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Foreword

I’'m very pleased to be writing a foreword to this important book edited by Mathew White and
Faye McCallum, the fruit of extensive research by them and their talented cohort of writers at
the University of Adelaide’s Enhancing Educational Outcomes research group.

Unlike medicine, education has not benefitted from the same level of high-powered and
intensive research. We cannot conceive of medicine today without thinking of how research
has completely transformed the experience and outcomes. But in education, the quality of
research worldwide has often been really quite poor. Governments thus embark on a series of
initiatives, primarily for political reasons, or for capricious ones, sometimes citing research
randomly and without context or rigour, as the justification for what they have already decided
to do.

The arrival of this book is thus to be welcomed, because it has much value to offer, not
just Australia, but educators and governments worldwide. It will help ground education policy
worldwide on rock, not shifting sands.

The book is divided into 10 chapters which explore the changing nature of the work of
teachers in the light of a series of new challenges. The 21st-century has seen an explosion of
concern about student well-being, but has seen less work on the well-being of teachers. Yet if
teaching staff are not relaxed and at their healthy best, they will be unable to perform at their
best in the classroom. Stressed teachers become unwell, and are far more likely than others to
leave the career prematurely.

Other chapters examine the impact of the skills required for the world of tomorrow on
the initial training for teachers on the integration of iPads into the education of teachers, on
blended learning, on instructional theory, on the work and impact of the Program for
International Student Assessment (PISA), on preservice teachers’ perceptions of character and
well-being, and on the key importance of school leadership in shaping the growth and
development of teachers.

The most influential economist of the 20th century, John Maynard Keynes, said that
practical politicians, whether they realise it or not, are influenced by ideas that were prevalent
when they were younger. ldeas matter and they need to be grounded in real research. Yet many
school leaders and education ministers the world over are influenced by flawed ideologies.

None is more damaging nor widespread than the philosophy that guides many school
systems that schools should be concerning themselves just with cognitive development, rather
than with the all-round nurturing of the talents of every child, including their artistic, emotional,
physical, moral and indeed spiritual capabilities. The result is that we are turning out school
leavers who are passive learners, afraid of making mistakes and often ill prepared for study in
higher education, and the workplace. Far too many students are suffering from mental
difficulties.

Optimal right initial teacher training, whether for pre-service or graduate teachers, is
all important in setting them on the right road. This volume has never been more timely. It is
full of practical common sense and wisdom and should be devoured by all.

Sir Anthony Seldon
Vice Chancellor
University of Buckingham
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Chapter 1

Introduction

Mathew A. White and Faye McCallum 1

With increasing levels of teacher accountability, more knowledge, and an understanding of
student achievement in reading, writing, and scientific knowledge, educators and school
leaders are confronted by the pace of change in the 21st century and the educational disruption
of COVID-19. The aim of this chapter was to provide an overview of significant international
forces considered in this book and an overview of the conceptual framework of appreciative
inquiry. By adopting a practitioner-researcher perspective, we considered the problem of how
to strengthen educational outcomes considering the United Nations Sustainable Development
Goals and the 2018 Programme for International Student Assessment results. While
controversy abounds in the interpretation and education policy responses to trends in these
surveys, there is a body of evidence about the roles that teachers and teaching play in enhancing
educational outcomes. Finally, we contend because of the appreciative approach; the book is
new knowledge on enhancing educational outcomes essential for developing a well-educated
population.

Keywords: 21st-century skills; Education policy; Secondary education; Teacher education;
Teacher Wellbeing; Theory of education

The significance of enhancing educational outcomes has been highlighted by the immediate
and widespread disruption to learning due to the COVID-19 pandemic. The United Nations
Educational, Scientific, and Cultural Organization (UNESCO) (2020) claims that by mid-May
of 2020 some “1,198,530,172 learners’, or ‘68.5% of total enrolled learners’ in ‘153 country-
wide closures’ enrolled at ‘pre-primary, primary, lower-secondary, and upper-secondary levels
of education were affected [ISCED levels 0 to 3], as well as at tertiary education levels [ISCED
levels 5 to 8] (UNESCO, 2020). The OCED (2020a) have proposed ‘The Learning Compass
2030’ which ‘defines the knowledge, skills, attitudes and values that learners need to fulfil their
potential and contribute to the well-being of their communities and the planet’. The United
Nations Sustainable Development Goals (UNSDG) acts as the ‘blueprint to achieve a better
and more sustainable future for all.” Here, the United Nations recognises the significance of
enhancing educational outcomes for all students. For example, Goal 4 of the UNSDG focuses
on quality education, claiming, ‘a quality education is the foundation to creating sustainable
development’ (UN, 2019). In the Australian context, the Alice Springs (Mparntwe) Education
Declaration’s (Council of Australian Governments Education Council, 2019) outlines the two
goals for the Australian education system. These are Goal 1: The Australian education system
promotes excellence and equity and Goal 2: All young Australians should become confident
and creative individuals, successful lifelong learners, and active and informed members of the

1 M. White ™ and F. McCallum
The University of Adelaide
e-mail: mathew.white@adelaide.edu.au

M. White & F. McCallum (Eds.), Critical Perspectives on Teaching, Learning, and Leadership: Enhancing
Educational Outcomes
© Springer



community. What are the major controversies in enhancing educational outcomes? The
Organisation for Economic Cooperation and Development (OECD) (2019) notes that ‘on
average across OECD countries and in 43 education systems, students who perceived greater
support from teachers scored higher in reading, after accounting for the socio-economic profile
of students and schools’ and ‘a positive school climate is one of those things that is difficult to
define and measure, but everyone — including parents — recognises it when they see it” (pp. 15-
16).

We argue that enhancing educational outcomes is essential to developing a well-
educated population (Albrecht, 2018; Aldridge & McChesney, 2018; Byrne, Rietdijk &
Pickett, 2018). Enhancing educational outcomes is key to a nation’s ongoing creativity,
prosperity, peace, democracy, and human flourishing. While it might be cliché to argue that
change abounds in education, it is difficult to find another educational epoch where such a vast
array of global challenges has tested teachers, principals, and governance (Araneda, Guzman,
& Nussbaum, 2018; Podolsky, Kini, Darling-Hammond, & Bishop, 2019; Spillane, Paquin
Morel, & Al-Fadala, 2019; White & McCallum, 2020).

Internationally, teacher quality and retention are a growing concern as highlighted by
Schleicher (2020). For example, UNESCO claims that, by 2030, there will be a global shortage
of teachers, with 74 countries facing an acute shortage, threatening educational outcomes
worldwide. Today, it is more widely recognised that teachers and teaching are the heart of
successful communities of practice with complex relations between initial teacher educators,
university researchers, students, families, and school systems (Ford & Youngs, 2018; Gonski,
2018; Hogan, Thompson, Sellar, & Lingard, 2018; Mansfield & Beltman, 2019). Over the past
decade, we have seen the rise of greater professional accountability and evidence-based,
evidence-informed, and diagnostic teaching approaches, which has transformed professional
practice. Increasingly, teachers are asked to interpret data to develop learning and teaching
interventions to enhance student learning outcomes, where one year’s instruction is matched
with one year’s student learning growth (Brooks, Huang, Hattie, Carroll, & Burton, 2019;
Brown, 2018; Gonski, 2018; Hawthorne, Vella-Brodrick & Hattie, 2019).

While some schools and teachers are constrained in 20th-century teaching paradigms,
others are already integrating virtual reality (VR), augmented reality (AR), artificial
intelligence (Al), and digital technologies across learning, teaching, and student experiences
from the earliest years (Care, Kim, & Scoular, 2017; Lavy, 2019; Seldon, 2018; World
Economic Forum [WEF], 2015). The integration and, in some instances, the imposition of these
technologies are having both positive and unintended wellbeing impacts. For example, the
Economist (“Generation Z is stressed”, 2019) reports that Generation Z (people born since
1997) is more ‘stressed, depressed and exam-obsessed’ and that they are ‘generally less
hedonistic’ and ‘better behaved’ than the earlier generation. The Pew Research Center noted
that in a study of 920 13-17-year-old Americans, the people of Generation Z were more
concerned about issues surrounding mental health and bullying, as opposed to issues around
alcohol, with 70% of respondents claiming that anxiety and depression were concerns for their
peers (“Generation Z is stressed”, 2019). With the rapid pace of emerging technologies, it is
no longer sufficient to be foundationally literate; certain social, emotional, and cognitive
characteristics are now also regarded as indispensable.

Over the past two decades, there has been exponential growth in new research into, and
the practise of, 21st-century skills, manifested in many forms such as character education,
learning and teaching for 21st-century skills, social and emotional learning, wellbeing, and
positive education. Discussion around the new skills needed for the 21st century has dominated
education discourse since the mid-1980s in the United States of America, the United Kingdom,
and Australia. During this time, the focus shifted to preparing students to learn content and
knowledge, literacy, numeracy, and emerging technologies. The new competencies that are



associated with these skills share common themes, including reasoning, evidence, critical
thinking, and communications (WEF, 2016).

In an era of unprecedented teacher and school leadership accountability, it is time to
examine contemporary research that considers how to enhance education outcomes from
practitioner-researchers and school-university lenses (Yi Chan, Sloan, & Chandra, 2019). The
Alice Springs (Mparntwe) Education Declaration argues that ‘[e]ducation plays a vital role in
promoting the intellectual, physical, social, emotional, moral, spiritual, and aesthetic
development and wellbeing of young Australians, and in ensuring the nation’s ongoing
economic prosperity and social cohesion’ (Council of Australian Governments Education
Council, 2019, p. 2). Significant education research asserts that to thrive in today’s world,
school students need a different mix of skills than in the past. It notes that, ‘in addition to
foundational skills like literacy and numeracy, they need competencies like collaboration,
creativity, and problem-solving, and character qualities like persistence, curiosity, and
initiative’.

