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EDITORIAL

What is classroom
ready?
By the time this edition of the
Professional Educator is published,
we will have concluded the ACE 2015
National Conference in Brisbane. The
theme this year was ‘Educators on
the edge: Big ideas for change and
innovation’ and included high-quality
keynote addresses, paper presentations,
interactive workshops, a provocation
paper and the winning paper from The
ACE|ASG Student Educators Writing
Award–Writing the future.
I would like to acknowledge the
tremendous work of the 2015 Conference
Working Group led by Mr Pat Elsworthy,
FACE, as well as the review panel for
the Conference Proceedings Publication
led by Professor Glenn Finger, FACE. It
has been very gratifying, in the past few
years, to see the willingness of Members
and Fellows of ACE to step forward and
to take on these very significant roles. I
congratulate everyone connected with
the success of the conference, including
the hard-working National Office staff
members and all conference delegates
The theme of the conference was a very
relevant one. Given that there are so
many developments in education, both
nationally and internationally, which are
impacting upon the work of all educators.
I believe that we need to think of education
as being a total system rather than
concentrating on a particular sector
or level.
Some of these big picture trends and
challenges including deregulation,
privatisation, technology, human rights,
education, student wellbeing, the nature
and importance of leadership and
online learning were addressed in the
presentations made at the conference.

A highlight of this year’s conference was
the presentation of the College Medal
to Dr Paul Brock AM, FACE. Paul was
unable to be with us in Brisbane, but we
had filmed the presentation of the medal
and Paul's acceptance speech at the
offices of the Department of Education
in Sydney and the video that then played
at the Gala Dinner was very moving and
recognising of a highly-deserved award to
an outstanding Australian educator. We
also presented the ACE 2015 Fellowships
to a range of highly accomplished
educators. It was great to see so many
of the new Fellows with their family
members. Our Immediate Past President
and former Chair of the board, Professor
Bob Lingard was included among the new
FACES. Bob is stepping down from the
board at the end of this year after making
a substantial, vital contribution to ACE
over the past four years through some
challenging times.
I was also pleased to announce, not
the first time, that our President in
2016/17 will be the Honourable Bronwyn
Pike, MACE, a highly-distinguished
educator and more generally, someone
who has sat on a variety of key boards
and inquiries. As a former Minister for
Education in Victoria, amongst many
important roles in education and allied
fields, Bronwyn will bring an enormous
amount of acumen and experience to
chairing our board and to leading
the College.
It was also my great pleasure to
announce the appointment of our new
President-elect Professor Diane Mayer,
MACE, Dean of the Faculty of Education
and Social Work at the University of

Sydney, who also will serve for 2016/17.
Diane will bring enormous expertise to
the role of President-elect and Deputy
Chair of the board.
Also a great welcome to Ms Rachel
Hunter to the board. Rachel brings
with her an acute interest in what role
education and the arts play in individual,
community and economic development.
Rachel also holds board directorships
with University of Queensland College
and Service Trades College Australia.
In this Professional Educator, Diane
Mayer examines the concept of what the
recent TEMAG review has referred to as
‘classroom ready’. Other papers include
various practitioners, from the VET,
Early Childhood, Academic and Career
Entrant sectors, defining what the theme
means for their areas, and our National
Conference is also reviewed.
Lastly, I would like to thank our
conference sponsors for their generous
support: Our Silver sponsors: Australian
Council for Educational Research
(ACER) and Queensland Catholic
Education Commission (QCEC). Our
Bronze sponsors: Australian Catholic
Superannuation and Retirement Fund,
Griffith University; Principals Australia
Institute (PAI) and Teachers Health Fund.
Our Career Entrant delegate sponsor:
Teachers Mutual Bank and our Student
Educator Writing Award sponsor:
Australian Scholarships Group (ASG).
Professor Stephen Dinham OAM, FACE
ACE National President
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OPINION

What is
classroom
ready?
How do we
determine it?

DIANE MAYER, MACE

OPINION

There is growing international
agreement that the quality of any
country’s education system is dependent
upon the quality of its teachers and
the quality of their preparation. This
has prompted changing statutory
requirements for initial teacher
education informed, in part, by a
succession of reviews and reports. In
Australia, in the last decade alone, there
have been no fewer than 40 reports on
various aspects of teacher education
and since the late 1970s more than
100 reviews. The view of the most
recent review by the Teacher Education
Ministerial Advisory Group (TEMAG)
is clear:
Despite evidence of excellent programs
and innovative practice, it is clear that
there is significant public concern
regarding variability in the quality of
teaching in Australian classrooms and the
effectiveness of the preparation of new
teachers for the profession.
(Teacher Education Ministerial Advisory
Group December 2014, p.1)
Titled Action Now: Classroom Ready
Teachers’, the TEMAG report highlights
the importance of graduates from initial
teacher education programs being
‘classroom ready’:
Beginning teachers have responsibility
for student learning from their first day
in the classroom. This means they must
be classroom ready upon entry to the
profession. (p.29)
So, while most of us would agree that
teachers’ work encompasses a range
of roles and activities both within the
classroom as well as across the school
and the profession more broadly, TEMAG
clearly foregrounds the role of the
beginning teacher in the classroom.
This raises two key questions for
consideration:
• What should beginning teachers
know and be able to do?
• How can judgments be made about
what beginning teachers know and do?

What should beginning
teachers know and be
able to do?

How can judgments be made
about what beginning teachers
know and can do?

For some time now, scholars like Linda
Darling Hammond in the US have argued
that developing professional standards
for teaching and articulating what it is
that teachers should know and be able
to do, is a valid way of capturing the
complexity of teachers’ work. She argues
that professional standards for teaching
must be based on a close examination of
the work of teachers, their professional
judgments, and the practice of teaching
in relation to student learning (DarlingHammond 2013).

While professional standards for teaching
are now embedded into many regulatory
systems, entry into the profession is
often regulated by authorities still using
program design or input models to make
decisions about readiness to teach.
Authentic assessments of the actual
professional practice of graduating
teachers in the workplace against
professional standards for teaching,
incorporating multiple measures, and
focussing on judging the impact of
teachers on student learning, are not
always used as means to assess graduate
readiness to teach. Indeed, the TEMAG
report recommends ‘final assessments
that ensure pre-service teachers are
classroom ready’.

As we know, an Australian Professional
Standards for Teachers (APST) was
developed and endorsed nationally in
2011 (AITSL, 2011). Grouped into three
domains of teaching: Professional
Knowledge; Professional Practice and
Professional Engagement and including
descriptors of four professional career
stages: Graduate; Proficient; Highly
Accomplished and Lead. The Graduate
level is of most relevance for teacher
education in that the standards at this
level describe what graduates from initial
teacher education programs should know
and be able to do. Certainly the TEMAG
report agrees that these standards
‘provide a nationally agreed outline of the
knowledge and skills required’ (p.29).
Of course, we must remember that any
set of professional standards for teaching
reflects a certain moment-in-time
framing. Standards must change over
time to reflect the changing demands
of the teaching workforce. Moreover,
the challenge is to ensure that any
statements of professional standards for
teaching reflect teaching as deliberative
intellectual and integrative practice, as
social, collaborative and collegial work,
and as emotional labour. So, with these
caveats aside, we could agree that for
the moment the current APST at the
Graduate level are an adequate naming of
what it is we expect beginning teachers
to know and be able to do. As important
though is working out how we can judge
or assess the knowing and doing of the
graduating teachers.

Currently, the means used to judge
graduates as meeting the standards are
not always reliable including approaches
like tick a box in relation to a list of
standards, proxies like passing university
assignments, subjective comments of
supervising teachers and so on. Indeed,
some of the ways in which judgments
are made about graduate teacher
capability are ‘not particularly helpful
and can be harmful’ (Darling-Hammond
2013, p.148). Moreover, assessments
such as the practicum report do ‘not
address important differences in
context and content, and they ignore ...
the influence of teaching on learning’
(Darling-Hammond and Snyder 2000,
p525). Darling-Hammond and Snyder
have proposed five aspects of authentic
assessment to judge teaching:
1. The assessments sample the actual
knowledge, skills and dispositions
desired of teachers as they are used
in teaching and learning contexts,
rather than relying on more
remote proxies.
2. The assessments require the
integration of multiple kinds of 		
knowledge and skill as they are
used in practice.
3. Multiple sources of evidence are
collected over time and in diverse
contexts.

5

6

OPINION

4. Assessment evidence is evaluated
by individuals with relevant expertise
against criteria that matter for
performance in the field.
5. The assessment practice includes
multiple opportunities for learning
and practicing the desired outcomes
and for feedback and reflection,...
in order to develop as well as measure
teaching judgement and skill.
(Darling-Hammond and Snyder 2000,
p. 526-528)
One example of capstone assessment
is the Performance Assessment for
California Teachers (PACT). PACT
represents structured portfolio
assessment using multiple measures
used for initial teacher registration
in California. It is designed to collect
evidence of preservice teachers’ content
and pedagogical knowledge as well as
their higher-order thinking skills and
assesses ‘the planning, instruction,
assessment, and reflection skills of
student teachers against professional
standards of practice’ (Darling-Hammond
2006, p.121). The assessment tasks:
…are designed to measure and promote
candidates’ abilities to integrate
their knowledge of content, students
and instructional context in making
instructional decisions and to stimulate
teacher reflection on practice.
(Pecheone and Chung 2006, p.24)
‘Readiness to teach’ is demonstrated by
doing the actual work of teachers over
time in the workplace, and is backed-up
with evidence.
PACT and the Stanford Centre for
Assessment, Learning and Equity
(SCALE) have partnered with the
American Association of Colleges for
Teacher Education (AACTE) to create
and deliver an assessment program for
teacher candidates to be used across
the US–known as edTPA. More than
1,000 teachers and teacher educators
from 29 states and 400 institutions have
participated in an extensive, multi-year
development process including pilots and
field tests with thousands of candidates.
edTPA aims to provide a common set of

expectations for licensure and nationally
available performance standards that can
be used across programs and states to
support licensing of new teachers and
program accreditation. It was nationally
validated in 2013 to establish its reliability
and validity (Pecheone, Shear et al.
2013). However, it has been argued that
moving this to scale and including the
administration and support of Pearson
Education Inc. has compromised the use
of such assessments to inform program
improvement (e.g. Cochran-Smith, Piazza
et al. 2013).
In recent years, Australian teacher
educators have begun exploring,
implementing and investigating various
approaches to authentic assessment of
graduates for beginning teaching:
Authentic assessment requires preservice
teachers to deploy combinations of
knowledge, skills, and dispositions in their
professional life. Authentic assessment
makes the core aspects of teaching
visible and measurable against a set of
agreed standards. Authentic tasks engage
preservice teachers in processes that are
necessary to act professionally in planning
curriculum units for a specific group of
students, designing episodes of teaching,
teaching, and evaluating the effectiveness
of their teaching. Authentic assessment,
therefore, requires preservice teachers
to be explicit about their thinking and
decision-making in designing teaching
episodes, to reference the sources and
rationale for their ideas, and to reflect upon
the actual teaching experience and plans
for revising and redesigning the teaching
episodes.
(The State of Queensland (Queensland
College of Teachers) 2012, p.25)
In 2010, Deakin University drew on both
the structure and the content of PACT
to inform the design, implementation
and evaluation of what is now known
as the Authentic Teacher Assessment
(ATA), where graduates of teacher
education programs demonstrate their
effectiveness in relation to the work of
teachers in the workplace as framed
by professional standards for teaching.

