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ABSTRACT 

The aim of this study was to analyse the Australian Professional Standards for Teachers 

(APST) policy processes, with a primary focus on the Lead Standards and their enactment 

by teachers in selected settings in South Australia.  

The APST policy is a national initiative with the intent of improving the quality of the 

teaching profession in Australia. APST policy delineates teacher quality at four stages 

along a career continuum of increasing teacher professional growth: Graduate, Proficient, 

Highly Accomplished and Lead. APST policy sits within a wider global agenda to 

enhance teacher quality for improved student educational outcomes, especially as 

measured using comparative national and international testing mechanisms. This 

qualitative study provided insights into the processes of enactment at the highest level of 

teacher quality along the career continuum, that of Lead teacher.  

The research aim was investigated using a ‘policy trajectory’ conceptual framework 

which examined policy influences, policy text production, policy practices and effects 

(enactment) and the longer-term policy outcomes of the APST policy processes. Analysis 

occurred across three levels: macro (national: Australia), meso (State: South Australia), 

and micro (local: teachers) in schools. The research was informed by theoretical lenses 

of both interpretivism and critical theory, which were employed at different stages during 

the research process. A multiple case study design was used to elicit teacher perspectives 

and then to link to changing power relations along the policy trajectory. Sixteen interview 

participants who were Lead or Highly Accomplished teachers were purposively selected. 

In addition, three interview participants were purposively selected at the meso (State: 

South Australia) level. Interview and documentary data were collected and analysed 

simultaneously during the research process. 
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Meta-analysis of the findings across the three levels of the policy trajectory revealed that 

power from a national level was a dominant influence on APST policy processes. The 

national government clearly identified that competitive global influences were impacting 

on Australian education policy agendas, especially in relation to teacher quality.  

Findings for the context of policy text production revealed two dominant meta-themes of 

accountability and policy borrowing. These meta-themes were evident in the APST policy 

texts that governed and regulated teacher quality improvement for quality assurance. An 

imbalance of power was revealed between various policy actors during the processes of 

APST policy text production. Within APST Lead Standards policy specifically, teacher 

quality capacity building and collective impact on student outcomes were identified as 

the key emphases of teacher leadership.  

Enactment of APST Lead Standards policy by teachers was enabled by school and 

system-level structural and contextual features, especially school leadership. School 

leadership assumed the power to create conditions to facilitate APST policy enactment, 

for example, the provision of time for teachers to participate in professional conversations 

and to undertake the certification process. Shifting levels of power were revealed between 

policy actors at the local level as teachers enacted APST Lead Standards policy. 

The most prominent effect of the enactment of APST Lead Standards policy was 

increased teacher accountability for teacher quality improvement, which had an 

inconclusive impact on student outcomes. Contention existed between the meso (State: 

South Australia) and micro (local: teacher) levels about teacher recognition and reward. 

Teachers envisioned uncertainty of teacher recognition and equity in student outcomes, 

as possible longer-term effects of APST Lead Standards policy enactment.  
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Recommendations for future research include similar qualitative studies seeking the 

perspectives of teachers about professional standards in different Australian States and 

Territories, as well as internationally. 
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CHAPTER ONE 

INTRODUCTION AND CONTEXTUAL BACKGROUND 

 

Introduction 

The aim of this study was to analyse the Australian Professional Standards for Teachers 

(APST) policy processes, with a primary focus on the Lead Standards and their enactment 

by teachers in selected settings in South Australia (SA). APST policy is a national 

initiative with the intent of improving the quality of the teaching profession in Australia 

(Australian Institute for Teaching and School Leadership [AITSL], 2011). APST policy 

sits within a broader global policy landscape of national initiatives to improve teacher 

standards. In particular, the teacher standards agenda in the US was influential in the 

development of Australia’s teacher standards. APST policy mirrors the global trends of 

increased standardisation and accountability in education, with a focus on teacher quality 

along a career continuum from Graduate teacher to Lead teacher. APST policy identifies 

a Lead teacher as an enactor of exemplary practice in the teaching profession (AITSL, 

2011, 2012a). 

This chapter presents the contextual background to APST policy and APST Lead 

Standards policy; the latter being the focus of this study. This chapter is organised into 

six sections. The first section describes APST policy and APST Lead Standards policy. 

The second section outlines the research design. The third section presents the 

significance of this research in the Australian context. The fourth section states the 

researcher’s positionality (Rizvi & Lingard, 2010) with regard to this research. The fifth 

section establishes the policy context in which this research on APST policy is situated.  

‘Global’  policy trends on teacher  quality  and  standards  are  identified, with a focus on  
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teacher quality policies in countries of particular interest and relevance to Australia: the 

United States (US) and England. These countries have been significant sources of 

benchmarking and policy borrowing for Australia (Francis, Mills, & Lupton, 2017; 

Lingard, 2010). Thereafter, developments in policy on teacher quality and teacher 

standards, and significant policy antecedents in the lead up to APST policy release in 

2011, are identified in Australia. State level, contemporary teacher quality policy in South 

Australia is presented as it intersects with enactment of APST policy. The concluding 

section of this chapter outlines the remaining chapters in this thesis. 

 

The Australian Professional Standards for Teachers 

The Australian Professional Standards for Teachers (also referred to as APST policy, 

formerly the National Professional Standards for Teachers) was published in February 

2011 as a policy initiative designed to improve the quality of Australian teachers 

(Australian Curriculum, Assessment and Reporting Authority [ACARA], 2011). APST 

policy is “a public statement of what constitutes teacher quality” (AITSL, 2011, p. 2). 

APST policy comprises seven Standards sorted into three overlapping areas or domains 

of teaching: “Professional Knowledge, Professional Practice and Professional 

Engagement” (AITSL, 2011, p. 3). Each Standard consists of a list of sub-Standards, 

termed ‘focus areas’. Each focus area denotes the key elements of teacher quality 

according to a teachers’ knowledge, practice and/or engagement (see Appendix A; 

AITSL, 2011). There are 37 elements of teacher quality within the Standards. These 

elements are termed ‘descriptors’. 

The Standards are organised according to four stages of a teacher’s professional career: 

Graduate, Proficient, Highly Accomplished, and Lead. The descriptors at each career 

stage denote the benchmark against which to recognise and measure increasing teacher 
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professional growth along a continuum, from Graduate to Lead teacher (AITSL, 2012a). 

The highest career stages, namely Highly Accomplished and Lead teacher, are voluntary 

career stages that require teachers to undertake a “rigorous” (AITSL, 2012a, p. 2) process 

for certification. This study concerns itself primarily with the Standards as defined at the 

Lead teacher career stage of professional growth. 

APST policy defines a Lead teacher according to what a Lead teacher knows and should 

be able to do (AITSL, 2011, 2012a). APST policy denotes the key features of a Lead 

teacher’s professional practice as reflective, evaluative, inclusive, consistent, effective, 

exemplary and innovative, as demonstrated over time (see Appendix B; AITSL, 2011). 

Lead teachers are defined as those who lead colleagues, initiatives and processes, model 

professional practice, and inspire and mentor colleagues to improve their own 

professional practice and engagement. These features are consistent with the purpose of 

the national policy for the Certification of Highly Accomplished and Lead Teachers in 

Australia (Certification), which is to “recognise and promote quality teaching” (AITSL, 

2012a, p. 3) and reflective practice. The Certification policy is informed by APST Lead 

Standards policy and sets a precedent for national consistency in the certification of Lead 

teachers (AITSL, 2011, 2012a).  

ASPT policy has been elaborated by various teacher professional associations to facilitate 

use of the Standards in the different contexts in which a teacher works. For example, the 

Professional Standards Elaborations for Specialist Teachers (Vision Impairment) for 

children with vision impairments (South Pacific Educators in Vision Impairment Inc., 

2016), EAL/D Elaborations of the Australian Professional Standards for Teachers for 

learners of English as an Additional Language or Dialect (Australian Council of TESOL 

Associations, 2015), and Teacher of the Deaf Elaborations of the Australian Professional  

Standards  for  Teachers  for  use  by  Teachers  of  the  Deaf  in  Australian educational  
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settings (National Association of Australian Teachers of the Deaf, 2016). 

 

Design of this study 

This study was informed by the theoretical lenses of both interpretivism and critical 

theory which were employed at different points in the research. The interpretivist 

paradigm was relevant to the initial data collection and analysis phases of this study. 

Interpretivism enabled collection and analysis of teacher perspectives on the enactment 

of APST Lead Standards policy, and meanings could be examined in context 

(O’Donoghue, 2007). A critical approach facilitated a more comprehensive ‘bigger 

picture’ analysis of relevant policy processes by questioning the power relationships 

throughout the whole policy trajectory, extending between global and local levels 

(Simons, Olssen, & Peters, 2009; Vidovich, 2007, 2013). 

The aim of this study was translated into four research questions that were framed using 

the ‘policy trajectory’ conceptual framework. Initially developed by Ball (1994) and 

further developed by Vidovich (2007, 2013) for empirical application, the policy 

trajectory framework in this study was differentiated into four contexts: influences; policy 

text production; practices and effects (enactment); and longer-term outcomes. Each 

context of the APST policy process was examined at three levels to facilitate in-depth 

analysis (Vidovich, 2007, 2013): the macro or national level (Australia); the meso or State 

level (South Australia); and the micro or local level (teachers). The research aim exacted 

focus on the context of practices and effects, i.e. policy enactment. A qualitative multiple-

case study research design was employed to enable an in-depth analysis of teacher 

perspectives on APST Lead Standards policy enactment in different settings, which in 

turn informed a subsequent meta-analysis along the whole policy trajectory extending 

from global to local (teacher) levels. Documents and semi-structured interviews were the  
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two main sources of data. The methodology is explicated further in Chapter Three. 

 

Significance of this research 

This study makes a contribution to research in the field in three ways. First, this study is 

relevant because of the national level of significance assigned to APST policy and the 

mandatory requirement for all teachers to achieve accreditation as a Proficient teacher. 

This research was timely given APST policy was in its fifth year of enactment at the 

commencement of data collection in 2016. The period of time from inception of APST 

policy was sufficient for a cohort of teachers to either be engaged in, or have completed 

the certification process as a Lead teacher.  

Second, the qualitative data collected from this study provided a snapshot of teacher 

perspectives on the processes of APST policy enactment at the local level, especially at 

the Lead and Highly Accomplished career stages. The findings from this study identified 

enablers and constraints to APST policy enactment, in particular APST Lead Standards 

policy enactment by teachers in schools in SA. Constraints identified at the micro (local: 

teacher) level may assist future directions of national APST policy and State-level policy 

responses, and contribute to feedback mechanisms within the policy cycle. Perspectives 

of the policy actors at the local level of enactment were significant in identifying gaps in 

APST Lead Standards policy between policy intent and policy enactment.  

Third, the findings from this study make an important contribution to initial research on 

the impact of Lead teachers in Australian schools. Teacher perspectives on the impact of 

their practice in SA schools addresses a gap in research, as identified in Taking the lead: 

National certification of Australia’s best teachers (AITSL, 2017a). The paper identified 

a ‘next step’ in APST Lead Standards policy to “undertake research to examine the impact 
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of nationally certified teachers” (AITSL, 2017a, p. 16). The findings from this study make 

an initial contribution to some of the areas identified by AITSL for future research. 

 

Locating the researcher 

The researcher has an interest in policy studies, including the effects of education policy 

enactment on student learning and wellbeing. The researcher was a secondary teacher in 

a regional New South Wales Catholic school from 2005 to 2011, during the initial phases 

of implementation of national standards for the professionalisation of teaching in New 

South Wales. The researcher was an active parent participant in the governance and 

fundraising dimensions of primary schools, having been a parent representative on an 

Independent Public School board in Western Australia and a Catholic school board in the 

Northern Territory. The researcher convened a subcommittee of a governing council in a 

South Australian school at the time data collection commenced. That school did not 

participate in this study. The researcher was a secondary teacher in an Independent Public 

School in the Northern Territory for the remainder of the data analysis stage of this 

research.  

 

Background to this study: Trends in policy on teacher quality and teacher standards 

This section, which provides the background to this study, summarises global trends in 

education policy concerning teacher quality up to the point of data collection, with a focus 

on recent reforms. An emphasis on teacher quality is supported by the attention APST 

policy assigned to improving teacher quality, as one pathway to increase student learning 

outcomes (AITSL, 2011). It is acknowledged that teacher ‘quality’ is a complex and 

contested concept (Adomou, 2011). Teacher quality and teacher standards are considered 

as situated here within the broader umbrella of accountability, as further explicated in 

Chapter Two. Policy on teaching quality in Australia has historically been influenced by 
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international policy developments in countries including the US and England (Alderman, 

2015; Dinham, 2015). For this reason, contemporary teacher quality policies in the US 

and England are considered as key international comparisons to Australia, with particular 

focus on teacher standards and teacher leadership policy in the US. Whilst it is 

acknowledged that Finland is a country of international interest in the area of teacher 

quality policy (Darling-Hammond, 2010; Organisation for Economic Cooperation and 

Development [OECD], 2015), teacher standards and teacher leadership policy trends in 

Finland are not considered here as they are outside the scope for this study. 

 

Global context. The ‘global’ trend towards highlighting quality in education has 

resulted in a focus on standards, particularly driven by the international organisation, the 

OECD (ACARA, 2011; OECD, 2013). Similarly, the United Nations Educational, 

Scientific and Cultural Organization’s (UNESCO) Education 2030 Agenda linked teacher 

quality to standards, as well as adequate and equitable resourcing (UNESCO, 2015). 

International data collected by means of various OECD initiatives, especially the 

Programme for International Student Assessment (PISA), the Teaching and Learning 

International Survey, and the Trends in International Mathematics and Science Study, 

have been highly influential in determining the international focus on quality education 

and on teacher quality as a determinant of student performance (OECD, 2013). The 

OECD confirmed the continuing trend of internationalisation and standardisation of 

education policy, policy borrowing and the increasing competitive nature of education 

globally (OECD, 2013).  

The OECD recognised teacher-focused policy as the most common area of education 

policy reform in OECD countries between 2008 and 2014 (OECD, 2015). Some OECD 

countries have implemented policy options for high quality teachers, for example, career 

paths and professional development. Targeted policies to reform and improve teacher 
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quality through career progression have included teacher selection programs, incentive 

and remuneration initiatives, teacher appraisal and professional development frameworks 

(see Appendix C, Appendix D; OECD, 2015). Some OECD countries, including 

Australia, the US and England, have implemented teacher standards as a comprehensive 

strategy to improve teacher quality, whereby teachers are certified by professional bodies. 

Further, some teacher standards policies recognised and offered advanced certification as 

a Lead teacher. Relevant policies in the US and England are briefly outlined as key 

international comparisons to Australian teacher quality policy, in the two subsections to 

follow. 

 

Policy on teacher quality and teacher standards in the US. The US made an early 

commitment to teacher quality policy reform with the establishment of a National Board 

for Professional Teaching Standards (NBPTS) in 1987. Opportunities for teacher 

leadership were made available with the legislation of national benchmarks for student 

achievement in the Common Core State Standards policy of 2009 (Amore, Hoeflich, & 

Pennington, 2015). High-stakes performance-based teacher appraisal policies for the 

evaluation of teacher quality ensued (Amrein-Beardsley, Pivovarova, & Geiger, 2016; 

National Council on Teacher Quality, 2011, 2015). In 2011, existing US teacher standards 

policies were aligned into one document titled the Teacher Leader Model Standards 

which described the professional practice at all stages of a teacher’s career (Council of 

Chief State School Officers, 2011; Hill, Stumbo, Paliokas, Hansen, & McWalters, 2010). 

Teacher Leader Competencies were successively developed to guide teachers to cultivate 

and activate national networks of new (and existing) teacher leaders (Center for Teaching 

Quality, NBPTS, & National Education Association, 2014; NBPTS, 2015; Teacher 

Leadership Initiative, n.d.). 
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Various additional policies for teacher leadership in the US have included the Teach to 

Lead Initiative and the Teacher-Powered Schools Initiative, 2014. These initiatives 

sought to expand opportunities for teacher leadership, offered a platform for sharing ideas 

and gave teacher leaders the autonomy to design and operate schools (Teacher-Powered 

Schools, 2015; US Department of Education, 2015). These initiatives, amongst others, 

sought to guide the professional development of teacher leaders (Center for Strengthening 

the Teaching Profession, 2016). Additional policies have targeted recruitment and 

retention of effective teachers, for example, the Teacher Incentive Fund Program 2012 

(OECD, 2015), to address identified teacher shortages in the US (Podolsky, Kini, Bishop, 

& Darling-Hammond, 2016).  

 

Policy on teacher quality and teacher standards in England. Teacher certification 

in England is a shared responsibility between several national bodies (Wang, Coleman, 

Coley, & Phelps, 2003). Advanced certification was first introduced in 1998 following a 

report that suggested low student achievement levels could be raised by improving the 

quality of teaching (Fuller, Goodwyn, Francis-Brophy, & Harding, 2010; Woodhead, 

1998). The policy response was to introduce, recognise and reward Advanced Skills 

Teachers by means of pay incentives, to encourage these teachers to remain in the 

classroom and lead school improvement and continuing professional development of 

other teachers (Training and Development Agency for Schools, 2007). In 2007, the 

Advanced Skills Teacher was incorporated into the Professional Standards for teachers 

policy, which describes the knowledge, skills and attributes of a teacher at each stage of 

a career continuum from beginning teacher to Advanced Skills Teacher. 

In 2012, the Professional Standards for Teachers were replaced by Teachers’ Standards 

that sought to improve the professionalisation of teachers by setting baseline expectations 

against which teacher performance was assessed (Department for Education, 2012a; 
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OECD, 2015). Concurrently, the Office for Standards in Education introduced a new 

Framework for School Inspection which supported teacher professional development yet 

terminated the Advanced Skills Teacher delineation (Department for Education, 2012b; 

OECD, 2015). 

 

National context in Australia. Teacher standards have been developed and 

implemented in Australia as a comprehensive policy for teacher quality reform (OECD, 

2015). Teacher standards have been posited as a policy instrument against which teacher 

professional practice, self-reflection, career progression and performance may be guided 

and measured (Ministerial Council on Education, Employment, Training and Youth 

Affairs [MCEETYA], 2003). Teacher standards have most recently been depicted in 

Australia as a framework to define teacher quality (AITSL, 2011). Policy developments 

in teacher quality and standards in Australia are chronologically outlined below. 

The Australian Government’s first national commitment to improving the quality of 

teaching in Australian schools is evidenced in the Hobart Declaration on Schooling 

(Declaration), 1989 (Standing Council on School Education and Early Childhood, 2012). 

The Declaration observed the new “cooperative federalism” (Lingard, 2010, p. 130) 

between the national government and Australian States and Territories, whereby the 

States and Territories assumed power for education policy and maintained the 

responsibility for implementing national education policy frameworks (Lingard, 2010; 

Mills & McGregor, 2016). The Declaration warranted the establishment of the National 

Project on the Quality of Teaching and Learning to consider elements of a teacher’s work, 

and teacher professionalism. A major outcome of the Declaration was the National 

Competency Framework for Beginning Teaching, 1996; the beginning of the first wave 

of teacher standards in Australia (Louden, 2000). The framework set out to articulate and 

promote quality teaching based on competencies that “might be expected” (Whitty, cited 
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in MCEETYA, 2003, p. 48) of beginning teachers, though it has been criticised for 

restricting teacher professional growth. Victoria, Queensland and Western Australia 

subsequently developed teacher standards that recognised the elements of teacher quality 

for experienced and exemplary teachers (Kleinhenz & Ingvarson, 2007; Louden, 2000).  

Australia sought to further enhance teacher quality with the adoption of the Adelaide 

Declaration on National Goals for Schooling in the 21st Century in 1999 (Education 

Council, 2014; MCEETYA, 2003). A new policy initiative, namely A National 

Framework for Professional Standards for Teaching, was successively developed with 

the purpose of promoting quality teaching and enabling pathways for professional growth 

(MCEETYA, 2003). This initiative corresponded with Australia’s transition to standards-

based education towards the end of the 1990s, accompanied by a trend towards the 

decentralisation of schooling. Accordingly, the framework proposed four stages of 

teacher career progression: “Graduation; Competence; Accomplishment; and 

Leadership” (MCEETYA, 2003, p. 9), as described through a teacher’s professional 

knowledge, practice, values and relationships. The framework represented national 

agreement on teacher quality and provided a mechanism for States, Territories and 

professional teacher associations to develop or modify existing teacher standards for 

national consistency. 

The Commonwealth government renewed its commitment to quality teaching during 

Labor’s national education reforms and the inception of the Melbourne Declaration on 

Educational Goals for Young Australians in 2008 (ACARA, 2011; MCEETYA, 2003, 

2008). Nationally agreed initiatives and policies targeting the quality of the teaching 

profession and school leadership began with the five-year National Partnership 

Agreement on Improving Teacher Quality from 2009 to 2013, the outcomes of which 

were to develop, retain and reward quality teachers and school leaders (ACARA, 2011). 
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The national partnership called for the development of nationally agreed teacher 

professional standards and national consistency in the certification of Highly 

Accomplished and Lead teachers (Council of Australian Governments [COAG], 2008). 

This partnership was complemented by the Australian Government Quality Teacher 

Program, a funding body for continued professional development for teacher quality 

(ACARA, 2011), and the National Partnership Agreement on Rewards for Great 

Teachers, which allocated $60 million to States and Territories to grant one-off payments 

to certified teachers (COAG, 2012). The governing body AITSL was established in 2010 

to provide national leadership in “promoting excellence in the profession of teaching and 

school leadership” (ACARA, 2011, p. 14). AITSL works collaboratively with Australian 

State and Territory regulatory bodies to administer APST policy for mandatory 

registration at the Graduate and Proficient career stages, and voluntary certification as 

Highly Accomplished and Lead teachers, to ensure nationally consistent registration of 

teachers (AITSL, 2014b, 2014c).  

The Australian Government’s ongoing commitment to enhance teacher quality was 

evidenced in two additional, interconnected national policies that aid the progression of 

teachers along a career continuum. The Australian Teacher Performance and 

Development Framework, 2012, is a targeted policy for teacher appraisal (AITSL, 

2012b). Underpinned by APST policy, the framework aims to improve the quality of 

teaching by promoting a performance and development culture in schools. The 

framework supports continuous teacher assessment, feedback and performance appraisal, 

and is complemented by the Australian Charter for Professional Learning of Teachers 

and School Leaders, 2012, in its purpose to promote improvement throughout a teacher’s 

career (OECD, 2015). The Charter seeks to develop teacher capacity across the teaching 

profession (AITSL, 2012c).  
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Enactment of APST policy and voluntary national certification commenced in Australian 

States and Territories in 2013, assisted by AITSL (2014d). Since enactment commenced, 

284 teachers have been certified as Highly Accomplished or Lead teachers in Australia 

as at March 2016, with the total number of certified teachers expected to increase to 500 

during 2017 (AISTL, 2016a). At the time of data collection, Queensland, Tasmania and 

Victoria did not offer voluntary certification (AITSL, 2014b). AITSL has developed a 

suite of supportive resources for certification and enactment of APST policy, including 

the Classroom Practice Continuum (AITSL, n.d.a), online Illustrations of Practice and 

forums for discussion, the MyStandards app, and an online Teacher Self-Assessment Tool 

to aid individual teacher reflection on practice (AITSL, 2013a). The Guide to the 

Certification of Highly Accomplished and Lead Teachers in Australia, 2013 and 

companion documents, namely the Certification Documentary Evidence Supplement: 

Lead Teachers, 2013 and Certification Evidence Mapping Document: Lead teachers, 

were developed to assist teacher understanding of certification requirements (AITSL, 

2013a, 2013b, n.d.b). A national certification assessor training program has also been 

developed to ensure nationally consistent certification of teachers (AITSL, 2016b), 

assisted by a series of teacher workbooks (AITSL, n.d.c). The Highly Accomplished and 

Lead Teacher Network was launched in March 2016 to promote and advance teacher 

quality by raising the profile of certification and presenting opportunities for teacher 

professional growth and collaboration (AITSL, 2016c). The network had 153 registered 

members as at May, 2016 (B. Gazzara, personal communication, May 13, 2016). 