Internationally graduating teachers are entering the workforce at a time of
unprecedented change and complexity, with many leaving within the first five years (Mansfield
& Beltman, 2019). Increasingly, initial teacher education (ITE) programs are being challenged
to show evidence of classroom readiness and evidence of impact. The WEF claims, ‘To thrive
in the 21st century, students need more than traditional academic learning. They must be adept
at collaboration, communication, and problem solving, which are some of the skills developed
through social and emotional learning’ (p. 4). A report on Securing the 21st Century Teacher
Workforce claims that,

nearly half of all new k-12 teachers in the United States leave the profession within
five years... teachers who remain in the profession often move on to other schools,
suspending lower-performing schools in cycles of chaotic management by isolating
teaching staff who aren’t around long enough to the build collaborative momentum
needed to leverage student outcomes (Edge et al., 2017, p. v).

However, teacher quality and retention are a concern (Heffernan, Longmuir, Bright, &
Kim, 2019; Reid, 2019). 58 percent of Australian teachers describe their intention to leave the
profession and a further 62% claim workload as a significant catalyst to retire early (Heffernan,
Longmuir, Bright, & Kim, 2019, p.10).

ITE and pre-service teacher (PST) quality are being challenged due to a failure to shift
from patterns with proven poor educational outcomes. In addition, there is increasing pressure
for PSTs to demonstrate evidence of their teaching ability and impact on student learning,
which in turn increases emphasis on league tables, wellbeing issues (Collie & Perry, 2019;
Hugo, 2007, 2010), and health issues, including mental health issues (Vesely, Saklofske, &
Nordstokke, 2013). Critical Perspectives on Teaching, Learning, and Leadership: Enhancing
Educational Outcomes argues that the quality of graduate teachers is a critical step in educating
flourishing students (Carter, 2018; McCallum, Price, Graham, & Morrison, 2017; White &
McCallum, 2015, 2019). This book evaluates the opportunities, issues, and obstacles facing the
preparation of teachers through creative and multi-disciplinary perspectives. These are
consistent questions posed over the past two decades of ITE research, focusing on evidence-
based teaching strategies. The debate about teacher quality and the impact on learning
outcomes is a contentious area. This book argues that there is a lack of specificity around
notions of crucial issues to enhance educational outcomes. Issues such as character and
wellbeing, 21st-century learning, and e-learning pedagogy mean that the education sector is
presented with an ironic paradox: there is explicit consent that it is essential to consider,



monitor, and respond to what constitutes an effective teacher, yet there is little sector-wide
consensus on what it actually is.

Today, education is experiencing unprecedented change. This is having a significant
impact on school systems, learning outcomes, and the wellbeing of students and teachers. As
illustrated by the three volumes of the Programme for International Student Assessment (PISA)
2018 Results, we now have a greater knowledge and understanding of the role teachers play in
creating a positive impact on student learning outcomes. However, issues associated with initial
teacher education (ITE), the professional development of educators, teacher and student
wellbeing, and how school systems operationalise 21st-century learning abound. This book
addresses the significant problems that arise for pre-service and graduate teachers who are
unprepared for the complexity of 21st-century teaching (Fernandes, Peixoto, & Jodo, 2019).
ITE is an essential factor in graduating quality teachers. Therefore, teachers must be able to
contribute to the social, emotional, cognitive, spiritual, and physical wellbeing of their students
(Allen & Kern, 2017; Allen, Kern, Vella-Brodrick, Hattie, & Waters, 2018; Brown, 2018;
White & Kern, 2018). A shortage of literature exists that focuses on what inhibits teacher
development. Universally, there are challenges in this field: attracting candidates into ITE with
a combination of academic strengths and character qualities, retaining the best teachers in the
profession, and finding evidence of classroom readiness.

How This Book Was Developed

This book is the culmination of over six months’ collaborative work during 2019 by the
practitioner-researchers, all academics, working in the field of ITE from the University of
Adelaide’s Enhancing Educational Outcomes research group. The book investigates evidence-
based and evidence-informed approaches to teaching, learning, and leadership. The group
focuses on research topics including assessment, measurement, and evaluation; governance,
leadership, and management; ITE; and STEM and wellbeing education. Critical Perspectives
on Teaching, Learning, and Leadership: Enhancing Educational Outcomes focuses on the
major forces affecting teacher preparation, teaching, and school leadership during an era of
notable change.

Conceptual Framework

Appreciative Inquiry

We adopt appreciative inquiry as the conceptual framework for this book. Appreciative inquiry
is “based on the simple assumption that every organisation has something that works well, and
those strengths can be the starting point for creating positive change [and it] is also intended
for discovering, understanding, and fostering innovations” (Cooperrider, Whitney, & Stavros,
2008, p. 3). The appreciative inquiry approach was first developed by Cooperrider and
Srivastva (1987). It was later extended by Cooperrider and Sekerka (2006) who argue it enables
“new ways of understanding the processes and dynamics of positive outcomes in organisations
are rapidly emerging” (p. 223). Furthermore, they asserted that “Appreciative inquiry is a
process of search and discovery designed to value, prize, and honor. It assumes that
organisations are networks of relatedness and that these networks are alive” (Cooperrider &
Sekerka, 2006, p. 224).

Affirmative topic choice

Appreciative inquiry uses an affirmative topic choice as a catalyst to start the research process.
to an affirmative topic choice “selectively seeks to locate, highlight, and illuminate what are
referred to as the life-giving forces of the organisations existence, its positive core”
(Cooperrider, Whitney, & Stavros, 2008, p. 4). Usually, affirmative topic choices are voted
upon by participants. However, as shown in Figure 1.1 for this book, the editors pre-selected



“enhancing educational outcomes” as the affirmative topic choice. This was based on the
process described by Cooperrider, Whitney, and Stavros (2008, pp. 35-39). This book is written
from a practitioner-researcher perspective, with each contributor having significant practitioner
experience first in classrooms as teachers, from the early years to senior secondary education,
as senior leaders with executive experience in Independent, Catholic, and Government schools,
as Board Directors, as teacher educators, and as educational researchers. Among the chapters
in this book, scholarly contributions focus on current issues. Topics explore the changing
nature of teachers’ work, the impact of 21st-century skills in ITE, the integration of iPads in
pre-service teacher education, blended learning, instructional theory, the Programme for
International Student Assessment results, pre-service teachers’ perceptions of character and
wellbeing, and the role of school leadership in shaping professional teachers’ growth. The
chapters and the book publish new knowledge and original research material.

4-D cycle

Appreciative inquiry employs a four-step cycle to examine an affirmative topic from a diverse
range of perspectives. We followed this process 1) Discovery or appreciating the best of what
is 2) Dream, or envisioning what might be, 3) Design or co-constructing the ideal and 4)
Destiny, or how to sustain for the future. Cooperrider and Sekerka (2006) call this the 4-D
cycle. The book’s conceptual framework of the 4-D cycle is outlined below:

« Discovery or appreciating the best of what is: the discovery phase of the appreciative
inquiry process investigates existing strengths within the context of the affirmative
topic. It encourages researchers to engage in meaning-making. Moreover, the discovery
phase enables researchers to consider future possibilities within the context of the
problem chosen (Cooperrider, Whitney, & Stavros, 2008, pp. 6, 105-130).

e Dream, or envisioning what might be: this phase focuses upon the best of what is
envisaged as potential future directions within the lens of the appreciative topic.
Research explores the strengths and limitations of the topic chosen (Cooperrider,
Whitney, & Stavros, 2008, pp. 6-7, 131-162).

o Design or co-constructing the ideal: in this stage, the researcher, considers the future
implications. This step is where researchers may find potential future “strategic intent”
for a topic and who it may affect (Cooperrider, Whitney, & Stavros, 2008, pp. 7, 163-
200).

e Destiny, or how to sustain for the future: in this stage, the researcher considers how
innovations may be operationalised. (Cooperrider, Whitney, & Stavros, 2008, pp. 4,
201-229).

Each author was invited to respond to the affirmative topic choice using the first two steps of
the 4-D cycle 1) Discovery and 2) Dream. The outcome of the appreciative inquiry process
enables an “inquiry into the appreciable world is a vehicle for creating and developing positive
change, not just within the present moment, but also over time ... [and that] inquiry into the
positive, naturally occurring or deliberate, is a source of positive change as it elevates and
extends the best of what is present in the organisational system” (Cooperrider & Sekerka, 2006)
p.232). Consequently, chapters investigate the following questions:

e What impact does the changing nature of teachers’ work have on teacher preparation
and the teaching profession for the 21st century? (Discovery)

o What role does wellbeing play on teacher quality? (Discovery)

e How can educators implement and evaluate the outcomes of blended learning?
(Discovery, Dream and Design)



e What impact do teachers have on learners? (Discovery)

Discovery
‘What gives life?’
(the best of what is)

Destiny ‘Enhancing Dream
‘How to empower, Educational .
learn, adjust, and Outcomes’ ‘What might be?’

improvise?’

Design

‘What should be the
ideal?’