Like PACT, the ATA was designed to
include ‘multiple measures that allow a
comprehensive view of what candidates
learn and what a program contributes to
their performance’ (Darling-Hammond
2006, p.135). Five activities were designed
to reflect components of teachers’ work:
1. Context for Learning: Preservice
teachers write about the learning
context within which they are working,
describing the school and the classes
they teach and factors impacting on
the learning environment.
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2. Planning Teaching and Assessment:
Preservice teachers describe, explain,
and justify their teaching and
assessment plans for a sequence
of 5-8 lessons.
3. Teaching Students and Supporting
Learning: Preservice teachers
videotape themselves teaching,
submit a ten-minute segment of the
video, and contextualize and reflect on
the video segment in an accompanying
written statement.

4. Assessing Student Learning:
Preservice teachers report on their
assessment tasks providing samples
of students’ work and describe how
the assessment outcomes are
informing ongoing planning and
teaching.

References:

5. Reflecting on Teaching and Learning:
Preservice teachers provide an
analysis of their teaching practice
and students’ learning and how they
have used this to improve their
teaching practice.
(Deakin University 2010-2012)

Cochran-Smith, M., P. Piazza and C. Power
(2013). 'The politics of accountability:
Assessing teacher education in the United
States.' The Educational Forum 77(1): 6-27.

However, capstone assessments like
PACT and the ATA do not and cannot
capture all dimensions of teachers’ work.
We have to remember that teachers
work as part of a larger system and
workforce, even if we are only attending
to their in-classroom work in the context
of determining ‘classroom ready’. As
Connell (2009) reminds us:
…whether an individual teacher appears to
be performing well depends a great deal on
what other people are doing. … It is often
the group of teachers, and the institution
they work in, that are effective or not
effective’. (p.222)
Thus, the challenge is to capture the
collaborative and collegial dimensions of
teachers’ work in any system of teacher
evaluation (Darling-Hammond 2013).
So, if we are to validly determine the
classroom-readiness of graduating
teachers in Australia, it is important
that we collectively and collaboratively
develop and rigorously trial authentic
capstone assessments that are ‘based
on professional teaching standards’
and ‘include multifaceted evidence
of teacher practice, student learning,
and professional contributions that
are considered in an integrated way’
(Darling-Hammond 2013, p.153).
Diane Mayer is the President-elect, ACE
and the Dean of the Faculty of Education
and Social Work, The University of
Sydney.
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KIM BESWICK

Ready to learn
Standards and more
The 2014 report of the Teacher Education
Ministerial Advisory Committee (TEMAG)
used the phrase ‘classroom ready
teachers’ as its subtitle, but what does
it mean for a teacher to be ready for the
classroom? It certainly does not mean
that newly graduated teachers should
know all that they need to and have
nothing to learn from the experiences
they will have in the first months and
years of their careers and indeed in the
months and years of their entire careers.
The Australian Institute for Teaching
and School Leadership (AITSL, 2011)
Graduate Standards are intended to
describe the knowledge, practice, and
professional engagement that graduates
from an accredited initial teacher
education program must demonstrate.
It would be difficult to argue that the six
broad Standards: Know students and
how they learn; Know the content and
how to teach it; Plan for an implement
effective teaching and learning; Create
and maintain supportive and safe learning
environments; Assess, provide feedback
and report on students learning; and
Engage in professional learning, are
not appropriate. Nevertheless, one of
TEMAG’s 29 recommendations concerns
the need to review the current AITSL
Graduate Standards to ensure that they
adequately describe the capabilities of
teachers who are ready for the classroom.
TEMAG also noted that the real issue is
in the application of the Standards–what
constitutes evidence of having achieved
them and who makes that assessment?
It is also worth considering what might
be missing from this formulation of
classroom readiness.
I propose at least two further
elements that are essential to being
classroom ready. Although alluded to
in the Standards they are not explicitly
addressed there. They relate to teachers
ability and inclination to continue to learn

throughout their careers (Standard 6.4).
Certainly the issues already identified in
relation to measuring attainment of the
Standards will apply no less to these.
However, this should not be a reason to
ignore them but rather act as an impetus
to work on finding ways to measure what
is important. The two elements are: (1)
the capacity to learn from experience;
and (2) the beliefs of teachers regarding
their role and about the capacities of their
students.

Learning from experience
Arguably the greatest opportunities
for teachers to learn arise from their
day to day work with students in their
classrooms. During practicum, as part of
initial teacher education and hopefully in
collaborative school environments, there
are also opportunities to learn vicariously
by observing colleagues in action. We
know, however, that not all teachers learn
effectively from these opportunities–
the learning is not automatic. What
is needed and what is needed to be
classroom ready, beyond demonstrated
capacity to meet AITSL’s Graduate
Standards, is both the capacity and the
inclination to learn from experiences.
This means knowing how to analyse a
teaching episode in terms of how well
the learning objectives for the students
were met–not just whether the activities
appeared to engage students. We know
that observing teaching productively is a
skill that needs to be learned. Research
in several countries has shown that
teachers, including experienced ones
not trained in observing teaching, tend
initially to focus on the actions of the
teacher and classroom management
issues. Developing the capacity to focus
on student learning takes time and
guidance, but can become a powerful
tool for the improvement of teaching and
is something that should be worked on
during initial teacher education so that
prospective teachers can maximise their

learning from the opportunities to observe
(both themselves and colleagues) that
practicum affords.
Initial teacher education programs typically
and appropriately emphasise the
importance of reflecting on practice. The
following quote from a teacher educator
taken from the AITSL Standards website
(AITSL, 2015) demonstrates this:
As professionals, teachers need to engage
in reflective practice to critically think
about their skills and knowledge, access
professional development for improvement
and become an active member of learning
communities to meet their professional needs.
(Teacher Educator, New South Wales
Validation Survey 2, 8 October to 5
November 2010)
Reflecting productively on the
effectiveness of one’s own practice
is perhaps the most difficult form of
observation. It requires an ability to step
back from the emotional reaction to a
lesson that did not go as planned, to
adopt as objective a stance as possible,
and ideally to open oneself to the critique
of colleagues who can assist in this
process. We know that this is difficult
even for experience teachers (Males,
Otten, & Herbel-Eisenmann, 2010).
Many prospective teachers can focus on
managerial aspects of the episode–were
the students on task? Was the timing
appropriate? Did students successfully
complete the activities? Studies of
practicing teachers observing videos of
their teaching have made similar findings.
They have noted, in particular, that time
is required for teachers’ discussions of
the observed teaching to move towards
student thinking (van Es, 2009) and within
that context from descriptive observations
to detailed analysis (Sherin & Han, 2004).
For prospective teachers, a key problem
with practicum, as it is typically
structured, is that the focus is necessarily
on passing the assessment. This leads
to an over-emphasis on behaviour
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management since the capacity to teach
a class cannot be demonstrated unless
this aspect is adequately managed. Too
often, however, it detracts from the more
important and by no means unrelated
matter of student learning. One of the
most important things that initial teacher
education programs must do is to
develop in prospective teachers the habit
of focussing on student learning: setting
clear learning goals for every learning
activity; recognising what evidence of the
desired learning might look like; planning
to collect that evidence; analysing that
evidence in terms of what it says about
the students’ current learning and also
their thinking so that it provides a basis
for planning subsequent teaching, and
distilling lessons for future practice.
Standards 3.6 and 5.4 are relevant
here but could be strengthened. There
is certainly a need to consider how
practicum might be reimagined to assist
rather than obstruct the development of
this mind and skill set. There are models
of how practicums could be structured
to de-emphasise assessment and move
the focus to a student’s learning (for
example, Ashman & McBain, 2011).

Beliefs of effective teachers
about their students and
their role
We know that real and sustained change
in teacher practice is achieved only if
teachers understand and believe in the
premises that underpin the changes they
are being asked to implement (Chapman,
2002). The same applies to teaching in
ways that the writers of standards and
curriculum documents intend. The three
beliefs listed below are among those
that arose from research on the beliefs
and practices of Mathematics teachers
(Beswick, 2006) but apply to all teachers.
Teachers who do not hold these beliefs
below are unlikely to do more than pay lip
service to several of the AITSL Standards
in which they are implicit (for example,
1.5, 1.6, 3.1, 4.1, 5.1, 5.4, and 7.4). These
beliefs are key to a mindset that will
motivate teachers to learn and improve
their effectiveness throughout
their careers.