 

State context in South Australia (SA). The Council of Education Associations 

of SA (CEASA) was formed in 1994 as an initiative intended to improve the quality of 

teachers by means of collaboration (CEASA, n.d.a., n.d.b.). Funded by the Department 

for Education and Child Development (DECD), the Council acts as a mechanism for 
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information sharing and the formation of partnerships across a network of SA teacher and 

educator associations. The Council provides opportunities for teacher professional 

learning in support of its commitment to improve student learning through the 

development of teachers, for improved teacher quality (CEASA, n.d.c.).  

Teacher registration in SA is administered by the Teachers Registration Board of SA 

(TRBSA). The Registration Board was established under the Teachers Registration and 

Standards Act 2004 and the Teachers Registration and Standards Regulations 2005 (most 

recent version 2016) to regulate the quality of the teaching profession in the State 

(TRBSA, 2016). The Registration Board requires mandatory (full) registration of all 

teachers at the Proficient stage of career development in line with APST policy and within 

a set time period (TRBSA, n.d.).  

The Teachers Registration Board of SA makes no mandatory requirement for certification 

of SA teachers at Highly Accomplished or Lead teacher levels. Teachers may apply for 

voluntary certification to their relevant employment sector (i.e. the DECD, the 

Association of Independent Schools of SA [AISSA], or Catholic Education SA [CESA]). 

A monetary cost may apply for application, dependent on sector. Certification is assessed 

and awarded by the SA Teacher Certification Committee based on recommendations 

from teacher assessment by each sector, in line with the Guide to the Certification of 

Highly Accomplished and Lead Teachers in SA, 2013 (AISSA, n.d.a; AITSL, 2013c, 

2014c, 2015b). Certification remains current for a period of five years after which the 

teacher must undergo an application process for renewal (AITSL, 2012a, 2013a).  

Various policy initiatives have ensued from the SA education sectors to enhance teacher 

quality for teacher leadership in line with APST policy. The DECD initiated a two-year 

certification trial that commenced in 2015, in which 60 teachers participated (Australian 

Education Union SA [AEUSA], 2016). The initiative was offered as an alternative career 
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path to existing lead teacher classifications in SA, namely Advanced Skills Teacher, and 

band A and band B leadership roles. The DECD offered salary incentives for teachers 

certified as Highly Accomplished or Lead, which was to cease at the end of 2017 

(Murphy, 2016). From 2017/18 the DECD was to advertise a limited number of positions 

for Highly Accomplished and Lead teachers (DECD, 2017). The intent was for teachers 

to apply for, and win one of these positions to achieve a salary incentive. Remuneration 

incentives were offered by CESA to promote quality teaching and to encourage teachers 

to achieve voluntary certification (CESA, 2014a). Under CESA’s then current enterprise 

agreement, an annual allowance was paid to Lead teachers. There was no limit to the 

number of Advanced Skills Teachers in SA, all of whom received a salary incentive 

according to the Advanced Skills Teacher classification (AEUSA, 2016). An additional 

competency-based classification was implemented by DECD at the highest level (Step 9) 

along an incremental salary progression, which was granted through teacher assessment 

(DECD, n.d.a). 

Additional sector-specific teacher quality policies enacted in SA in 2016/17 included the 

DECD Teaching for Effective Learning framework and Performance and Development 

Policy, and the Continuous Improvement Framework for Catholic Schools. The purpose 

of the Teaching for Effective Learning framework was to improve the quality of teaching 

and learning in DECD schools through the use of a reflective guide, assisted by online 

feedback tools (DECD, n.d.b). The Performance and Development Policy was designed 

to build teacher professional capacity in DECD schools (DECD, 2014). The policy 

focused on collaboration, shared learning and feedback for the development of a “quality 

performance culture” (DECD, 2014, p. 4). The Continuous Improvement Framework was 

enacted in SA Catholic schools. The framework identified teacher quality as a 

characteristic of high quality schools and depicted teacher quality as reflective, 

collaborative, and guided by data and evidence (CESA, 2014b). In addition, CESA and 
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AISSA facilitated various opportunities for professional learning for improved teacher 

quality (AISSA, n.d.b; CESA, 2016). Teacher quality was recognised through a State-

based initiative, namely the South Australian Public Teaching Awards, for which APST 

policy was specified as “the basis for criteria in judging high quality teachers” in 2012 

(DECD, AISSA, & CESA, 2012, p. 9).  

 

Thesis structure 

This thesis consists of six chapters. Chapter One has provided an overview of this 

research and situated the research within the global and national policy contexts at the 

time this research was conducted. Chapter Two reviews significant literature relating to 

the conceptual themes that underpin this research. Chapter Three outlines the research 

methodology. The research findings are presented in Chapters Four to Six. Chapter Four 

presents the macro (national: Australian) level findings, and the findings at the meso 

(State: SA) level. Chapter Five presents the findings at the micro (local: teacher) level 

in particular SA schools. This chapter also presents a cross-case (horizontal) analysis 

between cases. Chapter Six is a meta-analysis of the findings presented in Chapters Four 

and Five, along the policy trajectory extending from macro to micro level (vertical 

analysis). The findings are compared and contrasted with the relevant literature outlined 

in Chapter Two, and emergent meta-themes are discussed. Relevant developments in 

teacher quality policy and teacher standards in Australia are presented, from the time data 

was collected in 2016/17 to the point of thesis submission in 2018. This chapter concludes 

with implications of the findings for future policy directions in teacher quality policy in 

Australia and SA, and considerations for further research in this field. 
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CHAPTER TWO 

OVERVIEW OF THE LITERATURE 

 

Introduction 

The previous chapter contextualised the policy processes relevant to this study, both 

globally and in Australia, where this study was located. This chapter presents a review of 

literature pertaining to the key concepts that inform this study, all of which are strongly 

inter-related and overlapping. The chapter is organised into six sections. The first section, 

globalisation and education policy, conceptualises globalisation as an overarching 

concept within which the key concepts sit. The impact of globalisation on education 

policy and the teaching profession is outlined. The second section considers literature on 

the changing conceptualisation of ‘policy’, with policy being defined as a process. The 

third section conceptualises teacher quality. The terms teacher quality and quality 

teaching are often used interchangeably in the literature. Research that draws links 

between teacher quality and student achievement is presented. The fourth section presents 

literature on teacher professional development and professional learning. The fifth 

section conceptualises teacher leadership. The chapter concludes by bringing the key 

concepts together as they are relevant to this research on teacher standards and APST 

policy processes. 

 

Globalisation and education policy 

Globalisation refers to the notion of a ‘shared social space’ (Welch, 2013, 2018) in which 

the transnational dimensions of time and space are boundless (Rizvi & Lingard, 2010). 

This shared social space is created by the mobilisation of economic and human capital in 

global networks, and comprises various spatial distributions of ‘power’ (Rizvi & Lingard, 
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2010; Seddon, Ozga, & Levin, 2013). The impact of globalisation on education is relevant 

in decentralised, multi-sectoral, multi-scalar and open-source models of education (Dale 

& Robertson, 2012; Silva, 2016; Trippestad, 2016). 

Globalisation is associated with theories of global policy convergence and 

homogenisation, as well as policy divergence. Policy convergence is often explained as 

top-down policy processes that extend from global to local levels, and which are strongly 

influenced by international organisations (Varia, cited in Watson, 2009). In education, 

UNESCO and the OECD are frequently depicted as the exterior and most influential 

organisations through which policy is ‘diffused’ to nations (Dale & Robertson, 2012; 

Komatsu, 2016). Sometimes termed ‘policy borrowing’, the diffusion of policy through 

the OECD in particular, has linked and shaped nations that have voluntarily adopted 

various international norms espoused by the OECD (Arnove, 2007; Dale & Robertson, 

2012; Komatsu, 2016).  

Some literature has contended that processes of policy convergence facilitate the 

homogenisation or ‘flattening’ of policy, particularly at the national level (Gorur, 2016; 

Komatsu, 2016; Varia, cited in Watson, 2009). Diverse literature has argued that policy 

convergence is evident in standardised education systems characterised by the neo-liberal 

discourses of performativity, accountability, transparency and research-driven policy, 

amongst others (Bell & Stevenson, 2006; Hogan & Thompson, 2017; Sahlberg, 2007, 

2011; Trippestad, 2016). The use of research, including international testing data, is 

increasingly seen as an evidence base for the policy-making processes of nations (Feniger, 

2018; Whitty, 2016). Feniger (2018) cautioned that the use of international testing data 

might produce the longer-term consequence of tunnel vision, and result in the 

simplification of the policy ‘problem’. 
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Contrary to theories of policy convergence, where policies are ‘borrowed’ uncritically 

from other jurisdictions, policy divergence espouses heterogeneity and difference (Varia, 

cited in Watson, 2009). Theories of policy divergence propose that policy is not diffused 

through international organisations in a linear direction; non-linear processes exist at the 

level of nations and institutions as policy is interpreted (Varia, cited in Watson, 2009). 

Processes of policy interpretation at the national level are influenced by a nation’s values, 

resources and policy-making practices (Komatsu, 2016). These processes and practices 

include learning about the experience of others with a view to making adaptations for 

local conditions; that is policy learning (Adam, 2016; Gilardi, 2010; Lingard, 2010; 

Steiner-Khamsi, 2016). Contestation may arise from differences between global and 

national policy agendas (Komatsu, 2016). Similar processes of interpretation and 

contestation exist at the level of policy enactment within institutions with their own 

unique characteristics (OECD, cited in Gorur, 2016; Watson, 2009). Accordingly, some 

research has asserted that policy divergence exists at the local (or institutional) level of 

policy enactment (Robertson, 1995; Steiner-Khamsi & Stolpe, 2006)  

An economic discourse has been the focus of much literature that has discussed the effects 

of globalisation on education. For example, Beresford (2000) examined the relationship 

between globalisation and the economy and claimed that globalisation is driven by global 

capitalist economies of the western world. Beresford highlighted an economic discourse 

that is often associated with globalisation research. Other studies noted the priority 

afforded by national governments to education and economic policy agendas which were 

assumed to be linked (Arnove, 2007; Hogan & Thompson, 2017). Similar literature has 

discussed an increased focus on enhancing a nation’s competitive position in response to 

globalisation (Hogan, 2016; Sun-Keung Pang, 2016). Here, education is seen as a key 

instrument of competitive advantage. 
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Some literature has contended that globalisation is evident in the increasing 

commodification of teacher professionalism (Trippestad, 2016). Conceptualisations of 

the ‘global teacher’ (Maguire, 2009) have highlighted accountability and performativity 

discourses, where the global teacher is disciplined by data and performance expectations 

and is “compliant not critical ... does rather than thinks” (Seddon et al., 2013, p. 10). 

Trippestad (2016) noted the restrictive tension between autonomy and accountability for 

teachers (see also Keddie, 2015). Some research has documented a negative effect of 

increasing accountability and standardisation on teacher professionalism (Day & 

Smethem, 2009; Gerrard & Farrell, 2014). Increased accountability and control over 

teachers was questioned by Dinham (2015), who contended that research findings were 

misused in Australian education policy to allocate blame to teachers for poor student 

outcomes. These concerns also resonated with Lingard, Sellar and Lewis (2017). In all, 

globalisation has had a marked and contested impact on education policy. 

 

The changing conceptualisation of ‘policy’ 

Dale and Robertson (2012) posed a significant policy question, one of which this research 

sought to answer in the context of policy enactment and the role of teacher leadership 

standards: 

If policy is moving … frequently over a more extended (global) space 

involving national territorial borders, who, how and with what outcomes, are 

education policy problems and their solutions being constructed, projected, 

contested and materialised? (p. 14).  

In posing this question, Dale and Robertson highlighted an important conceptual feature 

of policy as it sits within a globalised society; that of mobility. The question posed by 
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Dale and Robertson above, also highlighted other features of policy: it is constructed 

through a process, by participants (policy actors), and for a purpose (policy intent).  

Policy as a process may be defined as a continuous and evolving cycle for change that is 

shaped by the values, and in the interests of, all who are affected by it (Ball, Maguire, 

Braun, & Hoskins, 2011; Bell & Stevenson, 2006; Rizvi & Lingard, 2010). Participants 

in policy processes are both “receivers and agents of policy” (Ball et al., 2011, p. 625) 

who mediate and contest policy through reason, that is policy text and design, and power 

(Ball, 2015; Hupe & Hill, 2016). Implicit in policy production are assumptions and 

knowledge about the world, as expressed in Ball’s (2015) definition of policy as 

discourse. Policy may also be conceptualised as a product, being distinguished as “texts” 

(Ball, Maguire, & Braun, 2012, p. 3) and national strategies (Taylor, Rizvi, Lingard, & 

Henry, 1997; Welch, 2013). Policy as text is interpreted and translated by policy actors 

during the process of policy enactment (Ball, 2015).   

There is a degree of overlap in the literature between the terms policy ‘enactment’ and 

‘implementation’. The term ‘enactment’ is usually used to denote more active 

engagement with a policy by its ‘subjects’, and includes possibilities of significant 

transformation and resistance to the original policy intent. By contrast, the term 

‘implementation’ is based on an older assumption that ‘faithful’ adoption of the intent 

follows policy (Ball et al., 2012; Hupe & Hill, 2016). Maguire, Braun and Ball (2015) 

have defined implementation as the adoption of the legislators’ intentions in practice. It 

has been suggested that governments take an interest in implementation research when 

seeking evidence of, and accountability for, intended policy results (Stewart-Weeks, cited 

in Colebatch, 2006).  

Contrary to policy implementation, policy enactment is considered multidirectional in 

nature (Heimans, 2014). Enactment is influenced by a policy actor’s experiences, context 
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and power (Ball et al., 2012; Braun, Maguire, & Ball, 2010; Spillane, 2004). Policy 

enactment in education assumes that policy “rarely tell[s] you exactly what to do” 

(Maguire et al., 2015, p. 486). As such, enactment involves processes of interpretation, 

translation, and the recontextualisation of policy by different policy actors, and is 

mediated at the level of institutions (Ball et al., 2012; Braun et al., 2010; Maguire et al., 

2015; Savage & Lewis, 2018). Posited as a problem of negotiation and strategy at the 

local level, enactment involves contestation between policy actors and their agendas as 

power is exerted by actors at the local level; thus making possible a policy-to-practice 

gap (Komatsu, 2016; Werts & Brewer, 2015).  

A number of studies have claimed that teachers are the key policy actors at the local level 

as they selectively engage with policy emanating from central authorities (Robertson, 

2013; Shields, cited in Komatsu, 2016). Ball et al. (2011) suggested that policy actors 

may assume more than one different position when making meaning at different times 

during the policy enactment process, for example, indifference or avoidance. Ball et al. 

(2012) mapped eight roles of policy enactors: policy entrepreneurs and authoritative 

entrepreneurs; transactors and translators; critics and refusers; and copers and defenders. 

Studies on policy enactment in education, particularly in relation to teacher quality, 

teacher professional development, teacher professional learning and teacher leadership, 

have identified inhibitors to, and enablers of, policy enactment. School context has been 

frequently referred to in the literature as an influential factor affecting policy enactment, 

for all key concepts to follow (Bush & Glover, 2003; Derrington, 2016; Huggins, Klar, 

Hammonds, & Buskey, 2016). Some literature has pointed to a link between school 

contextual factors and effective enactment (Haiyan, Walker, & Xiaowei, 2017; 

Somprach, Praswertcharoensuk, & Ngang, 2015).  
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School leadership has been identified as a significant enabling factor for successful 

translation of policy to practice (Langdon & Ward, 2014; Robinson, Hohepa, & Lloyd, 

2009; Ross & Bruce, 2007; Stosich, 2016). A growing body of literature has suggested 

that school leadership created conditions (context) to support teachers to learn about, and 

enact, policies in schools (Carver & Feiman-Nemser, 2009). These conditions included 

allocating time and resources for teachers to engage in conversations for learning about 

policy, and teacher access to professional development and professional learning that was 

aligned with school practices (Barman, Bolander-Laksov, & Silén, 2014; Buysse, 

Winton, & Rous, 2009; Carver & Feiman-Nemser, 2009; Coogle, Rahn, Ottley, & Storie, 

2016; Langdon & Ward, 2014; Penuel, Fishman, Yamaguchi, & Gallagher, 2007; Penuel, 

Riel, Krause, & Frank, 2009).  

Teacher collaboration and sharing of practice were identified as prominent teacher-

specific factors that enabled policy enactment (Gonzalez, Deal, & Skultety, 2016; James 

& McCormick, 2009; Kraft & Papay, 2014; Little, 2002; Mockler, 2013; Odom, 2009). 

Some literature acknowledged that collective participation in learning, as realised through 

teacher belief in learning for self-change (James & McCormick, 2009), may improve 

teacher quality if teachers are invested in self and others (Hargreaves & Fullan, cited in 

Scott, 2013). Other teacher-specific factors that enabled policy enactment included staff 

morale (Carver & Feiman-Nemser, 2009), teacher commitment (Haiyan et al., 2017), 

teacher belief in policy change, and willingness to ‘comply’ with regulations (Barman et 

al., 2014; Maguire et al., 2015; Valli & Buese, 2007). Literature alluded to the importance 

of teacher and collegial self-reflection and teacher feedback, in facilitating processes for 

effective policy enactment (Attard, 2012; Ingvarson, Meiers, & Beavis, 2005; Mockler, 

2013; Penuel et al., 2007). 
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In addition, Maguire et al. (2015) suggested the level of change through policy enactment 

processes is affected by the policy type and the level of policy dependency, as determined 

by the stage in a teacher’s career. Studies concerned with teacher leadership suggested 

that effective enactment is enabled through the capacity building of teacher leaders, and 

when professional learning processes are teacher-led (Akiba & Wilkinson, 2016; Linton 

& Geddes, 2013). The literature presented for this section on the changing 

conceptualisation of policy has indicated different levels of power assumed by policy 

actors during the cyclical policy process. In particular, the literature on policy enactment 

revealed a level of power that is assumed by the policy actor at the local level as they 

interpret policy, which may lead to differences between policy intention and enactment. 

 

Teacher quality 

Three interdependent perspectives on teacher quality are conceptualised in the literature, 

as presented by Wang, Lin, Spalding, Klecka and Odell (2011), and elaborated below. 

The first perspective defined and predicted teacher quality according to teacher 

competence or teacher qualifications, or as a function of teacher knowledge, skills and 

dispositions (see also Naylor & Sayed, 2014). Prior to 2009, US teacher quality policy, 

in particular, was synonymous with qualifications (Gabriel, 2016). Empirical research has 

examined the relationship between teacher qualifications and teacher quality, as 

determined through measures of student achievement, and it is inconclusive (Wayne & 

Youngs, 2003; see also Canales & Maldonado, 2018). Hollins (2011) identified what she 

perceived as the essential teacher dispositions, knowledge and skills for quality teaching: 

appropriate teacher practice (integrity); consistent student achievement of expected 

learning outcomes (trustworthiness); a sense of professional identity; collaboration; and 

engagement in self-directed professional growth. Other literature acknowledged that 

quality teaching has multiple dimensions, including social and emotional support and 
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classroom organisation, and teachers may be effective in a number of these areas (Blazar 

& Kraft, 2017; Gershenson, 2016; Price, 2016). 

A second perspective outlined by Wang et al. (2011) conceptualised teacher quality as a 

measure of teacher performance, which encompassed evaluation of practice, professional 

development, and context for culturally responsive teaching. A third perspective defined 

teacher quality as effectiveness based on the assumption that quality teachers are one of 

the most important in-school factors that influence student learning and achievement (see 

also Hattie, 2003, 2009; Pang & Wang, 2016; Thorpe, 2014). That third perspective is 

both supported and refuted by a variety of research that on the one hand confirmed a link 

between teacher quality and student achievement, but on the other hand questioned weak 

conclusions about teacher quality from research findings (Goe & Stickler, 2008; 

Goldhaber & Brewer, 2000).  

Teacher quality improvement has been the focus of much literature, especially where it 

is conceived as effectiveness. Research on teacher quality improvement has explored the 

effects of teacher incentives and school system features on teacher quality, and on teacher 

accountability, for student achievement. Some studies that have considered teacher 

incentives found that quality teachers and inexperienced teachers were more likely to 

support individualised incentive structures (Goldhaber, Bignell, Farley, Walch, & Cowan, 

2016; Springer et al., 2009). Studies have suggested that teachers value monetary 

incentives as a reward for their efforts, but not as a motivator for changing teacher 

behaviour or improving student achievement (Finnigan & Gross, 2007; Marsh et al., 

2011). Limited evidence existed in the literature to affirm that teacher performance pay 

incentives, such as the ‘value-added models’ implemented in parts of the US, increased 

student achievement (Berry & Eckert, 2012; Marsh et al., 2011). Other research 
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questioned the use of individualised teacher incentives, given the collective effects of 

teaching on student achievement (Kraft & Papay, 2014; OECD, 2009).  

A recent Australian review of literature on teacher quality indicated that the school 

environment, government teacher policy frameworks, and teacher professional 

development were significant influences on teacher quality improvement (Naylor & 

Sayed, 2014). Investigations on school context suggested that teacher collaboration, the 

provision of time, and linkages with accountability policy mechanisms may improve 

teacher quality (Destler, 2016; Johnson, 2009; Kraft & Papay, 2014; Lavy, 2016). 

Research examining teacher quality gains indicated that improvements in teacher quality 

were higher, early on in a teacher’s career (Buddin & Zamarro, 2009; Rinke, 2008; 

Wiswall, 2013). One study demonstrated little evidence of improved teacher quality 

extending beyond the first three years in a teacher’s career, and thus questioned the use 

of increasingly restrictive certification standards to improve teacher quality (Rivkin, 

Hanushek, & Kain, 2005, 2014).  

An increasing body of research has indicated concerns about the influence of teacher 

standards on teacher quality (Naylor & Sayed, 2014). Whilst teacher standards provide a 

means through which teacher quality can be identified, some researchers have questioned 

the effects of a performance-related definition of teacher quality on the professional 

identity of teachers (Carter Andrews, Bartell, & Richmond, 2016; Connell, 2009; 

Ingvarson & Rowe, 2008; MCEETYA, 2003). In contrast, research by Sachs (as cited in 

Day & Smethem, 2009) indicated that high performing teachers had a strong self-identity 

and collaborated, when measured against standards. Findings from a Swedish study 

concerning teacher professionalism, indicated “power is relocated from teachers to 

standardised instruments” (Nordin, 2016, p. 841). Meta-studies on quality teaching across 

nations have demonstrated other ways to encourage teacher quality in addition to the use 
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of standards (Hilton, Flores, & Niklasson, 2013). Fullan (cited in Day & Smethem, 2009) 

advised that schools should focus on capacity building before teacher ‘compliance’, 

pointing to the importance of teacher professional learning and development in addition 

to standards. The literature presented for this section on teacher quality has revealed an 

increased focus on teacher quality improvement, which was linked to increased teacher 

accountability for student outcomes, as influenced by globalisation. 

 

Teacher professional development and professional learning 

The concepts of teacher professional development (PD) and teacher professional learning 

(PL) are intertwined in the literature. Teacher PD has previously been differentiated from 

teacher PL, where PD was depicted as the vehicle through which teachers could acquire 

knowledge and skills for teacher growth, through the transformational process of learning 

for change (Avalos, 2011; Browne-Ferrigno, 2016; Cornish & Jenkins, 2012; Desimone, 

2009). The Australian Charter for the Professional Learning of Teachers and School 

Leaders defined teacher PL as “the formal or informal learning experiences undertaken 

by teachers ... [to] improve ... individual professional practice, and a school’s collective 

effectiveness, as measured by improved student learning, engagement with learning and 

wellbeing” (AITSL, 2012c, p. 2). Recent conceptualisations of teacher PD and PL are 

more interlinked. Both teacher PD and PL have been employed as policy tools to improve 

teacher quality and student learning through change in teacher practice (Desimone, 2009; 

Kisa & Correnti, 2015; Klingner, Boardman, & McMaster, 2013; OECD, 2015).  