Figure 1.1. Chapter structure for Critical Perspectives on Teaching, Learning, and Leadership:
Enhancing Educational Outcomes

As represented in Figure 1.2 the outcome of the 4-D process is the book’s chapter topics
and structure. The themes which emerged from the conceptualisation of the book include the
topics of teacher well-being, developments in initial teacher education, the immediate impact
of emerging technologies on professional practice of preservice teachers, the role of blended
learning in evaluation, instructional theory, factors of quality and equity in mathematics
achievement in South East Asia, the evaluation of a pre-service teacher course to prepare
candidates for professional practice, preservice teachers perception of well-being and its role
within professional practice, and the role of school leadership in developing professional
learning communities. We believe the chapters in this book will be of interest to educators who
aim to have an impact on student learning outcomes. The chapters in this book adopt a
practitioner-researcher perspective in that each section examines issues related to teacher
professional practice, leadership, or ITE. Many chapters embrace the dual roles of teacher
educators who are researchers. Chapters adopt various research methods and theoretical
approaches including appreciative inquiry (Cooperrider & Srivastva, 1987), a broader
pragmatic worldview (Tashakkori & Teddlie, 2010), an ecological framework
(Bronfenbrenner, 1972, 1979), Freire’s Pedagogy of the Oppressed (1971, 1998, 2005), and
the Substitution, Augmentation, Modification, Redefinition (SAMR) model (Puentedura,
2013).

Over six months, the Enhancing Educational Outcomes group crafted individual
chapters and met to collaborate during two research group writing days. During the first writing



day, each author presented their introduction, adopted method, results, discussion, and
conclusion. This process was an essential step for developing research claims and ensuring
there was coherence across all chapters. Here, round 1 of an open review within the research
group for each chapter was undertaken. All reviews and author responses to these reviews were
documented as part of the editorial process. During the second writing day, the chapters drafted
by each author underwent an open peer review. All participants knew the identity of the author
and the reviewers. Each reviewer was asked to provide feedback to the authors based on the
quality of the research question, the introduction and background of the chapters, the aims of
the study, the method or theoretical framework adopted, the results, and the discussion. In turn,
the authors were asked to respond to their peers’ feedback and integrate changes, as evidenced
in their final chapters. During this final stage, the manuscript was closely reviewed by two
anonymous experts in the field selected by the publishers. All authors responded to feedback
from the final anonymous review before being submitted to Springer.

The Book’s Structure

In Chapter 1, we have established this work’s significance, outline appreciative inquiry, the
book’s conceptual framework and the structure. We also have provided an overview of each
chapter.

In Chapter 2, ‘The Changing Nature of Teachers’ Work and its Impact on Wellbeing’,
Faye McCallum asserts that Australia’s graduating teachers are entering the workforce at a
time of unprecedented change, increased education opportunity, and overwhelming complexity
and investigates teachers’ health and wellbeing may be at risk because of this pursuit.
McCallum also presents the findings of research undertaken in Australia and Canada to
investigate early career, mid-career and those in leadership and the impact of wellbeing on
professional practice.

In Chapter 3, ‘Transforming Higher Education Teaching for 21st-Century Skills’,
Linda Westphalen reflects on the processes by which teachers are accredited in Australia and
considers this in the context of the development of 21st-century skills. Westphalen examines
these developments in the context of the presented by the World Economic Forum’s 21st-
century skills.

In Chapter 4, ‘The Impact of Introducing iPads in Teacher Education’, Walter Barbieri
examines a case study investigating the integration of 1:1 iPads in an undergraduate Individual
Teacher Education (ITE) degree influenced the digital competencies of its participants. The
chapter argues for the inclusion of digital technologies in ITE.

In Chapter 5, ‘Blended Learning Needs Blended Evaluation’, John Willison argues for
a blended learning evaluation framework introduces the Blended and Engaged Learning Zones
(BELZ) to addresses the imbalance in the literature. Willison contends that one of the
limitations of earlier research has been the lack of integration for a framework which considers
the significance of learning zones when evaluating the impact on enhancing educational
outcomes.

In Chapter 6, ‘New Understandings of Instructional Theory: Finding the Instructional
Sweet Spot’, Brendan Bentley deconstructs Constructivist Learning Theory and the Cognitive
Load Theory and contends that instructional models that produce learning.

In Chapter 7, ‘Quality and Equity of Student Performance in Mathematics in Indonesia,
Malaysia, Singapore, Thailand, and Vietnam’, I Gusti Ngurah Darmawan examines issues of
quality and equity of mathematics performance for 15-year-old students in PISA 2015 from
five participating Southeast Asian countries.

In Chapter 8, ‘Inspiring and Transforming the Pre-service Teacher Through Authentic
Classroom Preparation’, Robert Matthews assesses a course design was examined that sought



to bridge the university experience of PSTs with the classroom experience through a focus on
authenticity.

In Chapter 9, ‘Pre-service Teachers’, Perceptions of Character and Wellbeing’ Mathew
White investigates pre-service teachers’, perceptions of character, wellbeing, and pedagogy
and argues that initial teacher education programs are fertile ground for integrating research-
informed approaches concentrating on the teacher’s role.

In Chapter 10, ‘Shaping Professional Development of Educators: The Role of School
Leaders’, Lynda MacLeod investigates the role of principal leadership in professional learning
communities.

With increasing challenges from government, regulation, and unprecedented levels of
education reform as outlined in the OECD (2020b), TALIS 2018 Results (Volume I1): Teachers
and School Leaders as Valued Professionals, OECD (2019b), TALIS 2018 Results (Volume I):
Teachers and School Leaders as Lifelong Learners and OECD and (2018). Reviews of
National Policies for Education, it has been claimed there is an ‘impending crisis’ in the
preparation of teachers and the teaching profession (Preston, 2019). This book focuses on
topics as diverse as student learning academic growth, classroom practice, and teacher efficacy.
Discussion is about the social and emotional elements of a ‘good teacher’. Together with this
discussion were debates around the most effective teaching strategies and the effectiveness of
initial teacher educators. Themes in the debate included what initial teacher educators should
know and understand about discipline content and pedagogy. More recently, policies have
concentrated on professional standards and character (ACARA, 2018; Australian Institute for
Teaching and School Leadership, 2018).

As Alma Harris, Professor of Educational Leadership and Policy, Department of
Education, University of Bath, asserted, ‘The imperative to recruit, develop, and retain great
teachers has never been stronger or more critical’ (Edge et al., 2017, p. vi). At a time of
increased global accountability and scrutiny, surveys including the Programme for
International Student Assessment (PISA) and the Trends in International Mathematics and
Science Study have created greater transparency for policymakers, education leaders, and
teachers to critique as well as reflect on educational outcomes and performance (Fullan &
Pinchot, 2018; Hitt & Meyers, 2018). While controversy abounds in the interpretation and
education policy responses to trends in these surveys, a growing body of evidence has appeared
regarding the roles that teachers and teaching play in enhancing educational outcomes. For
example, teacher quality, attitude, effectiveness, and motivation are found to be essential in
high-performing systems. Teacher motivation, engagement, and ability to teach well have
appeared as critical. Educators fulfilling the promise of the UNSDG for enhancing educational
outcomes is vital.

Across ten chapters, this book examines diverse topics, including approaches to
learning outcomes, education policy, the philosophy of education, professional development
of educators, issues of school leadership, school systems, secondary education, student
wellbeing, teacher education, teacher wellbeing, and the theory of education. Experts in their
respective fields write each of the chapters; this edited volume contributes to the evaluation of
contemporary issues in ITE. We argue that enhancing ITE is essential for developing a well-
educated population. It is key to the nation’s ongoing creativity, prosperity, peace, democracy,
and human flourishing.
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Chapter 2

The Changing Nature of Teachers’ Work and its
Impact on Wellbeing

Faye McCallum 2

Abstract The world is in the midst of an unprecedented technological revolution and changes
are underway on a vast scale with digitalisation transforming economies, governments, and
societies in complex, interrelated, and often unpredictable ways. These changes are
fundamentally altering how people live, interact, and work and are inevitably affecting how we
do our work, thus requiring a transformation in design and delivery. Teaching is not immune
to this revolution, in fact, it must play a critical part to prepare young people for innovative,
productive, and socially just futures. Yet teaching is a highly complex profession. Australia’s
graduating teachers are entering the workforce at a time of unprecedented change, increased
education opportunity, and overwhelming complexity. They start their teaching degrees
wanting to contribute positively to learning and engagement with young people but are often
overwhelmed with the complexity of their roles and can grapple with professional identity,
poor school literacy and numeracy, and declines in student engagement in schools. We know
that teaching is one of the most rewarding careers a person can encounter, yet it is one with
increasing levels of workload; high levels of accountability, measurement, and administration;
is experiencing new challenges in student and parent behaviours; and is a rapid ever-changing
digital and global sector. This chapter highlights that 21st-century skills are required to prepare
today’s young people for New Work Smarts in 2030 and beyond, yet teachers’ health and
wellbeing may be at risk because of this pursuit. Research in Australia and Canada has been
undertaken on how well teachers feel they are prepared to manage their work by sampling early
career teachers, mid-career teachers, and those in leadership roles. A well-educated population
is key to a nation’s prosperity, peace, and human flourishing, and thus high-quality teachers
must be attracted and retained, and the extent to which this is achieved is highly dependent on
their wellbeing.

Keywords: 21st-century skills; Professional development of educators; Teacher education;
Teacher wellbeing; Technologies

2.1 Introduction and Background

Amidst the 21st Century challenges to teachers and teaching lies an opportunity to
enhance educational outcomes for all learners because this hasn’t yet been achieved in all
countries across the globe. Yet the rapid change to teachers work due to the onset of
technology, global crises like pandemics and climate change, and intensification of the work
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can result in adverse factors on teachers’ wellbeing that may inhibit progress for learners. It is
timely to consider changes to teachers’ work, taking into account its impact on teachers. We
need teachers to be ‘well’ so that our children and young people can be ‘well’ too. If this can
be achieved, educational outcomes will be enhanced for all.

