potential	  longer-‐term	  outcomes	  in	  
terms	   of	   teacher	   quality,	   student	   outcomes	   and	   issues	   of	   social	   justice.	   The	   project	   is	   being	  
conducted	  under	  the	  supervision	  of	  Professor	  Lesley	  Vidovich	  and	  Dr	  Gerardine	  Neylon,	  as	  part	  of	  a	  
Doctor	  of	  Education	  degree,	  at	  the	  University	  of	  Western	  Australia.	  
	  
I	  would	   like	   to	   invite	   a	   representative	   from	  your	   school/organisation	   to	   take	  part	   in	   the	  project.	  
This	   is	  because	   it	   is	   important	   to	  hear	   from	  a	  range	  of	  education	  organisations	  who	  are	   involved	  
with	  the	  Australian	  Professional	  Standards	  for	  Teachers.	  I	  have	  invited	  staff	  participants	  from	  three	  
case	  study	  schools,	  a	  representative	  from	  AITSL,	  AISWA,	  DoE,	  CEWA	  and	  TRB(WA).	  
	  
What	  does	  participation	  in	  the	  research	  project	  involve?	  
The	  representative/s	  will	  be	  invited	  to	  participate	  in	  a	  30-‐40	  interview/focus	  group	  at	  a	  time	  that	  is	  
convenient	  for	  them.	  With	  the	  participant’s	  permission,	  an	  audio	  recording	  of	  the	  interview	  will	  be	  
generated.	  The	  researcher	  will	  type	  up	  an	  interview	  transcript	  which	  will	  be	  made	  available	  to	  the	  
participant	   to	   check,	   add,	   edit	   or	   delete	   to	   ensure	   the	   transcript	   is	   an	   accurate	   record	   of	   the	  
interview.	  
	  
To	  what	  extent	  is	  participation	  voluntary,	  and	  what	  are	  the	  implications	  of	  withdrawing	  that	  
participation?	  
Participation	  in	  this	  research	  project	  is	  entirely	  voluntary.	  	  
	  
If	  any	  individual	  decides	  to	  participate	  and	  then	  later	  changes	  their	  mind,	  they	  are	  able	  to	  withdraw	  
their	  participation	  at	  any	  time	  up	  until	  December	  31,	  2016.	  	  
	  
There	  will	   be	   no	   consequences	   relating	   to	   any	   decision	   by	   an	   individual	   regarding	   participation,	  
other	   than	   those	   already	   described	   in	   this	   letter.	   Decisions	  made	  will	   not	   affect	   the	   relationship	  
with	  the	  research	  team	  or	  the	  University	  of	  Western	  Australia.	  
	  
What	  will	  happen	  to	  the	  information	  collected,	  and	  is	  privacy	  and	  confidentiality	  assured?	  
Information	  that	  identifies	  anyone	  will	  be	  removed	  from	  the	  data	  collected.	  The	  data	  is	  then	  stored	  
securely	   in	   a	   locked	   filing	   cabinet	   or	   password	   protected	   electronic	   documents	   and	   can	   only	   be	  
accessed	  by	  the	  researcher,	  Genevieve	  McSporran.	  The	  data	  will	  be	  stored	  for	  a	  minimum	  period	  of	  
7	  years,	  after	  which	  it	  will	  be	  destroyed.	  This	  will	  be	  achieved	  by	  deleting	  all	  audio	  and	  computer	  
files	  and	  shredding	  of	  all	  paper	  records.	  	  
	  
The	  identity	  of	  the	  participant	  will	  not	  be	  disclosed	  at	  any	  time,	  except	  in	  circumstances	  where	  the	  
research	   team	   is	   legally	   required	   to	   disclose	   that	   information.	   Participant	   privacy,	   and	   the	  
confidentiality	  of	  information	  disclosed	  by	  participants,	  is	  assured	  at	  all	  other	  times.	  	  
	  
The	  data	  will	  be	  used	  only	  for	  this	  project,	  and	  will	  not	  be	  used	  in	  any	  extended	  or	  future	  research	  
without	  first	  obtaining	  explicit	  written	  consent	  from	  participants.	  	  	  
	  