1. All students can learn
No matter how much teachers know, if
they do not believe that it is possible to
help a student to learn then they will not

act in ways that support the learning of
those students. A fundamental belief that
all teachers must hold is that all students
can learn and that failure of a student
to learn demands a teaching response.
Other than in exceptional cases it should
be taken to mean that all students can
achieve the outcomes appropriate to their
year level. This might mean thinking in
a less linear fashion about curriculum,
recognising opportunities to address
gaps in learning in the context of current
year level content, and acknowledging
that being able to fit in and learn
alongside same age peers is a powerful
motivator for students especially as they
enter adolescence. Of course, teachers
should have ready access to specialised
expertise when it is needed and
sometimes, in spite of the best efforts
of everyone involved, success is limited.
Nevertheless, while a student is in my
classroom it is my responsibility to do
everything within my power to help that
student to learn and help them learn to
learn better. Teachers cannot solve social
inequality, but there are things under
the control of teachers and schools that
can be done to ameliorate the impacts of
inequality and to morally exercise these
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to the fullest extent possible. It is not
acceptable to settle for the status quo in
which socio-economic status predicts
achievement.

2. The teacher’s role is to
actively facilitate and guide
learning
Constructivism is sometimes equated
with faddish, modern teaching methods
claimed to be the cause of a broad
range of perceived failings in education.
Constructivist learning theories have
become popular in recent times and
are promoted by most initial teacher
education providers. A commonly held
misunderstanding of constructivism is
that students are essentially left to their
own devices as they construct their own
knowledge. Constructivism does suggest
that learners construct knowledge
in response to their experiences and
that learning is a process where the
leaner makes sense of the world (von
Glasersfeld, 1990). However, teachers
have a crucial role to play in designing,
implementing and assessing the
effectiveness of experiences that are
likely to lead to learners constructing
robust knowledge that aligns with
established truths. They must ensure that
learning is meaningful in that it assists
making sense of their world. Importantly,
constructivism does not prescribe, or
prohibit any particular teaching strategy.
It is up to teachers to choose from their
growing repertoire of strategies, those
that work for the content at hand, in
the given context and for the particular
learners involved. Far from being handsoff, their role is to orchestrate effective
and efficient learning. Prospective
teachers need to receive this message
very clearly throughout their preparation
for the profession and beyond so that
they see students’ learning as their
responsibility and one that they are
empowered to act upon.

3. Teachers have a
responsibility to engage in
ongoing professional learning
Teachers have an obligation to maintain
the currency of their knowledge and to
add to their capabilities throughout their
careers. Ensuring that teachers believe
this has implications for the students

accepted into initial teacher education.
As well as implications for the schools
and systems that must ensure ongoing
professional learning is expected and
valued, not simply as a compliance
measure, but as important way for
ongoing improvement to teaching.

Induction of beginning
teachers
Although TEMAG’s brief was initially
teacher education, three of its
recommendations (30, 31 and 32)
relate to the induction of career entrant
teachers. They call for the development
of national guidelines for effective
induction; the need to attend induction
of all beginning teachers including those
who typically miss out as a result of being
employed, or on short term contracts,
or offered casual work, and the need
for highly skilled teachers to mentor
new teachers. If the recommendations
concerning induction are implemented
they will go some way to bringing the
teaching profession more closely in line
with other professions (for example,
nursing, medicine and accounting) where
graduates are not expected, nor allowed
to take on full duties without supervision
by an experienced member of their
profession. It is pleasing to note AITSL’s
work to date on the task.
Those entrusted with the induction and
mentoring of beginning teachers have
an invaluable role to play. It is imperative
that they have the knowledge and skills
to help their new colleagues learn to
learn from their experiences, and that
they can model such learning. It is
also crucial that they hold the beliefs
described above. In carrying out their
task they are modelling a further aspect
of professionalism–a willingness to
contribute to the development of their
profession for the good of those
they serve.
Ensuring that beginning teachers are
classroom ready in the ways outlined has
the potential to transform the profession
and Australian education.
Kim Beswick is a Professor in
Mathematics Education at the
University of Tasmania.
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Being present
Imagining ‘classroom ready’
in early childhood education
As a group of critical early childhood
teacher educators, we collectively
commented on the Action Now:
Classroom Ready Teachers report written
by the Teacher Education Ministerial
Advisory Group (TEMAG) (Agius, et
al., 2015). We are using this report as
a provocation to question and change
our practices. For instance, we are
wondering what it means to be present,
wide-awake, and open in order to
engage pre-service teachers as agents
of change. These provocations frame
how we imagine ‘classroom ready’ early
childhood teachers. We recognise that
all teaching is political and must identify
practices of oppression, moments of
empowerment, and everything inbetween. We like to think that early
childhood teacher education would be
envisioned as a place where pre-service
teachers learn to think, question and
have opportunities to practice. We
believe these ways of being present will
play a role in the making of ‘classroom
ready’ early childhood teachers.

‘Being present’

KIRSTEN AGIUS,
JENNY AITKEN,
MINDY BLAISE,
KELLY BOUCHER,
CATHERINE HAMM,
BRENDA LOVELL,
JEANNE MARIE LORIO,
JOHN MCCARTIN AND
NATHALIE NEHMA

Drawing from interdisciplinary
conversations occurring in the social
sciences, we frame ‘being present’
as a teacher who is actively engaging
with diversity and complexity in early
childhood education, rather than working
hard to ignore, reduce or simplify it
(Lenz Taguchi, 2010). ‘Being present’
acknowledges that the ‘classroom
ready’ teacher is always a part of, rather
than separate from the complexity of
classrooms. Part of this complexity
includes considering the social, cultural,
political, and economic contexts in
which she, [we intentionally use ‘she’ to
reflect the latest Australian Productivity
Commission Inquiry report Childcare and

Early Childhood Learning, which states
that ‘males account for under 6 per cent
of all ECEC workers’ (p.312)] teaches,
as well as the diverse, and at times
inequitable realities of children’s lives.
In terms of her teaching and how she
sets out to ‘know’ children and families,
the ‘classroom ready’ teacher does
not obtain this knowledge by standing
outside of the early childhood classroom,
because she is present and part of this
world; in other words, ‘being present’,
entails being part of meaning-making
practices (Barad, 2007).
A discourse of meaning-making
creates room for diversity, complexity,
and multiple perspectives to emerge
(Pacini-Ketchabaw, et al., 2015). Within
this discourse, uncertainty, rather than
a universal truth, is embraced. This is
important because when ‘classroom
ready’ early childhood teachers seek to
participate with children, families, and
communities, there are opportunities
to resist dominant understandings of
teaching and learning that normalise,
marginalise, and universalise. Because
judgements and decisions are constantly
being made, being present requires
teachers to question and wonder about
how and why they act, who benefits
from their actions, and who might be
silenced. ‘Being present’ is a practice
that classroom ready teachers must
always be working on. It is not a natural
innate skill. ‘Classroom ready’ teachers
who are present are always making
‘...ethical and philosophical choices,
judgements of value, made in relation
to the wider questions of what we want
for our children here and now and in
the future’ (Dahlberg, Moss, & Pence,
2007, pp. 106-107). This recognises the
messiness and politics of teaching and
how being present is not separate from,
but entangled with all kinds of bodies
of knowledge.
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the violence and the blood and wanted to
know why blood was spilt, who was killed,
and why. Although Maree found these
conversations difficult, she chose not to
shy away from the children’s questions.
By being present and wide awake, Maree
is grappling with difficult social and
political issues and making room for
Australia’s colonial past to be present
in the early childhood classroom. For
Maree, finding ways to engage children
with this knowledge is important and
necessary, because what is going on
in the wider community influences the
children (Blaise, 2009).

The ‘classroom ready’ teacher is open
to possibilities. This is one of the ways
that she responds to the ever
increasing diversity and complexity
in her classroom. Her teaching relies
on a range of theoretical perspectives,
such as developmental psychology,
sociology, post-structural, feminist,
and postcolonial, to make sense of the
classroom and inform her practices.
Instead of knowing one way to understand
childhood, teaching, and learning; being
‘classroom ready’ means being open to
multiple ways of knowing.

Being present in an Australian
early childhood classroom
Each teaching and learning environment
has its own specific, contextual
complexities. In Australia, the early
childhood teacher must pay attention
to the country’s colonial past, present
and future (Hamm, 2015). For example,
the ‘classroom ready’ teacher will
purposefully engage with a postcolonial
perspective by working with preschoolers in thinking about and making
meaning from Australia’s painful history

of removing Aboriginal children from
their families. Classroom ready teachers
are present when they look beyond the
discourses that position young children
as being too 'innocent ' to understand or
unable to engage with such issues.
There are many examples of how
Australian early childhood teachers are
being present with young children in
relation to Australia’s colonial past (see
Blaise, 2009; Davis, 2007; MacNaughton
& Davis, 2009; Mays & Nolan, 2013).
Research done with a group of critical
early childhood professionals, who call
themselves the Revolutionary Planning
Group, shows how early childhood
teachers are wide awake to Australia’s
colonial past and finding ways to engage
with this history in the present. For
instance, Maree, an early childhood
teacher in Victoria invited Aunty Lillian,
a local Aboriginal Elder, to visit her
kindergarten and speak about the
Aboriginal flag and what it means. Aunty
Lillian told the children how the red
colour in the flag represents blood that
has been spilt over land and rights. After
she left, the children were curious about

Issues such as Australia’s colonial
past or policies relating to refugee and
asylum seeking children and families
do not somehow remain outside of
early childhood settings. These issues
are always and already a part of the
micropolitics of everyday teaching
and can create uncomfortable spaces
for early childhood teachers. An early
childhood teacher that is responsive
and situated sees that ‘the places of
discomfort are the places we need to
learn from….they are signals for us to pay
attention!’ (Pacini-Ketchabaw et al, 2015
p.39). Maree sees the signals and pays
attention. She is ‘being present’.