Contemporary teaching practices and the evolution of the new world, New Work
Smarts, has led to a context for teachers that challenges many aspects of their work. Many talk
about an increasing teacher shortage, although accurate numbers are not clear. Some estimate
that about 53% of newly graduated teachers intend to leave the profession within five years
after graduation. Teacher attrition is particularly salient for early career teachers, within the
first five years of the profession, and for teachers over 50 who take an early retirement (den
Brok, Wubbels and van Tartwijk, 2017).

On average across the OECD countries and economies in TALIS, teachers who report
experiencing stress in their work “a lot” are twice as likely as colleagues with lower levels of
stress to report that they will stop working as teachers in the next five years. In Australia,
teachers who report experiencing stress at their work “a lot” are 90% more likely to want to
leave teaching in the next five years (OECD 2020). Other significant workforce challenges for
the profession include a decline in those attracted to the profession, frequent turn-over,
casualisation, and early career teachers being forced to teach in areas that they are not trained
for. Therefore, in this context, there is an urgent need to better understand teachers’ work and,
critically, the impact that these factors have on their wellbeing.

Seldon (2018) claims that there is no more important issue facing education, or
humanity at large, than the fast approaching revolution of Al, alongside AR and VR. This he
refers to as the Fourth Education Revolution. Recently, we have been alerted to the future of
work skills required by our young people as they transition from schooling to employment,
training, or university. Although not a new concept, the urgency now is that our young people
require skills and competencies far greater than what has been realised before and technology
is often the driver, moving at a far greater pace than anyone imagined. Countries have greater,
even urgent, concerns in economic, social, and environmental spheres and young people are
getting involved at a much higher level than before. Bennett and Lemoine (2014) state that
many are now needing to survive and thrive in a world recognised as volatile, unpredictable,
complex, and ambiguous. Lambert (2017) identifies five drivers for the 21st-century
competencies debate: economic competitiveness; contemporary employability skills and
dispositions; active citizenship and understanding regarding identity; improved social
cohesion, understanding, and valuing of diversity and respect; and competencies related to
personal growth.

Competences and skills for the 21st century have begun to attract global attention as
many predict what our young people might require to function effectively in an ever-changing
world. OECD’s The Future of Education and Skills: Education 2030 The Future we want
(2018b) and UNESCO s Transversal Competencies project (Mcllvenny 2019) are but two
attempts to define future directions and guidance to support students to navigate the
complexities of work and life. The WEF (2015, p. 3) refer to 16 skills for the 21st century
comprising six foundational literacies, four competencies and six character qualities (see
Figure 2.1). According to a report by PriceWaterhouseCoopers (2017), 44% of jobs are at a
high risk of being disrupted by computerisation and technology in the next 20 years. This
movement from teacher-centred to student-driven, from pilots to prototypes, from scarcity to
abundance, from compliance to innovation can be driven by teachers and school leaders as
argued by Parry (2017). Teachers, leaders, and schools just need to be agile and adaptable.

The Third Education Revolution saw the development of the printing press, which
meant textbooks began to be used for the first time, then subjects emerged, and schools became
compulsory although the curriculum was very traditional (Seldon 2018, p. 17). Reflecting on
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the Third Education Revolution, Seldon (2018) claims that it was an increasingly frustrating
experience for teachers. This was because they were burdened with too much administration
and repetitive tasks that prevented them from actual teaching. He claims that teacher workload,
stress, and retention became a problem (p. 52). The problems include:

1. Failure to defeat entrenched social immobility

2. Inflexible progress through the education system

3. Teaching overwhelmed by administration

4. Large class sizes inhibit personalised and breadth of learning

5. Homogenisation and lack of individuation of personality (p. 54)

The problems are all systemic but may be ameliorated by a Fourth Education
Revolution.

The future teacher, therefore, will need to adapt to the growing use of automation and
digital learning tools. This will change how teachers do their job, which might mean freeing
up their time to interact more with students (estimated that this may increase from 29 hours in
2006 to 33 hours in 2030). It is estimated that by 2030, teachers will routinely use digital
technology to make classroom education a more interactive, student-centred experience. They
will most likely spend less time grading (down from 5 hours in 2006 to 1 hour in 2030) and
more time facilitating self-directed learning (4 hours in 2006 increasing to 14 hours in 2030)
(The New Work Smarts, Foundation for Young Australians 2017, p. 6). We therefore ask what
is the relevance and impact on teachers’ wellbeing of 21st-century skills for the millions of
teachers who work to fulfil the most important role in society of equipping young people to
thrive in the world?

Exhibit 1: Students require 16 skills for the 21st century

21st-Century Skills

Foundational Literacies Competencies Character Qualities
How students apply core skills How students approach How students approach
to everyday tasks complex challenges their changing environment

1. Literacy 11. Curiosity

2. Numeracy

4. ICT literacy

12. Initiative

13. Persistence/
grit

14. Adaptability

g 5. Financial
literacy

15. Leadership

6. Cultural and :
civic literacy 16. Social and cultural

awareness

Lifelong Learning

Note: ICT stands for information and communications technology.

Figure 2.1. Students require 16 skills for the 21st century (WEF, 2015, p. 3)
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2.1.1 Identifying the problem.

Numerous factors that influence teachers’ work will be discussed through a systematic
literature review and then three studies will highlight the reality of this influence on the
wellbeing of teachers. A conceptual framework will be presented that helps us to understand
the broader issue of work and wellbeing and makes a projection about the significance of
teachers’ work on the wellbeing of the profession that includes teachers, non-teaching staff,
children and young people, leaders, policymakers, government, parents and carers, and the
wider community. However, first we define what we mean by wellbeing and how it applies to
teachers in this chapter.

Wellbeing first appeared as a term in the WHO’s (1947) constitution and was defined
as a state of complete physical, mental and social wellbeing and not merely the absence of
disease or infirmity. Since the 1960s there has been a steep increase in scholarly discussions
and research regarding wellbeing with over 46,000 articles being published according to a
Scopus database search (McCallum et al. 2017). Most of these have occurred in the last 20
years in the healthcare, psychology, business, and public sectors and include a myriad of areas
such as social and emotional learning, positive psychology, character education, and wellbeing
education. It has been difficult to define but the model proposed by Dodge et al. (2012) is
particularly relevant to teachers’ work. They describe wellbeing as ‘the balance point between
an individual’s resource pool (psychological, social or physical) and the challenges faced
(psychological, social or physical)’ (p. 230). Like a seesaw, the challenges can outweigh the
available resources, which determines the level of wellbeing. Seligman (2011) has also
presented the PERMA model to advocate that wellbeing has five pillars (positive emotion,
engagement, relationships, meaning, and accomplishment). Huppert and So (2013) coined the
term flourishing and evidence-based approaches are now dominating with a recent study by
Waters and Loton (2019) who proposed a data-driven meta-framework for researchers and
practitioners. A search of the literature reveals that few definitions of wellbeing are specific to
teachers except for the one by McCallum and Price (2016),

Wellbeing is diverse and fluid respecting individual, family and community beliefs,
values, experiences, culture, opportunities and contexts across time and change. It is
something we all aim for, underpinned by positive notions, yet is unique to each of us
and provides us with a sense of who we are which needs to be respected (p. 17).

Bronfenbrenner’s (1972) ecological framework provides a theoretical structure to the
study of teachers’ wellbeing and work. Price and McCallum (2015) applied Bronfenbrenner’s
(1979) ecological model as a conceptual framework (see Figure 2.3) to organise the literature,
findings and discussion on teachers’ work and wellbeing.

The first system, the microsystem, refers specifically to the individual teacher and their
relationship with their classroom and school environment and the many factors that influence
them. The evolving interaction between the individual (teacher) and their environment is
influenced by (teacher) perceptions and capacities, and the way they deal with the environment
(Bronfenbrenner 1979). While the school environment is central to teachers’ wellbeing,
contexts of family, friends, networks (the mesosystem system) as well as wider
organisational, system, societal, environmental, and cultural contexts (the exosystem level)
influence teachers’ work with varying effects. System and societal beliefs, values, and
legislative factors (the macrosystem level) increasingly influence teachers’ wellbeing. The
fifth system in the ecological system refers to the timing of events, decisions, and actions (the
chronosystem level) that may play a pivotal role in influencing teachers’ wellbeing. This
system has not been included in the conceptual framework for this chapter.
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The nested structure of Bronfenbrenner’s ecological model (1979) provides a lens for
identifying teachers’ perceptions of key themes of the environmental interconnectedness with
teachers’ wellbeing. Teachers operate and interact in numerous microsystems including the
school environment, home, community groups, friendships, and so forth. A complex interplay
across these ecological systems was identified and has both positive and negative influences
on teachers’ management of their work and overall wellbeing.

In this chapter, Bronfenbrenner’s ecological framework (1972) and the work conducted
by Price and McCallum (2015), enables a discussion on teachers’ work and wellbeing
according to:

The capacities and working conditions of individual teachers (microsystem)
Relationships with others and whole school networks (mesosystem)
Organisation and context (exosystem)

System and society beliefs, values and legislation (macrosystem)

el N =

System and
society beliefs,
values,
legislation
(macrosystem)

Organisation
and context
(exosystem)

Relationships
with others and
whole school
networks
(mesosystem)

Individual
teachers
capacities and
working
conditions
(microsystem)

Figure 2.2. Conceptual framework for teachers’ work and wellbeing

2.1.1.1 The capacities and working conditions of individual teachers.
Aligned with Bronfenbrenner’s (1979) ecological model, this first level of the microsystem
identifies factors related specifically to the individual teacher and their relationship with the
classroom and school environment. The evolving interaction between the individual (teacher)
and their environment is influenced by (teacher) perceptions and capacities and the way they
deal with the environment (Bronfenbrenner 1979).