Teacher PD research has shifted in focus from the evaluation of strategies to evaluation 

of the effectiveness of outcomes, parallel to research on teacher quality (Penuel et al., 

2007). Some research has identified a positive link between effective teacher PD and 

student achievement (Heller, Daehler, Wong, Shinohara, & Miratrix, 2012; Lumpe, 
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Czerniak, Haney, & Beltyukova, 2012; Tchoshanov, 2011). However, other studies have 

indicated no meaningful difference in student achievement, after PD (Dash, Magidin De 

Kramer, O’Dwyer, Masters, & Russell, 2012). Teacher PD has been conceived as a 

compliance tool to demonstrate competence in standards of teacher quality; although 

there exists a risk of teacher learning being narrowed, if PD is expressed as a set number 

of hours required for maintenance of teacher registration (Mockler, 2013). 

Teacher PL is influenced by teacher values, practices and goals (James & McCormick, 

2009). As such, research in this area has included tools for PL, for example, mentoring, 

coaching and teacher reflection (Darling-Hammond, 2014; Huggins et al., 2016; Kim & 

Silver, 2016). Some studies proposed that teacher PL may facilitate policy enactment 

processes (Carter Andrews et al., 2016) to “address the research-to-practice gap” (Coogle 

et al., 2016, p.1). Other studies suggested collegial dialogue and risk taking created 

opportunities for teachers to make sense of policy, for teacher change (James & 

McCormick, 2009; Spillane, 2004). Additional research portrayed teacher PL as identity 

work, where learning supported teacher identity formation in context as it shifted at 

different stages throughout a teacher’s career (Mahmoudi-Gahrouei, Tavaloki, & 

Hamman, 2016; Mockler, 2013). Hollins (2011) argued for a holistic, practice-based 

approach to teacher PL in schools that mirrors the practices of quality teaching and 

incorporates teacher quality standards (see also Ghasemy, Hussin, & Daud, 2016).  

Additional literature offered some evidence that many pre-service teachers aspired to be 

lead teachers, and considered the potential implications of continuous PD for career 

progression (Reeves & Lowenhaupt, 2016). This research linked to studies that 

emphasised the importance of sustaining PD and PL over time (Attard, 2012; Darling-

Hammond, 2014). Another study suggested teacher PD and PL may be used to counter 

teacher de-professionalisation by mediating the intensification of a teacher’s work 
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(Ballet, Kelchtermans, & Loughran, 2006). Other research highlighted the reciprocal 

relationship between teacher beliefs and capacity building (Datnow & Hubbard, 2016). 

The literature presented in this section on teacher PD and PL has revealed the value of 

PD and PL as policy mechanisms to facilitate teacher quality improvement. 

 

Teacher leadership 

Teacher leadership (TL) is an emerging construct that is conceptualised in various ways 

across a vast amount of literature (Conway, 2014; Gumus, Bellibas, Esen, & Gumus, 

2018; Hairon, Goh, & Chua, 2015; York-Barr & Duke, 2004). Dimmock (2011), for 

example, defined TL as a social influence process (see also Bush & Glover, 2003; 

Hunzicker, 2012). Other literature conceptualised TL as a framework, sometimes with 

different emphases (Crowther, 2002; Harris & Muijs, cited in O’Donoghue & Clarke, 

2010; Durrant, 2004). Hattie (2003) delineated TL as the attributes of an expert teacher. 

Hairon and Dimmock (2012) suggested TL challenges patterns of hierarchical power 

within school leadership structures, as leadership is distributed. A study by Carver (2016) 

suggested teacher leaders perceived leadership as not being tied to a position or role. The 

multiplicity of TL conceptualisations highlights disagreement in the literature as to one 

clear definition.  

Despite disagreement about the definition of TL, Hairon et al. (2015) identified five key 

overlapping themes across the literature: “(1) influence in leading others, (2) leading with 

others, (3) leading collegial relationships, (4) leading teacher learning and (5) leading for 

teaching and learning” (p. 165). That study assigned significance to the role of teacher 

leaders in supporting conversations in professional learning communities for 

improvement in teacher quality, and proposed that TL consisted of three dimensions: 

collegial and collaborative relations; teacher PD and PL (see previous section); and 
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change in teacher practice. Additional empirical research also recognised professional 

conversation and teacher collaboration as enabling processes for TL enactment, whilst 

other literature analysed the role of teacher leaders as they were empowered to influence 

improvements in teacher quality by means of collective participation (Andrews & Abawi, 

2017; Conway, 2014; Ellis, cited in Browne-Ferrigno, 2016; Margolis & Huggins, 2012; 

Reed & Swaminathan, 2016). The literature discussed here, emphasised linkages between 

TL, teacher quality, PD and PL, and the significance of PD and PL for the development 

of teacher leaders and the enactment of teacher leadership. 

The development of teacher leaders, or teacher leader capacity building, was given much 

attention in TL literature (Dimmock, 2011). Weiner (2011) identified four ‘teacher 

connectors’ to grow TL for school improvement: a shared vision; clarity of teacher leader 

roles and continuous PD (see previous section); resources; and the questioning of existing 

structures and autonomy. Some research identified various enablers for teacher leader 

capacity building that reflected the characteristics of teacher leaders (Ellis, cited in 

Browne-Ferrigno, 2016; Huggins et al., 2016). In addition, Carver (2016) argued that 

identity transformation and self-perception were critical steps in teacher leader formation, 

and may assist teacher leaders to overcome organisational constraints to TL enactment. 

Huggins et al. (2016) further noted that capacity building may be facilitated by teacher 

thinking, reflection and feedback. It is important to note that teacher leader capacity 

building is a gradual process of change that school leaders have the power to enable 

(Durrant, 2004). 

There is sparse evidence of the effects of TL on student learning (Hairon et al., 2015). 

One US study provided evidence of TL and collaboration on improved teacher quality 

and student learning (Sun, Loeb, & Grissom, 2017). Similarly, case study findings from 

another US study recommended collective teacher responsibility for student outcomes, 
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through the expectation for every teacher to become a lead teacher (Derrington, 2016). 

Reed and Swaminathan (2016) provided evidence for a link between distributed 

leadership, a concept frequently associated with TL in literature, and improved student 

achievement within a professional learning community. The concepts presented in this 

synthesis of literature are reflected in the current conceptualisation of teacher standards 

and associated PD and PL frameworks in Australia, though there are gaps in the literature 

on how these ideas fit within the overall picture of TL.   

 

Teacher standards and APST policy 

There is a limited and mixed body of research that has examined the use of teacher 

standards and APST policy in Australia. For example, some studies have considered the 

assessment of preservice teachers against APST Graduate Standards (Hudson, Hudson, 

Weatherby-Fell, & Shipway, 2016; Phillipson, Cooper, & Phillipson, 2015). Other 

literature has explored elaborations of APST policy for specialist teaching areas (Dally & 

Dempsey, 2015; Henderson & Jarvis, 2016). Some literature claimed Australia applied a 

developmental approach to teacher standards (Cutter-McKenzie, Clarke, & Smith, 2008; 

Leonard, 2012). By contrast, Loughland and Ellis (2016) suggested Australia’s focus on 

teacher quality discourse positioned teacher standards as a regulatory device. A similar 

position was discussed in an article by Nelson (2013), which highlighted enforced 

compliance of APST policy at the Proficient level.  

Various literature has identified different benefits of APST policy. For example, 

Loughland and Ellis (2016) indicated there may be potential benefits for teachers who 

use the Standards as a learning scaffold or framework to guide development of their 

practice along a career continuum. Loughland and Ellis further suggested APST policy is 

beneficial as a shared common language, and as the means by which to promote teaching 
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as a profession. Taylor (2016) noted that teachers perceived APST policy as beneficial 

when used to guide and assist teacher reflection. 

Different studies have focused primarily on the limitations of APST policy. For example, 

Gannon (2012) criticised the Standards for their potential homogenising effect on 

teaching practice and the omission of the affective domain of teaching, which Leonard 

(2012) further suggested may lead to a restricted understanding of practice. Similarly, 

Taylor (2016) proposed APST policy was self-limiting in the sense that it ignored the 

‘human’ aspect of teacher growth. Further criticisms include the perceived reduction of 

teacher professionalism to a set of competencies (Bourke, 2011), uncertainty about the 

effects of APST policy on research-based teacher practices (Leonard, 2012), and limited 

references to data-informed decision-making in the APST descriptors (Nelson, 2013). In 

addition, Moodie and Patrick (2017) claimed the Standards positioned Indigenous 

cultures as subordinate, and identified inequity as a possible outcome of policy enactment.  

A study by Taylor (2016) considered teacher perceptions of the impact of professional 

standards on the teaching profession. Taylor’s study identified a policy-to-practice gap in 

a NSW context, and indicated that teachers perceived APST policy as a quality assurance 

mechanism rather than a strategy for quality improvement. Taylor found that teachers had 

a strong personal agency in terms of power to control their professional growth, as 

enabled by context.  

Another study considered the development of APST policy, also in the NSW context, and 

found that policy-making processes were not indicative of a top-down power relationship 

due to ongoing interactions between State and federal levels of government throughout 

the process (Savage & Lewis, 2018). However, the findings did suggest significant 

federal government control during policy formation. Findings indicated policy enactment 

at the State level was enabled by State-level consensus through a process of ongoing 
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policy translation, interaction and ‘reassemblage’ of policy, as opposed to a clear-cut 

process of policy transfer from national to State level. The literature presented for teacher 

standards and APST policy thus far, indicates various context-dependent themes. In light 

of the limited body of literature on APST policy, it is inappropriate to draw generalised 

conclusions about APST policy and its enactment. This study will add to the growing 

body of literature in this field. 

 

APST Lead Standards policy. Literature confirms a growing body of supportive 

resources for TL development and practice, including APST Lead Standards policy and 

accompanying certification tools developed by AITSL. However, there is little 

knowledge of the outcomes of use of these Standards (see Carver, 2016). US literature 

suggested lead teacher standards may be used to facilitate discussion about practice and 

expand new lead teacher roles, promote and recognise leadership through differentiated 

career options, develop teachers for leadership, and sustain TL over time (“Teacher leader 

model”, 2012). The US Teacher Leader Model Standards emphasised the reciprocal and 

supportive relationship between teacher leaders and school leadership, with shared 

accountability for student outcomes (“Teacher leader model”, 2012). Thorpe (2014) 

suggested TL should be at the core of the profession, given the identified rigor associated 

with certification processes and the value teachers placed on such processes. 

The review of literature for this study indicated no research existed up to the point of data 

collection for this study, on what TL looked like in Australian schools that were enacting 

APST Lead Standards policy. One study by Stern (2015) presented an analysis of APST 

policy processes in general, at a point in time close to their enactment in a Western 

Australian context. Findings from that study described the flow of power in a top-down 

policy process, in which enactment was influenced by negotiations at the State and 

institutional (school) levels. However, that study did not consider enactment of APST 
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Lead Standards policy in particular. Hence a study that aims to elicit teacher perspectives 

on the enactment of TL as influenced by the APST policy initiative fills a gap in the 

literature.  

 

Conclusion 

The review of relevant literature considered the key concepts that underpin this study. 

What has emerged from this review is the interconnectedness of the key concepts, as they 

relate to teacher quality and improvement of student learning outcomes. This was 

highlighted in literature on teacher quality which identified government frameworks 

(policy), school context (a dominant theme throughout the literature) and teacher PD and 

PL as influences on teacher quality, and consequently on student learning and 

achievement. Teacher leadership literature linked the key concepts further and suggested 

the use of teacher PD and PL to continuously improve teacher quality (capacity building) 

along a career continuum, to the highest level of quality, namely a Lead teacher. Teacher 

standards were identified in the literature as one way to articulate teacher quality and TL, 

reflective of the influence of globalisation on education policy and the teaching 

profession. The limited research available on APST policy at the time of this study, 

identified a gap in literature with regards to TL enactment in schools. This study will 

contribute towards filling this gap. The following chapter outlines the theoretical 

framework and methodology used to analyse APST policy processes, with a focus on 

Lead teachers, and to elicit teacher perspectives for this study. 
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CHAPTER THREE 

METHODOLOGY 

 

Introduction 

Chapter One contextualised this research within global and national (especially 

Australian) education policy settings. Chapter Two discussed the literature pertaining to 

the key concepts that underpin this study. This chapter details the theoretical framework 

for the research, and is sectioned into six parts. First, the research aim is stated. Second, 

the theoretical foundations of interpretivism and critical theory that guided this study at 

different points, are outlined. Third, the policy trajectory conceptual framework is 

described, and the related research questions are presented. Fourth, a multiple case study 

research design is outlined. Fifth, the section on research methods details the collection 

and analysis of documents and interview data. Data was analysed using the two main 

methods of Miles and Huberman’s framework for extraction of themes, followed later by 

critical discourse analysis. The validity and reliability of the findings are discussed. 

Lastly, the ethical considerations for this study are identified.  

 

Research aim 

The aim of this study was to analyse the Australian Professional Standards for Teachers 

(APST) policy processes, with a primary focus on the Lead Standards and their enactment 

by teachers in selected settings in South Australia. The study was concerned with 

analysing the perspectives of teachers to gain insight into the processes of translating 

policy into practice (enactment), as experienced by localised policy actors in schools. 

Consistent with the conceptualisation of policy analysis as a ‘trajectory’, the research aim 

was investigated using four research questions that were derived from a policy trajectory 
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conceptual framework, as explicated in more detail after first outlining the theoretical 

frameworks that guided the research design and methods of data collection and analysis. 

 

Theoretical frameworks  

This study was informed by both interpretivism and critical theory at different points in 

the research. Interpretivism is based on the assumption that understandings are formed 

through a “process of negotiation of meaning” (O’Donoghue, 2007, p. 17) in our everyday 

activity. The interpretivist paradigm was relevant to the initial data collection and analysis 

phases of this study as it allowed for teacher perspectives to be elicited and examined in 

context as teachers constructed meaning during the process of APST Lead Standards 

policy enactment (the ‘phenomenon’) (Ball et al., 2012; Merriam & Tisdell, 2016; 

O’Donoghue, 2007). However, whilst the interpretivist paradigm was appropriate for 

understanding ‘perspectives’, it is relatively uncritical (Crotty, 1998). A critical approach 

was therefore added at a later stage of the analysis to enable a more comprehensive 

overview of the whole APST policy process (with a focus on the Lead Standards), from 

macro (national: Australian) to meso (State: SA) to micro (local: teacher) levels.  

Critical theory investigates how power is embedded in, and shapes, an actor’s response 

to policy (Coburn, 2016) based on the assumption that knowledge is influenced by values 

(Habermas, cited in O’Donoghue, 2007). A critical theoretical framework facilitated a 

richer analysis in this study by questioning the relationships of power along the APST 

policy trajectory (Simons et al., 2009; Vidovich, 2007). Further, critical theory aided 

understanding of the processes of social change by revealing apparent values in APST 

policy processes (O’Donoghue, 2007; Ozga, 2000). Critical theory also sought to counter 

the limitations of interpretivism, and vice versa. To investigate the relationships of power 

along the policy processes, a policy trajectory framework was necessitated. 
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Policy trajectory framework and research questions 

The ‘policy trajectory’ framework is used in policy analysis studies to reveal the 

underpinning values, power constructs, and policy intent, as well as enactment (Ball, 

1994; Rizvi & Lingard, 2010; Taylor et al., 1997; Vidovich, 2007, 2013). Various studies 

have employed the policy trajectory framework in the context of Australian education 

policy processes and indicated a gap between policy intent on the one hand, and policy 

enactment on the other, noting inequalities in power of influence and/or social justice 

issues (e.g. Ledger, Vidovich, & O’Donoghue, 2014; Paveling, 2016; Yorke, 2014). 

The policy trajectory conceptual framework was initially developed by Ball (1994) who 

differentiated five contexts: influences (the processes leading to policy initiation and 

development); policy text production (the interactions between policy actors as policy 

text is constructed); practices and effects (the processes of enactment as policy text is 

interpreted and translated in context); outcomes (the impact of policy on equity and social 

justice); and political strategies (the suggested actions to improve processes of enactment 

and outcomes). The framework has been further developed for empirical application by 

Vidovich (2007, 2013) who added levels of analysis, as explicated below. Further, the 

last two contexts have been combined as ‘outcomes’ considering that both are related to 

bigger picture issues of social justice and equity (see also Rizvi & Lingard, 2010).  

The framework was relevant to this study as it facilitated policy analysis at three levels 

of the APST policy processes: the ‘macro’, ‘meso’ and ‘micro’ levels (Vidovich, 2007, 

2013). In this study, ‘macro’ refers to the national level within Australia; ‘meso’ refers to 

the State level, namely South Australia; and ‘micro’ refers to teachers in schools. 

Advantages of using the framework in this study were three-fold. First, the framework 

facilitated cyclical analysis of the APST policy processes, as informed by influences. 

Thus, comparisons were enabled between policy intent at the macro (national: Australian) 
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level and policy enactment at the micro (local: teacher) level as policy was re-

contextualised. This revealed a policy-to-practice gap (Bowe, Ball, & Gold, 2017; 

Vidovich, 2007). Second, comparisons between policy intent and enactment supported 

identification of reasons for the adoption of ASPT Lead Standards policy by schools and 

teachers, and how teachers negotiated conflicting policies (Ball et al., 2012). Third, the 

framework allowed for non-structural features of APST policy text to be considered, 

which also contribute to social change (Woodside-Jiron, 2004). The policy trajectory 

framework was used to structure the four research questions in this study: 

Research question 1 

What were the wider influences that acted to initiate APST policy (in general) and 

APST Lead Standards policy (specifically)?  

Research question 2 

What were the key features of APST policy text (in general) and APST Lead 

Standards policy text (specifically), and how were the texts produced? 

Research question 3 

How did schools and teachers enact APST Lead Standards policy in South Australian 

schools and why? 

Research question 4 

What were the longer-term outcomes of APST policy (in general) and APST Lead 

Standards policy (specifically)? 

For the purposes of this study the main focus was on the third research question about 

policy enactment in schools, although research questions 1, 2 and 4 were necessary to 
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enable a holistic policy analysis. Case studies were used to address the research questions 

at the micro level. 

 

Research design 

The research was qualitative in nature. After analysis of relevant documentary and 

interview data at the macro (national: Australian) and meso (State: SA) levels, a multiple-

case study research design was employed at the micro (local: teacher) level. A qualitative 

research design was fitting for this study as it sought both depth in interpretation and 

critical perspectives from participants who were experiencing ‘the phenomenon’, that is, 

APST Lead Standards policy (Merriam & Tisdell, 2016). A qualitative approach was 

advantageous in this study as it enabled holistic treatment of APST policy whilst 

recognising its unique character through personal interpretation and analysis of textual 

data, in context (Stake, 1995).  

Case studies (at the micro level of teachers in schools) were an appropriate unit of analysis 

in this study as they allowed for the in-depth and holistic examination of a contemporary 

phenomenon by addressing ‘how’ and ‘why’ questions within the context of the 

‘bounded’ system (Merriam & Tisdell, 2016; Punch & Oancea, 2014; Thomas & Myers, 

2015; Yin, 2014). Case studies were also fitting because the phenomenon of interest is a 

process from which understanding was sought for the improvement of practice (Merriam, 

1988). By way of design, a multiple or comparative case study design was most 

appropriate for this research as it facilitated analysis within and across contexts (Punch & 

Oancea, 2014). In the research reported in this thesis, the ‘cases’ were individual teachers 

who were certified as Lead or Highly Accomplished in accordance with APST policy. 
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Research methods 

Participants. In keeping with the protocols for a qualitative case study design, 

participants in this study were purposively selected by the researcher based on their ability 

to help formulate the ‘best’ understanding of the research questions (Creswell, 2014; 

Merriam & Tisdell, 2016). Interview participants were not sought at the macro (national: 

Australian) level, and only research questions 1 and 2 were relevant; documents were the 

only source of data at this level.  

Participants were sought for interviews at the meso (State: SA) level to enrich 

documentary data. Participants were identified and screened using a criteria based, 

purposive sampling strategy (Yin, 2014). The criteria for participant selection at the meso 

level were: sufficient knowledge of APST Lead Standards policy; and direct participation 

in any of the processes of drafting, administering, enacting or reviewing APST policy 

and/or APST Lead Standards policy. Three interview participants were sought from 

different South Australian government and non-government education bodies.  

Criterion based, purposive sampling was also used to identify participants (the ‘cases’) at 

the micro (local: teacher) level. The criteria for the selection of each case included: 

sufficient knowledge of APST Lead Standards policy; and either engaged in the process 

of becoming certified as a Lead teacher, or completed the process for certification 

(certified) as a Lead or Highly Accomplished teacher. The rationale for these criteria was 

based on the assumption that teachers who were engaged in the process of certification, 

or who were certified, were enacting the Lead or Highly Accomplished Standards 

policies. The initial participant pool included Lead teachers only. As data collection 

progressed, the participant pool was expanded to include certified Highly Accomplished 

teachers due to the limited pool of potential participants at Lead level. Highly 
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Accomplished teachers were appropriate for inclusion in this study as they identified as 

the career stage preceding Lead teacher and involved the same processes for certification.  

A snowball sampling strategy was initially employed for identification of teacher cases, 

deemed most appropriate considering cases were scattered throughout the teacher 

population (Merriam & Tisdell, 2016). This strategy did not identify any cases. Potential 

cases were identified using a press release from the Minister of Education, teacher 

networks on social media, and publicly available Highly Accomplished and Lead Teacher 

network documents. One participant was identified by disseminating information about 

the research through a State-level education body. Participants were directly contacted by 

phone and/or email, with regular follow up phone calls and/or emails for non-replies and 

interested potential participants. Out of 36 potential participants identified and contacted, 

nine did not respond, three declined to participate, seven did not eventuate, and one did 

not provide full consent for interview data to be used in this study. Finally, a total of 16 

cases achieved breadth in the data. All participants were certified as a Lead or Highly 

Accomplished teacher at the time of the initial interview, and were interviewed one time 

only. 

 

Data collection. Multiple sources of evidence (data) were gathered at multiple 

stages during the data collection process to enable the convergence of evidence and 

strengthen construct validity (Creswell, 2014; Yin, 2014). The two types of data collected 

for this policy analysis study were from document and interview sources. Documents 

were the primary data source at the macro (national: Australian) level, as APST policy 

was a national Australian government initiative. Data was also gathered at the meso 

(State: SA) level, considering education is the legal responsibility of the States, as 

outlined in Chapter One. State perspectives were sought to identify the interaction 

between national APST policy and State-level policy responses. Documents and 
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interview data were the primary data sources at the meso (State: SA) level. Data gathered 

from documents were used to inform interview data collection at the meso (State: SA) 

and micro (local: teacher) levels. Interviews were the primary data source at the micro 

(local: teacher) level to elicit the perspectives of each teacher case. Table 3.1 displays the 

types of data gathered for each research question along the policy trajectory. 

 

Table 3.1 Data gathered for the four research questions at each level of the policy 

trajectory. 

Research Question Macro (national: 

Australian) level 

Meso (State: 

South Australian) 

level 

Micro (local: 

teacher) level 

1: Policy influences  

 Documentary 

data 

Documentary data 

and                 

Interview data 

Interview data 

2: Policy text production 

 

3: Policy practices and 

effects (enactment) 
  

4: Policy outcomes 

 

 

Documentary data. The primary document of interest to address research 

questions 1 and 2 at the macro (national: Australian) level was the Australian Professional 

Standards for Teachers policy. A focus on APST Lead Standards policy warranted a 

second main document, the Certification of Highly Accomplished and Lead Teachers in 

Australia (Certification), accompanied by the Guide to the Certification of Highly 

Accomplished and Lead Teachers in Australia (Guide to Certification) and companion 

documents for Lead teachers. Together, these documents presented a policy ensemble. 

Additional publicly available government documents relevant to APST policy were also 

considered. Publicly available documents relevant to APST policy produced by State-

level education bodies, in addition to confidential letters and documents of consultation, 
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were analysed at the meso (State: SA) level. Table 3.2 lists the documentary data sources 

at the macro (national: Australian) and meso (State: SA) levels. 