A challenge to early childhood
teacher education
Although we questioned how the Action
Now: Classroom Ready Teachers report
was developed, we were also struck by
the absence of early childhood teacher
education within the document. We
wondered how the field of early childhood
education, will once again, become the
victim of pushdown from primary and
secondary education decision-making.
We would like to have seen a presence
of early childhood teacher education
in the document. The absence of early
childhood education from the Action
Now: Classroom Ready Teachers report
has created a space for us to consider
what we hope for in early childhood
teacher education. This means that early
childhood teacher education cannot
simply be about matters of facts, but
must also include matters of concern
(Latour, 2004). We have intentionally not
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set out to simply critique the Action Now:
Classroom Ready Teachers report. Instead,
we present our imaginings as a challenge
to early childhood teacher education
across Australia and wonder how others
will begin to seriously engage with these
possibilities–being present, wide-awake,
and open. It is within these wonderings
and questionings where actions will
occur, creating ‘classroom ready’ early
childhood teachers ‘present’ in their
classrooms, communities, and beyond.
All the authors work at Victoria
University, Melbourne.
Kirsten Agius is an Academic Teaching
Scholar, Jenny Aitken is a Lecturer,
Mindy Blaise is a Professor, Kelly
Boucher is an Academic Teaching
Scholar, Catherine Hamm is a Lecturer,
Brenda Lovell Lecturer, Jeanne Marie
Lorio is a Senior Lecturer, John
McCartin is a Lecturer and Nathalie
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What is classroom
ready in VET?
DENISE STEVENS

Let’s consider the question ‘what is
classroom ready?’ from the perspective
of the vocational education and training
(VET) learner and teacher/practitioner
and then let’s discuss the facilities
required to deliver VET programs.
The question above needs to be
reconsidered for the VET sector
considering it is especially important as
the sector is undergoing continual change
and inherent in that change, implied and
overt criticism. A quick read of major
newspapers as well as government
policy comments and initiatives, at both
state and national level, could cause
some alarm to those observing from the
outside. Concerns, raised about quality
training, provision of value for money and
ensuring that graduates are employable,
have been constant reminders that
there is a perceived ‘problem’ with VET.
Unpacking these interlinked concerns is
beyond the remit of this article, however
it does impact on what we mean by
‘classroom ready’ and who this relates to.
When we talk about classroom ready the
‘who’ is important as it can mean both
the learner and the teacher/practitioner.
Therefore, let’s consider this question
from both of these perspectives in order
to place some context around what is
actually happening in the world of VET.
Learners in VET are a disparate group
of people and can include: learners
undertaking VET programs concurrently
with schooling; post-school learners
who have completed some or all of
their secondary schooling; learners in
the workplace; learners completing
an apprenticeship or traineeship;
mature aged learners looking to
upskill or seeking new skills for a
career change; Indigenous learners;
learners undertaking courses for private
interest; learners from culturally and
linguistically diverse backgrounds (CALD)
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with English as a second language;
learners who are, or have been,
refugees experiencing disadvantage
including cultural dislocation and/or
trauma; international students; mature
age learners with previously limited
educational backgrounds; learners
with a disability; learners with severe
economic or social disadvantage;
learners with mental health or drug
and alcohol issues; learners from rural
and remote areas; reluctant learners
‘forced’ into training to maintain benefits;
and learners looking for new skills or
reskilling for employment. Many times a
learner fits several of these categories
simultaneously. The VET system (and
its people) attempt to cater for all
these learners’ needs, hopes, dreams
and aspirations. However, as you can
see from this rather large list their
‘classroom readiness’ can also be vastly
different.

A VET teacher/practitioner would be
looking for the following in future
learners: an engagement with learning;
interest and enthusiasm; basic skills
in Reading, Mathematics and general
education; a career objective; a positive
sense of self; hope, resilience and
wellness; and connection to family
and community. And these attributes
are needed to just get them started
on their educational journey and to
ensure that they are indeed classroom
ready and able to meet the challenges
and requirements for the 21st century
world of work. However, what a teacher/
practitioner gets is vastly different and
what industry and society is looking for
in VET graduates further complicates the
‘classroom readiness’ requirements.
The skills now required of learners for
the 21st century are many and varied and
according to Dan McCabe (2006) include
some, or all of the following: leadership,

digital literacy; team work; innovation
and entrepreneurship; global citizenship;
communication; emotional intelligence
and problem solving. Ken Kay in his 21st
century skills/21st century framework
identifies that we need to focus on the 4
Cs, as well as the 3 Rs if we are to enable
learners to meet the jobs of the future
(www.p21.org).
Like McCabe’s attributes for learners,
Kay identifies the 4 Cs as Creativity,
Critical thinking, Communication and
Collaboration. To develop these skills the
Partnership for 21st Century Learning
identifies a curriculum that includes the
core skills (the 3 Rs) as well Learning and
Innovation Skills, IT/media, Life and Career
skills and School Systems that provide
21st century education support systems.
While the focus in the above frameworks
is on the compulsory schooling system,
these attributes are equally important for
VET learners.
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Figure 1. Impacts on VET teachers/practitioners

Technology is changing the way
individuals and society interact and
consequently the world of work is
changing at a fast pace. The jobs of the
future have yet to be invented, but at
the same time VET providers need to
produce job-ready graduates able to
work now but also to be prepared for this
future. Being job ready continues to be a
contested concept and one that the VET
system grapples with; keeping industry,
community and learners’ needs met has
been a challenge for many providers.
The VET system uses training packages
(www.asqa.gov.au/about/australiasvet-sector/training-packages1.html)
developed by Industry Skills Councils
(ISCs) to meet the training needs of an
industry, or a group of industries. Training
packages do not teach how a learner
should be trained, rather they specify the
skills and knowledge required to perform
effectively in the workplace. In many
cases they are retrospective and focused
on current job skill needs and there
is often a time lag in the development
or refinement of training packages
to account for changes in technology
or job requirements. So yet another
challenge for VET teacher/practitioners
is to balance these competing demands–
training package delivery requirements,
needs of industry and preparing our
(disparate) learner groups for the world of
work. Added to this is greater competition
between VET providers, reduced funding

and/or funding reallocations. All of this
has resulted in perceptions of poor
quality VET delivery and this has impacted
on consumer confidence in the training
system.
So enabling our ‘disparate’ group of
learners to transition from their current
knowledge and skills base when they
arrive in VET into 21st century global
citizens, ready to take on the new
and varied jobs, requires teacher/
practitioners to be classroom ready as
well. Our current expectations of VET
teacher/practitioners are that they are
adaptive; use and understand technology;
ensure industry and learner confidence
in training outcomes; are able to provide
more than just skills development. They
also need critical thinking and analysis
skills; they need to be innovative;
maintain their vocational currency and
be reflective practitioners! Quite an
expectation (Figure 1. identifies many
of the issues that are impacting on VET
Teacher/Practitioners and highlights
some of these competing and conflicting
pressures).
Under regulatory requirements VET
teacher/practitioners must have
current vocational expertise in their
area of delivery as well as educational
expertise–a dual identity. And who are
these VET teacher/practitioners? Like
our students they come from a variety of
backgrounds and with varying expertise;

they are called by different names
including teacher, practitioner, assessor,
and trainer. So for the purposes of this
article teacher/practitioner has been
used to encompass all of the teaching
aspects. In terms of job role or function
they include casual/sessional teacher/
practitioners often still working in
industry; trainers and assessors; trades
teacher/practitioners working with
apprentices; school teachers delivering
VET programs in a school environment;
trainers delivering in industry or the
workplace; and trainers delivering wholly
online. They may be full time, part time
or casual with no guaranteed job security
and delivering in a variety of locations.
So even the idea of a ‘classroom’ in VET
is also a misnomer – VET delivery must
occur in the workplace or in a simulated
work environment if a VET learner is
to obtain the practical skills to meet
the training package requirements. So
VET delivery occurs in multiple places,
a few examples include: in the trades’
workshop; on the shop floor; in a kitchen
and/or restaurant; in the field; at the
beach; up a cliff face or in a tree; in a
garden or field; in a laboratory; in a
hospital ward; in an online environment;
and sometimes in a traditional classroom
setting.
Therefore in the world of VET there
is no ‘one size fits all’ or easy answer
to what it means when we consider
‘classroom readiness’, rather it relies
on the expertise of individual teacher/
practitioners to meet the needs of
individual learners and industry sectors.
The difference in ‘classroom readiness’
from a VET perspective is that this work
is done in a sector that is continually
changing in response to government
policy and/or workplace needs and this
impacts on teacher/practitioner agility to
respond to these competing demands–
not an easy job!
However in Australia we are fortunate to
have a national system and framework
for VET and while this continues to be
adjusted in all jurisdictions, the main
focus is on ensuring suitably qualified and
competent graduates to meet their own
personal needs but also those of industry
and the community.
Denise Stevens is Chief Executive Officer
of the VET Development Centre, East
Melbourne.
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Classroom readiness:
Complex, collaborative
and continuing

What is does it mean to be classroom
ready? Knowledge, skills and
dispositions required are developed
in pre-service teacher education,
supported through the transition into
the school context, and continually
consolidated and enhanced through inservice professional learning. We could
argue that classroom readiness requires
collaborative and continuing attention
throughout these three distinct phases
of a teacher’s professional career.
However, as the headline concept of the
recent report of the Teaching Education
Ministerial Advisory Group (TEMAG), the
current focus is predominantly on the
preparation and support for beginning
teachers. Let’s explore this
specific phase.
There would be few teachers who do not
remember their first year of teaching with
its excitement and challenges. For some,
their career choice comes into question
in the face of overwhelming workload
and doubts about effectiveness. Moments
of affirmation, collegiality and success
rebalance these questions for some, but
not all, beginning teachers. These early
years are well recognised as being critical
in retaining teachers into the profession.
What is it that contributes to a positive
start for beginning teachers and which
experiences retain them in the teaching
profession? Here are four inter-related
domains that impact on classroom
‘readiness’ (Figure 1).
The domain of Teacher Knowledge is
well explored in the teacher education
literature; however, the seminal work
of Lee Shulman (1987) is hard to go
past in defining teacher knowledge. He
articulates as a minimum knowledge
base: content knowledge; knowledge
of pedagogical strategies (including

organisational and management);
knowledge of curriculum; Pedagogical
Content Knowledge (PCK); knowledge
of learners and their characteristics;
knowledge of educational contexts;
and knowledge of educational ends,
purposes and values. Almost thirty years
on, these categories remain reflected in
the Australian Institute for Teaching and
School Leadership (AITSL) standards for
teachers, although nuanced differently.
For example, the standards encompass
explicit recognition of assessment and
feedback both for student learning and
modification of teaching practice. This
would cut across a range of Schulman’s
categories including content knowledge,
PCK, and knowledge of learners.
Teacher Knowledge can be seen as
foundational for classroom ready
teachers. Accordingly it is detailed
through the AITSL graduate standards
(2015), inclusive of Literacy, Numeracy
and ICT skills. Indeed, much of this
is exactly what is included in the
coursework of teacher education
courses. One of the key challenges,
however, is to make meaningful
connections for pre-service teachers
with limited field experience. Integrating
the domain of Professional Experience
into initial teacher education is therefore
critical, not only to offer an opportunity