With a plethora of evolving demands on teachers’ work that is related to ongoing
change, teachers often find themselves performing a multitude of roles—the job has developed
beyond that of knowledge generation to encompass the education of the whole child,
responding to and developing the whole child, managing behaviour and their socio-emotional
needs, as well as responding to the growing demands of parents (Guerriero 2017). Additional
roles are often undertaken in excess of classroom teaching, including after school hours
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commitments, for example sports training, school events, school management, parent
meetings, professional learning, collaborating with peers, and counselling students.

Teachers are required to keep abreast of changes to curriculum and digital technologies
and plan around a crowded curriculum, which can mean they are teaching areas or subjects that
they were not trained in (Schleicher 2018). In some sectors, the workload allocations of
teachers are inequitable and less experienced teachers are found in the most disadvantaged
areas (OECD, 2018). They must demonstrate their effectiveness as teachers (Bajorek, Gulliford
& Taskila 2014), have positive relationships with students, and maintain a positive classroom
environment that ensures safe, respectful, and supportive conditions for learning (Hamre et al.,
2013; Reyes et al., 2012).

Classroom environments are diverse (OECD, 2018; Spilt, Koomen, & Thijs 2011) and
teachers are required to deal with challenging student behaviours, poor student results, poor
literacy and numeracy, testing, low academic results, behavioural problems, students with
special needs, increased student anxiety, and teaching students from various ethnic or refugee
backgrounds. Workplace relationships and opportunities can affect the quality of the workplace
and working environment (Blazar & Kraft 2016; Cazes, Hijzen, & Saint-Martin 2015; Collie,
Shapka, & Perry 2012; Ross, Romer, & Horner 2012). Job demands (physical, social, or
organisational) and job resources do not always align (Dodge, Daly, Huyton, & Sanders 2012).
Teachers are affected if there is a lack of resources but conversely job resources can buffer the
influence of job demands and diminish the negative impact of student misbehaviour.

Student wellbeing is a growing concern for teachers with the most recent PISA results
showing that although Australian students are performing close to the OECD average for
mathematical literacy, reading literacy, and scientific literacy (see Figure 2.3), results in the
wellbeing domain identify some serious issues (ACER, 2019). For example, according to the
OECD (2019a) report, 23% of students reported being bullied at least a few times a month, on
average, across OECD countries; on average, 21% of students had skipped a day of school and
48% of students had arrived late for school in the two weeks prior to the PISA test; on average
across OECD countries, 67% of students reported being satisfied with their lives, but between
2015 and 2018 the share of satisfied students shrank by five percentage points; more than 80%
of students reported sometimes or always feeling happy, cheerful, joyful, or lively, and
approximately 6% of students reported always feeling sad, on average, across OECD countries;
in almost every education system, girls expressed greater fear of failure than boys and this
gender gap was considerably wider among top-performing students; and in the majority of
school systems, students who expressed a greater fear of failure scored higher in reading, but
reported less satisfaction with life (OECD 2019a, pp. 15-16).

The social-emotional nature of teachers’ work is undervalued by many, although
teachers are grappling with addressing the expansion of pressures on them (Jennings &
Greenberg 2009; Palomera, Fernandez-Berrocal, & Brackett 2008; Vesely, Saklofske &
Leschied 2013). The influence of these factors on teachers’ wellbeing questions their
professional identity, they can feel challenged by performance evaluations, the perspectives
portrayed by media, and tensions from having to undertake multiple roles. Performance
reviews can provide teachers with valuable feedback to address weaknesses and positively
influence job satisfaction and wellbeing (Vanhoof et al. 2014). Yin, Huang, and Wang (2016)
discussed the importance of trust in colleagues and that teachers were psychologically healthier
when appraisals were undertaken. However, many teachers felt additional stress and this added
to their cognitive load, resulting in time pressures, long working hours (especially for tasks
such as planning lessons, marking, staff meetings, and so on), high work intensity, inflexibility
in the workplace, work overload on weekends and holidays, and extracurricular activities.
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Students who
attained the
National Proficient
High performers Standard (%)

Australia 20 13 59
OECD average 23 9 54
B-S-J-Z (China) 5 22 80

Mathematical literacy

Australia 54

OECD average 54

B-8-J-Z (China) 91

Scientific literacy

Australia 58

OECD average 52

B-S-J-Z (China) 90

50 40 30 20 10 O 10 20 30 40 50
Students (%)

FIGURE 1.4 Australia’s high and low performers and students who attained the National Proficient Standard

Figure 2.3. 2018 PISA in-brief student performance report. Source: ACER (2019), p. 6.

Teaching has been identified as one of the most stressful professions (Brown 2012; De Nobile
2016; Falecki 2015; Griva & Joekes 2003; Kelly & Colquhoun 2003; Naghieh, Montgomery,
Bonell, Thompson & Aber 2015; Pisanti, Gagliardi, Razzino & Bertini 2003; von der Empse,
Pendergast, Segool, Saeki, & Ryan 2016). A summary of the issues is provided by Curry and
O’Brien’s (2012) study and reinforces that teachers are faced daily with both work-related and
institutional stress factors.

2.1.1.2 Relationships with others and whole school networks.
The mesosystem of Bronfenbrenner’s ecological model refers to relationships with others and
those in whole school networks. These can influence teachers’ working conditions, the demand
for a results-driven performance by teachers, and achievement scores (OECD, 2018, 2019b) as
displayed in the release of the 2018 PISA results that showed that Australian student results in
mathematics, science, and reading were worse than that in the 2015 results.

Stressful work environments result in teachers who are burnt out or worn out, which
affects student achievement outcomes (Watt & Richardson 2013). Teacher’s health outcomes
have been well documented and allude to stress and burnout, anxiety, ill-being, being over-
weight, having a lack of motivation, signs of stress, and an ageing profession (Cross 2014;
Klassen & Chiu 2010; Kyriacou 1987; McCallum, Price, Graham & Morrison 2017). An
inadequate balance between job demands and the capacity to respond is a major cause of stress
and burnout. One-third of teachers internationally report being stressed (Collie et al. 2012).
Day and Qing (2009) found that many teachers’ work environments were hostile to their
wellbeing. Stress directly influences attrition rates in the teaching profession (Curry & O’Brien
2012; Hartney 2016; Pillay, Goddard, & Wilss 2005). Physical learning environments are
sometimes inadequate workplaces for teachers with light, heating/cooling, noise, cleanliness,
and specialised facilities influencing teacher effectiveness (Kristiansen et al. 2011). There is a
mismatch between job demands and resources, which influences the levels of stress and
engagement at work by teachers (Dodge et al. 2012; Skaalvik & Slaalvik 2018).
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With recent changes to teachers’ work that have a heavy reliance on national testing
and curriculum and achievement scores being the measure of success, teachers experience less
autonomy in their day-to-day work. They are experiencing less control over decisions
regarding their lessons, teaching methods, content, and assessments within the limits of the
national curriculum and policy (Bakker & Bal 2010; McCallum et al. 2017). Levels of teacher
autonomy are linked to work dis-satisfaction and wellbeing. The relationship and demands
from leadership (McCallum et al. 2017) can have a positive or deleterious influence on the
autonomy of teachers. Supervisory support correlates with increased job satisfaction and
reduces the risk of burnout (Bakker & Bal 2010).

Curry and O’Brien (2012) considered the influence of policy and public debates
regarding teachers and identified stressors for teachers to include work-related and institutional
factors, schools, school systems being too bureaucratic, expectations to manage student
misbehaviour, increased service delivery, fewer resources to do the job, lack of time to plan,
increased accountability measures, and teachers being excluded from policy-making.

School-based operations and arrangements influence school effectiveness (Bricheno,
Brown, & Lubansky 2009). Schools that lack attractiveness as a workplace have a negative
influence (Heidmets & Liik 2014). Burns and Machin (2013) also found that workload, student
behaviour, class sizes, and collegial relationships have negative effects on teachers’ wellbeing.
When the school climate or culture is negative, it affects teachers’ health and wellbeing (Burns
& Machin, 2013; Salimirad & Srimathi 2016; Yin et al., 2016; Zhu, Devos, & Li 2011).
However, teachers who perceive school culture positively have been shown to have higher
levels of job satisfaction (Wong & Zhang 2014), with Seligman (2011) claiming that the
emotional nature of the work can be enhanced by improving the school environment and health
protection of the teachers.

2.1.1.3 Organisation and context.

The nature of teaching as a profession has its flaws, which are described in the exosystem of
Bronfenbrenner’s ecosystem, and relates to teaching as an organisation that takes context into
account. Recently, we have seen a decline in students applying for teaching degrees and in
Australia this has dropped by about 18% in the last two years (ACDE 2019). For some, a career
in teaching is less attractive and satisfying than it once was, which has resulted in less
motivation to undertake the job and a lower commitment once in the job (Collie et al. 2012).
Many university graduates do not obtain permanent work post-graduation and their
employment is heavily casualised with poor salaries and limited job security (Britton &
Propper 2016; Cazes et al. 2015; Forcella et al. 2011; Helliwell & Huang 2011; Hendricks
2015. This can result in high teacher turn-over (Hendricks 2015) and absenteeism, which
affects overall school performance resulting in less commitment to the organisation . Intentions
to leave due to stress and lack of motivation have been reported (Tehseen & Ul Hadi 2015).
Attrition rates in some countries indicate a loss of 40%-50% in the five years post-entry
(Gallant & Riley 2014).