Is	  this	  research	  approved?	  
The	  research	  has	  been	  approved	  by	  the	  Human	  Ethics	  Office	  at	  the	  University	  of	  Western	  Australia,	  
reference	  number	  RA/4/1/7722.	  
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Who	  do	  I	  contact	  if	  I	  wish	  to	  discuss	  the	  project	  further?	  
If	  you	  would	   like	   to	  discuss	  any	  aspect	  of	   this	   study	  with	  a	  member	  of	   the	   research	   team,	  please	  
contact	   me	   on	   the	   number	   provided	   below	   or	   my	   supervisor,	   Lesley	   Vidovich	  
lesley.vidovich@uwa.edu.au.	  If	  you	  wish	  to	  speak	  with	  an	  independent	  person	  about	  the	  conduct	  of	  
the	  project,	  please	   contact	  Human	  Research	  Ethics	  Office	  at	   the	  University	  of	  Western	  Australia	  on	  
(08)	  6488	  3703	  or	  by	  emailing	  to	  hreo-research@uwa.edu.au	  

How	  do	  I	  indicate	  my	  willingness	  to	  be	  involved?	  
If	   you	   have	   had	   all	   questions	   about	   the	   project	   answered	   to	   your	   satisfaction,	   and	   are	  willing	   to	  
participate,	  please	  complete	  the	  Consent	  Form	  on	  the	  following	  page.	  
	  
This	  information	  letter	  is	  for	  you	  to	  keep.	  
	  
Yours	  sincerely	  
	  
	  
Mrs	  Genevieve	  McSporran	  
	  
	  
PARTICIPANT	  CONSENT	  FORM	  
	  
	  ‘The	  Australian	  Professional	  Standards	  for	  Teachers:	  A	  policy	  trajectory	  
analysis’.	  
	  
I                                                     have read the information provided and any questions I have asked 
have been answered to my satisfaction. I agree to participating in this activity, realising that I may 
withdraw at any time before the 31st December 2016, without reason and without prejudice.  
 
I personally consent to being interviewed, realising that an audio recording of the interview will be 
generated.  
  
I understand that all information provided is treated as strictly confidential and will not be released by the 
investigator. The only exception to this principle of confidentiality is if a court subpoenas documentation. 
I have been advised as to what data are being collected, what the purpose is, and what will be done with 
the data upon completion of the research. 
 
I agree that the research data gathered for the study may be published provided my name or other 
identifying information is not used in any reports or publications of findings. 
 
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 Research Ethics 
Office at the University of Western Australia on (08) 6488 3703 or by emailing to hreo-
research@uwa.edu.au 

All research participants are entitles to retain a copy of any Participant Information Form and/or 
Consent Form relating to this research project. 

 
 
Your Signature:                                                         ______   Date:	  	  	  	  	  	  	  	  ______	  
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Appendix	  E:	  Semi-‐structured	  Interview	  Questions	  
	  
Context of Influence: How have global, national, State and local factors influenced the Australian 
Professional Standards for Teachers (APST)? 
 

1. Describe your professional involvement with the APST? 
 

2. Does your professional involvement with the APST require you to link to or 
use any other policies or documents? If so, which ones? 

 
3. What were the major influences that contributed to the formation of the 

APST? (e.g. international, national, state or local trends, research or reforms) 
 
Context of Policy Text: What are the defining characteristics of the APST policy text and how was it 
produced?  
 

4. What is the purpose of the APST policy text? 
 

5. What are the key aspects of the APST policy text, and which aspects are most 
relevant to your role?  

 
6. Who were the key individuals or stakeholder groups to produce and shape the 

APST text, and what role did they play? 
 

7. Did you participate in the processes to develop the policy? Why/Why not? 
 

8. How has the APST policy evolved over time? 
 

9. Were you aware of any differences in perspectives/opinions about the policy 
itself? If so, how were they negotiated? 

 
Context of Practice: What practices have resulted from enactment of the APST policy in Western 
Australian secondary schools? 
 

10. How has your organisation (macro and meso) or school (micro) responded to 
(macro and meso) or applied (micro) the APST policy? Who has been 
responsible for managing this process? Why? 
 

11. What are the consequences, intended and unintended, for your organisation 
(macro and meso) schools, teachers and students (micro) as a result of the 
APST policy? 

 
12. In your opinion what are the strengths and challenges of the APST policy? 

How could challenges be overcome? 
 
Context of Outcomes: What are the anticipated longer-term outcomes likely to occur as a result of the 
APST? 
 

13. Do you think the APST will improve teacher quality across the profession in 
Australia? Why/why not? 
 

14. Do you think the APST will improve student learning outcomes for secondary 
students in Australia? Why/why not? 

 
15. What impact does the APST policy have on issues of social justice for your 

organisation (macro and meso) or schools (micro), teachers and students? 
 