Teacher
knowledge
Dispositions
Professional
experience

School
context

Figure 1: The four interlinked domains of classroom readiness

to apply knowledge, but also to unlock
understanding of the theory in practice.
The Professional Experience domain is
where a teaching program is delivered,
a classroom is managed and the best
strategies for a diverse cohort of learners
are selected and adapted in response
to real time feedback. An effective and
experienced teacher can pull together
the Teacher Knowledge in a seamless
and agile way to best meet the needs
of the students. The mentoring role of
classroom teachers during professional
experience contributes to pre-service
teachers’ understanding of the craft of
teaching. Great teaching is more than
the sum of individual knowledge and
comes as a result of practice, collection
of evidence, reflecting on evidence and
refinement. This action research cycle
sits firmly in the Professional Experience
realm, and must be continually practiced
and developed.
The Professional Experience component
of a pre-service teacher education
course is the beginning of a career-long
journey of refining practice, and is always
highly valued by pre-service teachers.
This early classroom experience provides
a testing ground for putting their Teacher
Knowledge into practice. Professional
Experience is the context in which preservice teachers develop their classroom
management skills, gain confidence
in their pedagogical and assessment
strategies, and in engaging students in
the learning process. These pre-service
teachers also identify dispositional
factors that are developed through this
early Professional Experience as central
to their practice.
The Dispositions domain encompasses
a range of attitudes, values and
behaviours. Resilience is a well-
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documented quality that is valued
for direct care professions such as
teaching. This concept can encompass
flexibility, adaptability and the ability to
bounce back after adversity (Mansfield
et al. 2012). Research on teacher
resilience also ties in qualities such as
optimism, altruism, sense of humour,
and acceptance of change. The ability
to connect with others, develop social
support networks and develop a sense
of belonging to a community of peers
have also been demonstrated as highly
valuable to teachers, especially those at
the beginning of their careers. Developing
teacher identity, confidence, and a sense
of self efficacy is critical in the early
years of teaching: ‘I definitely reassessed
whether I was cut out to be a teacher. You
battle through it–you need to be upbeat–
you can’t take things personally’.
There is a developing research base
that supports the importance of
articulating and developing these
Dispositions in beginning teachers,
particularly in terms of retaining them
in the profession (Mansfield et al. 2012).
However, the research also supports
continued development throughout
a teaching career as circumstances
and roles inevitably change. Therefore,
underpinning many of these qualities
is an ethos of continuing professional
learning. Fast and furious in the first
year of teaching, this quality implies
continual revisiting of the Teacher
Knowledge and Professional Experience
domains is reflected in all the Australian
Professional Standards for Teachers
(AITSL 2014), and remains a hallmark of
the learning profession.
The final domain that influences
classroom readiness is School Context.
This is picked up in the TEMAG report
(2015) through recommendations for
orientation and support of beginning
teachers. In the transition to teaching
phase, understanding the School
Context becomes a priority for beginning
teachers. In my own research with
beginning teachers, school context
factors constitute the overwhelming
majority of influences on teaching
and attitudes towards the teaching
role. Schools are extremely variable
in the communities they serve along
with their orientation, induction, and
communication processes for
new teachers.

Schools also have variable resources,
with many beginning teachers finding
no curriculum documents, lack of
information about students, and no
peers who are working in similar
curriculum areas. This is exacerbated
when graduates are posted to rural
or remote schools. New graduates
have also reported finding it difficult to
quickly adopt schoolwide pedagogical
or management practices if they are
very different from those experienced
on school experiences. In the secondary
area, graduates regularly report having to
teach out of their area of specialisation.
It is important to also acknowledge many
graduates begin teaching in schools that
require relocation away from family and
support networks.
We know from research that beginning
teachers value collaborative practices
above all else: sharing planning, mentor
and mentee relationships, team teaching,
and peer observation were all mentioned
in my study. When absent, this can be a
contributor to increased workload, stress,
and questions of efficacy. Attention
to information sharing about student
needs; the policies and practices of the
school and (often) about the broader
community context is of great value.
What is very clear from my own research
is that school context factors are highly
influential in the early years of teaching,
a time in which there is a significant
attrition from the profession.
Classroom readiness is a multi-faceted
concept that requires attention in each of
the four domains. Each domain in itself is
not sufficient to create a classroom ready
teacher, nor can domains be addressed
without connection to each other.
For beginning teachers, this requires
initial teacher education programs to
integrate understanding of Teacher
Knowledge in a way that relates to
Professional Experience of the pre-service
teachers. Early, explicit identification
of Dispositional factors is similarly
important together with opportunities to
explore, reflect upon, and be mentored as
these important qualities are developed.
Introducing students to a range of
School Contexts is not always possible
through school experience placements,
but can be facilitated through the use of
case studies, simulations and contact
with practitioners. But graduation
is only the beginning. Orientation,

induction and providing a collaborative
and supportive school context, being
mindful of the inevitable pressures on
beginning teachers are all in the next
important stage. Embedding a culture
of peer to peer support and continuing
professional learning can not only assist
beginning teachers, but also contribute
to teachers and school leaders retaining
their classroom readiness in the everchanging educational landscape.
Teaching is a complex, demanding
and evolving profession that calls for
knowledge, skills and dispositions to
be brought together into professional
practice in contexts that vary greatly in
their cultures and settings. Classroom
readiness cannot be determined by the
completion of a certain length of time,
or exposure to a certain type of teacher
education curriculum. Nor can it be
determined by an entry score, personality
test or single point of assessment. The
inter-relatedness of these domains
necessitates they are articulated,
developed and supported through each
phases of a teaching career. It calls on a
collective, collaborative and continuing
commitment to develop all four domains
of the model, across the phases of a
teaching career.
Natalie Brown is the head of the
Tasmanian Institute of Learning and
Teaching at the University of Tasmania.
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GILLIAN TRIGGS

Innovative technologies
and human rights education
President of the Australian Human
Rights Commission, Professor Gillian
Triggs presented her Keynote Session
to delegates during the afternoon of
Thursday 24 September–the first day
of the ACE 2015 National Conference
‘Educators on the Edge: Big ideas for
change and innovation’.
Below is Professor Gillian Triggs’ written
speech, however she did on occasion depart
from these words during her presentation.
'May I begin by acknowledging the
traditional owners of the land on which
we meet, the Turrbal Aboriginal Nation,
and pay my respects to their Elders, past
and present.
We are here today as ‘Educators on the
edge.’ By this, we mean that we strive
to be educators who are at the forefront
of innovation. Educators who adapt to
changes and challenges in creative ways
that aim to enhance and inspire student
learning. But what does this mean? And
what does this look like in practice?
In our increasingly digitalised
world, innovative practices are often
connected to the implementation of
new technologies. With increasing
digital literacy among young people, it
has become imperative for educators
to embrace technology as part of their
pedagogical practices. And indeed,
technology is increasingly integrated
into classroom teaching in exciting
and engaging ways. But technological
innovation is not done for the sake of
technological innovation. And innovation
is not synonymous with technology. Being
an educator ‘on the edge’ in an innovative
sense means going beyond expectation
to improve student learning in a very real
and practical way. Ultimately, innovative
education is about ideas.
The Magna Carta celebrated its 800th
anniversary this year. The Magna Carta is
a fitting example of innovation; of ideas
in action.

The Charter of Liberties, or Magna Carta
as it later became known, was drafted
by the Archbishop of Canterbury in an
effort to avoid civil war between the King
and his rebel barons. It was 4,000 words
long and filled a whole skin of parchment.
Notably, King John was probably illiterate
and did not sign the document. Rather
he attached his seal to it. Both the King
and his Barons then swore oaths before a
crowd of hundreds, with the King to abide
by the terms of Magna Carta and the
Barons to give fealty to the King.
I suspect Magna Carta has such potency
eight hundred years later because of the
seminal ideas that underlie it. The first is
that the sovereign, or in modern terms,
‘executive government’, is subject to the
law. It was the written articulation of the
idea that the King was, like his Barons,
also bound by the law of the land. It is this
that made Magna Carta a revolution.
The Magna Carta has become a
universal acknowledgement of principles
that remain fundamental to modern
democracies: the sovereign or executive
government is not above the law and
parliament itself is sovereign. Other
legacies of Magna Carta include:
• The right to a fair trial and access
to justice
• The idea that ‘punishment should
fit the crime’
• That laws should be written and
made public
• That widows should have their
inheritance on the death of their
husbands and not be forced
to remarry.
These might not seem revolutionary
to us now, but they were at the time.
The enshrining of these rights in a
document was new. It was innovative.
And the ideas that underlie its creation
powerfully resonate within the human
rights movement today. This is why to