Some environments have particular needs, for example, there are additional stressors
on teachers in rural places where the school is often perceived as central to the town and its
livelihood (McCallum & Hazel 2016). Countries that have large hinterlands such as Australia,
Canada, and China experience difficulties attracting teachers to stay. Students often have
specific needs and sometimes show lower literacy and numeracy scores than their city
counterparts. Rural towns experience life events such as floods, fires, and droughts and higher
reports of mental health issues all influence the communities in which the schools operate.
Unfortunately, there can be lower levels of quality as teachers increasingly teach in subjects
that they are not trained for, and there is a higher turn-over with less experienced teachers
making up the majority of the workforce profiles.
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For those that stay in the teaching profession, there can be unstable career structures
and a lack of promotion, which results in teachers leaving the profession early or feeling
stressed. Therefore, they are not attracted to leadership roles (OECD 2018). Teachers need to
be acknowledged and rewarded for their work and there needs to be a career structure in place
that recognises longevity with attractive remuneration that is commensurate with other
professions. Professional development opportunities are a job resource and participation
enables teachers to be informed of the latest developments, increase their knowledge, and
enhance the skills that can advance their work. These are all linked to work satisfaction and
wellbeing.

There is high accountability of teachers for student outcomes and organisations need to
build a sense of trust in teachers to meet organisational and community expectations as well as
student outcomes (OECD 2013; 2017). Teachers are having to teach skills and competencies
specifically related to academic, social, emotional, and ethical behaviours (Collie et al. 2012)
and encourage engagement and social responsibility by responding to different student needs.
Work environments, unreasonable expectations of school communities, and socio-economic
challenges influence emotional illness. Students, school administrators, parents, and
departmental organisations all influence the emotional vulnerability of teachers (Daniels &
Strauss 2010). Ross et al. (2012) reported that teachers experience high levels of accountability
within-school contexts and organisations.

2.1.1.4  System and society beliefs, and values and legislation.
In the profession at a global level, there are examples of rapid reforms, re-organisations,
resource re-allocations, social and productive change, and internal and external demands on
teachers’ work (Gozzoli, Frascaroli & D’Angelo 2015). Organisational change is associated
with teacher exhaustion and burnout (Burns & Machin 2013) and, together with high societal
expectations, media negativity, and increased legislation, these demonstrate elements of the
Bronfenbrenner macrosystem.

Global stressors influence teachers and school systems. Examples include terrorist
attacks, natural disasters, the growing disparity in socio-economic strata, the changing
demographics of the population, and legal mandates or federal policy that influence the lives
of students and classroom teaching protocols. Therefore, political, social, and systemic changes
may also contribute to increased levels of stress experienced by teachers in and out of work
(Curry & O’Brien 2012, p. 178). In the USA, heavy investments in accountability measures
and high-stakes testing (Berryhill, Linney, & Fromewick 2009) are evident and these are
reflected worldwide.

This subsection has highlighted some of the most significant influences on teachers
work and demonstrates the complexity and multi-faceted nature of the profession. It influences
teachers personally and professionally through interactions in the classroom, with peers,
parents, leadership, and the broader community. The profession is showing strain from entry
to teacher education programs, exit and transition to the profession, and sustainability of
employment. The following subsections will outline the research focus for case studies that
will explore teachers’ wellbeing in three settings.

2.2 Research Questions
RQ1: What are the current perceptions of teachers’ wellbeing (how do they measure
it)?
RQ2: How do teachers define wellbeing?
RQ3: What factors do teachers think influence their wellbeing, i.e. a sense of
autonomy, leadership, workplace, and so on?
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2.3 Method and Research Design
Three case studies are discussed in this chapter (see Table 2.1). An appreciative study as
developed by Cooperrider and Whitney (2001), focusing on the participants’ strengths, was
undertaken using mixed methods to gain quantitative and qualitative responses to the levels
and factors affecting teacher wellbeing (see Figure 2.4). After a literature review of the field,
a qualitative questionnaire will be developed on the experiences of pre-service teachers’
attitudes towards teacher efficacy. Appreciative inquiry investigates the positive core of an
individual, group, or system. It leaves behind ‘deficit-oriented’ methodologies and
concentrates on what is working well (strengths) at an institutional, group, and personal level.
The survey was built using Survey Monkey. All questions were compulsory to promote
a complete dataset. The teacher wellbeing survey integrated items adapted from published
wellbeing scales (see Figure 2.4).

Part B: Perceptions of
your current wellbeing

14 items addressed
wellbeing, autonomy,
and leadership.

Appreciative study, Likert scale, 6

online teacher
wellbeing survey
capturing quantitative
and qualitative
responses
administered through
Survey Monkey. 47
items.

»

Part A: Information
about you and your
school

5 items captured
school information

12 items captured
personal information

responses ranged from
‘All of the time’ to ‘At
no time’.
Adapted from: World
Health Organization
scale on wellbeing,
Wellbeing Index (1998

version), Personal
Resilience
Questionnaire, Work
Design Questionnaire,
Leadership Style
Questionnaire.

Figure 2.4. Research methodology
The 47-item survey was divided into three parts:

1) Part A: Information about you and your school.

Five items captured school information data including location, school type, religion,
school gender, and approximate enrolment. Twelve items captured personal information
including gender, main role at the school, current teaching level, total years of teaching
experience, teaching experience at current school, current employment (i.e. full-time, part-
time, on leave), current employment status (permanent, contract, casual), length of contract,
highest qualification, and experience in wellbeing professional learning. For those who
identified attendance in professional learning, they were asked how valuable this was and
given the opportunity to comment about why it was valuable in an open text box.

2) Part B: Perceptions of your current wellbeing.
A total of 14 items addressed wellbeing (5 items), autonomy (3 items), and leadership (6
items). A Likert scale of six responses ranged from All of the time’, ‘Most of the time’,
‘More than half the time’, ‘Less than half the time’, ‘Some of the time’, and ‘At no time’.
The wellbeing items were adapted from the original World Health Organization (WHO)
scale on wellbeing WHO (Five) Wellbeing Index (1998 version), Psychiatric Research
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Unit, WHO Collaborating Centre for Mental Health. The original six-point scale was
retained. To measure current wellbeing, the wording of each item was adapted. The first
two autonomy items were adopted from the Personal Resilience Questionnaire, while the
third item was selected from the Work Design Questionnaire.

The majority of the leadership items were not directly drawn from published scales,
rather they were drawn from the research literature. Items 12 and 13 were adapted from the
Leadership Style Questionnaire: questions 6 and 19. While the limitations of construct
validity are recognised for not using the full scales, for the scope of this study and to support
teacher wellbeing in responding to a relatively short survey, items were purposefully
selected.

3) Part C: Wellbeing at your school.
Sixteen items (predominantly open text boxes) addressed wellbeing (6 items), autonomy
(2 items), and leadership (8 items). Within these questions, item 2 asked participants to rate
their current sense of wellbeing on a 1-100 sliding scale.

An Information Sheet was developed for participants and consent was obtained. Ethics
approval was obtained from the University of Adelaide (see Table 2.1). Dissemination
methods included:

a) Case Study One was through the school’s email system with the consent form and
a sheet of instructions. Data were collected from 7-10 December 2018. The survey
was digitally completed.

b)  Case Study Two was disseminated through the sector’s communication channels to
a random sample of 3000 members selected from the total population. These
members were emailed an invitation to complete the survey from 18 November to
10 December 2017. Additional respondents were recruited through social media
channels including Twitter, Facebook, and the sector’s Education Research website
landing page.

c)  Case Study Three invited volunteers for the study via the school’s email from July
15 to August 4, 2019. Employee consent was implied when participants submitted
the survey. If employees did not wish to participate, they closed the survey window
and were automatically led out of the survey.

For all case studies, the participants were free to withdraw from the project within a
week of submitting responses without explanation or prejudice and to withdraw any
unprocessed data previously supplied. All data were treated confidentially. There were no
individual reports generated and the researchers could not identify individual employees.

All results generated are descriptive statistics (e.g. frequencies). These are displayed
via bar plots and sunburst charts. The distributions of numeric data and averages are displayed
via boxplots. The studies were cross-sectional in that participants completed the survey once
(i.e. they were measured at a given point in time). Data were collected in a secure University
of Adelaide portal for analysis purposes. A mixed methods approach was applied to the
quantitative (i.e. ratings) and qualitative (i.e. open-ended questions) data. Categorical questions
(e.g. years of teaching experience) were answered via multiple choice questions and items
related to the perception of wellbeing were responded to via n-point Likert scales. Some
questions required open-ended answers (e.g. ‘how would you define wellbeing?’).

2.4 Results and Discussion

The demographic data of the participants are provided in Table 2.1 for all three case studies.
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Table 2.1

Case Study Details

Case Study Type Participants Ethics
One Private day and 183 employees H-2018-275
boarding school for (100% response rate,
807 boys 9 responses were
incomplete)
53% female
39% male

8% did not identify
48% teachers

21% leaders

31% non-teaching

Two Association of 806 employees H-2017-202
Independent 75% females
Schools. 3000 24% males
teachers invited. 1% did not identify
Metropolitan, 81% teachers

regional and rural 19% leaders
participants.
Co-educational and
single-sex schools.
Three Co-educational with 144 employees H-2019-120
two single-sex 78% female
campuses 21% male
1% did not identify
52% teachers
25% leaders
25% non-teaching
The results and subsequent discussion will be presented for each case study based on the
three themes identified by the research questions in Section 1.2. The three sections are: 1)
Teachers’ definitions of wellbeing; 2) Perceptions of teachers’ wellbeing; and, 3) Factors
influencing teachers’ wellbeing.