 

Table 3.2 Documentary data sources at the macro (national: Australian) and meso (State: 

SA) levels. 
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Key documents analysed 

- The Australian Professional Standards for Teachers (2011) 

- Certification of Highly Accomplished and Lead Teachers in Australia (2012) 

- Guide to the Certification of Highly Accomplished and Lead Teachers in 

Australia (2013) 

 with companion documents 

- Certification documentary evidence supplement: Lead teachers (2013) 

- Certification evidence mapping document: Lead teachers (n.d.) 

Supplementary documents considered (reverse chronological order) 

- Recognising exemplary teachers (n.d.) 

- Classroom practice continuum (n.d., updated 2018) 

- National Partnership Agreement on Rewards for Great Teachers (2012) 

- Draft National Professional Standards for Teachers (2010) 

- National Partnership Agreement on Improving Teacher Quality (2008) 

- Melbourne Declaration on Educational Goals for Young Australians (2008) 

- A National Framework for Professional Standards for Teaching (2003) 
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Key document analysed 

- Guide to the Certification of Highly Accomplished and Lead Teachers in South 

Australia (2015) 

Supplementary documents considered  

- Improving teacher quality: Low SES school communities South Australia: 

Progress report (2012) 

- South Australian school and preschool education staff enterprise agreement 

(2016) 

- Draft position description for Lead teacher, Department for Education and Child 

Development (2017) 

- Letter addressed to the Department for Education and Child Development 

regarding Highly Accomplished teacher and Lead teacher classification (2017) 

- Australian Education Union South Australia, Highly Accomplished/Lead 

teacher forum reflections (2017) 
 

 

Documents considered at the micro (local: teacher) level included school policies and 

procedures that may have impacted (positively or negatively) the ability of a selected 

teacher case to enact APST Lead Standards policy (research questions 3 and 4) within a 
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given school, as identified by the participant. Three publicly available documents were 

identified by participants: the Classroom practice continuum, the Teaching for Effective 

Learning Framework, and the Professional Standards Elaborations for Specialist 

Teachers (Vision Impairment). Whilst it is noted that access to documents, and reporting 

and selective bias may have influenced documentary data (Yin, 2014), it provided a 

valuable source for preparing interview questions and triangulating interview data, as well 

as being an important source in its own right. 

 

Interview data. Data at the meso (State: SA) and micro (local: teacher) levels was 

collected using semi-structured interviews during which the researcher made interview 

notes and an audiotape recording (with participant permission), and after which the 

researcher transcribed the interview as soon as possible. Semi-structured interviews were 

most appropriate as they provided the best way to elicit the participants’ perspectives on 

the issue, allowed for the collection of in-depth data, and could be adapted during and 

between interviews to pursue the most useful data (Lambert, 2012; Mack, Woodsong, 

MacQueen, Guest, & Namey, 2005). An interview protocol was used to ensure 

consistency between interviews (Creswell, 2014). The interview questions and protocol 

are included in Appendices E and F. 

The first three interviews (one State-level participant and two teachers) were conducted 

one-on-one and face-to-face. Fifteen of the remaining seventeen interviews were 

conducted over the telephone, as face to face interviews were not possible or feasible due 

to a change in researcher location to another State. Whilst the limitations of telephone 

interviews were acknowledged (see Lechuga, 2012), they allowed flexibility in line with 

the nature of teachers’ work and provided rich data for qualitative analysis (Cachia & 

Millward, 2011). Telephone interviews also had the benefit of promoting disclosure of 

information, due in part to the participants’ increased sense of anonymity and privacy, 
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and unobtrusive nature of researcher note-taking (Lechuga, 2012). Two participants 

responded to the interview questions in writing. Whilst this was not ideal, flexibility was 

required to enable participants to contribute to the study. 

Interview notes enabled the researcher to document observations that could not be 

recorded in an audiotape (for the first three interviews), such as non-verbal behaviour and 

the interview context (Creswell, 2014; Mack et al., 2005; Merriam & Tisdell, 2016). The 

interviewing technique involved the researcher in a process of active listening combined 

with follow-up questions and probes to elicit responses. This technique provided a deep 

understanding of the participants’ perspectives.  

Interviews lasted for between 15 and 40 minutes. The interview questions and the key 

policy document, the APST Lead Standards policy, were provided to participants during 

the face to face interview, or emailed to participants prior to the telephone interview. The 

document was provided to stimulate discussion for participants at the meso (State: SA) 

and micro (local: teacher) levels, and was used at an individual participant’s discretion 

(Lambert, 2012). In addition, the APST Highly Accomplished policy document was 

provided to participants who identified as certified Highly Accomplished teachers at the 

micro (local: teacher) level.  

 

Data analysis. Data collected from multiple sources (interviews and documents) 

was analysed and triangulated (Yin, 2014). Data analysis processes occurred 

simultaneously with data collection processes and were ongoing throughout the study to 

facilitate the development of a case study database, from which evidence for the case 

study report was drawn (Merriam, 1988; Merriam & Tisdell, 2016). The data was 

analysed using three strategies/processes: the Miles and Huberman (1994) framework, 

for qualitative analysis of interview data (see also Punch & Oancea, 2014); documentary 
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textual analysis; and critical discourse analysis, as outlined below. These processes 

facilitated analysis between cases (cross-case analysis) and along the policy trajectory 

from macro (national: Australian) to micro (local: teacher) levels. 

 

The Miles and Huberman Framework. The Miles and Huberman (1994) 

framework was an appropriate analytic tool for analysing interview data as it facilitated 

the identification of relationships between phenomena and enabled meaning and 

conclusions to be drawn from data (Punch & Oancea, 2014). The framework consists of 

three simultaneous, continuous and interacting mechanisms, as outlined by Punch & 

Oancea (2014): data reduction; data display; and drawing and verifying conclusions. 

First, data was reduced into contextual themes without losing a significant amount of 

information. Second, the data was organised and displayed in different and appropriate 

ways to facilitate progressive analysis. Data reduction and display utilised the processes 

of coding and memoing to facilitate the identification of patterns in data, and enable the 

analysis to evolve from a descriptive to a conceptual level. Coding involved assigning 

data to three categories: descriptive, interpretive, or pattern codes (Miles & Huberman, 

1994; Miles, Huberman, & Saldaña, 2014). Pattern codes were classed as motives, 

patterns, themes, or causal links. Memoing required noting conceptual ideas during the 

process of coding. Third, conclusions were made and verified through the process of 

formulating propositions and integrating data (Punch & Oancea, 2014; Miles et al., 2014). 

This complete process was repeated for each interview question, for each of the four 

research questions. Table 3.3 on the following page is an example of how the data was 

analysed, the process of which became the basis for concept formation (Neuman, 2000). 
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Table 3.3 Example of thematic analysis of interview data using the Miles and Huberman 

framework. 

Key data 

(data reduction) 

(data display) Themes 

(drawing and 

verifying 

conclusions) 

Notes 

(memoing) First cycle 

coding 

Second cycle 

coding 

the standards ... 

aligns itself with 

Australian 

curriculum ... 

having a collective 

understanding, of 

... [the components 

of] quality teachers 

... and, something 

for teachers to be 

able to base their, 

ah, professional 

development on, to 

be able to track 

their progress, and, 

then, the, lead 

teacher and highly 

accomplished 

teacher, um, 

certifications come 

out of being able 

to recognise 

teachers, erm, erm, 

progress through 

the profession, um, 

in a way that 

ensures that our 

best teachers ... 

[remain] in the 

classroom ... So 

recognition, comes 

out of a, sense of 

recognition.  

APST policy 

- Australian 

curriculum 

- collective 

understanding 

of components 

of teacher 

quality 

- professional 

development, 

track progress 

 

 

 

 

APST Lead 

Standards 

policy 

- teacher 

recognition 

- teacher 

progress 

through the 

profession 

- best teachers 

remain in the 

classroom 

APST policy 

- existing 

policy 

- national 

consistency, 

universality 

- policy tool to 

guide 

professional 

development 

and learning 

(use of APST)  

-  improvement 

 

 

APST Lead 

Standards 

policy 

- teacher 

recognition 

professionalism 

along career 

continuum 

- TL definition, 

teacher 

retention 

APST policy 

- centralised 

Australian 

education 

policy 

discourses for 

determining 

teacher 

quality 

(improvement

) 

 

 

 

 

APST Lead 

Standards 

policy 

- discourses 

for 

determining 

teacher 

quality 

(professionali

sm and 

recognition) 

- teacher 

retention 

Alignment 

with 

Australian 

Curriculum – 

link to macro 

level 

influences for 

theme 

‘existing 

Australian 

education 

bodies and 

teacher 

quality 

policies’ 

 

Documentary text analysis and critical discourse analysis. Documents were first 

analysed on their suitability for inclusion in this study, in accordance with four criteria 

suggested by Scott (as cited in Fitzgerald, 2007, p. 285): authenticity, credibility, 

representativeness, and meaning. Suitable documents were analysed using documentary 

text analysis, as part of critical discourse analysis.  
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Critical discourse analysis is concerned with analysing dialectical and transdisciplinary 

social relations between, and within, discourse and other objects (Fairclough, 2010). 

Textual analysis assists critical discourse analysis and involves linguistic analysis of texts 

(events) and interdiscursive analysis of social practices. In this study, linguistic analysis 

was applied to identify the main themes in documents. Grammatical features of texts, 

assumptions, semantic relations between words, and the perspective from which the main 

themes were presented, were noted (Fairclough, 2003). Interdiscursive analysis 

considered the discourses (positions or perspectives), genres (ways of interacting) and 

styles (ways of being), in texts (Fairclough, 2010). Figure 3.1 below is an example of how 

textual discourse analysis and critical discourse analysis were used in this study. 

 

Figure 3.1 Text excerpt from the APST policy document that illustrates textual and 

critical discourse analysis. 

Source: AITSL, 2011, p. 1 

As stated [establish fact] in the National Partnership on Improving Teacher Quality 

and the Melbourne Declaration on Educational Goals for Young Australians 

[Influence: power discourse, government, existing policy] improving teacher 

quality [Influence: TQ discourse] is considered [establish fact] an essential reform 

[necessary ‘change’, implies TQ is not what is desired] as part of [implies several 

reforms, not in isolation] Australia’s efforts [national consistency & 

responsibility] to improve student attainment [Influence: Intent, global 

competition, improvement discourse]and ensure it has a world class [Influence: 

global competition] system of education. ‘The greatest resource [Influence: 

economic discourse] in Australian schools is our teachers [assigns power to 

teachers]. They account for the vast majority of expenditure [Influence: economic 

discourse] in school education and have the greatest [significance] impact on 

student learning [Influence: TQ discourse, establish rationale, causal link] far 

outweighing the impact [assumption] of any other education program or policy.’ 

[citation: one source] 
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Critical discourse analysis was fitting for this study because of its potential to analyse the 

manifestation of power and social elements in policy text, whilst allowing for a more 

global and “holistic analysis” overall (Vidovich, 2013, p. 33). Analysis of discourse 

facilitated sense-making of power relations (Fairclough, 2003, 2010). Critical discourse 

analysis highlighted links between policy and policy enactors, and allowed texts, 

discourse and social practices to be considered in context of their influences, to 

investigate how power structures “influence social change” (Woodside-Jiron, 2004, p. 

176) at a particular point in time. 

 
 

Data quality and validity.  The quality of data gathered and analysed in this 

empirical study was established using the design tests for case study research design, as 

outlined in Yin (2014). Construct validity was upheld by clearly defining the specific 

concepts and operational measures (Yin, 2014). Validity was ensured during the data 

collection and analysis phases through member checking of transcribed interview data, 

triangulation of multiple sources of evidence, and the establishment of a chain of evidence 

(Creswell, 2014; Lambert, 2012).  

External validity was maintained by acknowledging researcher bias, piloting interview 

questions on non-participating educators to minimise misinterpretation, and identifying 

literature appropriate to the research questions (Creswell, 2014; Punch & Oancea, 2014; 

Yin, 2014). Reliability of case study evidence was increased through the development of 

a case study database and case study protocol, and by using the same researcher to 

conduct all research processes (Creswell, 2014; Miles et al., 2014; Yin, 2014).  

 



50 
 

Ethical Considerations 

An ethics approval to conduct this research was granted in accordance with the ethical 

guidelines of The University of Western Australia. In keeping with ethics approval, 

measures were taken to ensure the prevention of physical harm, psychological abuse, 

stress, loss of self- esteem and legal harm (Neuman, 2000). Ethics approvals were sought 

and granted from the Department for Education and Child Development, Catholic 

Education SA and school principals, as required. It was a condition of this research that 

no comparison was made between school sectors. 

Informed participant consent was obtained by enacting the ‘principle of voluntary 

consent’, whereby all participants were provided with, and recorded in writing, an 

informed consent statement (Neuman, 2000; see Appendix G). Confidentiality was 

maintained by withholding the details of individual participants (Neuman, 2000). 

Confidentiality concerns were addressed immediately as they arose at any stage during 

data collection and analysis. Privacy and anonymity was maintained by withholding 

names of individual participants and assigning pseudonyms to each individual participant. 

Electronic data was encrypted with passwords (Lambert, 2012). Data stored in non-

electronic form is under lock and key at the University of Western Australia. Data will be 

destroyed after 7 years. 

 

Conclusion 

This chapter outlined the theoretical frameworks for this research on APST. 

Interpretivism and critical theory guided this study. The research aim was investigated 

using the policy trajectory conceptual framework, from which the research questions were 

derived. Extraction of major themes in the data was guided by the Miles and Huberman 

(1994) framework. Critical discourse analysis facilitated meta-analysis of interview and 
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documentary data, which enabled power relations and issues of social equity to be 

examined in the processes of national policy construction and policy enactment in 

localised settings. The validity and reliability of findings was discussed to establish their 

trustworthiness. The research findings are presented in Chapters Four and Five. The 

following Chapter (Four) presents the research findings at the macro (national: 

Australian) and meso (State: SA) levels of the policy trajectory. The macro and meso 

findings are collectively presented in one chapter, as the primary focus of this study is on 

enactment as experienced by teachers in schools at the micro (local: teacher) level. 

Accordingly, the micro level findings are presented separately in Chapter Five. 
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CHAPTER FOUR 

MACRO (NATIONAL: AUSTRALIAN) AND MESO (STATE: SOUTH 

AUSTRALIA) LEVEL FINDINGS 

 

Introduction 

This chapter presents the findings at the macro (national: Australian) level for APST 

policy (in general) and APST Lead Standards policy (specifically), collectively referred 

to as the APST policies hereafter. This chapter also presents the findings at the meso 

(State: SA) level for South Australian State government policies associated with the 

macro (national: Australian) level APST policies. The findings are presented for the 

contexts of policy influences and policy text production, with a focus on policy intent as 

depicted in the policy text. Themes are presented in order of prominence in the data for 

the APST policies at the macro (national: Australian) level, and associated policies at the 

meso (State: SA) level. Themes were identified in documentary data sources only at the 

macro (national: Australian) level, and documentary as well as interview data sources at 

the meso (State: SA) level. APST Lead Standards policy is nested within ASPT policy. 

Therefore, themes identified in the overarching APST policy are also relevant to APST 

Lead Standards policy.  

 

Findings: Macro (national: Australian) level  

Documentary data analysed at the macro (national: Australian) level was listed in Table 

3.2 (see Chapter Three). The key documents listed were considered as a policy ensemble. 

In addition, two further developments in teacher quality policy were of note, namely the 

Australian Teacher Performance and Development Framework, 2012 and the Australian 

Charter for the Professional Learning of Teachers and School Leaders, 2012. Whilst 

these documents were not the primary focus of this study, they were relevant to the 



53 
 

positioning of the APST policies and their enactment in 2017 when the data was collected. 

These two documents were analysed in brief in Chapter One where the background to 

this study was explicated, with attention given to the purpose and use/s of the documents 

in relation to the APST policies. The predominant themes identified in documentary data 

at the macro (national: Australian) level are summarised in Table 4.1. 

 

Table 4.1. Predominant themes in documents at the macro (national: Australian) level for 

the contexts of the policy trajectory. 

 
 

MACRO (NATIONAL: AUSTRALIAN) LEVEL 

Documentary Data 

C
O

N
T

E
X

T
 O

F
 P

O
L

IC
Y

 T
R

A
J
E

C
T

O
R

Y
 

P
o
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cy
 

In
fl

u
en

ce
s APST policies 

‘Global’ discourses shaping teacher quality reforms. 
 

Australia’s competitive positioning.  

P
o
li

cy
 

T
ex

t 
P

ro
d

u
ct

io
n

 

APST policies 

Teacher quality improvement. 
 

Teacher recognition. 
 

Quality assurance. 
 

Input from existing bodies and policies. 
 

Equity in student outcomes. 

 

APST Lead Standards policy (specifically) 

Quality teacher leadership. 

 

 

Context of policy influences. Two predominant themes were identified in 

documentary data at the macro (national: Australian) level for the context of policy 

influences. The themes identified in the APST policies were ‘global’ discourses shaping 

teacher quality reforms and Australia’s competitive positioning.  

The first theme, ‘global’ discourses shaping teacher quality reforms, was underscored 

by an improvement discourse and presented as part of reform efforts to address the second 

theme, Australia’s competitive positioning. This connection was evidenced in the 
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Australian Professional Standards for Teachers policy document in which teacher quality 

was established as “an essential reform ... to improve [emphasis added] student attainment 

and ensure it [Australia] has a world class system of education” (AITSL, 2011, p. 1). The 

document sought to validate a focus on improvement in teacher quality by presenting the 

link between teacher quality and student achievement as a significant, established fact. 

For example, the document asserted through limited and selected “national and 

international evidence that a teacher’s effectiveness has a powerful impact on students, 

with broad consensus that teacher quality is the single most important in-school factor 

influencing student achievement” (AITSL, 2011, p. 1). The document further validated a 

focus on teacher quality through an economic discourse in which it referred to teachers 

as “the greatest resource in Australian schools ... They [teachers] account for the vast 

majority of expenditure in school education and have the greatest impact on student 

learning” (AITSL, 2011, p. 1). Presented as a logical flow, teacher standards were then 

positioned as a policy lever to “facilitate the improvement [emphasis added] of teacher 

quality” (AITSL, 2011, p. 1) which in turn “will improve educational outcomes for 

students” (AITSL, 2011, p. 2) for realisation of the second theme. 

Although the first theme was more prominent, documentary data situated the theme of 

Australia’s competitive positioning as the primary influence that acted to initiate the 

APST policies. The APST policy document recognised Australia’s ambition for a “world 

class system of education” (AITSL, 2011, p. 1) and posited teacher standards as a 

necessary development from pre-existing education policies. For example, teacher 

standards were seen as a “fundamental component of the reforms agreed to in the National 

Partnership on Improving Teacher Quality and will help to realise the goals and 

commitments set out in the Melbourne Declaration” (AITSL, 2011, p. 7). The APST 

document reiterated that “with ... implementation, Australian education systems are well 

placed to be among the best in the world” (AITSL, 2011, p. 7) and thus it suggested 
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competition for a ‘top’ position globally. Emphasis on a global competitive discourse was 

also evident in references to OECD publications in the APST document (AITSL, 2011) 

and further supported by a statement in the Certification document, that AITSL will 

actively seek to “participate in international benchmarking studies on ... quality teaching” 

(AITSL, 2012a, p. 11). The following section identifies themes at the macro (national: 

Australian) level for the context of policy text production. 

 

Context of policy text production. Six predominant themes were identified in 

documentary data at the macro (national: Australian) level for the context of policy text 

production. Five themes were identified in the APST policies: Teacher quality 

improvement; teacher recognition; quality assurance; input from existing bodies 

and policies; and equity in student outcomes. The additional theme of quality teacher 

leadership was identified in APST Lead Standards policy. 

The theme of teacher quality improvement was a prominent feature of the policy text 

in all key documents. APST policy was depicted as a national policy tool, namely a 

“framework” (AITSL, 2011, p. 2) with the intent to improve teacher quality. APST policy 

revealed the intent for improved teacher quality in a statement of potential multiple use, 

to “attract, develop [emphasis added], recognise and retain quality teachers” (AITSL, 

2011, p. 1). The policy text depicted teacher quality as growth along a progressive and 

linear career “continuum of a teacher’s developing professional expertise from 

undergraduate preparation through to ... a leader in the profession” (AITSL, 2011, p. 2). 

The document implied teacher quality was not uniform and could be categorised into 

various levels, namely “career stages [that] represent increasing levels of professional 

knowledge, practice and engagement ... a growing understanding” (AITSL, 2012a, p. 4). 

APST Lead Standards policy reiterated a teacher quality improvement discourse in the 

stated aim of certification “to contribute to the improvement in teacher quality by 



56 
 

increasing reflection on practice and external feedback provided to teachers on their 

current practice” (AITSL, 2013a, p. 3). 

Implicit in the improvement discourse was an element of learning. This was evident in 

the stated purpose of APST policy to “guide ... development of teachers” (AITSL, 2011, 

p. 2) and “inform the development of professional learning goals ... by which teachers 

can judge the success of their learning and assist self-reflection” (AITSL, 2011, p. 2).  

An improvement discourse was intertwined with a teacher recognition discourse. This 

was revealed in APST policy in numerous comments to “recognise” (AITSL, 2011, p. 1) 

teacher quality for the intended and assumed outcome that “Standards contribute to the 

professionalisation of teaching and raise the status of the profession” (AITSL, 2011, p. 

2). The APST policies posited the Standards as a “reliable” (AITSL, 2012a, p. 3) indicator 

of teacher quality at each of the four career stages, described as “benchmarks to recognise 

... professional growth [emphasis added]” (AITSL, 2012a, p. 4). APST Lead Standards 

policy highlighted a recognition discourse in the intended purpose of certification “to 

recognise and promote quality teaching” (AITSL, 2012a, p. 3) and “to identify, recognise 

and/or reward ... Lead teachers” (AITSL, 2012a, p. 3). The policy assumed “certification 

... enhances the professionalism of teachers, enabling them to gain recognition for the 

quality of their teaching (AITSL, 2012a, p. 2).  

The policy text also posited the APST policies as mechanisms to govern and regulate 

teacher quality for quality assurance. The policy text governed teacher quality through 

a “nationally consistent” (AITSL, 2011, p. 2) and “portable” (AITSL, 2012a, p. 4) 

approach to teacher quality, whilst APST Lead Standards policy afforded local autonomy 

to jurisdictions as to how teachers will be “recognised or rewarded” (AITSL, 2012a, p. 

4). The text directed national mandatory teacher registration and voluntary career 

progression and indicated a top-down power relationship from national to State levels. 
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For example, “Graduate Standards will underpin the accreditation of initial teacher 

education programs” (AITSL, 2011, p. 2) and “Proficient Standards will ... underpin 

processes for full registration as a teacher and to support the requirements of nationally 

consistent teacher registration” (AITSL, 2011, p. 2). Further, “Highly Accomplished and 

Lead will inform voluntary certification” (AITSL, 2011, p. 2).  

The policy text regulated teacher quality by normalising quality as a set of Standards 

against which teachers must “demonstrate appropriate levels of professional[ism]” 

(AITSL, 2011, p.  2). APST Lead Standards policy necessitated the use of “quality 

assurance mechanisms ... to achieve and maintain rigorous, valid and credible 

assessments of teachers’ practice” (AITSL, 2012a, p. 11).  Lead teachers in particular 

must demonstrate “evidence of performance that improves teaching and learning” 

(AITSL, 2012a, p. 7) and “impact [emphasis added] ... on improvement in student 

outcomes and the practice of colleagues against the Standards” (AITSL, 2013a, p. 11). In 

addition, the policy text reaffirmed one potential use of the Standards “as the basis for a 

professional accountability model” (AITSL, 2011, p. 2).  