 
16. Are there any other comments that you would like to make? 
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Appendix	  F:	  Interview	  and	  focus	  group	  data	  in	  hours,	  minutes,	  and	  seconds	  
	  
National State Government 

School 
Catholic School  Independent 

School 
60.10 70.10 

34.24 
68.01 
40.35 

 

36.53 
29.00 
49.46 
48.48 
42.55 
47.48 

35.10 
38.50 
30.26 
19.37 
30.10 
34.24 
39.26 

25.27 
38.07 
39.34 
30.03 
52.10 

60.10 213 255.10 228.03 185.21 
Total 15 hours, 41 minutes, and 44 seconds 
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Appendix	  G:	  Summary	  of	  prominent	  themes	  and	  sub-‐themes	  for	  each	  level	  of	  the	  
policy	  trajectory	  
	  
 National State 

In
flu

en
ce

 

National influences 
     -improving teacher/teaching quality 
     -other Australian polices 
‘Global’ influences 
     -international research 
School influences 
     -feedback on APST 

National influences  
     -other Australian policies 
     -improving teacher/teaching quality 
     -Australian research 
‘Global’ influences 
     -improving teacher/teaching quality 
     -international comparisons 
     -international research 

Po
lic

y 
Te

xt
 Enhancing teacher professionalism 

Stakeholder collaboration 
Improving student outcomes 
     -student learning 
Other Australian policies 

Enhancing teacher Professionalism 
     -defining teacher/teaching quality 
     -identifying development pathways 
Improving student outcomes 
    -student learning 

Po
lic

y 
Pr

ac
tic

e 

Changing practices 
     -increasing use of data 
     -maturing of PL resources 
     -research-policy-practice triangle 
Strengths 
    -common language 
     -enhancing teacher professionalism 
     -aspirational nature 
Challenges 
     -national policy constraints 
     -inconsistent jurisdiction buy-in 

Changing school practices 
     -teacher growth & development 
     -PL aligned to APST 
     -classroom observation 
     -increasing use of data 
     -teacher impact 
     -support for ‘Graduate’ teachers 
Challenges 
     -TRB requirements 
     -cultural change 
     -multiple functions 
Strengths 
     -AITSL resources 
     -collaboration 
     -common language 
     -continuum 

Po
lic

y 
O

ut
co

m
es

 

Co-ordinating the teaching profession 
      -career progression 
     -common language 
     -evolving APST 
Improving teacher/teaching quality 
     -raising standard of graduates 
     -improving the consistency of teaching 
 Improving student outcomes 
     -improving awareness of additional needs 
     -increasing differentiation 
 

Co-ordinating the teaching profession 
     -career progression 
     -common language 
Improving teacher/teaching quality 
     -raising standard of graduates 
     -improving the consistency of teaching 
 Improving student outcomes 
     -improving awareness of additional needs 
     -increasing differentiation 
 

Notes. 
Policy Text Production themes and sub-themes include both documentary and interview data 
PL = professional learning 
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 Government School Catholic School Independent School 

Unaware of influences 
National influences 
     -other Australian policies 
     -improving teacher/teaching 
quality 

‘Global’ influences 
     -international trends 
     -international research 
National influences 
     -improving teacher/teaching 
quality 
     -other Australian policies 
School influences 
     -unaware of school influences  
     -enactment 

‘Global’ influences 
     -international research 
     -international trends 
National influences 
     -enhancing teacher 
professionalism 
     - other national policies 
School influences 
     -unaware of local influences 
     - feedback on draft   
     - enactment 

Po
lic

y 
In

flu
en

ce
 

Unaware of influences 
National influences 
     -other Australian policies 
     -improving teacher/teaching 
quality 
     -enhancing teacher 
professionalism 
 

Unaware of influences 
National influences 
     -improving teacher/teaching 
quality 
     -improving teaching consistency 
     -enhancing teacher 
professionalism 
‘Global’ influences 
     -education in UK 
     -PISA 

Unaware of influences 
National influences 
     -improving teacher/teaching 
quality 
     -other Australian policies 
‘Global’ influences 
     -education in UK 
 

Enhancing teacher professionalism 
     -defining teacher/teaching 
quality 
     -improving status of teaching 
     -compliance 
     -common language 
Some awareness of APST 
development 
Classroom practice prioritised 
     -Professional Practice 

Unaware of policy development 
Stakeholder collaboration 
Classroom practice prioritised  
     -Professional Practice 
     -Professional Knowledge 
Student equity 
     -improving 
     -neglected 

Improving teacher/teaching quality 
Classroom practice prioritised 
     -Professional Knowledge 
     -Professional Practice 
Stakeholder collaboration 

Po
lic

y 
Te

xt
 

Enhancing teacher professionalism 
     -defining teacher/teaching 
quality 
     -increasing teacher 
accountability 
     -common language 
Some awareness of the APST 
development 
Classroom practice prioritised 
     -Professional Practice  
    -Professional Knowledge 
Student equity neglected 