mark the 800th anniversary of Magna
Carta, the Australian Human Rights
Commission has created a range of
online school educational resources.
These resources explore the evolution of
human rights since 1215 and the impact
that Magna Carta has had on our human
rights and freedoms in Australia, in a way
that is engaging and digestible for young
audiences. The resources are made up
of two digital resources - an interactive
infographic (www.humanrights.gov.au/
magnacarta/infographic/) and a short
animated video (www.humanrights.gov.
au/magnacarta/video/), which have been
mapped to the Australian Curriculum
for History and Civics and Citizenship for
Years 5 & 6 and Years 9 & 10.
The interactive Magna Carta website is
designed to take students on a digital
journey through the evolution of important
human rights and freedoms. It is a way
of teaching students in an engaging and
relevant way about the enduring nature
of our history and the continuing journey
towards freedom and universal
human rights.
Magna Carta started the evolution of
democracy, and fed into the development
of Enlightenment thinking about the
rights of the individual and the institutions
to preserve and protect their rights. The
rights we have today were hard won for
us by people who were at the forefront
of change. And as we all know, change
cannot happen without education.
It has become increasingly clear to me
that education is the key to everything
that we aim to achieve in promoting
human rights in Australia. And despite
the progress that has been made, there is
still a long way to go before our education
system is truly inclusive and supports the
rights of all students.
Though formally available, the manner
in which education is provided, or
the disadvantage that students may
experience outside the school system,
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means that regular attendance at
school is simply untenable for too many
students. The Australian Human Rights
Commission has long expressed concerns
about low school attendance rates among
Aboriginal and Torres Strait Islander
children, noting the insufficient funding
and infrastructure available in schools
in many remote Aboriginal communities,
as well a dearth of information about
services and facilities (Calma, 2009).
There is, however, a growing body of
evidence to highlight key factors that
increase school attendance in many
remote communities. These include a
focus on cultural appropriateness, the
availability of bilingual education, sporting
and other motivational techniques; and
a supportive environment that engages
the external community in education as
a shared endeavour. Again, as ‘educators
on the edge’, we need to be thinking
of ways that we can create supportive,
inclusive learning environments. We
need to be engaging in and encouraging
ethical and intercultural understanding,
as well as building personal and social
capabilities.
Too many external programs take
a negative approach to increasing
participation in education. An example of
this is linking a family’s welfare payments
to their child’s attendance at school.
There is little evidence that this works.*
Instead, when payments are suspended
or cancelled, children may not have
access to sufficient food, housing or
medical care–compounding the problems
which contribute to school absence in the
first place.
Further, many students with disabilities
struggle to find schools that are fully
accessible, or indeed ready to adapt
to meet the needs of their student
population. Some have brought
complaints of discrimination where
schools have not been prepared to adjust
their facilities to enable a student to
attend. Others have brought complaints
where schools have not been prepared to
enable students to reach their potential,
by providing Auslan interpreters on
request, for example, rather than other
assistance for students with hearing
impairments.**

Clearly, there is more to facilitating
each person’s right to education than
formal recognition. We need educators
who are coming up with new ideas, new
educative methods, that allow us to reach
out to those students who are being
marginalised and disadvantaged. Using
new technologies and maximising student
engagement through innovative ways of
teaching are ways we can be doing that.
As the United Nations Committee on
Economic, Social and Cultural Rights
(1999) has said:
‘Education is both a human right in itself
and an indispensable means of realising
other human rights.’
This simple observation addresses
both sides of the same coin. Education
is a powerful vehicle to bring whole
communities out of poverty; to enable
people’s participation in civic and
economic life; and to help them realise
their own potential and capabilities. Just
as importantly, education can also open
hearts and minds to the human rights
of others. That is why one of the most
important tasks of the Australian Human
Rights Commission is not only to promote
the value of education as a human right,
but the value of education about human
rights.
This makes education a strategic priority
for the Commission. The Commission
is charged with improving awareness
of human rights all around Australia. In
particular, the Commission has developed
a range of school resources for the new
Australian Curriculum, and is working
with the Australian Public Service, the
VET sector and the business sector to
implement human rights content. The
Commission’s complaints handling
service also has an educative element
to it. 2014 survey data indicates that, in
relation to conciliation complaints, 71 per
cent of surveyed participants found that
involvement in the complaints process
had assisted them to better understand
their rights and responsibilities
under federal human rights and antidiscrimination law (AHRC 2013-2014).
As educators, we can all play a part in
propelling new and innovative ideas.
We can look for better ways to ensure
that education is fully, rather than just

formally, available to students in remote
communities. We can demand that
schools adapt so that their facilities and
activities enable, rather than disable
students. We can call on governments
to collaborate and ensure that every
child, regardless of their origin, has their
right to education fulfilled. And we can
teach the next generation of leaders how
important it is to value the lives and rights
of others.
Data in our ‘Choose Your Own Statistics’
website show that in Australia, two
women are killed by their partners or
former partners every week. The average
life expectancy of our Aboriginal and
Torres Strait Islander population is ten
years lower than our non- Aboriginal and
Torres Strait Islander population and they
are imprisoned at a rate 15 times higher
than that of non-Aboriginal and Torres
Strait Islanders (Australian Bureau of
Statistics, 2013). And one in three people
who access assisted homelessness
services is under 18 (AHRC 2015).
I don’t cite these statistics to dishearten
you, but to demonstrate how important
and relevant human rights issues are
to how and why we educate. I suggest
that the most effective, if long term,
solution to these issues is to improve
the education of young Australians so
they better understand and value the
importance of human rights of all people.
It is for this reason that the Australian
Human Rights Commission places a
strong emphasis on school education
and has developed educational resources
such as our Magna Carta initiative. Our
liberties depend upon an informed and
committed community. Our young people
are an integral part of this community.
Our ‘What You Say Matters’ video, as part
of the Racism: It Stops With Me campaign,
is designed to engage young people with
the issues of racism. It uses specific and
relatable scenarios to show what kind
of behaviours and actions are racist,
and how hurtful and damaging they can
be. One of the related activities in our
RightsEd resources for the Australian
Curriculum also involves a role play,
providing opportunities for students to
practically reflect on the experiences of
others. Story telling through subjects
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Learn from Paternalistic Welfare Reforms?’,
Social Science Quarterly, 80(3), 473-486,
September.
** See, for example, Finney v The Hills
Grammar School No H98/6 at www.
humanrights.gov.au/disability_rights/
decisions/comdec/2000/DD000080.htm; and
Clarke v Catholic Education Office & Anor
[2003] FCA 1085 (8 October 2003) at http://
www.austlii.edu.au/cgi-bin/sinodisp/au/cases/
cth/FCA/2003/1085.html?stem=0&synony
ms=0&query=Clarke%20v%20Catholic%20
Education%20Office

Further reading
Australian Human Rights Commission, Annual
Report 2013-2014 (2014) p.132
The Magna Carta website

who are relatable, while also having had
different experiences, helps students
build empathy and compassion.
On the other hand, data and statistics
can also speak for themselves. Our
‘Choose your Own Statistics’ website
that I mentioned earlier, co-developed
with ABC Splash, uses online statistical
tools as a means of teaching Australian
human rights issues in an engaging
and innovative way. Through thoughtprovoking infographics, students are
encouraged to critically evaluate their
beliefs and deepen their understanding
of the role that data representation plays
in building knowledge and influencing
decisions about social issues. In this way,
innovative technology enables students to
explore the demographics of Australian
society on a national and state level and
see how the constitution of our country
has changed over time. It helps provide
a big picture overview of the data behind
current issues like homelessness,
immigration, sexual harassment,
the justice system, and our ageing
population. Interactive graphs provide
a snapshot of the cultural background,
religious beliefs, technology use and
education and employment status of both
Aboriginal & Torres Strait Islanders and
non-Aboriginal & Torres Strait Islanders
of different ages and genders.
The Magna Carta resources, ‘What You
say Matters’ program and ‘Choose Your
Own Statistics’ website are just some

of the different initiatives we have been
creating to engage students with human
rights. They are designed to help students
understand the importance of human
rights, consider how they can be achieved,
and encourage students to think critically
about social issues that are relevant to
us all. Using cutting-edge technologies
to facilitate learning about enduring
ethical, moral and legal issues can create
an engaging and substantive learning
experience that challenges stereotypes,
accepted ‘truths,’ and the set ways in
which we do things that perpetuate
inequalities that are entrenched within
our society.
Today, my challenge for you is to be
thinking about how you can be using
innovative strategies to inspire innovative
thinking. To me, being an ‘educator on
the edge’ means more than technological
innovation. It means using these
innovations to make lasting change.'
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National inspiration,
discussion and celebration
The recent ACE 2015 National
Conference (24 & 25 September):
‘Educators on the edge: Big ideas for
change and innovation’ held in Brisbane
brought together more than 180
educators from all sectors of education
including: Schools, Early Childhood,
Higher Education and TAFE/VET.
Mr Pat Elsworthy FACE (MC), ACE
National President, Professor Stephen
Dinham FACE, the Honourable Kate
Jones, Qld Minister for Education and
Ms Maroochy Barambah of the Turrbal
Nation gave inclusive words of welcome
to delegates, presenters and organisers.
Nationwide media attention was given to
papers by Keynotes: Professor Stephen
Dinham and President of Australian
Human Rights Commission, Professor
Gillian Triggs. Stephen spoke about
the educational landscapes of both
Germany and Australia in the light of
the challenges each country faces in
terms of equity, diversity and educational
performance. Gillian brought the timely
discussion of Human Right Education
to the conference with her popular
presentation on ‘Innovative technologies
and human rights education’. Visit www.
austcolled.com.au to read all of the
presentations as they are posted online
during the next couple of months.

Gala Dinner
This year 107 ACE members and guests
lined the tables at the Gala Dinner held
in the picturesque surrounds of Rydges
Hotel overlooking the illuminated
Brisbane River and the Brisbane
Wheel. Guest Presenter Ann Vitale,
MACE spoke about her professional
experiences as a teacher and United
Nations Representative working in war
torn countries such as Serbia and Iraq.
Many guests were moved as Ann touched
on her challenging times and her varied
roles assisting families experiencing
trauma, a reduction of basic services
and living post-conflict in close proximity
to diverse and often opposed cultural
groups.