The theme of input from existing bodies and policies was implicated in the production 

of APST policy text. For example, “their [APST policy] development included a synthesis 

of the descriptions of teachers’ knowledge, practice and professional engagement used by 

teacher accreditation and registration authorities, employers and professional 

associations” (AITSL, 2011, p. 1) and an “analysis of effective, contemporary practice 

by teachers throughout Australia” (AITSL, 2011, p. 1). Although the policy text did not 

disclose which “registration authorities, employers and professional associations” 

(AITSL, 2011, p. 1) were consulted, nor the number of existing policies consulted, the 

listed membership of the “National Standards Subgroup” (AITSL, 2011, p. 23) suggested 

wide consultation. 
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Top-down power relationships were evident in policy text production. For example, 

construction of the APST policy document commenced “under the auspices of” (AITSL, 

2011, p. i) and was later “endorsed by” (AITSL, 2011, p. i) the national government body, 

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

A second national government body, namely the Australian Education, Early Childhood 

Development and Youth Affairs Senior Officials Committee, undertook “significant 

work” (AITSL, 2011, p. i) on APST policy, after which a third national government body 

AITSL “assumed responsibility for validating and finalising” (AITSL, 2011, p. i) the 

policy. The use of language gave the impression of apparent broad consultation in policy 

text production and noted “an extensive validation process involving almost 6,000 

teachers” (AITSL, 2011, p. 1). However, the APST policy document did not mention 

teacher involvement prior to the validation process, nor were teacher associations listed 

in the “National Standards Subgroup” (AITSL, 2011, p. 23) or “Expert Writing Group” 

(AITSL, 2011, p. 24). The level of involvement, if any, of principals, teachers and 

students in the initial phases of policy text production was unclear. Thus the level to which 

the Standards were “shaped by the profession” (AITSL, 2011, p. 1) was questionable. In 

addition, the Certification document specified a linear reporting mechanism for quality 

assurance from the certifying authority to AITSL, which in turn “will report annually to 

the Ministerial Council on the implementation of nationally consistent processes for the 

certification of ... Lead teachers” (AITSL, 2012a, p. 12). 

The APST policies revealed the theme equity in student outcomes in the repetitive use 

of terms of inclusiveness in the Descriptors, for example “all students” (AITSL, 2011, p. 

14). In addition, APST Lead Standards policy specified that Lead teachers “establish 

inclusive learning environments” (AITSL, 2011, p. 7). Further, the APST policy text 

afforded “Aboriginal and Torres Strait Islander students” (AITSL, 2011, p. 9) and 

“students with disability” (AITSL, 2011, p. 9) individual focus areas in addition to, and 
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separate from, a focus area that identified “students with diverse linguistic, cultural ... 

backgrounds” (AITSL, 2011, p. 8).  

An additional theme of quality teacher leadership was apparent in APST Lead 

Standards policy. The text positioned a Lead teacher at the highest level of teacher quality, 

as outlined in Chapter One. A Lead teacher was defined as an “exemplary” (AITSL, 2011, 

p. 7) practitioner with an “authentic teaching role” (AITSL, 2013a, p. 9). Lead teachers 

“progress their careers while remaining in the classroom” (AITSL, 2012a, p. 2).  

Quality teacher leadership was positioned as an extension of the theme teacher quality 

improvement and was associated with a teacher capacity building discourse. First, 

quality teacher leadership was assumed to develop “over time” (AITSL, 2011, p. 7); time 

being a recurring feature throughout the policy text as revealed in the eligibility and 

evidencing requirements for certification as a Lead teacher (AITSL, 2012a, 2013a). 

Second, quality teacher leadership was defined as the “sustainable” (AITSL, 2013a, p. 

15), “positive impact and improvement in student outcomes” (AITSL, 2013a, p. 11) with 

the intent to “build the capacity of others” (AITSL, 2013a, p. 12) and self. A capacity 

building discourse was also evident in the expectation that “certified teachers will take a 

role in assessing applications” (AITSL, 2012a, p. 9) for certification. The text suggested 

the allocation of power to Lead teachers in the statement that the training of certified 

teachers to become assessors “will enhance professional ownership of the process” 

(AITSL, 2012a, p. 11). However, the certifying authority retained the ultimate power: 

“the certifying authority will endorse or decline the recommendation of ... assessors” 

(AITSL, 2012a, p. 10). The following section details the findings at the meso (State: SA) 

level. 
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Findings: Meso (State: South Australian) level  

Documentary data and interview data were analysed at the meso (State: SA) level in South 

Australia for the contexts of policy influences and policy text production. The key 

document for this study, namely the APST, was a national level document. The key 

document analysed at the meso (State: SA) level, namely the Guide to the Certification 

of Highly Accomplished and Lead Teachers in South Australia (Guide to Certification in 

SA, 2015), was a South Australian State-level response to the key documents at the 

national level, listed in Table 3.2 (Chapter Three). The Guide to Certification in SA 

contained text excerpts from these key national level documents, with minor word 

changes and additions for the State-specific context. Consequently, the Guide to 

Certification in SA is not presented in this section. Additional, relevant meso (State: SA) 

level documents developed in response to macro (national: Australian) level APST 

policies were listed in Table 3.2 in Chapter Three. These documents were relevant to, and 

are presented for, the context of policy text production only. Findings from interview data 

are presented for the contexts of policy influences and policy text production. The 

predominant themes identified in documentary and interview data at the meso (State: SA) 

level are summarised in Table 4.2 on the following page. 

 

Context of policy influences. Meso (State: SA) level perspectives on national 

APST policy revealed two predominant themes in interview data for the context of policy 

influences. The theme nationally consistent teacher standards was identified for the 

APST policies. The theme teacher retention was identified for APST Lead Standards 

policy.   
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Table 4.2. Predominant themes in documentary and interview data at the meso (State: 

SA) level for the contexts of the policy trajectory. 

  MESO (STATE: SOUTH AUSTRALIAN) LEVEL 

  Documentary Data Interview Data 
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 Nationally consistent teacher standards. 

APST Lead Standards policy (specifically) 

 Teacher retention. 
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APST policies 

 Teacher quality improvement. 
 

Quality assurance. 
 

Power of Australian education bodies. 
 

Policy convergence. 
 

Teacher consultation. 

APST Lead Standards policy (specifically) 

Teacher recognition. Quality teacher leadership. 
 

Teacher recognition. 

 

Meso (State: SA) level perspectives revealed the wider influence of nationally consistent 

teacher standards acting to initiate the APST policies. For example, one participant 

acknowledged “having a collective understanding of quality teachers, and the 

components” (S1). Other participants considered “political motivations involved in 

AITSL” (S2), with this national government body being “charged with all of the teacher 

quality reforms” (S3). One participant further expressed “it is clear that the Standards 

are our new point of reference” (S2).  

Interview data for meso (State: SA) level perspectives revealed the wider influence of 

teacher retention acting to initiate APST Lead Standards policy specifically. Teacher 

retention was positioned as a rationale for teacher recognition. For example, one 

participant identified “Lead teacher and Highly Accomplished teacher came out of being 

able to recognise teachers’ progress through the profession, in a way that ensures that 

our best teachers are in the classroom and remain so” (S1). The following section 
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identifies the themes at the meso (State: SA) level for the context of policy text 

production. 

 

Context of policy text production. Relevant State-initiated policy developments 

following from the national APST policies were analysed for the context of policy text 

production. The predominant theme of teacher recognition was identified in 

documentary data at the meso (State: SA) level in relation to the APST Lead Standards 

policy. 

The theme of teacher recognition was evident in the South Australian School and 

Preschool Education Staff Enterprise Agreement 2016, which proposed the 

implementation of Lead teacher positions within schools. The Enterprise Agreement 

linked teacher recognition with a discourse of equity in student outcomes. For example, 

“Lead teacher position[s] will be allocated by the Department [DECD] to defined sites 

[schools] with preference being given to category 1-3 index of educational disadvantage 

sites” (“South Australian School”, 2016, p. 40), where category 1 to 3 schools are located 

in low socio-economic areas. The document indicated positions would be “tenured for 

three years” (“South Australian School”, 2016, p. 40) and “filled through a merit selection 

process” (“South Australian School”, 2016, p. 40) possibly with “restricted advertising” 

(p. 40). Observations from a Highly Accomplished and Lead teacher forum held in April 

2017 indicated concern about limiting the opportunity to enact APST Lead Standards 

policy in schools: “the 75% focus on category 1 – 3 schools is meaning that other 

categories [4 to 7] are not encouraged to promote accreditation or express an interest for 

a position” (AEUSA, 2017a, p.  2). The Australian Education Union (SA Branch) 

expressed concern about a position-based recognition and reward system in a letter 

addressed to the DECD: “the demonstrated skills and abilities of these classifications 
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[Lead and Highly Accomplished teacher] will remain beyond any limited tenure, and 

ongoing recognition is appropriate” (AEUSA, 2017b).  

Meso (State: SA) level perspectives on the national APST policies revealed five 

predominant themes in interview data for the context of policy text production. Four 

themes were identified as characteristics of the APST policies: Teacher quality 

improvement; quality assurance; power of Australian education bodies; policy 

convergence; and teacher consultation. Two themes were identified as characteristics 

of APST Lead Standards policy: Quality teacher leadership and teacher recognition. 

Interview data for State-level perspectives on the APST policies revealed the theme of 

teacher quality improvement along a career continuum. For example, one participant 

understood the intent of the APST policies “to improve the quality of teaching in 

Australia” (S1). This participant postulated that schools used the policies “to, develop 

professional practice” (S1) and for “guiding their professional development collectively, 

but also individually ... as the basis of individual professional learning plans ... and goal 

setting” (S1). A second participant appreciated APST “policy inherently values classroom 

practice and provides a genuine career path for educators who do not want to be leaders 

from an administrative point of view” (S2). A third participant supposed “one of the main 

intents ... [was] collaboration between and across sites through teacher development ... 

working together towards that common goal, to increase student outcomes” (S3).  

Interview data revealed a quality assurance discourse as a feature of APST policy text. 

One participant considered a nationally directed performance measurement discourse of 

“comparative practice and processes” (S2) whereby “National testing mechanisms … 

(albeit narrow in scope) ... create a new language for professional discourse and 

development” (S2). A second participant identified one intent of the APST policies to 

“drive teacher performance to better the outcomes for students” (S3) as conveyed through 
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“national and local drivers” (S3). A third participant noted that “schools are required as 

part of the Commonwealth agreement, and certainly part of our funding agreements, to 

implement the Standards” (S1). When asked to compare the APST policies to pre-existing 

teacher quality policies in general, one participant determined quality teacher leadership 

as being “much more rigorous, much more benchmarked across the country ... agreed at 

a national level” (S1). This data indicated a more credible process for national 

consistency, underpinned by a quality assurance discourse. The same participant noted 

“a range of resources accompany the Standards so it’s much richer as a document” (S1). 

Interview data suggested power of Australian education bodies in the process of policy 

text production. Data indicated the national government funded body AITSL had the 

primary power and authority to select policy actors for involvement in the process of 

policy text production. For example, two participants stated “AITSL engaged a range of 

educators across the country” (S1) and “MCEETYA and AITSL consulted with” (S3). A 

third participant asserted “It would be naïve to not consider the political motivations 

involved in AITSL” (S2) and continued “led by John Hattie, it is clear that the Standards 

are our new point of reference” (S2). 

Interview data revealed policy convergence between existing State-level teacher quality 

policies and the national APST policies. One participant supposed “curriculum 

associations are becoming, I think, more aligned to the generic [national] teacher 

Standards” (S3). The participant also indicated the APST policies were “very similar to 

what BOSTES [the NSW State-level teacher accreditation body] had come up with” (S3). 

A second participant affirmed “each Registration Board has its own guides of suitability 

to teach. Increasingly, these reference points can be connected to the Standards” (S2). A 

third participant confirmed that APST Lead Standards policy was replacing existing 

State-level, sector-specific teacher quality policies. For example, Advanced Skills 
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Teacher “doesn’t have any currency ... new teachers don’t have a choice to be able to go 

for that [Advanced Skills Teacher] ... certification is the way to have any sort of advanced 

skills recognised” (S1).  

Interview data suggested APST policy text was validated by State education sectors and 

through teacher consultation. One participant maintained policy text production was a 

representative consultative process: “MCEETYA and ATISL, they had a heavy 

consultation with over 8000 teachers” (S3). A second participant affirmed the APST 

policies “weren’t developed externally from the education sectors ... the Standards were 

trialled, and teachers gave feedback” (S1). The participant suggested perceived teacher 

ownership and acceptance of the APST policy processes through participation in the 

validation process: “AITSL engaged a range of educators across the country ... I think 

that has led to a widespread agreement that the Standards do represent quality teaching, 

in most people’s eyes” (S1). 

Interview data identified quality teacher leadership as a characteristic of APST Lead 

Standards policy. Participants recognised teacher leadership as “the pinnacle of teacher 

classification” (S2) and positioned teacher leadership at the highest level of teacher 

quality. Participants defined a Lead teacher as an “expert teacher in their classroom” 

(S1). One participant identified “one area of concern is the misconception that Lead 

teachers are management leaders by default” (S2).  

Implicit in the definition of quality teacher leadership was the concept of teacher capacity 

building as an extension of the theme teacher quality improvement. Participants 

perceived a Lead teacher as one who “mentors, engages and leads other educators ... they 

will be leading some professional development for other educators” (S1). Lead teachers 

were attributed with the task of “driving teacher development through the outcomes that 

they get with their own students, but also students within the colleagues that they support” 
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(S3). Participants recognised Lead teachers “are leading all sorts of different educational 

initiatives within the school” (S1). Lead teachers also “lead at a partnership, district, 

State and national level” (S2). 

A teacher recognition discourse was identified by participants as a characteristic of 

APST Lead Standards policy. One participant associated teacher recognition with 

improved student outcomes and stated “it is expected that this [teacher recognition] will 

drive outcomes” (S2). A second participant linked teacher recognition with equity in 

student outcomes in a State-level policy response to APST Lead Standards policy: “we’re 

creating specific jobs ... [in] low SES sites, for certified teachers ... you’ll have those 

expert teachers where they’re needed the most” (S3). One participant raised concern 

regarding the intended construction of “position-based, role definitions of HAT / LT 

classifications” (S2) and teacher recognition through monetary incentives. The 

participant indicated there was “confusion about the classifications and members 

[teachers] are frustrated that wage recognition for their acknowledged skills is limited by 

site and tenure” (S2). The participant asserted “the focus must always be on the teaching 

element and not become a pseudo leadership role on the cheap” (S2). A third participant 

assigned more importance to teacher quality improvement than teacher recognition: 

“certification is recognition ... but the real juice, is in actually using the Standards as a 

development” (S1). 

 

Conclusion 

This chapter presented the findings at the macro (national: Australian) level and the meso 

(State: SA) level with a focus on policy intent. Themes were identified in the national 

APST policies and State-level policy responses for the contexts of policy influences and 
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policy text production. The following chapter (Five) presents the findings at the micro 

(local: teacher) level in schools with a focus on policy practices and effects (enactment). 
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CHAPTER FIVE 

MICRO (LOCAL: TEACHER) LEVEL FINDINGS 

 

Introduction 

This chapter presents the findings at the micro (local: teacher) level in specific SA 

schools. Interview participants were either certified Lead or Highly Accomplished 

teachers who were practicing or had practiced as a certified teacher in secondary or 

primary school settings in various school sectors in SA. See the methodology in Chapter 

Three for a more extensive description of participants. First, the findings are presented 

for the contexts of policy influences and policy text production in brief, to provide SA 

teacher perspectives on the initiation of, and the intent of, the national APST policies. 

Second, the findings are presented for the context of policy practices and effects 

(enactment) of the national APST policies, as experienced by teachers at the micro (local: 

teacher) level in SA schools. The context of policy practices and effects is the primary 

focus of this chapter. Themes are presented in order of prominence in the data, as for 

Chapter Four. The findings for the context of policy outcomes at the micro (local: teacher) 

level are included in the Chapter Six discussion, as these findings consider the potential 

longer-term effects and future directions of the APST policies. The predominant themes 

identified in interview data at the micro (local: teacher) level are summarised in Table 5.1 

on the following page. 

 

Context of policy influences 

Micro (local: teacher) level perspectives about influences on national APST policies were 

identified in interview data. Four predominant themes were identified by teacher 

participants as influences acting to initiate the APST policies: Nationally consistent 
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standards for teacher professionalism; research; ‘global’ teacher quality policies; 

and uncertainty. No additional themes were identified specifically for APST Lead 

Standards policy. 

 

Table 5.1. Predominant themes at the micro (local: teacher) level for the contexts of the 

policy trajectory. 
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Interview data established nationally consistent standards for teacher professionalism 

as an important influence on the initiation of the national APST policies. Numerous 

participants understood APST policy was influenced by “a need for standardising a 

policy for teachers across the nation” (H4). Some participants commented “my 

understanding is that it [APST policy] was developed to provide consistency at a national 

level, in terms of teaching standards” (L3) and to “make a national teaching standard, 

for everyone to aspire to be” (L7). Other participants also considered the need to make 

teachers more accountable. For example, “having standards to be accountable for, that 

are consistent across the States” (H6). Another participant believed APST policy is 

“targeted at creating quality teaching in schools ... to ensure that teachers are doing their 

job properly ... meeting the expectations of their job” (L4). Further, “the main thing is to 

try and keep those highly performing teachers in the classroom, and recognise their skills 

and knowledge” (H7). 

Participants considered “education research” (H4) as another prominent influence acting 

to initiate the national APST policies. For example, one participant commented “‘the 

heads’ [national government] said that we need to do this [improve teacher quality], and 

then there was a study and the study said we need to standardise” (H8). Other participants 

identified specific researchers as having an influence on APST policy. For example, 

“something John Hattie did, where they said that, in order to improve our children’s 

standard of education you need excellent teachers in the classroom ... and that’s what all 

the research says” (H2). Likewise, “obviously Hattie has had a say in a lot of them 

[APST] ... maybe Dylan Wiliam as well” (H5). Further, some participants linked research 

with the influence of global competition. For example, “research is saying that we’re 

[Australia] not quite getting it right, ‘cause we’re seeming to go down the ladder” (H1) 

in international PISA testing. Similarly, “for sure it’s a political drive, looking at student 

outcomes, where do we sit? ... globally ... in terms of student outcomes?” (L2).  
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Several participants considered a third influence of ‘global’ teacher quality policies 

acting to initiate the national APST policies. These participants understood the APST 

policies were “based on some success [of similar policies] overseas” (L5), for example 

“models from the USA” (L9). One participant commented “in America they have their 

own certification process which was looked at quite strongly when the Australian one 

was developed” (L6). Another participant stated “as often happens here in Australia ... 

we look internationally ... I could see government initiatives being, ‘let’s look at teacher 

quality’, where do we look? We would look internationally” (L2).  

Participants also acknowledged existing Australian policy. For example, “I think it 

[APST] came about from government policy” (H4). Some participants identified specific 

policies, for example “I guess it [APST] stems from the Melbourne Declaration” (L4). 

Another participant noted “principally the APST had its origins in the work of the Hobart, 

Adelaide and Melbourne Declarations on education” (L9).  

Teacher uncertainty about the influences acting to initiate the national APST policies 

was evident as a fourth theme for the context of policy influences. Participants professed 

“I really don’t know what the Lead influences were” (L3), “I’m not very aware” (H8) and 

“I’m not quite sure if there were different influences for Lead teacher” (L3). Some 

participants linked the theme of uncertainty with ‘global’ influences. For example, 

“probably international research” (L6) and “I’m hoping they looked at other countries” 

(H5). The following section identifies themes at the micro (local: teacher) level in schools 

for the context of policy text production. 

 

Context of policy text production 

Interview data about micro (local: teacher) level perspectives from teachers in schools on 

the national APST policies revealed six predominant themes for the context of policy text 
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production. Four themes were identified for the APST policies: Quality assurance; 

teacher quality improvement; Input from Australian education bodies and teachers; 

and uncertainty. Two themes were identified specifically for APST Lead Standards 

policy: Quality teacher leadership and Lead teacher’s role. 

The themes of quality assurance and teacher quality improvement were identified in 

interview data as characteristics of the national APST policies. Participants identified the 

APST policies as “benchmarks for teachers to work towards” (H1), “guidelines for what 

we should be showing at each career stage” (H7) and as a “Standard with which to judge 

teacher quality and associated career stage” (L9). A participant noted: 

Whilst there may be a few omissions in the full range of potential teacher practice, 

the practice they [APST policies] do describe is comprehensive and achievable 

for teachers in any school context to work towards. It is true that a document such 

as the APST presents a model for what good teaching looks like, which has to 

contain inherent bias as it will value some aspects of teaching practice that not 

everyone will agree with. However, as a statement of what good teaching looks 

like, I think it is fair, reasonable and accurate, and would welcome teachers of 

any level of teaching experience and expertise to engage with the Standards for 

the benefit of themselves and their students. (L9) 

Participants understood quality assurance as the major intent of the APST policies. One 

participant identified that “every jurisdiction has their own system [of teacher standards], 

and I guess that’s part of what the national professional Standards is about, is to have 

one set of standards ... one set of rules across the board [Australia]” (L6). Similarly, 

another participant recognised “every State has their own teacher standards ... this 

[APST] was a way of bringing everyone in line nationally” (L3). A third participant 

specifically identified “the main intent ... to have a general standard across States and 
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Territories, and then across schools ... recognising that teachers work at varying levels 

in different areas” (H2).  

Participants described APST Lead Standards policy as a “much more honest and fair 

assessment of teachers” (L1) compared with existing State-specific Advanced Skills 

Teacher quality policy in SA. Interview data revealed school leaders had the power to 

approve pre-existing State-level lead teacher policy prior to APST policy. One participant 

in particular explained:  

The AST [Advanced Skills Teacher, SA] standards was a pretty simple process ... 

depending on who your school leaders were at the time, it was just a matter of a 

signature on a piece of paper. Whereas now, you have to provide evidence and 

documentation to prove that you’re capable of meeting those Standards ... it’s 

more credible. (L4) 

Similarly, another participant noted step nine of the SA teacher pay scale “was purely an 

interview, with documentation gathered with your site principal at a local [school] level, 

it wasn’t that national ... consistent approach” (L2). Likewise, “my principal just said 

‘you’re an AST’, so I actually didn’t even apply for it” (L1).  

Participants also understood teacher quality improvement as an intent of national APST 

policy. For example, one participant stated “I think the intent is to improve teaching 

practice” (L4). A second participant considered “I think the main intent of it [APST] is to 

increase teacher quality, and therefore student outcomes, in all Australian schools” (H4). 

Likewise, “one intent was to encourage people [teachers] to become reflective 

practitioners that constantly improve their practice” (L6). Various participants stressed 

the importance of collective effort for teacher quality improvement. For example, “the 

major intent is to raise the standard of teaching in Australia ... to improve ... esteem our 
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excellent teachers, so that they can try and raise the standards of the rest” (L5). Similarly, 

“I see it [APST] as being aimed at capacity building, rather than any punitive measure 

of what a teacher can’t yet do.” (L9). 

Participants recognised input from Australian education bodies and teachers in the 

process of policy text production for the national APST policies. Interview data revealed 

AITSL was a key national education body involved in constructing the policies. For 

example, “obviously AITSL, and John Hattie has had a huge part in it ... State 

governments and education bodies including universities, and education researchers, I 

know have all had a part in it” (H4). Participants identified other various education 

stakeholders. For example, “it’s considerable national representation, cross sector ... 

we’re talking primary, secondary and tertiary, I would say, educators, people in 

educational practice. So, principals ... I would say even, teaching staff” (L2). Similarly, 

“I think academia itself, and teachers. So, a co-contribution to it” (L8). Another 

participant suggested limited teacher input and power in the process of policy text 

production: “These things just get given to you and you go ‘alright, let’s do that one now’” 

(H2).  

Numerous participants expressed uncertainty about how the APST policy texts were 

produced. For example, one participant declared “I’m actually not familiar with any of 

the people involved” (H8). A second participant admitted “I have no idea” (L3). A third 

participant supposed APST policy text was developed “probably [with] ... input from 

principals and teachers” (H7). Similarly, a fourth participant stated “I would not know … 

I would imagine that it’s a combined sector input” (L1). Further, “it’s not broadly 

advertised [how it’s been shaped]” (L2). 