Unaware of policy development 
Classroom practice prioritised  
     -Professional Knowledge  
     -Professional Practice 
Enhancing teacher professionalism 
     -increasing teacher 
accountability 
     -improving teacher/teaching 
quality 
Student equity neglected 
       

Unaware of policy development 
Unfamiliar with policy  
Improving teacher/teaching quality 
Classroom practice prioritised 
     -Professional Knowledge 
     -Professional Practice 
Student equity 
     -neglected 
     -improving 
      

Challenges 
     -disconnect b/w practice & 
evaluation 
     -resistance to cultural change 
     -access to PD 
     -time constraints 
Strengths 
     -enhancing teacher 
professionalism 
     -improving student equity 
     -improving teacher/teaching 
quality 
     -improving teacher equity 
Changing school practices 
     -PR aligned to APST 
     -PL aligned to APST 
     -support for ‘Graduate’ teachers 

Changing school practices 
     -PL aligned to APST 
     -PR aligned to APST 
     -increasing use of data 
Strengths 
     -defining teacher/teaching 
quality  
     -common language 
     -enhancing teacher 
professionalism 
     -AITSL’s resources 
Challenges 
     -cultural change 
     -increasing teacher 
accountability 
     -time constraints 

Challenges 
     -time constraints 
     -cultural change 
     -distinguishing critical career 
points 
     -academic outcomes 
Strengths 
     -professional growth & 
development         
     -national consistency 
Changing school practices 
   -improving teacher/teaching 
quality 
     -increasing use of research & 
data 
      

Challenges 
     -de-professionalisation of 
teaching 
     -increasing workload 
     -certification requirements 
     -accessing PD 
     -fabrication 
Changing school practice 
     -PR aligned to APST 
     -support for ‘Graduate’ teachers 
Strengths of APST 
     -enhancing teacher 
professionalism 
     -increasing collaboration 

Challenges 
     -time constraints 
     -unrealistic expectations 
     -unfamiliar with policy language 
Changing school practices 
     -PR aligned APST 
     -PL aligned APST  
     -increasing use of data 
Strengths of APST 
     -improving teacher/teaching 
quality 
     -enhancing teacher 
professionalism 
     -improving student equity 

Changing school practices 
     -PL aligned to APST 
     -PR aligned to APST 
Challenges with APST 
     -uncertain requirements       
     -increasing workload 
Strengths of APST 
     -national consistency 
     -increased reflection 
 

Po
lic

y 
Pr

ac
tic

e 

Note: table continued overleaf 
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 Government School Catholic School Independent School 

Co-ordinating the teaching profession 
     -common language 
     -career progression 
     -performance pay 
Improving teacher/teaching quality 
     -raising the standard of graduates 
     -improving the consistency of 
teaching 
Improving student outcomes 
    -increasing awareness of additional 
needs 
    -increasing differentiation 
 

Co-ordinating the teaching profession 
     -common language 
     -career progression 
Improving teacher/teaching quality 
     -raising the standard of graduates 
Improving student outcomes 
   -increasing differentiation  
   -increasing awareness of additional 
needs 
Enactment 
     
 
 

Co-ordinating the teaching profession 
     -performance pay 
Improving teacher/teaching quality 
     -improving the consistency of 
teaching 
Improving student outcomes 
    -increasing awareness of additional 
needs 
    -increasing differentiation 
Enactment 

Po
lic

y 
O

ut
co

m
es

 

Co-ordinating the teaching profession 
     -common language 
     -performance pay 
     -career progression 
Improving teacher/teaching quality 
     -raising standard of graduates 
     -improving the consistency of 
teaching 
Improving student outcomes 
     -improving awareness of additional 
needs 
     -increasing differentiation 
 

Co-ordinating the teaching profession 
     -common language 
     -career progression 
     -performance pay 
Improving teacher/teaching quality 
     -raising standard of graduates 
     -improving the consistency of 
teaching  
Improving student outcomes 
     -improving awareness of additional 
needs 
     -increasing differentiation 
 

Co-ordinating the teaching profession 
      -performance pay 
      -career progression 
Improving teacher/teaching quality 
     -raising standard of graduates 
     -improving the consistency of 
teaching 
Improving student outcomes 
     -improving awareness of additional 
needs 
     -increasing differentiation 
 

Note: PR = performance review  
PL = professional learning 
Blue text = themes for school leaders 
Blue italicised text = sub-themes for school leaders 
Black text = themes for teachers 
Black bold italicised text = sub-themes for teachers  
 

	  
	  