2.4.1 Teachers’ definitions of wellbeing.

In Case Study One in this chapter, 62% of education employees agreed that wellbeing
was a priority at their school and keywords are represented in the word cloud (Figure 2.5)
with the bold terms attracting 42 responses and the smallest words attracting only three
responses. In Case Study Three, 56% of respondents agreed that wellbeing was a priority at
their site (see Table 2.2).

For this book chapter, we settled on a definition of teacher wellbeing as the one
described by McCallum and Price (2016), but we acknowledge the difficulties with arriving at
one clear definition (Collie et al. 2012; Dodge et al. 2012; McCallum et al 2017; Van Horn,
Taris, Schaufeli, & Schreurs 2004).
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Figure 2.5. Keywords associated with the definitions of wellbeing (Case Study One)

2.4.2 Perceptions of teachers’ wellbeing.

Results related to wellbeing from the three case study sites are detailed in Table 2.2 and show
that where the school prioritises wellbeing, there is a higher level of wellbeing for teachers.
Case Study Two showed the highest result of the three case study schools. Years of teaching
experience are mixed in the three case study schools and recorded different results. Case Study
One had a well-developed wellbeing strategy in place with dedicated executive roles for
student and staff wellbeing. They had an induction program for new staff, staff wellbeing
programs and initiatives that supported their workload, and heightened awareness across the
school. They recorded the highest level of wellbeing for the early career teachers who were 0—
5 years post-graduation. The two other case study schools indicated that it was teachers with
more years of experience that showed a higher level of wellbeing.

Table 2.2

Wellbeing Results

Teacher  wellbeing Mean wellbeing Highest level of
was a priority at my (scale of 0-10) wellbeing according
school to years of
experience
Case Study One 62% 35 0-5yrs(3.2)
Case Study Two 72% 7.5 16+ yrs (4.4)
Case Study Three 56% 2.7 16+ yrs (3.5)

Table 2.1 outlined that Case Study One was a single-sex (boys) college with 183 employees,
53% female respondents, and 48% were teaching staff. The overall ratings in the current
wellbeing scale indicated (Figure 2.6) that most respondents (43.2%) rated their current
wellbeing very close to ‘high’ (modal value = 4). Case Study Two showed the highest level of
wellbeing when teachers felt that the school where they worked prioritised their wellbeing and
where it was explicitly outlined in the strategic plan.

Case Study One teachers with a teaching experience of 0 to 5 years rated the highest
wellbeing out of the three categories for years of teaching experience on a 5point scale with
the mean level of current wellbeing at 3.24 (SD =0.81) (see Figure 2.7). Case Studies Two and
Three recorded that teachers with longer teaching experience had the highest level of wellbeing
at 4.4 and 3.5, respectively, indicating that experience was valuable for managing one’s
work/life balance (see Figure 2.8).
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Part B of the instrument collected data on the perceptions of teachers’ wellbeing and
included 12 questions about current levels of wellbeing and asked teachers to indicate
responses on a Likert scale from ‘At no time’ to ‘All of the time’. Teachers responded
predominantly on the ‘Most of the time’ point and all three case study sites recorded similar
results (Table 2.3). Responses showed that for all three case study sites, teachers were not
physically energised or active in their approach to work. However, teachers had worked out
strategies to help them balance workload and wellbeing by drawing on their personal and
professional skillset and experiences. One participant in Case Study Three summed up her
perceptions of teachers’ work and wellbeing as:

| have a lot of control over my wellbeing but not if | wish to be a teacher as there are
too many task masters. Right now, | can get orders from as many as 7 executive and
lead staff - and all ask for different things on different timelines at the same time. Any
one is reasonable, but the combination is hectic. The number of government bodies all
create a weighted blanket of demands and timelines that the feeble wellbeing meeting
once a year that says look after yourself just does not address.

Table 2.3

Responses to Perceptions of Wellbeing

Lowest recorded perceptions Highest recorded perceptions

Case Study One | feel calm and relaxed. | play to and make the most
of my strengths.

Case Study Two | feel calm and relaxed. | play to and make the most
| feel active and vigorous. of my strengths.
| wake up feeling fresh and
rested.

Case Study Three | wake up feeling fresh and | play to and make the most
rested. of my strengths.

| am good at recognising the
things I can influence and the
things | can t.
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Figure 2.6. Overall ratings in the current wellbeing scale (Case Study One)

Figure 2.7. Mean wellbeing scores according to years of experience (Case Study One)
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Figure 2.8. Average current wellbeing for teachers (yellow) and teachers with a leadership role
(blue) according to years of teaching experience (Case Study Three)

2.4.3 Factors that influence teachers’ wellbeing.
Responses to the question ‘What are the key factors that challenge your wellbeing’ provided
extensive responses, which were summarised into the following themes:
e Receiving work with short deadlines when they could have been avoided
Extreme time pressures, causing work to flow into most weeknights and weekends
Lack of understanding of role, feeling undervalued, conflict situations
Devaluing of discipline/subject area
Exuberant amount of paperwork with an inadequate amount of time to complete it
Workflow and the never-ending stream of tasks that need actioning
Draft marking—The turn-around is incredibly short but still requires meaningful
and helpful recommendations to students to help them progress. It’s barely finished,
and the final assessments come flooding in, and | am an organised person!
Participants in Case Study One articulated aspects of their work that impacted on their
wellbeing:

Feeling unappreciated or undervalued at work. Feeling pressure to constantly exceed
expectations in order to keep up with colleagues. Job insecurity. Having to be away
from home for work (e.g. late hours, weekend work commitments, evening work
commitments.)

Massive increase in workload; feeling that there literally is not enough prep time to
accomplish all necessary meeting, planning, clean-up and other administrative work.
Feeling like the only option for getting caught up is to use weekend time to do work,
which also impact wellbeing, as it takes limited time away from family. Lack of
oversight and planning or understanding by leadership at work, too much to do in too
short a timeline, cultural issues around student behaviour and professional practices.
Coping with being effective at work while dealing with challenges in other aspects of
my life. Rate and pace of change at work and in society.
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Teachers in Case Study Two had mixed experiences in relation to the amount of
autonomy they felt they had over the management of their workload and this depended on two
factors, personal and professional. Personal factors related to having a work/life balance and
juggling the demands of employment, life administration, and family. For example, one
participant stated, ‘I think I have quite a lot of control over my wellbeing, as long as | don’t
allow outside factors to get the better of me, e.g. work pressure can sometimes affect my mental
wellbeing.’

Professional factors related more closely to the wider demands of the profession, school
culture, and its management/organisation. When asked about the amount of control over work,
responses included,

Increasingly less. The churn of primary syllabus documents coming along with
mandatory WWC checks, mandatory registration and the requirement to jump through
hoops for performance-based pay essentially represents a huge money grab from three
separate entities and more compliance for teachers. | have some control over my
workflow, but when | am overloaded with coordination jobs that there is insufficient
loading for, and when extra high maintenance students are in my classes, my work
becomes stressful. I think with allocations and timetables being decided by people
above me, and the demand to be on site for the full 8 hours of the day whether | am
teaching or not, there is a very paternalistic attitude to my work! So much of what | do
is decided by others that control is not really what | have over my work. I merely have
the control over how well | do it in the time available.

Teachers varied in how they managed autonomy to sustain a sense of wellbeing and
most seemed to be doing ok, but it was evident that the continual balance was at times difficult.
For example,

all of it - I am in control of my wellbeing and I know | have the resources to support
myself through difficult times. Stress, feelings of being overwhelmed and ‘under the
pump’ are part of my job, but I am able to reason with myself and know that some
things are not inadequacies or a result of being incompetent, but that I might lack
knowledge or experience. | see everything as a learning opportunity.

However, there were accounts of extreme stress:

When | am in a fairly good place, | have the presence of mind to have a fair degree
over my wellbeing. When | am in a very bad place, like | was this time last year, | had
very little control. My normal state was filled with panic attacks, the inability to relate
to even my closest friends and family, suicidal thoughts and an overwhelming desire to
leave teaching.

Participants’ attendance in professional learning on wellbeing had a significant main
effect. Having attended or not attended courses on wellbeing was associated with high levels
of autonomy. However, those teachers who attended were more consistent in their level of
autonomy, that is, in recognising things they could influence, make the most of their strengths,
and provide the opportunity to exercise autonomy within their daily work.

Teachers in Case Study Three suggested several strategies to counter many of the
factors that influences their wellbeing and these fell into the following categories supported by
teacher quotes from the qualitative data:

1. Collegiality: Talking to trusted colleagues; keep active. plan well, work

hard/efficiently. Seek advice from peers. Productive teamwork. Use inspiring
colleagues. Set goals that benefit students.

30



. Structured personal support: Support network and counselling, | leave my laptop on

my desk when | am in the staff room having my M Tea and lunch, | arrive early
each day and leave in the afternoon early enough to pick up my children to try to
establish more of a work/life balance.

Health: Lots of physical activity outside of work; exercise; No work while my
toddler is awake, managing stress, physical activity; exercise, talking to others,
music; Physical exercise, playing a team sport and prioritising family on weekends;
Self-awareness of negative thought patterns, diet, exercise, building positive
relationships.

. Social/emotional activities: Connect with people, use of music and candles,

acknowledging the good things; positive self-talk; consult colleagues; talk with
spouse; Try and not take work home, talk to someone about any issues, eat healthy;
maintaining a work life balance in and out of work, meticulous time management
to address the challenge of time constraints.

Leadership: Regular meetings with leadership, mixing with staff and leadership,
establishing relationships, positive communication, show casing positive
experiences.