Participants situated quality teacher leadership as an extension of the theme teacher 

quality improvement when referring to national APST Lead Standards policy. For 
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example, participants positioned a Lead teacher as “the highest quality teacher that you 

can have” (L4). Participants identified teacher capacity building as a feature of quality 

teacher leadership. For example, Lead teachers “lead colleagues to improve colleagues’ 

professional knowledge and practice ... influencing programs and policies mainly in their 

site” (L2). Similarly, Lead teachers were depicted as “leading groups of teachers in their 

learning, to develop new policies within the school” (H2). Participants assigned 

responsibility to Lead teachers to “work with others to influence their professional 

knowledge and experience” (L9) or “help others improve their practice” (L2).  

Interview data also revealed an impact on student learning as a key feature of national 

APST Lead Standards policy. For example, one participant confirmed “you have to 

impact the students” (L5). Another participant noted that teacher leadership “benefits the 

learning outcomes of the students on the site, or at other sites” (H5). A third participant 

commented that Lead teachers have “a measurable, observable impact on students’ 

learning” (L1). 

Interview data revealed “there’s been some change of understanding” (L6) in the 

definition of a Lead teacher and a Lead teacher’s role. Participants understood a Lead 

teacher as “a teacher that’s in the classroom that has got some really good leadership 

skills” (H1). Some participants suggested that “people misconceive a Lead teacher needs 

to be someone who’s in leadership” (L4). One participant emphasised “the Lead teacher 

is on the floor ... leading teaching and learning at a modelling type level, as opposed to 

being a leader in a leadership role” (L3). A second participant maintained “Lead teachers 

are leading their colleagues in, ... not necessarily a leadership position, but they have a 

role in leadership somewhere” (H8). The following section details the findings at the 

micro (local: teacher) level in schools for the context of policy practices and effects 

(enactment). 
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Context of policy practices and effects (enactment) 

Micro (local: teacher) level perspectives in schools on national APST policy revealed 

eleven main themes for the context of policy practices and effects (enactment). The most 

prominant themes identified in interview data for national APST policy enactment, with 

a focus on Lead Standards, were: School leadership; opportunity to enact; and quality 

assurance. Eight themes were specifically identified in interview data for the enactment 

of Lead Standards: Awareness, knowledge and engagement with APST; certification 

process; variable impact; increased accountability; teacher recognition; teacher 

growth; power of colleagues; and competing policies. 

Interview data revealed that school leadership impacted on how and why schools and 

teachers enacted national APST policy and APST Lead Standards policy in particular. 

The majority of participants maintained that their relationship with, and support from, 

their school leader/s was a key factor that enabled or constrained enactment of APST 

Lead Standards policy in their school. For example, one participant affirmed “you need 

supportive school leader/s to help in your initial development as a Lead teacher, to 

provide opportunities for development and impact, and to support your application” (L9). 

A second participant summarised general agreement amongst participants: 

School leadership has a huge influence on the amount of adoption or adaptation 

of the policy. I recall back in 2013 we had a whole-school staff meeting, something 

was handed out, printed, here you go, here’s the Standards, where do you fit? And 

then suddenly, it was never really talked about again. To me, that’s not serving 

your teaching staff ... I think there’s inconsistent messages in some sites from 

leadership about the importance of it. (L2)  
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A third participant also indicated that “whether or not they [school leadership] agree with 

the [APST] policies, will depend on whether or not they’re being implemented effectively” 

(L4).  

Other participants raised more questions. For example, “does leadership resource it? 

[APST Lead Standards policy] ... the support, awareness, resourcing of potential 

applicants [for certification] varies from school to school” (L8). One participant claimed 

“the biggest factor [that stops the adoption of APST policy] is the knowledge, 

determination and vision of the principals” (L5). Another participant noted that a change 

in school leadership impeded enactment of APST Lead Standards policy at their site: “all 

our leadership are just acting and short-term ... when he [our last deputy] left, the 

momentum [with APST] dropped off” (L1).  

Participants indicated various levels of opportunity to enact the national APST policies 

in their schools which was constrained or enabled by school context. For example, 

participants noted “some schools aren’t using them [APST] anywhere near as much as 

they should be” (L5), “it’s not used very well yet, at our school” (H1) and “from our site, 

they’re not using it” (H6). Another participant conveyed the need for the APST policies 

to align with existing school structural features: “every school has a busy schedule, so 

they need to be able to fit it [APST] into their goals that they already have” (H3).  

Some participants linked the opportunity to enact APST Lead Standards policy with 

associated State-level responses to the national APST policies. For example, one 

participant appreciated:  

I know currently, South Australia’s State level, they’ve an initiative ... density 

building, we’re [the State] wanting more high quality teaching staff scattered 

around the different sites so let’s provide some opportunity for a hundred people 
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across the State to connect with mentors, to really push them through for 

certification. (L2)  

A second participant reflected on the level of adoption of APST Lead Standards policy in 

schools and suggested adoption was constrained by a different State-level initiative, 

namely the DECD trial: “different areas are being targeted for different things ... it came 

out that it [the trial] was for categories 1, 2 and 3 schools ... that cuts out a whole lot of 

schools” (H1). A third participant referred to the opportunity to enact APST Lead 

Standards policy as “a money problem” (H2) whilst a fourth participant hypothesised, “if 

we had endless buckets of money, you would be paid at a certain level ... that’s not reality” 

(H6).  

Opportunity to enact APST Lead Standards policy was interdependent with 

understandings of the Lead teacher’s role. One participant summarised the general 

sentiment of most participants: 

The size of the school affects it [opportunity to become a certified teacher], the 

type of school, your role in the school ... also some descriptors are really hard, 

especially in Lead, for teachers in some schools to actually achieve ... especially 

in schools where lots of people are employed to do those roles, and you’re just 

asked to teach. (H4)  

Other participants confirmed “you may not have had the opportunity as a classroom 

teacher to lead a number of things” (L5) and “teachers aren’t necessarily able to lead in 

certain areas ... there’s specific teachers allocated to those roles” (L4). Further, some 

participants indicated that Lead teachers may not “have a Lead initiative in the school” 

(L7) and “sometimes those Lead projects are often more for coordinators rather than a 

full-time teacher” (H6). 
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Interview data revealed that “different schools use it [APST] in different ways for different 

reasons” (L9), including for quality assurance. Various participants affirmed the 

policies were used to comply with mandatory teacher registration requirements. For 

example, “it’s essential for people to use it [APST policy] when they’re looking at moving 

from Graduate to Proficient … they then need to provide evidence to show that they are 

actually working at the Proficient career stage” (L6). Further, “at the moment, most 

schools are just using them to get their teachers from Graduate to Proficient ... they use 

the Standards as well to document their own professional learning, because that’s 

mandatory when you’re reapplying for your teacher registration” (L4).  

Other participants indicated various uses for APST Lead Standards policy which included 

“as a parameter for peer observing” (L2) and for “recording their professional 

development” (H8). One participant suggested schools were “keeping an inventory of 

what type of professional development opportunities teachers are following, and they’re 

making sure that whatever teachers do, that they can align them to the Standards ... that’s 

a really basic level” (L5). Another participant postulated “now they’re actually reflecting 

on their own practices, whereas before I don’t think we had clear direction, we didn’t 

have particular areas that we were needing to work on ... I think it’s [APST] really 

helping teachers’ performance management” (H1). Further, some participants identified 

the national APST policies were “linked to performance plans” (H8) and “some [schools] 

use it [APST] in performance management processes” (L9). One participant supposed 

the APST policies were “not performance management linked” (L8).  

Interview data revealed that enactment of APST Lead Standards policy was constrained 

in schools when there was a lack of awareness, knowledge and engagement with 

APST. This theme was positioned as dependent on school leadership. For example, 

when asked what factors impact the adoption or adaptation of APST policy, one 
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participant stated “first of all it’s definitely the knowledge of the [certification] process, 

and then the understanding of the process ... I’m saying leadership across the board” 

(H1). Likewise, “I know other teachers at my site, their lack of knowledge is stopping 

them from doing it [certification]” (H6). In addition, “for teachers it’d be mostly 

awareness. We’re just too busy to bother with another piece of paper that’s come up ... If 

I hadn’t done the certification trial I would probably still not be very aware of it [APST 

Lead Standards policy]” (H8).  

Participants indicated they were developing others’ knowledge and understanding of 

APST Lead Standards policy at their site. For example: 

For me, when I was going through certification, minimal knowledge around me, 

within my site, of what APST terminology was ... there was a great deal for me of 

having to train up referees, site leaders, colleagues even ... it was a constraint [to 

enactment] but it was an opportunity to upskill people in my current site. (L2)  

Similarly:  

There was very little support for what I was doing, not because teachers or 

principals didn’t want to support me, but, they just didn’t have the understanding, 

of the career stages themselves, or the Standards ... I was actually educating them. 

(H7)  

Participants suggested the extent of APST Lead Standards policy adoption depended on 

“the way it’s given and how it’s put across” (H2). One participant suggested policy 

engagement was a precursor to policy adoption: “if they’re [teachers] not engaged then 

you’re not gonna [sic] really get very far with them adopting the policy” (H3). Various 

participants suggested that certification “has to be promoted to principals, to teachers ... 

not from a top down approach” (H2) and “schools must want to do it or be forced to” 
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(L9). In addition, “if you’ve got these Standards that you can say ‘look, the whole country 

is following these, and supports these’, then you might get more teacher intake and 

engagement” (H3). Further, “it takes time to build up an understanding about what 

certification is for it to then become a part of your embedded practice” (L6). 

Most participants indicated they were “very familiar and very supportive” (L6) of the 

APST policies or the process for certification. Some participants engaged with, and 

increased awareness of, APST Lead Standards policy when they became involved in an 

associated State-specific, system-level initiative named “the trial” (L3). For example, one 

participant stated “If I hadn’t done the trial I would probably still be not very aware of it” 

(H7). A second participant affirmed “the trial was about helping people get through the 

accreditation [certification] process in the hope that then this trial of people becoming 

accredited would spread the understanding of what Lead and HAT [Highly 

Accomplished] teachers were” (L3). Contrary, a third participant indicated they were 

“not familiar, nor supported, with the [APST Lead Standards] policy, within my State, 

generally, because there’s no incentive, there’s no recognition, there’s no support ... at 

this point in time” (H2).  

Enactment of APST Lead Standards policy by teachers in schools was both constrained 

and enabled by the certification process. Situated in interview data as interdependent 

with school leadership, components of the certification process were identified as 

primary constraints to enactment. For example, one participant highlighted the power 

assumed by the principal for policy enactment: “you need to have your principals’ 

endorsement” (H6). A recurrent finding was that certification is “very time consuming” 

(L4). A participant noted beneficial support at an institutional level: “I was given a set 

number of relief days, whereas if you are not part of the trial, obviously you don’t have 

that” (L3). A second frequent finding was “the cost [which] varies from sectors to sectors 
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to States” (H4). A participant shared “I probably wouldn’t have done certification if 

somebody else didn’t pay for it” (H2). Third, participants indicated certification was “a 

huge undertaking to gather documentation and to align it to all the Standards ... it’s a 

huge amount of work placed on an already stretched teacher” (L3). Another participant 

supposed “the actual assessment [for certification] is massive, which is turning lots of 

people off cause the amount of work that you have to do” (H1). 

Additional constraints to enactment were identified as “not having a really deep 

understanding of what they [teachers] actually have to submit for certification” (L7). One 

participant suggested the APST policies were “quite open to interpretation” (H6). In 

contrast, a supportive participant confirmed “support networks, mentors and online 

resources” (H1) enhanced enactment of APST Lead Standards policy. 

Interview data revealed variable impact on teachers’ practice, colleagues’ practice and 

student learning as effects of enacting the APST Lead and Highly Accomplished 

Standards policies. Most participants revealed positive impact on their teaching practice 

and the practice of colleagues. For example: 

 I think my practice has improved and my understanding of why I do stuff, and the 

reasons why it is good practice ... I’m just aware of why and how I’m doing things, 

then sharing that knowledge with colleagues, so I’m having an impact about the 

people around me. (H4)  

Similarly, “I’m not just helping myself with my goals, I’m helping the faculty, which I 

think is a huge impact” (H3). A third participant reiterated how “collaborative teaching 

is as an effort” (L8). Further, some participants indicated they were “invited to mentor 

Early Career Teachers and to support teachers seeking HA/L [Highly 

Accomplished/Lead] teacher accreditation” (L9).  
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Some participants suggested their impact on student learning was not solely attributable 

to certification. For example, “I’ve started with a whole new cohort so I wouldn’t attribute 

their improved learning solely on being a Lead teacher ... to, now I can say I’ve got the 

certificate” (L2). Another participant commented “I know that my students get great 

results. I don’t know whether that’s from the time that I became a Lead teacher or not ... 

is that just who I am anyway?” (L6). A third participant linked student learning outcomes 

with prior teaching practice: “I am regularly involved in whole-school evidence 

assessment, which I was prior to becoming a Lead teacher” (L9).  

Numerous participants indicated they hadn’t gathered evidence of improved student 

learning since becoming certified, for various reasons. For example, one participant 

shared “No I haven’t [documented evidence of improved student learning] because I 

moved sites” (H5). Similarly:  

I’ve only been certified since October. So, I’ve only really been teaching as a Lead 

teacher for one term ... I haven’t had continuation of students to be able to see 

whether or not my certification has actually led to improved student learning. But, 

ask me in twelve months’ time and it might be different. (L4) 

Further, another participant noted, “as always, I do collect data both anecdotally and 

quantitatively, but I can’t qualify that [evidence of improved student learning since 

becoming certified] in any way as yet” (L8). Another participant indicated “I haven’t 

made any particular effort” (H8) to document evidence of improved student learning. 

Three participants indicated they had collected evidence of improved student learning 

since becoming certified. The first participant stated “I document evidence of improved 

student learning every day ... I’ve always documented and now I, ensure I document” 

(H2). A second participant affirmed “I was able to measure data over time ... some data 
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showed that I was improving the learning environment and the educational outcomes” 

(L5). A third participant confirmed “I have [documented evidence of improved student 

learning] ... however, that was really despite the process of accreditation [certification]” 

(L3). 

Increased accountability for student learning was identified as an effect of enactment of 

the APST Lead and Highly Accomplished Standards policies. Interview data revealed 

increased documentation and feedback as the most prominent changes to teacher practice, 

influenced by these policies. For example, “data collection has been a much bigger factor 

for me ... also I introduced a lot more student feedback ... student assessment of their own 

learning” (L1). Some participants indicated they were “better at collecting data ... better 

at analysing” (H5) and had developed “better habits around documenting my work and 

retaining evidence of the work that I do” (L9) since becoming certified. One participant 

stated “you have to be really much more reflective and honest about if you are having an 

impact on the individual students in your care, and can you prove it?” (L5). Another 

participant contemplated “I don’t think my practice has changed so much ... I just had to 

go back and record what I was doing” (H7). 

Some participants indicated their practice became more focused, reflective and 

transparent after they became certified. For example,  

It [APST Lead Standards policy] really makes you a very reflective practitioner, 

because you’ve got tools to actually drive that reflection ... it’s more focused 

reflection ... things like embedding classroom observations into your lessons and 

seeing different ways that people do it, stimulates a lot of professional discussion 

about pedagogy ... the whole thing around classroom observations is that de-

privatisation of practice which I think has been really driven through Standards. 

(L6)  
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One participant was concerned that “teachers who are doing an outstanding job, will be 

expected to do more to prove that they’re doing an outstanding job” (L3). Another 

participant questioned the level of increased accountability for APST Lead Standards 

policy enactment:  

Step nine, which is the highest pay scale for teaching ... you don’t just 

automatically get it when you’ve been teaching for a certain amount of years, you 

do have to meet some standards. But it’s nowhere near as vigorous as the Highly 

Accomplished or Lead ... I just wonder why that gap is so big? In terms of what 

you need to do to prove yourself? (L3) 

Various participants positioned teacher recognition as a motivator for the certification 

process. One participant appreciated “it’s been great to be recognised without seeking 

promotion within a school” (H4). Some participants revealed teacher recognition as the 

means through which job security may be achieved. For example, “people have 

approached me about it [certification] because they see it as a way to permanency” (L3). 

Other participants viewed APST enactment as a way to achieve monetary recognition. 

For example, “I undertook the accreditation [certification] because I was in a leadership 

position and I didn’t know if I wanted to stay there. So it was a monetary decision, because 

I thought if I had this [Lead teacher] accreditation I could continue to get paid a 

leadership type wage without having to be out of the classroom” (L3). One participant 

proposed teachers “resist actually taking it [certification] on board, and especially if 

there’s no incentive at the end of it” (H7). Another participant questioned “why would I 

want to go through such an intense lengthy process, when at this point in time, there’s no 

sort of monetary benefits?” (H6). Yet another participant expressed “it’s [certification] 

not something I even recommend to other teachers to pursue, mostly because there’s no 

financial reward at the end ... there’s no real prestige in doing so” (H7). 
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Other participants referred to teacher recognition as an intrinsic reward that was achieved 

when the certification process was enacted. For example, one participant indicated “once 

you finally pass it up [certification], you just feel like you’re a better teacher ... you’re 

more analytical ... it gives you clarity. So you know, although I’ve spent a lot of time, I’ve 

gained so much” (H3).  

The APST Lead Standards policy was presented as a tool to guide teacher growth. 

Participants appreciated that the policy provided a focus for their own personal growth 

when incorporated into individual PD and PL plans and goal setting, in addition to school 

PD plans. For example, “I think a lot of schools are using it [APST] for their professional 

development plans ... at our school, everyone was requested to pick two or three 

[Standards] and that was their focus for the year” (H5). Another participant indicated 

“some schools use it to support teacher professional development, aligning PD course 

with the APST ... to help teachers self-evaluate what career stage they align with, and to 

provide a concrete description of what to aim for at higher levels” (L9). Similarly, a 

participant noted APST Lead Standards policy was used as “a way of discussing with 

teachers their professional development, their areas of strength and areas of weakness, 

so they can achieve personal growth” (L3). Likewise, “I think it [APST Lead Standards 

policy] encourages authentic improvement ... it’s all about growth, and impact; that’s 

their big focus, continual growth for the students as well as the teacher” (H3). 

Numerous participants indicated they used APST Lead Standards policy to improve their 

teacher practice and knowledge. For example, one participant stated “it’s all about the 

teacher improvement” (H3). Another participant thought “the 37 descriptors are a great 

way to have a look at what your needs are, where you want to go to next. So, looking 

ahead at career stages” (L6). A third participant disclosed “I did the self-assessment tool. 
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I got a few reds, which I wasn’t doing, for a couple of areas. And as a teacher that bugged 

me ... they were the areas I really wanted to focus on in my teaching” (L7). 

Participants identified the power of colleagues and their role in the process of APST Lead 

Standards policy enactment. Some participants confirmed collegial support was required 

to become certified. For example, “you need to get references from colleagues” (L7) and 

“you need a lot of colleague support to actually go through the application process [for 

certification] and without it, you can’t be certified” (H4). Another participant affirmed 

“collegial support is a great enabler” (L2) of APST Lead Standards policy enactment. 

The same participant identified that “negative colleagues” (L2) constrained enactment 

because of lack of awareness of APST Lead Standards policy: “a lot of people that I 

worked with, there was a bit of negativity, why would you bother doing that [Lead teacher 

certification]? They didn’t see great purpose, because they really hadn’t been to a 

workshop” (L2).  

Participants distinguished several competing policies for Lead teacher recognition that 

impeded enactment of APST Lead Standards policy by teachers in schools. For example, 

“alternate recognition pathways ... if the alternate methods attract salary and 

certification doesn’t” (L6). Some participants noted that mandated, pre-existing teacher 

frameworks constrained enactment. For example, “at this stage it’s [APST] not a 

mandated policy ... in South Australia we are mandated to use TEFL … in our site [the 

Standards] haven’t been pushed as much because of that reason” (H6). The same 

participant also commented: 

Probably because I’ve gone through the certification, had more time and depth 

with the Australian Standards, I prefer the APST ... however TEFL is still sort of 

mandated … we’re having to overlay TEFL with the Standards here in South 

Australia, for our teaching. (H6) 
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Conclusion 

This chapter presented the findings at the micro (local: teacher) level in schools for 

perspectives on the national APST policies. Themes were identified in the APST policies 

for the contexts of policy influences and policy text production in brief, with a focus on 

the context of policy practices and effects (enactment) in schools. Predominant themes 

were summarised in Table 5.1. The following chapter presents a meta-analysis along the 

whole policy trajectory of the macro (national: Australian) level, meso (State: SA) level 

and micro (local: teacher) level findings. In addition, Chapter Six considers micro (local: 

teacher) level perspectives on the potential longer-term outcomes and future directions of 

national APST policy. 
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CHAPTER SIX 

META-ANALYSIS AND DISCUSSION 

 

Introduction 

This chapter presents a meta-analysis of the APST policy trajectory across the macro 

(national: Australian), meso (State: SA) and micro (local: teacher) level findings from 

this study. Meta-themes are identified across the policy trajectory for the contexts of 

policy influences, policy text production and policy practices and effects (enactment), 

from which propositions are derived. Meta-themes are presented in order of prominence 

in the data and are analysed with reference to the key literature outlined in Chapter Two. 

Themes identified for the context of policy outcomes are presented at the end of this 

chapter as they consider the potential longer-term effects of APST policy and APST Lead 

Standards policy enactment. Relevant policy developments in the time between data 

collection in 2016/17 and thesis submission in 2018 are briefly identified. 

Recommendations for future directions of APST policy (in general) and APST Lead 

Standards policy (specifically), are proposed, based on the findings. The chapter 

concludes with suggestions for future research. 

 

Research question one: The context of policy influences 

What were the wider influences that acted to initiate APST policy (in general) and APST 

Lead Standards policy (specifically)? 

The dominant meta-theme of globalisation was evident for the national APST policies 

across the policy trajectory for the context of policy influences, however it was less 

prominent at the meso (State: SA) level. The meta-theme of national level of power was 

recognised across all levels of the policy trajectory. Table 6.1 summarises the prominent 

themes and meta-themes across the policy trajectory for the context of policy influences. 
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Table 6.1 Prominent themes across the policy trajectory for the context of policy 

influences. 

 POLICY TRAJECTORY LEVELS 

 MACRO 

(NATIONAL: 

AUSTRALIAN) 

LEVEL  

Documentary 

data 

Chapter Four 

MESO (STATE: SA) 

LEVEL  

 

MICRO 

(LOCAL: 

TEACHER) 

LEVEL  

Interview 

data 

Chapter Five 

META-

THEMES 

 

 

 

 

Chapter Six 

  

Documentary 

data 

Chapter Four 

 

Interview 

data 

Chapter 

Four 

C
o
n
te

x
t 

o
f 

P
O

L
IC

Y
 I

N
F

L
U

E
N

C
E

S
 

APST policies 

‘Global’ 

discourses 

shaping teacher 

quality reforms. 
 

Australia’s 

competitive 

positioning. 

 

 Nationally 

consistent 

teacher 

standards. 

Nationally 

consistent 

standards for 

teacher 

professionalism. 
 

Research. 
 

‘Global’ teacher 

quality policies. 
 

Uncertainty. 
 

Globalisation. 
 

National level 

of power. 

APST Lead Standards policy (specifically) 

  Teacher 

retention. 
 

  

 

The influence of globalisation on initiation of the APST policies was evident as research-

driven policy and standardisation, both of which have been identified in literature as 

features of globalisation (Gorur, 2016; Trippestad, 2016). At the macro (national: 

Australian) level, global research evidence was used to establish teacher quality as having 

the greatest impact on student outcomes, consistent with conceptualisations of teacher 

quality as effectiveness (Dinham, 2015; Hattie, 2003, 2009; Pang & Wang, 2016) and in 

line with the “impact agenda” (Whitty, 2016, p. 1) of education research. Consequentially, 

teacher quality was posited as the policy problem and national teacher standards were 

presented as the policy intervention or ‘solution’, as influenced by the OECD and its 

promotion of “standards-based reform” (Savage & Lewis, 2018, p. 136). Depiction of the 
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‘teacher as problem’ and the underlying assumption that improving teacher quality will 

improve student outcomes, reflected both the causal nature of research-driven policy 

(Kvernbekk, 2017) and policy as discourse (Ball, 2015). Positioning teacher quality as 

the solution to low student achievement levels mirrored the Advanced Skills Teacher 

quality policy in England, though it is now obsolete (Fuller et al., 2010; Woodhead, 1998). 