Remarkable work of educators
As part of the dinner program the 2015
ACE Fellowships and the prestigious
College Medal were awarded by ACE
National President, Professor Stephen
Dinham. The College congratulates the
following 2015 ACE Fellows recognised
for their outstanding and distinctive
contributions to the advancement of
education.
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Dr Angela Chessman
Mr Vincent Feeney
Mr Stuart Garth
Associate Professor Jan Kane
Professor Robert Lingard
Mr Thomas Mäe
Ms Karen Money
Ms Liliana Mularczyk
Professor Janis Ozolins
Mr Cameron Paterson
Mr Brian Powyer
Dr Daniel Eric Riley
Emeritus Professor Gary Ross
Dr Keith Suter
Mr Robert Walker

Dr Paul Brock AM, FACE

College Medallist 2015
The 2015 College Medal was awarded to
Dr Paul Brock AM, FACE–an exceptional
and inspirational leader, who has made
an outstanding and unique contribution to
Australian education for nearly 50 years.
Professor Stephen Dinham spoke
about Paul: ‘through constant drive to
make a difference in society through
education, Paul has made an outstanding
contribution to the education profession
at state, national and international levels;
and is deeply respected and admired
by educators around Australia and
internationally’.
Paul was unable to be present at the
dinner, but guests enjoyed viewing the
video of the talented medallist accepting
his significant award medal recorded the
previous month.
Next year’s National Conference will be
held on 26 and 27 September 2016 with
Sydney as the host city. Visit the ACE
website for updates on the event.
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5. Mr Pat Elsworthy, FACE
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Educators on the edge...
of what?
RACHAEL HERITAGE, AACE

Winner of the ACE|ASG Student Educator
Writing Award - ‘Writing the future’.
21-year-old Rachael Heritage is in her
third year of a Bachelor of Primary
Education degree, majoring in Junior
Secondary at Griffith University. As part
of heraward, Rachael presented her
paper 'Educators on the edge...Of what?’
at the ACE 2015 National Conference.
As educators on the edge, opening
the eyes of future generations to the
wonders of the world should be one of
our core passions. It should be the reason
we spend years at university, hours
planning insightful and engaging learning
experiences, and weeks and months
getting to know students and what
makes them ‘tick’. So far, in my journey
towards becoming an educator, I have
been astounded at the level of dedication
that teachers have; getting to school
hours before the first bell and remaining
hours after the last, giving up weekends
and well deserved holidays, surviving off
sheer willpower and coffee.
Unfortunately, instead of focusing all
of this dedication and educative energy
towards developing the confident and
creative, global citizens as described
in the Melbourne Declaration on
Educational Goals for Young Australians
(Ministerial Council on Education,
Employment, Training and Youth Affairs,
2008), it is aimed towards shifting data,
improving NAPLAN results, good OP’s
and QCS marks.
Somewhere along the way, teaching
has become less about the passion
and more about the mark on the page,
creating a generation of students who
define themselves by a number or letter.
As educators on the edge, we need to
step out from under the rock of ‘good
grades’ and we need to shift the focus
from marks to exciting, meaningful and

Ms Rachael Heritage, AACE
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lasting learning. In Australia, we have
many documents and policies carefully
designed to encourage lifelong learning,
the Melbourne Declaration (MCEETYA,
2008) and the Early Years Learning
Framework for Australia (Department of
Education, Employment and Workplace
Relations, 2009) to name a few examples.
It seems that too often teachers are
forgetting to embed the necessary key
values of these guiding documents into
their classrooms and pedagogies (Arawi,
2002). The main purpose of education
in Queensland is to prepare students
for community life, for citizenship, for
vocational activities and for lifelong
learning (Schofield, 1999). Are these
purposes being communicated in our
classrooms? Are we, as educators,
developing successful learners, confident
and creative individuals and active and
informed citizens (MCEETYA, 2008), or
are we using these documents to fuel
the drive for good marks, and creating
machines set on simply meeting task
requirements?
Already, we have a generation of
learners–my generation–who are
struggling to find their way back from
defining themselves as a mark or grade.
As a Year 11 and 12 student, a good OP
and QCS mark seemed the ‘be all and
end all’ of the educative experience. I
meticulously studied task and criteria
sheets, and pestered teachers into
reading countless drafts. Was this
preparing me for community life or
vocational activities, as Schofield
(1999) suggests?
After achieving a relatively high OP score,
I failed my first year at university in an
abysmal fashion. I felt my education, past
teachers, classes and report cards had
failed me. My confidence as a learner
evaporated. It was only after changing
course, and meeting a tutor brimming
with passion for learning and teaching
that this began to change. This tutor was
unconventional, unreserved and unafraid
in his stance on teaching. His emphasis
was on good learning, with good marks
being the happy by-product. Thinking
back to my school journey, I wonder how
different it could have been if, in my early

educational experiences, I encountered
a teacher of a similar opinion, who
encouraged me in my passion for learning
and understanding, rather than simply
encouraging me to reach a higher grade.
The early experiences of a child are
crucial in forming their outlook on
the world and themselves (Yuping,
2014). Teachers have the power and
responsibility to set the tone of these
early experiences. Will they be engaged
from day one, excited about the world
and what it holds for them, for everything
they are about to discover? These early
experiences form an outlook they will
have for life, and one they will pass on to
their children (Jennings & Niemi, 1968).
What will the children in your classroom
tell their children on their first day of
school? Will the message be that, if
they study hard, they might get a good
grade? Or that they are about to embark
on a journey where they will learn about
almost anything and everything in the
world, from seeds in the ground, to the
birds in the sky, to words written on a
page almost 200 years ago? Education
has the ability to inspire far beyond the
here and now of the classroom. All it
requires is a teacher who is willing to
step out onto the edge.
So what are we on the edge of?
Knowledge? Reason? No, as educators
we must go to the edge to bring back
students who have gone over, losing their
interest and passion for learning. At the
same time, we are guiding students to
the edge, where they can stand, lean out
and marvel at all there is to discover, in
themselves, the world, and beyond. For
us to truly be educators on the edge, we
need to shift the emphasis from good
grades to good learning. We need to
encourage the confident and creative
individuals and promote the active and
informed citizens, so that one day they
may stand confidently on an edge of
their own.
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TRACY HENNESSEY

The (in)experience
of the new
It was 9:45am and time for my first
class - Year 12 English. Was I ready?
As part of the Teach for Australia (TFA)
program through Melbourne Graduate
School of Education (MGSE), I had
undergone six weeks intensive training
in preparation for this event and now
the moment of truth had arrived. ‘She
is so green’, I heard one student say.
They were on to me. It was time to sink
or swim. And I swam hard. They were
a tough crowd, but I managed to get
them to humour me by participating in
the lesson and my first day of building
student relationships had begun. It is
difficult for learning to take place in an
out-of-control classroom, which is why
behaviour management strategies are a
priority in teacher preparation (Padmaja,
2012). But putting theory into practice is
not so easy.

I steeled myself for my second class,
this time it was Year 11 English. I found
it had been unnecessary for me to
refresh my behavioural management
strategies for this class, as they were
equally nervous starting college and on
their best behaviour. We had fun getting
to know each other and at the end of the
lesson my thoughts turned to the learning
activities that we would undertake to
meet the learning objectives of the unit.
I had plenty of ideas but did not feel sure
about where to start. Again, a focus on
pedagogy is a priority for classroom
readiness, yet the transference of theory
into practice is daunting (Petrarca &
Bullock, 2014).
In addition to behaviour management
and pedagogy, being an expert in content
knowledge is also a priority in being
classroom ready with a heavy learning
area focus throughout our intensive
training. MGSE had prepared us as best
they could but on day one, I was not

confident that I was ready. I wondered
if this was due to the nature of the TFA
program, so I spoke with colleagues
who started teaching the same day as
me, one who had completed a Bachelor
of Education, and the other a Bachelor
Degree followed by a Diploma of
Education. They felt the same, in terms of
their confidence in preparedness, despite
the practicum they had completed.
During pre-service practica in many
teacher education courses, a lot of time
is spent observing. For the remainder of
the teaching time, pre-service teachers
are often confined to meeting the style
and needs of the mentoring teacher. The
mentor’s presence still has influence on
student behaviour so it is difficult to grasp
the true effectiveness of your behavioural
management. And most pre-service
practica do not have authentic teaching
experiences which offers little opportunity
for pre-service teachers to develop their
teaching style (Ambrosetti, 2014; Joseph
& Heading, 2010).
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So I was not alone in my initial feelings of
uncertainty. Peters (2012) states that preservice teachers have a high perception of
their behavioural management skills yet
beginning teachers report that they have
had to learn this skill on the job and feel
unprepared for the challenges they face.
Behavioural strategies that are taught
explicitly as part of their training are not
being transferred into the classroom.
In part, this seems due to an inability
to convey the complexity of teaching.
In one study on the effect of mentoring
pre-service teachers, there was a focus
on behaviour management, pedagogy
and content, with an additional focus on
‘pedagogical content knowledge’ (Chien,
2015). This was described as ‘the unique
knowledge construction that occurs
in a teachers’ mind as they blend their
knowledge of the context, content, and
instructional pedagogy’ (Chien, 2015).
It is the synergy of the three priorities
combined with the dynamics of the
students and it can only come
with practice.
It seems then, that longer, more handson practica could assist in teacher
readiness. In Victoria, one university has
partnered with three schools to develop
The Teaching School Model (Lang et
al., 2015). In this model, pre-service
teachers work in pairs with a mentor two
days a week for either a whole year or a
semester. This creates a more authentic
learning experience of the teaching cycle
and the opportunity to put a developing
understanding of theory into practice.
The model provides ‘authentic scaffolding
into the teaching profession’ (Lang
et al., 2015) for pre-service teachers.
Unfortunately, the model poses some
difficulties such as the feasibility of
the time commitment for pre-service
teachers who also have to support
themselves while they study.
A valuable part of the TFA program is the
mentor support structure that is in place
for all associates. With a mentor from the
university, the school, and from TFA, preservice teachers have someone observing
their classes almost once a week over a
two-year period. The class observations
provide the opportunity for regular
professional reflection ensuring teaching

practice continues to develop well beyond
the turbulent first term of teaching. This
is well in excess of the support that I see
other beginning teachers receive and I
see this as a lost opportunity for their
adjustment and development. Although
there is an increasing emphasis on the
integration of theory and practice, there is
a limit as to how prepared a pre-service
teacher can be before stepping into their
own classroom and ongoing mentorship
can help foster self-efficacy in the
beginning teacher as they adapt to the
complexities of the role (Loreman et al.,
2013; UWS media release, 2015).
While it is important for beginning
teachers to have mentors observe their
classes, I believe it is beneficial for all
teachers to observe other teaching
practice. I have been involved in other
classroom observations as part of the
‘Quality Teaching’ model that operates in
the ACT and it provides the opportunity
for collaborative reflections that can be
developmental for all involved (Joseph
& Heading, 2010). Allocated time for
observing others is cited as one of the
primary elements for the success of East
Asian countries in PISA results (Grattan
institute, 2012). This serves as a reminder
that the search for effective pedagogical
practice is ongoing and a culture of
lesson observations is advantageous
to all educators.
Being classroom ready is a combination
of behavioural management strategies,
contextual knowledge along with
pedagogy and content knowledge.
Beginning teachers can, theoretically,
have this in abundance before they
step into a classroom. However, the
real complexities of teaching, the
synergy between these elements that is
underpinned by student relationships,
can only be gained through experience.
Extended practicum opportunities,
mentor support and collaborative
class observations can all contribute to
successful transitions from pre-service
teacher to successful new educator.
Tracy Hennessey is in her second year of
teaching at Canberra College, ACT and is
currently completing her Postgraduate
Diploma of Education at the University
of Melbourne.