. Spiritual: To accept that there is always good with the bad and that most people

don’t intentionally want to make my life at school harder;, Mindfulness; Positive
and cheerful outlook, spending time in nature, having a sense of gratitude, spending
time with God, spending time with friends enjoying each other’s company,
supporting the local community, supporting family.

An overall concerning response to managing one’s wellbeing is described here:

It hasn’t been good - basically, I’ve just responded to everything thrown at me. More
recently | have started listening and responding to my body’s warning signs. If | feel
unwell, 1 stay home, whereas previously | would soldier on and become more
physically and mentally drained.

2.5 Concluding points

Findings from the Case Studies reported on in this chapter align with themes found in the
wellbeing literature including the 2020 OECD Education Working Paper N0.213 Teachers’
well-being: A framework for data collection and analysis (2020a). There were four main

points:

1. Most teachers articulated an understanding about what wellbeing meant and thought

N

that the school where they worked saw staff wellbeing as a priority. Where wellbeing
was prioritized in the school, there was a higher level of teacher wellbeing recorded.
Teachers with more years of experience, have a higher level of wellbeing.

Most teachers in these studies could demonstrated they had strategies in place to
manage their wellbeing when it was challenged.

Factors that challenged the wellbeing of teachers in these case studies were
commensurate with what is found in the literature. There were three main areas that
contributed to adverse feelings of wellbeing and these were: teachers sense of autonomy
over their work; feelings of being under-valued; and, intensity of administrative tasks
associated with teachers’ work.

Using Bronfenbrenner’s ecosystem model (1979) to structure the discussion has helped to
understand teachers’ work and how the traditional role of knowledge generation has evolved
through the 21st century to be much more complex and multifaceted. It appears that teachers’
work is dimensional and includes cognitive, emotional, physical, and social factors. Earlier in
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this chapter Seldon (2018) claimed that there is no more important issue facing education, or
humanity at large, than the fast approaching revolution. He suggests that ... we need to use Al
well to retain the best of the Education Revolution benefits — the social experience, positive
interactions with teachers, stimulating careers for teachers, academic ambition (p. 174), and
Mostafa and Pal (2018) purport that teachers with high levels of wellbeing report higher self-
efficacy and job satisfaction, are more motivated at work, and will remain in the profession.
These views provide a futuristic model to progress the work of teachers and teaching, as well
as catering for teachers’ wellbeing.

For example, the Fourth Education Revolution according to Seldon (2018), is predicted
to have schools without conventional classrooms, with students learning through personalised
work plans. He suggests that if Al is used well, the best of the Third Education Revolution will
benefit—he’s referring to the social experience, positive interactions with staff, stimulating
careers for teachers, and academic ambition and seriousness. Conversely, the five problems of
the Third Education Revolution, referred to as the factory system, will disappear—he’s
referring to gross social unfairness, the factory line, teachers’ heavy administration workload,
the narrow range of student abilities, and student homogeneity (Seldon 2018, p. 174). This will
allow teachers to do their job, thus freeing up time to interact with students, classrooms will be
more interactive and student-centred, and there will be less time spent grading and more time
spent facilitating self-directed learning.

This chapter acknowledges that teachers are the most important in-school factor for
student satisfaction, achievement, and happiness (Darling-Hammond 2012; Hattie 2019;
McCallum et al. 2017). The case studies reported here shared the view that wellbeing for
teachers was higher when the schools valued general student and staff wellbeing, when teachers
had autonomy over their work, where leadership supported teachers in their decision-making
and control over their work, and where professional learning on wellbeing was part of the
regular school commitment. This is evident in some countries, e.g. in Flanders, teachers’
wellbeing is high owing to support from principals and colleagues and the inclusion of
professional learning, which are specifically linked to school culture (Aelterman et al. 2007).

However, Daniels and Strauss (2010) suggested that schools as workplaces require
transformation if teachers are to perform their work effectively. The stressors on teachers is
evident and directly related to the quality of teaching. Hartney’s (2016) study focused on how
to enhance teaching quality and effectiveness by providing teachers with professional learning
in stress management, specific to the stressors of teaching. She found existing research that
clearly identified key stressors for teachers and evidence-based stress management approaches
that are effective in mitigating teacher stress and improving teaching quality. However, there
are specific groups of teachers who we know have existing levels of challenge and who
experience heightened levels of stress and burnout. That is, newly appointed teachers in rural
areas where there are large proportions of Indigenous students.

This chapter has highlighted a link between teachers’ work, their wellbeing, and quality
teaching. Emerging research must value wellbeing education and happiness in initial teacher
education (White & McCallum 2019) and school sites (Sachs 2019; White & Kern 2018). To
conclude, the author would like to recognise that The WEF is the International Organization
for Public-Private Cooperation and has three inspiring lessons on happiness from countries
worldwide that should recognise the value of teachers’ work:

1. In 1948, Costa Rico abolished its military to spend more money on its people.

Now it has higher levels of wellbeing than some of the richest nations ... such as the

UK and US.

Despite its modest economy.

In 2017, it invested 7.4% of its GDP in education. Compared to the world average of

4.8% in 2015.
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Source: Happy Planet Index

2. Bhutan rejected GDP as the only measure of progress in the 1970s.
Designing a Gross National Happiness Index instead.

Source: The Guardian.

Measuring prosperity according to the happiness of its people.

And the health of its environment.

To ensure the small nation develops sustainability.

Source: Oxford Poverty and Human.

3. NZ’s latest budget is focussed on raising people’s wellbeing
Earmarking billions for mental health services.

And for tackling child poverty and family violence.

The government wants its policies to have a long-term impact on citizens’ happiness.
Rather than promote ‘growth for growths sake’.

Source: NZ Government.

Source: wef.ch/watch.

What is your country doing to boost wellbeing, to value teachers and the importance of their
work on helping develop future generations of children and young people for work that we do
not yet know exists?
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Chapter 3

Transforming Higher Education Teaching for
21st-Century Skills

Linda Westphalen 3

Abstract Using the critical lens of Paulo Freire (1921-1997), this chapter explored the dual
transformational and standardising imperatives of tertiary education, focusing on teacher
education. It proposed that initial teacher educators should reconsider the process of creating
teachers and, by implication, other graduates, by engagement with relational agency, a human-
focused understanding of the social, cognitive, and emotional connections between teachers
and learners. The chapter begins by considering the processes by which teachers are accredited
in Australia, suggesting that a reductive emphasis on standards is insufficient for creating
teachers as relational agents who must address the ‘inertia’ outlined by the World Economic
Forum (WEF 2017). It then locates relational agency in the discourse of the teacher education
and 21st-century skills. The chapter concludes by outlining, in relation to the WEF’s three
interconnected features stymying the ‘development and deployment of talent’, strategies for
reconsidering teacher education and proposing that relational agency be further explored in
relation to teacher education and tertiary education more broadly.

Keywords: 21st-century learning; Education policy; Higher education; Professional
development of educators; Teacher education

3.1 Introduction
The Future, Relational Agency, and University Educators: Paulo Freire as a Critical Lens for
Exploring Teacher Accreditation
Universities in Australia are charged with providing their graduates with the knowledge, skills,
and competencies for employment in a transformational, yet nebulous, context. This contention
is supported by the WEF, which indicates a significant need to address the ways that education
is constructed within social, political, and economic systems. The WEF (2017, p. 5) proposes
that:
Three key interconnected features affect how talent is developed and deployed in the
world—today and in the future—across the life cycle of an individual and, in the
aggregate, entire populations:
First, technology and globalisation are significantly shifting business models in all
sectors, increasing the pace of change in job destruction and job creation—including new
forms of work—as well as skills churn within existing jobs. ...
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Second, education and training systems, having remained largely static and
underinvested in for decades, are largely inadequate for these new needs. Some studies
suggest that 65% of children entering primary school today will have jobs that do not yet
exist and for which their education will fail to prepare them...

Third, outdated but prevailing cultural norms and institutional inertia create
roadblocks....

A common and related trope is that we are teaching students for multiple ‘portfolio
careers’ (Owen, 2017, p. 3). University educators have a difficult task—they are bound to
prepare students for ‘new forms of work’, at the same time as the occupations themselves are
still largely unknown. Educational outcomes aligned with graduates’ abilities and skills for
employment need to be enhanced, but universities must do so from a position of stasis, checked
by a lack of funding, as well as archaic structures and attitudes. Given this tension, universities
have no choice but to foster skills identified as critical to employability. But what skills?
Clearly graduates need to have the agility to change jobs as they choose and as is demanded by
new labour markets (WEF, 2017, p. 5). Clearly too educational institutions, including, but not
limited to universities, need to need to be empowered to critically review their own leadership
in teaching and learning, and consider new and more agile ways to address change.

An additional tension is the neo-liberal push for universities in Australia to pay their
way (the current link between enrolment numbers and tertiary funding is an indicator of this:
Performance-based funding for the Commonwealth Grant Scheme, 2019), at the same time that
they need to creatively address the economic demands of an employment market characterised
by casualisation and uncertainty. Governments at federal and state levels, businesses,
accrediting bodies, and students all require universities to qualify people for professions and in
teacher education, as with many other occupations, this is against an array of conforming
accreditation standards. Are universities ‘static and underinvested’ (WEF, 2017, p. 5),
providing education students with learning environments that foster their skills for both formal
accreditation and for creatively addressing their future career mobility?

Tensions between different conceptions of the purpose of higher education are
increasingly the focus of broader public discussion, some of which is focused on career
mobility and the purpose of the university. In The Australian newspaper on 11 September 2019,
the Chief Executive of the Independent Tertiary Education Council Australia, Troy Williams,
argued that higher education and vocat