Further, the concept of national teacher standards attested to the homogenising effect of 

globalisation on education policy at a national level (Komatsu, 2016).  

At the micro (local: teacher) level, US teacher quality policy and the Australian researcher 

John Hattie were explicitly identified by teachers as key research influences on the 

initiation of the APST policies. At the macro (national: Australian) level, there were 

notable similarities between the national APST policies and pre-existing US teacher 

standards, both of which delineated teacher professionalism along a career continuum 

(AITSL, 2011; Council of Chief State School Officers, 2011; Hill et al., 2010). These 

findings added to the literature that acknowledged the historical influence of US policy 

on Australian education policy (Alderman, 2015; Dinham, 2015). Further, these findings 

substantiated theories of policy borrowing and global education policy convergence 

(Komatsu, 2016).  

Research-driven policy and standardisation were linked to Australia’s drive for 

competitive positioning at the macro (national: Australian) and micro (local: teacher) 

levels, although the issue of Australia’s competitive positioning was more prominent at 

the macro level. Australia’s aspiration to improve its global competitive position 

(especially rankings in OECD’s PISA testing) aligned with literature that recognised an 

international focus on the development of competitive individuals (OECD, 2015; Sun-

Keung Pang, 2016), consistent with a neoliberal ideology accompanying globalisation. 

At the macro (national: Australian) level, the influence of international testing 



92 
 

mechanisms on initiation of the APST policies reverberated with literature that identified 

an increased influence of international agencies on national policy making processes 

(Beresford, 2000; Feniger, 2018; Komatsu, 2016).  

The influence of globalisation on initiation of the APST policies was further evident in 

an economic discourse identified at the macro (national: Australian) level. This finding 

concurred with literature that suggested an increasing connection between a nation’s 

economy, its education system and its global competitive position (Beresford, 2000; 

Hogan, 2016; Hogan & Thompson, 2017). In particular, Hogan’s (2016) critical analysis 

of Australia’s National Assessment Program for Literacy and Numeracy suggested that 

Australia used standards as a policy option to increase both its student outcomes and its 

“global economic competitiveness” (p. 94). 

A national level of power was evident across the policy trajectory in three main ways. 

First, AITSL was identified as the national government funded body that was responsible 

for leading teacher quality reforms in Australia (AITSL, 2011). This corresponds with 

other Australian literature that emphasised the federal government as a dominant 

influence on APST policy initiation (Savage & Lewis, 2018; Mills & Mcgregor, 2016). 

Such a powerful role for the national government is noteworthy as education remains the 

legal responsibility in the States and Territories, but it does signal a significant emphasis 

on ‘the national interest’ with accelerating globalisation. Second, a national level of 

power was revealed at the macro (national: Australian) and micro (local: teacher) levels 

in what was presented as global and national research evidence by AITSL in the APST 

policy texts, and what was not (Woodside-Jiron, 2004). Third, a level of uncertainty at 

the micro (local: teacher) level about the wider influences that acted to initiate the APST 

policies, suggested a limited power of influence from micro level policy actors.  
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The need for teacher retention was identified as a prominent influence on APST Lead 

Standards policy at the meso (State: SA) level, but not at the macro (national: Australian) 

or micro (local: teacher) level. Limited focus on teacher retention at the macro (national: 

Australian) level indicated it was perceived as a less significant policy ‘problem’ 

nationally, when compared to teacher quality. This finding was consistent with national 

level Australian education policy priorities that were conveyed in the Melbourne 

Declaration (MCEETYA, 2008) and OECD (2013, 2015) publications. Interestingly, 

despite the influence of US teacher standards on APST Lead Standards policy 

development, US policy about lead teachers was influenced by shortages in teacher 

supply, amongst other influences (Podolsky et al., 2016; Teacher Leadership Exploratory 

Consortium, n.d.). In contrast, Lead teacher policy in Australia was influenced by 

‘inadequate’ teacher quality and concerns about Australia’s competitive position in a 

global setting.  

Propositions about the context of policy influences: 

1. The global influences on national APST policy in Australia of evidence-based research 

and international testing, are shaping teacher ‘quality’ as a competitive accountability 

discourse. 

2. The Australian federal government assumed the power to influence developments in 

teacher quality policy across all States and Territories ‘in the national interest’. 

The following section identifies meta-themes across the policy trajectory for the context 

of policy text production. 

 

Research question two: The context of policy text production 

What were the key features of APST policy text (in general) and APST Lead Standards 

policy text (specifically), and how were the texts produced? 

Table 6.2 on the following page summarises the prominent themes and meta-themes for 

the context of policy text production. 
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Table 6.2 Prominent themes across the policy trajectory for the context of policy text 

production. 

 POLICY TRAJECTORY LEVELS 

 MACRO 

(NATIONAL: 

AUSTRALIAN) 

LEVEL 

Documentary 

data 

Chapter Four 

MESO (STATE: SA) LEVEL 

 

MICRO 

(LOCAL: 

TEACHER) 

LEVEL 

Interview 

data 

Chapter Five 

META-

THEMES 

 
 

 

 

Chapter Six 
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APST policies 

Teacher quality 

improvement. 
 

Teacher 

recognition. 
 

Quality 

assurance. 
 

Existing bodies 

and policies. 
 

Equity in student 

outcomes. 

 Teacher 

quality 

improvement. 
 

Quality 

assurance. 
 

Power of 

Australian 

education 

bodies. 
 

Policy 

convergence. 
 

Teacher 

consultation. 
 

Quality 

assurance. 
 

Teacher 

quality 

improvement.  
 

Input from 

Australian 

education 

bodies and 

teachers. 
 

Uncertainty. 

Accountability. 
 

Policy 

borrowing. 

APST Lead Standards policy (specifically) 

Quality teacher 

leadership. 

Teacher 

recognition. 

Quality 

teacher 

leadership. 
 

Teacher 

recognition. 

Quality 

teacher 

leadership. 
 

Lead 

teacher’s 

role. 

Teacher quality 

capacity 

building. 
 

Impact on 

student 

outcomes. 

 

The underlying meta-theme of increased teacher accountability for improved teaching 

quality and student learning outcomes was revealed in the APST policy texts across the 

policy trajectory, intertwined with the less prominent meta-theme of policy borrowing. 

Accountability was evident in the interlinked themes of quality assurance and teacher 

quality improvement that were identified at all levels of the trajectory. The meta-themes 
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of teacher quality capacity building and impact on student outcomes were evident for 

APST Lead Standards policy across the policy trajectory. 

Enhanced accountability has been recognised as an identifying feature of globalisation 

(Gorur, 2016). At the macro (national: Australian) level, an accountability discourse was 

prevalent in the APST policy texts that governed, regulated and standardised teacher 

quality for quality assurance, particularly at the Graduate and Proficient career stages. 

This finding added to literature that highlighted enforced compliance at the Proficient 

level (Nelson, 2013) and suggested teacher standards were positioned as a regulatory 

device (Loughland & Ellis, 2016). An accountability discourse was further entrenched in 

the requirements for evidence in relation to voluntary certification at the Highly 

Accomplished and Lead teacher career stages (AITSL, 2012a). Further, AITSL expressed 

its intent to “strengthen the quality assurance measures that support national certification” 

(AITSL, 2017a, p. 17). At the meso (State: SA) and micro (local: teacher) levels, quality 

assurance was expressed as a uniform set of teacher standards for national consistency in 

teacher quality. Teachers perceived APST Lead Standards policy as more rigorous and 

credible in comparison to pre-existing State-based Advanced Skills Teacher quality 

policy. Similar to the findings from this study, an analysis of teacher perspectives on 

APST policy in a NSW context revealed that a quality assurance discourse dominated a 

lesser discourse of teacher growth (Taylor, 2016).  

 

Teacher quality improvement was identified as one intent of the APST policy texts across 

the policy trajectory. Depicted as improvement along a career continuum of increasing 

professional growth, the APST policy texts were analogous with US teacher standards in 

their assumption that teacher quality develops over time (AITSL, 2011; Hill et al. 2010; 

Council of Chief State School Officers, 2011). The improvement discourse necessitated 

teacher professional development and professional learning, both of which were 
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recognised in literature as policy tools for improving teacher quality (Desimone, 2009; 

Kisa & Correnti, 2015; OECD, 2015). Although APST policy was recognised as a 

framework to guide professional growth, PD and PL mechanisms for teacher quality 

improvement were not explicitly identified at any level of the policy trajectory for APST 

policy in general. In contrast, PL mechanisms were identified at the macro (national: 

Australian) and micro (local: teacher) levels for ASPT Lead Standards policy, as 

discussed in the section on the context of policy practices and effects (enactment). 

Teacher quality improvement was intertwined with a teacher recognition discourse at the 

macro (national: Australian) level. However, teacher recognition was not identified by 

teachers as a prominent feature of APST policy texts at the micro (local: teacher) level.  

Representations of accountability at the macro (national: Australian) level corresponded 

with conceptualisations of the ‘global’ teacher as one who is “compliant” (Seddon et al., 

2013, p. 10). Implicit in the theme of accountability was a top-down power of influence 

and bottom-up reporting requirements, as discussed in Chapter Four. The APST policy 

texts required teachers to be accountable “upwards” (Vidovich, 2018, p. 2) to State 

registration authorities and ultimately to AITSL at the national level, for quality and 

equity in student outcomes. This form of accountability was revealed in the requirement 

of teachers to “prove” (Vidovich, 2018, p. 3) accomplishment of the Standards at a 

particular career stage. Upward accountability was consistent with the influence of global 

corporations on APST policy and the role of national governments in regulating standards 

for quality improvement and equity (UNESCO, 2015).  

Policy borrowing from other jurisdictions was evident at all levels of the policy 

trajectory. At the macro (national: Australian) level, APST policy texts were linked to 

pre-existing, national and State-level Australian education policies including the 

Melbourne Declaration (AITSL, 2011). Benefits of linking new policies with established 
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policy texts have been identified in the literature, and include increased policy acceptance 

through minimised “resistance” (Woodside-Jiron, 2004, p. 180) at the level of policy 

enactment. Savage and Lewis (2018) argued APST policy text production was strongly 

influenced by NSW teacher standards, as echoed in the meso (State: SA) level findings 

from this study. Policy borrowing was further evident in the convergence of lead teacher 

policy at the meso (State: SA) level, where existing teacher quality policies in SA were 

being replaced with national APST Lead Standards policy. 

The theme of policy borrowing highlighted an imbalance of power between various 

policy actors in the process of APST policy text production. AITSL was recognised as 

the key policy actor at all levels of the policy trajectory, as discussed in Chapters Four 

and Five. Similarly, Savage and Lewis (2018) contended AITSL was positioned as the 

“expert” (p. 136) in teacher quality policy development, and thus suggested the exercise 

of national power in APST policy text production. At the meso (State: SA) level, one 

participant noted the requirement of State-level education bodies to implement the APST 

policies as part of their funding arrangements with the federal government. This finding 

supported literature that suggested the federal government used financial incentives to 

encourage State-level “compliance” (Mills & McGregor, 2016, p. 115) with national 

education policy directives. At the micro (local: teacher) level, participants acknowledged 

input from Australian education bodies and teachers, however they also expressed 

uncertainty as to how the policy texts were produced. This finding leads to questioning 

the level of involvement of teachers, contrary to macro (national: Australian) level 

findings that suggested “almost 6000 teachers” (AITSL, 2011, p. 1) were involved in the 

validation process (see also Pegg, McPhan, & Lynch, 2010).  

Teacher quality capacity building was depicted as a key feature of APST Lead 

Standards policy text production and was interlinked with teacher quality improvement 
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at all levels of the policy trajectory. At the macro (national: Australian) level, Lead 

teachers were depicted as classroom teachers who develop the professional practice of 

self and others through collaboration, modelling, engagement in research, the sharing of 

information and mentoring of colleagues (AITSL, 2011, 2012a). This representation of a 

Lead teacher corresponded with conceptualisations of TL as both a social influence 

process (Dimmock, 2011; Hunzicker, 2012) and a PL mechanism (Hairon et al., 2015). 

Once again, this depiction of a Lead teacher mirrored England’s Advanced Skills 

Teacher, who was assigned the role of leading the continuous professional development 

of other teachers (Training & Development Agency for Schools, 2007). Similarly, meso 

(State: SA) and micro (local: teacher) level perspectives also revealed a teacher quality 

capacity building discourse linked to the processes of PD and PL. APST Lead Standards 

policy focused on capacity building for teacher compliance, contrary to advice from 

Fullan (cited in Day & Smethem, 2009) that capacity building should occur before teacher 

compliance. Teacher quality capacity building was further acknowledged in the potential 

for Lead teachers to become assessors for certification which, it was assumed, would 

enhance professional ownership of the certification process (AITSL, 2012a). 

Impact on student outcomes was depicted as a key part of the policy text in documents 

for APST Lead Standards policy across the policy trajectory, although this meta-theme 

was less prominent at the meso (State: SA) level. At the macro (national: Australian) level 

in the policy text, impact on student outcomes was linked to equity in student outcomes. 

The APST Lead Standards policy text revealed positive and sustainable impact on, and 

collective responsibility for, student outcomes (AITSL, 2013a). The notion of collective 

responsibility was highlighted at the micro (local: teacher) level in particular, whereby 

teachers identified a flow-on effect from the Lead teacher, to the students of colleagues. 

Collective responsibility for student outcomes was also observed in a US study on teacher 

leadership (Derrington, 2016). Further, Konstantopoulos and Chung (2011) alluded to the 
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positive effect of cumulative exposure of students to quality teachers, on student 

outcomes. However, data from this study on APST was unable to confirm or refute this 

claim.  

Propositions about the context of policy text production: 

3. National (Australian) APST policy governs and regulates teacher quality improvement 

for quality assurance.   

4. Within APST Lead Standards policy, teacher leadership serves as an accountability 

policy mechanism to improve teacher quality for increased collective impact of teachers 

on student outcomes. 

The following section identifies meta-themes across the policy trajectory for the context 

of policy practices and effects (enactment). 

 

Research question three: The context of policy practices and effects (enactment) 

How did schools and teachers enact APST Lead Standards policy in South Australian 

schools and why? 

At the time of data collection, little research had been undertaken on Lead teacher policy 

enactment in the context of Australian schools. Hence, these findings make a significant 

contribution to the literature. Meta-themes identified for APST Lead Standards policy 

enactment by teachers in SA schools were interrelated, overlapping, and spanned across 

the themes identified at the micro (local: teacher) level for the context of policy practices 

and effects. The meta-themes are presented in Table 6.3 on the following page.  

The predominant meta-theme of school and system-level structural and contextual 

features was particularly manifest at the micro (local: teacher) level for the context of 

policy practices and effects. School leadership was identified as the most prominent 

influence on APST Lead Standards policy enactment, whereby school leaders assumed  
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Table 6.3 Prominent themes across the policy trajectory for the context of policy practices 

and effects. 

 POLICY TRAJECTORY LEVELS 

 MACRO 

(NATIONAL: 

AUSTRALIA) 

LEVEL 

Documentary 

data 

Chapter Four 

MESO (STATE: SA) 

LEVEL 

MICRO 

(LOCAL: 

TEACHER) 

LEVEL 

Interview 

data 

Chapter Five 

META-THEMES 

 
 

 

 

 

Chapter Six 
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data 

Chapter Four 
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Chapter 
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APST policies APST Lead 

Standards policy 

(specifically) 

   School 

leadership. 
 

Opportunity to 

enact. 
 

Quality 

assurance. 

School and 

system-level 

structural and 

contextual 

features. 
 

Shifting levels of 

power.  
 

Policy 

acceptance. 
 

Accountability. 
 

Impact. 
 

Appropriate 

teacher 

recognition. 

 

APST Lead Standards policy (specifically) 

   Awareness, 

knowledge and 

engagement 

with APST. 
 

Certification 

process. 
 

Variable impact.  
 

Increased 

accountability. 
 

Teacher 

recognition. 
 

Teacher growth. 
 

Power of 

colleagues. 
 

Competing 

policies. 
 

 

the power to create opportunities and conditions to enable teachers to enact the APST 

policies in their school. This finding underscores literature that identified school 

leadership as an enabler of, or constraint on, effective policy enactment (Durrant, 2004; 
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Langdon & Ward, 2014; Robinson et al., 2009; Ross & Bruce, 2007; Stosich, 2016). This 

finding also made an original contribution to teacher leadership literature by providing 

empirical evidence for theoretical suppositions about the effects of school leadership on 

TL enactment. 

The provision of time was emphasised as a crucial condition for effective APST Lead 

Standards policy enactment. Teachers required time to make sense of the policy as well 

as time to undertake the certification process. These findings further reinforced literature 

that identified the need for school leadership to allocate time to teachers, amongst other 

types of supportive resources, to facilitate the process of policy learning for policy 

enactment (Carver & Feiman-Nemser, 2009; Langdon & Ward, 2014; Paveling, 2016; 

Penuel et al., 2009).  

The provision of time enabled professional conversations at the micro (local: teacher) 

level. Positioned as a PL tool, professional conversations increased the awareness, 

knowledge and engagement with APST by teachers and school leaders. This finding 

supported suggestions that professional dialogue between policy actors facilitated 

processes for sense-making, as the actors ‘re/dis/assembled’ (Savage & Lewis, 2018) 

APST Lead Standards policy for enactment (Barman et al., 2014; Conway, 2014; Huggins 

et al., 2016; James & McCormick, 2009; UNESCO, 2015). In this study, professional 

conversations sought to increase policy acceptance by teachers in schools. Teachers 

alluded to the role of school leadership in creating time for whole-staff discussions about 

APST policy in general, including the use of APST policy as a tool for PD and 

professional growth. Likewise, Loughland and Ellis (2016) also considered use of the 

Standards as a learning scaffold. Further, teachers acknowledged the benefit of using 

APST Lead Standards policy as a tool to reflect on their practice. A similar finding was 

observed by Taylor (2016; see also Attard, 2012; Penuel et al., 2007). 
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Teachers acknowledged the role of the State in providing opportunities for schools and 

teachers to increase their awareness, knowledge and engagement with APST Lead 

Standards policy. For example, the Department for Education and Child Development 

implemented an initiative that provided schools and teachers with time and monetary 

supports to participate in professional conversations as part of the certification process. 

Some teachers confirmed that participation in the initiative referred to as the ‘trial’ 

increased their awareness, knowledge and engagement with APST Lead Standards policy 

during the certification process. However, teachers were divided on whether they had 

continued engagement with the policy after certification, regardless of whether they 

participated in the trial. These findings supplemented other studies that attested to the 

significant role of, and power of, the State as a mediator of the process for policy 

enactment (Ball et al., 2012; Hupe & Hill, 2016; Stern, 2015). In addition, this study 

highlighted the need for ongoing support for policy enactment after a Lead teacher has 

accomplished the certification process. 

The interplay between policy actors in response to school and system-level structural and 

contextual features depicted shifting levels of power during the process of APST Lead 

Standards policy enactment. Power shifts were revealed at the micro (local: teacher) level 

between the teacher and school leader/s, teacher and colleague/s and teacher and 

assessor/s, and they were most prominent in the certification process. In the first instance, 

teachers assumed the power to initiate processes for APST Lead Standards policy 

enactment in addition to autonomy about how they enacted the policy. Autonomy was 

apparent in how and why teachers chose to enact specific parts of the policy, and how 

teachers adopted the policy into their area of specialisation within their school context. 

This further exemplified literature that suggested policy divergence is present at the local 

level of enactment, which is dependent on context (Dally & Dempsey, 2015; Essén & 

Sauder, 2017; Henderson & Jarvis, 2016; Steiner-Khamsi & Stolpe, 2006; Watson, 2009).  
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Teachers were empowered to effect change processes by leading the learning of, and for, 

colleagues as discussed by various researchers (Akiba & Wilkinson, 2016; Browne-

Ferrigno, 2016; Hairon et al., 2015; O’Donoghue & Clarke, 2010). Teachers indicated 

they engaged in collaborative practices and shared expertise as they led initiatives, 

mentored and/or assessed colleagues. These findings elaborated on literature that 

identified collective participation, collegiality and collaboration as enablers of TL 

capacity building (Ellis, cited in Browne-Ferrigno, 2016; Gonzalez et al., 2016; Hairon et 

al., 2015; Lavy, 2016; Reed & Swaminathan, 2016; Sun et al., 2016). 

A shift in power was implied during the assessment phase of the certification process. 

The Certification (AITSL, 2012a) document at the macro (national: Australian) level 

necessitated teacher reliance on the support of the school leader and colleagues, thus 

relocating power to the school leader and colleagues during the assessment phase for 

certification. At this point in time, assessors acquired the power to qualify a teacher’s 

suitability to become certified. Interestingly, certifying authorities held the ultimate 

power over the certification process. However, this power was not enacted until the end 

of the process, at which time the certifying authority approved or declined an application 

for a teacher to be able to ‘officially’ practice as Lead teacher (AITSL 2012a, 2013c). 

These findings highlighted the various roles that policy actors assume whilst making 

sense of policy during the process of enactment (Ball et al., 2011, 2012). In this study, 

teachers assumed the role of learner, facilitator of learning (mentor), and assessor of 

learning.  

Shifting levels of power were also apparent across the micro (local: teacher) and meso 

(State: SA) levels between the teacher and State-level education bodies. State-level 

education bodies assumed the power to mediate policy enactment, as previously 

discussed. This conception of power was most prominent in the theme of appropriate 
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teacher recognition. Although the text depicted centralised policy for quality assurance, 

States and Territories were given autonomy in how they recognised and rewarded 

certified teachers (AITSL, 2011, 2012a), in a possible demonstration of co-operative 

federalism (Lingard, 2010), albeit that this autonomy was over the details of enactment 

rather than the ‘bigger picture’ thrust of the policy. At the meso (State: SA) level, one 

participant expressed concern for consistent and ongoing teacher recognition and reward. 

This concern revealed a possible disparity between recommendations for the allocation 

of education resources from a global level (OECD, 2015), and the actual allocation of 

resources by the federal government and the State. A State-level participant confirmed 

that this disparity arose from national budgetary allocations and constraints.  

At the micro (local: teacher) level, teachers expressed discontent with a State-level 

initiative in which Lead and Highly Accomplished teacher positions were being created 

in specific schools that were identified as low socio-economic status. The allocation of 

positions to schools of identified need corresponded with literature that recommended 

dispersing high quality teachers between schools to improve teacher quality (Goldhaber 

et al., 2016). Teachers expressed disappointment at the imminent discontinuation of 

reward incentives and were uncertain about the impact of newly created Lead teacher 

positions for the ongoing recognition of certified teachers who were not selected to a 

position.  

Goldhaber et al. (2016) also found that teachers wanted to be rewarded for their efforts. 

Findings from this study actually contrasted with literature that suggested teachers were 

more motivated by wanting to improve student outcomes than by monetary incentives 

(Marsh et al., 2011). However, one teacher placed more value in the process of 

certification itself, and less value in teacher recognition and reward. This finding 

supplemented Gabriel’s (2016) position that the focus of teacher quality improvement 
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should be on the learning process. Accordingly, a policy-to-practice gap was revealed 

between the policy as it was intended at the macro (national: Australian) level and how 

the policy was enacted by teachers at the micro (local: teacher) level, as a result of the 

unintentional facilitation of inequities in teacher recognition and reward at the meso 

(State: SA) level. 

Despite the existent power at the macro (national: Australian) level, not all Australian 

States and Territories offered national certification (AITSL, 2017a). This highlighted the 

potential for disparities in the uptake of APST Lead Standards policy by the States, and 

the consequential flow-on effects to schools and teachers for policy enactment and policy 

acceptance at the micro (local: teacher) level. This also reinforced the power of the States 

to mediate policy enactment. The level of policy acceptance by teachers was also affected 

by components of the certification process, in particular the large amount of time and 

work required to compile documentary evidence, and the cost to undertake the process. 