References
Ambrosetti, A. (2014). Are you ready to be a
mentor? Preparing teachers for mentoring
pre-service teachers. Australian Journal of
Teacher Education, 39(6). http://ro.ecu.edu.au/
ajte/vol39/iss6/3
Chien, C-W. (2015). Pre-service English
teachers’ perceptions and practice of field
experience and professional learning from
expert teachers’ mentoring. Teachers and
Teaching: theory and practice, 21(3). doi:
10.1080/13540602.2014.953817
Joseph, D., & Heading, H. (2010). Putting
theory into practice: moving from student
identity to teacher identity. Australian Journal
of Teacher Education, 35(3).
Jensen, B. (2012). Catching up: learning from
the best school systems in East Asia. Grattan
Institute summary report. http://grattan.edu.
au/wpcontent/uploads/2014/04/129_report_
learning_from_the_best_main.pdf
Lang, C., Neal, D., Karvouni, M. & Chandler,
D. (2015). An embedded professional
paired placement model: 'I know I am not
an expert, but I am at a point now where
I could step into the classroom and be
responsible for the learning.' Asia-Pacific
Journal of Teacher Education, 43(4). doi:
10.1080/1359866X.2015.1060296
Loreman, T., Sharma, U., & Forlin, C. (2013).
Do pre-service teachers feel ready to teach
in inclusive classrooms? A four country study
of teaching self-efficacy. Australian Journal of
Teacher Education, 38(1). http://ro.ecu.edu.au/
ajte/vol38/iss1/3
Padmaja, C. V. (2012). Classroom
management: an approach. The IUP
Journal of English Studies, 7(2).
Peters, J. H. (2012). Are they ready? Final year
pre-service teachers' learning about managing
student behaviour. Australian Journal of Teacher
Education. 37(9). http://ro.ecu.edu.au/ajte/
vol37/iss9/2
Petrarca, D., & Bullock, S. B. (2014). Tensions
between theory and practice: interrogating
our pedagogy through collaborative self-study.
Professional Development in Education, 40(2).
doi: 10.1080/19415257.2013.801876
University of Western Sydney, media release.
(2015). Better, 'classroom-ready' teachers
the ultimate goal, says UWS. editorial@
plusmediasolutions.com http://www.uws.edu.
au/newscentre/news_centre/more_news_
stories/better,_classroom-ready_teachers_
the_ultimate_goal,_says_uws

BOOK REVIEW

Globalizing Educational
Accountabilities
by Lingard, B., Martino,
W., Resai-Rashti, G.,
& Sellar, S
Book review by Julie Rimes, FACE

I have to confess that I felt some
trepidation in tackling this book. The title
Globalizing Educational Accountabilities
just didn’t strike me as my sort of
reading. I was wrong. It was a fabulous
read–interesting and compelling. This
is a fascinating account which focusses
on the globalising of top-down, testbased modes of accountability, whether
internationally comparative, national,
or those at state and local levels. The
educational accountabilities examined
are linked to changes in the functioning
of contemporary capitalism globally,
particularly the spread of information
infrastructure as a key technology for
monitoring and managing education
systems in connection with national
economies.
The authors assert that it is what we
actually ‘count’ that counts in schooling
today and its high stake tests that are
central to how educational accountability
is framed. Globally, but particularly in
Anglo-American and Asian nations,
testing of various kinds has become
an instrument for steering schooling
systems in particular directions using
accountability regimes. Central to the
evaluation message system is highstakes testing, which has led to the rise
of top-down accountabilities linked to
test performance. Tests have been used
to hold schools, principals, and teachers
accountable for school and student
outcomes.
In one sense we all know this situation
to be true, but what Lingard, Martino,

Resai-Rashti and Sellar do so well is
to help us make sense of this macro
global picture. I learnt a lot and I found
that I was entertained. For example,
I was immediately attracted to the
notion of the current Global Education
Reform Movement as a germ or GERM,
based on outputs, which has spread
through schooling systems around
the world. This movement focuses
on high-stakes testing, educational
accountability, sometimes on national
curriculum, and has an emphasis on
literacy and numeracy. This particular
GERM manifests itself in new forms of
managerialism, and marketisations and
privatisations of various kinds, including
school choice policies and competition
between schools. The authors reference
these various modes of accountability
as being visible outcomes of our audit
culture, they write tersely about the
trend towards ‘policy as numbers’ and
the scourge of the ‘datafication of social
life’. These reflections of contemporary
practices of social analysis are played
out in our society as managerialist
incrementalism often devoid of ‘big
ideas’, but replete with ‘big data’. We
see this evidenced in references by
politicians and policy makers to a global
‘education race’, made possible through
international assessments and rankings
of performance.
This book is too important to be trivialised
by me as entertaining, but you can’t help
but be entertained while you are learning.
I made notes, I looked up references, I
‘googled’ and I enjoyed myself.

But beyond that I was deeply-moved. I
noted with some unease the authors’ key
question and answer in relation to who
controls the field of judgment about what
‘counts’ in education. The current answer
is the policy makers and technicians who
manage and invoke the results of the
global and national testing regimes; the
correct answer is our teachers; the same
teachers who are held accountable at
a distance for the performance of their
students and schools.
Throughout the book the authors assert
that the new modes of educational
accountability structured around testing
have implications for issues of equity
and social justice in education. And they
strongly aver that it is time that we all
take control of the field of judgement by
engaging in a reconceptualisation and
redesign of the accountability systems so
that they take account of the values and
goals that should underpin them.
We should not be content with the narrow
range of what now ‘counts’ but draw
on a broader set of educational inputs,
processes and outcomes in order to
ensure that accountability systems inform
meaningful and educative changes to
practice. Well said authors.
Globalizing Educational Accountabilities.
Routledge: New York and London. Lingard,
B., Martino, W., Resai-Rashti, G., & Sellar,
S. (2016).

Julie Rimes, FACE is Vice Chair of the
ACE Publications Working Group.

31

ACE DIRECTORY

Australian College of Educators (ACE)
Professional Educator is the College's magazine for members. ACE represents educators across all
sectors and systems of education. ACE encourages and fosters open, collaborative discussion to enable
all members to provide the best outcomes for Australian students across all levels of education.
Contact details

Membership and Awards Committee

Phone		

03 9035 5473

Chair

Hon. Bronwyn Pike MACE

Fax		

03 9341 6021

          

Dr John Grant FACE

Email		

ace@austcolled.com.au

Professor Stephen Dinham OAM FACE

Web		

www.austcolled.com.au

Dr Lawrence Ingvarson FACE

Postal address

PO Box 12014, A’Beckett Street, VIC 8006

Professor Erica Smith MACE

National Board

National Awards Working Group

Chair & National President

Professor Stephen Dinham OAM FACE

President-elect

Hon. Bronwyn Pike MACE

Chair

Dr Margaret Batten FACE
Dr John Grant FACE

Immediate Past President

Professor Robert Lingard MACE

Hon. Bronwyn Pike MACE

		

Dr Tania Broadley MACE

Dr Alan Rice AM FACE

		

Mr Pat Elsworthy FACE

		

Mr Trevor Fletcher

Policy Committee

		

Mr Peter Jacob

		

Mr David Kronenberg MACE

Chair

		

Professor Erica Smith MACE

Mr Ian Keese FACE
Mr Anthony Bailey MACE
Mr Michael Barton MACE

National Council

Dr Tony Bracken MACE

Chair		

Mr Patrick Elsworthy FACE (QLD)

Mr Mark Howie FACE

		

Dr Jillian Abell MACE (TAS)

Dr Lee-Anne Perry AM FACE

		

Ms Heather Causley FACE (NSW)

Ms Pam Ronan FACE

		

Mr Geoffrey Kay MACE (WA)

Dr Glenn Savage MACE

		

Professor Peter Kell MACE (NT)          

Ms Deborah Wake MACE

		

Associate Professor David Paterson FACE (ACT)

		

Ms Pam Ronan FACE (SA)

Publications Working Group

		

Dr Catherine Scott MACE (VIC)

Chair

Dr Glenn Savage MACE

Deputy Chair

Dr Julie Rimes FACE

Finance Committee

Ms Kira Clarke MACE

Chair		

Mr Peter Jacob

		

Mr Patrick Elsworthy FACE

		

Mr Trevor Fletcher

		

Mr David Kronenberg MACE

Dr Judith Dinham MACE
Associate Professor Susan Krieg MACE
Dr Norman McCulla FACE
Mr Damien Pearce MACE

National Office

Mr Stephen Thomson MACE

Chief Executive Officer

Ms Catherine Pickett

Manager, Operations,
Finance and Planning

Ms Katherine Wilkinson

Membership

Manager, Communications
and Publications

Ms Paola Ghirelli

Manager, Member Services
and Events

Become a member of one of Australia’s leading education
professional associations and develop your professional
growth and deepen your knowledge of education.

Ms Elise McLellan

EA and Administration Manager

Ms Jessie McFarlane

Policy Officer

Ms Maren Klein

Membership Administration
Assistant		

Ms Catherine Keely

College Archivist

Mr Tony Ryan FACE

Join ACE and open the door to the education profession,
connect with a dynamic community of educators who have
made a commitment to raising the status of their profession
and contribute to the strong voice of the College that is
currently being heard and heeded by Australia’s public
and government decision makers.
Visit www.austcolled.com.au/membership for more information.

October 2015
Volume 14
Issue 5