These findings may be factored into national and State-level education bodies not meeting 

their targets for numbers of certified teachers.  

In addition, findings at the meso (State: SA) and micro (local: teacher) levels indicated a 

lack of clarify in the definition of a Lead teacher’s role. Weiner (2011) expressed a similar 

concern. State-level participants and teachers both maintained that there was 

misconception at the local level of policy enactment that APST Lead Standards policy 

was for teachers who held leadership positions in schools. This apparent lack of clarity in 

the definition of a Lead teacher was consistent with understandings of TL and was 

identified as an impediment to policy acceptance for policy enactment in some literature 

(Nelson, 2013; Carver, 2016).  

The theme of increased accountability was more prominent than the theme of varied 

impact. Teachers revealed they were collecting more evidence of teacher practice as a 
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result of enacting APST Lead Standards policy. Whilst increased accountability was not 

the stated intent of the policy, it is interesting to note the similarities between the 

presence of this underlying theme for the contexts of policy text production and policy 

enactment. Some teachers perceived the certification process as “a ‘tick-the-box’ 

exercise” (AITSL, 2017a, p. 10), contrary to its stated purpose at the macro (national: 

Australian) level. This raises the question of balance between the gathering of evidence 

for accountability, and enactment of the policy for improved teacher quality and student 

outcomes. 

The APST policies inherently assumed that if teachers were held accountable to the 

Standards, both teacher quality and student outcomes would be improved. Data from this 

study neither confirmed nor refuted an increased level of impact on student outcomes. 

However, teachers mostly identified positive impact on their teaching practice, in 

particular their increased use of feedback and reflection. In this respect, claims of 

improved teacher quality were substantiated when APST Lead Standards policy was 

used as an accountability mechanism (Johnson, 2009; Destler, 2016; Kraft & Papay, 

2014).  

The certification process required teachers to collect evidence of impact of their teaching 

practice on both student outcomes and colleagues’ practices. However, numerous 

teachers indicated they had not collected evidence of student learning outcomes since 

they completed the certification process. Some teachers noted they had not had enough 

time to determine whether certification had resulted in improved student outcomes. 

Other teachers indicated they had not had a consistent cohort of students to collect 

continuous data, to determine the level of impact. These findings highlighted disparity 

between the policy intent for improved student outcomes through increased teacher 

accountability, and the effects of policy enactment. Several questions were raised. First, 
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what is the capacity of APST Lead Standards policy to effect continuous change in 

teacher practice when used as an accountability tool for teacher quality? Second, what 

is the expected time period between certification as a Lead teacher before positive 

impacts on student outcomes are expected to be observed, and how are these outcomes 

to be measured?  

Propositions about the context of policy practices and effects (enactment): 

5. APST Lead Standards policy enactment is facilitated by context-specific conditions 

which school leadership has the power to enable. The provision of time and professional 

conversations enable teachers to make sense of policy, as part of policy enactment in 

schools. 

6. Shifting levels of power between local and State-level policy actors, influence the level 

of APST Lead Standards policy acceptance by schools and teachers during processes of 

policy enactment. Policy enactment occurs as a result of negotiation and contestation at 

the levels of the State and the school. 

7. Increased teacher accountability and teacher quality improvement has a variable, and 

mostly indeterminant impact on student outcomes, as an effect of enacting APST Lead 

Standards policy.  

The following section identifies the themes for the context of policy outcomes. 

 

Research question four: The context of policy outcomes 

What were the longer-term outcomes of APST policy (in general) and APST Lead 

Standards policy (specifically)? 

Findings for the context of policy outcomes were not presented in Chapters Four and 

Five, however they are presented here as some participants offered thoughtful insights 

about the potential future impact of national APST policy. It is important to note these 

findings about outcomes are tentative, and unlike research questions 1 to 3, they are not 

based on direct observation or experience, but participants’ projections into the future. 

Several quotes about outcomes are included in this section. Two predominant themes 

were identified for the context of policy outcomes at the micro (local: teacher) level: 
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Uncertainty of teacher recognition and equity in student outcomes. These themes are 

discussed with regard to the other contexts of the policy trajectory framework, and with 

reference to literature. 

Uncertainty of teacher recognition was identified as an issue for continued enactment 

of APST Lead (and Highly Accomplished) Standards policy in the future. Teachers 

expressed concern about the longevity of APST Lead Standards policy enactment in SA 

schools, with regard to the contestation that was identified across the policy trajectory for 

teacher recognition. For example: 

There’ll become jobs that you can apply for ... a number of positions around the 

State in selected schools ... what is the point of doing the certification in South 

Australia if you’re not going to get the recognition for what you’ve done? It’s 

going to impact on the longevity of certification in the State ... because once those 

jobs are filled, they’re filled. (H5) 

Teachers reiterated a ‘disconnect’ between micro (local: teacher) level interpretations of 

APST Lead Standards policy, the intent of the policy, and implications for policy 

enactment due to the mediating effects of the State: 

The idea for the HAT [Highly Accomplished] teacher and the Lead teacher were 

to be in a classroom, and be a support in a school, not get onto the kind of 

leadership merry-go-round ... of every three years having to apply for a position. 

(H1) 

Teachers anticipated negative effects on policy acceptance at the micro (local: teacher) 

level, as an unintended consequence of removing teacher reward at the meso (State: SA) 

level. For example, one participant supposed that without “monetary benefit, there won’t 

be the uptake” (H6). Teachers also acknowledged the potential for limiting Lead teacher 
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numbers within the State as a result of budgetary constraints. However, a State-level 

participant indicated there was no intention to limit the numbers of teachers who can 

become certified. One teacher commented: 

Teachers should be rewarded for having obtained HA [Highly Accomplished] and 

Lead Standards. But at the same time, it could be a sector constraint … in terms 

of they limit the amount of teachers that can apply for HA and Lead. (L8) 

An interesting finding that arose at several points during this research concerned the 

Highly Accomplished and Lead Teacher network. It was acknowledged at the micro 

(local: teacher) level that many teachers who were not certified were enacting APST Lead 

or Highly Accomplished Standards policies. These teachers did not have the privilege of 

access to the restricted and ‘exclusive’ network, despite their ability to positively 

contribute to the teaching profession. Thus, one might question what the underlying intent 

of the ‘exclusive’ network was, and wonder about the effect on equity within the teaching 

profession. It has been asserted that policy makers consider the longer-term effects of 

implementation at all levels of the policy trajectory (Derrington & Campbell, 2018); a 

caution that should also be observed by State-level bodies, school leaders and teachers.  

Teachers expressed varied perspectives about the longer-term equity in student 

outcomes as APST Lead Standards policy was enacted in SA schools. At the macro 

(national: Australian) level, equity in student outcomes was presented as the ‘driver’ for 

policy initiation, although other themes were more prominent. Some teachers indicated 

equity would be increased for all students in the longer-term. For example: 

I think it creates greater equity … in the past there’s been a focus on making sure 

that students with special needs … or Indigenous students are catered for, but I 
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think the policy ensures that teachers fully understand the learning needs of every 

student in their class, not just those considered special needs. (L4)  

Teachers suggested equity in student outcomes and equity in teacher recognition may be 

facilitated through the future development of national and State-level policies concerned 

with the employment of Lead teachers in schools: 

 It [APST Lead Standards policy] has the potential to really improve the 

equitability in student learning outcomes … if there was a State-wide or a national 

policy about a number of Lead or Highly Accomplished teachers that needed to 

be in schools … I just can’t see how, at the moment, it’s making any difference, 

because there doesn’t seem to be any clear policies or guidelines around 

employing Lead teachers. So, I don’t know that it is equitable … but I do think 

that it’s got potential. (L3)  

Teachers identified that APST Lead Standards policy was only part of the solution to 

achieving equity in student outcomes in the longer-term: 

The Lead teacher/Highly Accomplished trial … were really focusing on sites with 

an index of educational disadvantage … To me that’s not equitable … many of us 

would know that, even a great teacher in one of those kind of schools, it’s not so 

much the content it may be the behaviour … is the policy the answer? It’s only 

part of it I think. (L2) 

In comparing data across the meso (State: SA) and micro (local: teacher) levels, one 

might question whether the policy inherently assumed a teacher was working at Lead or 

Highly Accomplished level prior to applying for certification. If this assumption holds 

true, uncertainty exists regarding the effects of the State-level ‘trial’ initiative. If teachers 

were already operating in low socio-economic schools before they were certified, what 
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will be the longer-term effects on colleagues and students, of these teachers becoming 

certified? One teacher acknowledged that the effects will not be noticed in the short-

term: 

 The accreditation of Highly Accomplished and Lead teachers may not 

necessarily increase learning outcomes for the students taught by staff now 

accredited (they needed to already be doing good work to get accredited) 

however the flow-on effects for staff around the accredited person are more likely 

to show a longer-term benefit as they see examples of good practice from 

someone able to share it. (L9) 

Proposition about the context of policy outcomes: 

8. The enactment of APST Lead Standards policy has the potential to improve teacher 

quality and equity in student outcomes if there are consistent guidelines about employing, 

recognising and rewarding Lead teachers in schools. 

 

Developments after data collection and before thesis submission related to the APST 

policies, from 2016/17 to 2018 

Various national documents concerned with the APST policies and teacher quality were 

released by AITSL during 2017. A paper titled Taking the Lead: National certification of 

Australia’s best teachers was released in March 2017 with the purpose “to present a 

vision and strategies for strengthening national teacher certification” (AITSL, 2017a, p. 

1). Priorities for future work were identified in the publication Increasing our Impact: 

AITSL Strategic Plan 2017 – 2020, and included “strengthening the profession and 

establishing its status as a high quality provider of critical services in a modern society 

and economy” (AITSL, n.d.d, p. 7). 
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During 2017, AITSL added to a suite of supportive tools and resources that were 

developed to assist teachers understand the APST policies, and collect documentation for 

evidence of improved teacher quality. The newly developed resources include the 

‘Spotlight’ series for sharing evidence-based research with the teaching profession 

(AITSL, 2017b); the MyInduction mobile app to support Graduate teachers; updates to 

the MyStandards app and the Teacher Self-Assessment Tool to assist collaboration in 

schools and aid teacher reflection; and an updated version of the classroom practice 

continuum (AITSL, 2018). Further, AITSL added a range of videos to their YouTube 

channel during 2018, of which focused on teacher feedback for teacher quality.  

At the time of data collection, Queensland, Tasmania and Victoria did not offer voluntary 

certification. These States still did not offer voluntary certification at the time this thesis 

was completed. In the publication titled Taking the lead: National certification of 

Australia’s best teachers, AITSL indicated it would “work with non-certifying 

jurisdictions to implement national teacher certification” (AITSL, 2017a, p. 16). Within 

South Australia, the State-level Department for Education and Child Development 

advertised ‘positions’ for certified Lead and Highly Accomplished teachers at the end of 

2017, for commencement in 2018. The positions were advertised for a 3-year tenure 

within selected SA schools. The national and State-level developments in teacher quality 

mentioned here, emphasise Australia’s continued focus on strengthening teacher quality 

policy to achieve an outcome of improved teacher quality and equity in student outcomes, 

in response to the influence of globalisation and international competition. 

 

Recommendations and future directions  

Findings from this study highlighted recommendations and future directions for national 

APST policy. First, the findings called for a ‘clearer’, unambiguous definition of a Lead 
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teacher so as to reduce misconception and misinterpretation of the purpose and work of a 

Lead teacher in schools. Second, the findings identified the certification process for Lead 

and Highly Accomplished teachers, and the APST policy descriptors themselves, as areas 

for review. Third, inconsistencies in teacher recognition between States and Territories, 

especially in relation to monetary reward, require investigations into a national approach 

to teacher recognition. Fourth, the power assumed by school leadership and State-level 

education bodies as mediators of policy enactment, indicated that processes to increase 

policy awareness, and understanding should also be targeted at school leaders and State-

level bodies, in addition to the teachers themselves. Lastly, the research findings raised 

the question of what would be the expectation for teachers in the future, in regards to 

progression along the career continuum from Graduate teacher to Lead teacher? 

Recommendations for future policy directions in South Australia are made in response to 

concerns about the longevity of APST Lead Standards policy, as influenced by State-level 

processes for teacher recognition. First, findings highlighted the need for increased 

awareness, understanding and ‘value’ of APST Lead Standards policy by schools and 

teachers, thus the recommendation for increased supports (especially time for 

professional conversations) within schools. Second, findings pointed to conflicting 

policies as an impediment for policy enactment, thus calling for flexibility in State-level 

policy responses (and flexibility in pre-existing policies) to allow for adaptation and 

feedback as APST Lead Standards policy evolves. For example, a concern about the 

intrinsic value of teacher recognition may be partly addressed by renaming State-specific 

Lead and Highly Accomplished teacher positions to reflect the purpose of the position, 

as opposed to the Lead or Highly Accomplished teacher status. 
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Limitations and possible further research 

This research was delimited to perspectives of certified Lead and Highly Accomplished 

teachers in SA schools. Insights from teachers who had undertaken the certification 

process but who were unsuccessful in achieving certification as a Lead or Highly 

Accomplished teacher, in addition to insights from Principals, would likely add to the 

data on APST Lead Standards policy enactment. Research that includes classroom 

observation of Lead teacher practice before and after certification, as well as student work 

samples and student perspectives, may assist in delineating the level of impact of teacher 

practice on student outcomes, and may further add to the findings. 

Whilst perspectives were gathered from teachers in primary and secondary schools across 

sectors and from a variety of contexts, this research is limited to the schooling contexts 

within the State of SA and cannot be generalised to the schooling contexts of other 

Australian States and Territories. Similar data gathered from other States and Territories 

may assist between-State comparisons and the identification of State-specific policies and 

practices that assist enactment of APST Lead Standards policy in Australian schools. 

Perspectives of teachers in early childhood settings would add to the findings from this 

research. 

It would be of interest to investigate further, how the APST policies were presented to 

teachers in SA schools. It would also be of interest to investigate the role of the Lead 

teacher as a facilitator of learning, to establish whether a certified Lead teacher was 

positioned as a PL tool as they enacted APST Lead Standards policy. 
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Conclusion of the thesis 

This study aimed to analyse APST policy processes, with a focus on the Lead Standards 

and their enactment by teachers in selected settings in South Australia. The policy 

trajectory analysis employed for this study enabled the identification of power 

relationships in APST policy enactment. 

The findings highlighted the shifting levels of power across the policy trajectory at 

different times during the APST policy processes. The power assumed by both State-level 

education bodies and school leadership, as mediators of policy enactment, played a 

crucial role as to whether APST Lead Standards policy was enacted by teachers as it was 

intended.  
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APPENDIX A: Organisation of the APST 

 

 

Source: AITSL (2011, p. 3) 
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APPENDIX B: APST Lead Standards policy 
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Source: AITSL (2011, pp. 8-19) 
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APPENDIX C: OECD Education Policy Levers 

 

 

Source: OECD (2015, p.30) 
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APPENDIX D: Policies targeting the teaching profession in OECD countries 

from 2008 to 2014 

 

Source: OECD (2015, p. 89) 
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APPENDIX E: Interview Questions 

1. Can you provide a snapshot of your teaching experience? 

 

2. How and when did you become aware of the APST* policy and the ‘Lead teacher’# 

(or ‘Highly Accomplished’) policy?   

 

3. What do you think were the major influences on the origins of Australian APST 

policy? Do you think there were any other/different influences on the ‘Lead teacher’ 

(or ‘Highly Accomplished’) policy? 

 

4. Who have been the key people involved in constructing the APST policy and the 

‘Lead teacher’ (or ‘Highly Accomplished’) policy?  

 

5. How do the policies compare with any existing and/or alternative teacher policies? 

 

6. What do you consider is the main intent of the APST policy, and how the policy goes 

about conveying its message to schools and teachers? 

 

7. What do you understand by the term ‘Lead teacher’, from the ‘Lead teacher’ policy? 

(or how is it different to ‘Highly Accomplished’) 

 

8. What is your understanding of how and why, schools and teachers use the APST 

policy and the ‘Lead teacher’ (or ‘Highly Accomplished’) policy? 

 

9. To what extent do you feel familiar with, and supportive of the ‘Lead teacher’ (or 

‘Highly Accomplished’) policy? 

 

10. What factors enable or constrain a teacher to become certified as a Lead (or Highly 

Accomplished) teacher? 

 

11. What factors impact the adoption or adaptation of the APST policy and the ‘Lead 

teacher’ (or ‘Highly Accomplished’) policy, in schools? by teachers? at the state 

level? 

 

12. Can you share details of changes to your practice, knowledge, or engagement, if any, 

influenced by the ‘Lead teacher’ (or ‘Highly Accomplished’) policy? 

   i.e. What do you do differently or in addition to a teacher who is not a ‘Lead teacher’, 

if anything? What are the benefits & disadvantages of being a Lead teacher? etc. 

 

13. Have you documented any evidence of improved student learning from the time you 

were certified as a Lead (or Highly Accomplished) teacher?  

 

14. What mechanisms, if any, are you aware of to monitor and/or evaluate the APST 

policy and the ‘Lead teacher’ (or ‘Highly Accomplished’) policy? 

 

15. What, if any, are the longer-term benefits and consequences, intended or unintended, 

of the APST policy and the ‘Lead teacher’ (or ‘Highly Accomplished’), in schools? 

for teachers? for students? at a state level? 
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16. Can you share your thoughts about the APST policy and the ‘Lead teacher’ (or 

‘Highly Accomplished’) policy, in relation to the quality and equity of student 

learning outcomes? 

 

17. How do you see the policies being developed and used in the future? 

 

18. What, if anything, would you change about the policies? 

 

* APST = Australian Professional Standards for Teachers 

# ‘Lead teacher’ policy = The APST Lead Standards 

‘Highly Accomplished’ policy = The APST Highly Accomplished Standards 
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APPENDIX F: Interview Protocol 

Introductions. 

Prior to commencement of interview, give participant a paper copy of ‘participant information 

letter’, ‘participant consent form’ and APST Lead and/or Highly Accomplished policy (face-to-

face interview). Read aloud to participant. OR email information to participant at least one day 

prior to interview (phone interview). 

Participant signs consent form (face-to-face interview; one copy for interviewer, one copy for 

participant). OR participant signs consent form and emails to me (phone interview), ideally 

prior to interview. 

Make notes on surrounding environment in which interview is taking place (face-to-face 

interview). 

Sound check on digital voice recorder. 

Notify participant of the following: 

Thank you for participating in this research. I acknowledge and appreciate the time you 

are giving to participate in this interview. 

The interview consists of 18 questions (15 questions for State-level participants) about 

the APST policy in general, and the APST Lead Standards policy specifically. There is 

no limit to the length of your response to each question.  

I will be impartial during the interview, and the research process. I will take notes 

during the interview. If, at any time, you wish to pause, or share information that you do 

not wish to be recorded, please indicate this to the interviewer (myself). 

Confidentiality and anonymity will be maintained as outlined in the information 

participant letter, and the participant consent form.  

The interview will be recorded. 

During the interview, I will ask questions about the APST policy, and the APST lead 

teacher policy. Please note: 

 APST is the Australian Professional Standards for Teachers 

 APST policy refers to the policy in general 

 APST Lead teacher policy refers to the APST Lead Standards 

All questions invite you to comment on the APST Lead Standards policy. 

Start digital voice recorder. 

Read interview questions aloud, starting with question 1.  

At conclusion of interview, ask participant: 

Is there anything else you would like to add/comment on? 

End of interview.Stop digital voice recorder. 

Thank participant for their participation in this research.  

Ask participant if they would like a copy of their interview transcript.  
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APPENDIX G: Participant Information and Consent 

Professor Lesley Vidovich  

The Graduate School of Education  

The University of Western Australia  

M428, 35 Stirling Highway  

Crawley, WA 6009  

Phone: +61 8 6488 2274   

Email: lesley.vidovich@uwa.edu.au  

Web: http://www.gse.uwa.edu.au  

CRICOS Provider Code: 00126G  

  

PARTICIPANT INFORMATION LETTER  
  

Dear Lead / Highly Accomplished Teacher,  

Research Project Title:   

The Australian Professional Standards for Teachers: Policy perspectives of school teachers on 

the enactment of the ‘lead teacher’ standards.  

  

You are invited to take part in the Master of Educational Leadership (MEdL) research study 

named above. I am writing to introduce Masters student Amanda Brien and her research at 

the Graduate School of Education, at the University of Western Australia. I am Amanda’s 

coordinating supervisor. Amanda’s research aims to analyse the Australian Professional 

Standards for Teachers policy processes, with a focus on the ‘lead teacher’ standards and their 

enactment by teachers in selected settings in South Australia. She plans to approach all 

teachers who are certified as a lead teacher in schools, or who are engaged in the process of 

becoming certified as a lead teacher. She also plans to approach all teachers who are certified 

as a highly accomplished teacher in schools. Amanda would invite teachers who are enacting 

the lead teacher, or highly accomplished teacher standards in these schools, to take part in the 

research project.  

What does participation in the research study involve?  

Each participant would take part in one semi-structured interview of approximately 30-40 

minutes. Teachers who are engaged in the process of becoming certified as a lead teacher will 

be invited to participate in a second interview after they become certified. The interviews will 

be conducted at a time and place suitable for the participant.   

To what extent is participation voluntary, and what are the implications of withdrawing 

that participation?  

Participation in this research study is entirely voluntary. If any teacher decides to participate 

and then later changes their mind, they are able to withdraw their participation at any time 

during the data collection phase. There will be no consequences relating to any decision by an 

individual regarding participation. Participation or non participation in the study will not affect 

the participants’ relationship with the researcher or The University of Western Australia.   
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What will happen to the information collected, and is privacy and confidentiality assured?  

Information that identifies anyone will be removed from the data collected. Participants and 

their school will be assigned pseudonyms in the reporting of the data. The identity of the 

participants and their school will not be disclosed at any time, except in circumstances where 

the researcher is legally required to disclose that information. The data will be stored securely 

in a locked cabinet and/or in de-identified and password protected computer files. The data 

will be stored for a period of 7 years, after which it will be destroyed in a secure manner. This 

will be achieved by deletion of all audio and computer files and shredding of all paper records.   

Is this research approved? Who do I contact if I wish to discuss the study further?  

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 study, or agreeing to participate, may raise any questions or 

issues with the student researcher at any time in the first instance (email: 

amanda.brien@research.uwa.edu.au) and/or with the student’s supervisor (email:  

lesley.vidovich@uwa.edu.au).  

How do I indicate my willingness to be involved?  

If you have had all questions about the study answered to your satisfaction, and are willing to 

participate, please complete the Participant Consent Form on the following page. All 

research participants are entitled to retain a copy of the Participant Information Form and 

Participant Consent Form relating to this research study.   

Your participation in this study does not prejudice any right to compensation, which you may 

have under statute or common law.   

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 humanethics@uwa.edu.au  

All research participants are entitled to retain a copy of any Participant Information Form 

and/or Participant Consent Form relating to this research project.  

Yours sincerely  

  

Professor Lesley Vidovich  

  

Professor Lesley Vidovich  
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The Graduate School of Education  

The University of Western Australia  

M428, 35 Stirling Highway  

Crawley, WA 6009  

Phone: +61 8 6488 2274   

Email: lesley.vidovich@uwa.edu.au  

Web: http://www.gse.uwa.edu.au  

CRICOS Provider Code: 00126G  
  

PARTICIPANT CONSENT FORM  
  

Research Project Title:   

The Australian Professional Standards for Teachers: Policy perspectives of school teachers on 

the enactment of the ‘lead teacher’ standards.  
  

I,      __________  ___________________________      , have read the information provided   

     (name of participant)  

  

and any questions I have asked have been answered to my satisfaction. I agree to participate in 

this activity, realising that I may withdraw at any time without reason and without prejudice. I 

consent to having the audio interviews recorded.  

  

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.   

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 humanethics@uwa.edu.au  

All research participants are entitled to retain a copy of any Participant Information Form 

and/or Participant Consent Form relating to this research project.  

  

Your Signature:                  _____________________        __                    Date: ___________   

(signature of participant)  




