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Executive summary

Australia’s Initial Teacher Education (ITE) sector
has been under review for much of the past few
decades — in large part due to persistent under-
preparedness of graduates for the classroom.

While Australia’s graduating teachers report that
there is sufficient content overall in their degrees,
they also report being less prepared for the class-
room than in similar countries.

This makes clear that ITE has a quality problem
that requires solutions to improve the perfor-
mance of training providers, culminating in the
government-appointed Teacher Education Expert
Panel (TEEP) recently making sweeping recom-
mendations to improve the sector.

Compared to school systems in the United King-
dom and United States, Australia’s policymakers
are years behind in ITE reform efforts across

a wide range of policy settings, including the
content in ITE qualifications, the structure of the
ITE market, financial incentives to support policy
objectives, and enhancing the accountability of
the ITE sector.

It is necessary to raise performance and ITE
outcomes for graduating teachers to be better
prepared for the challenges of contemporary Aus-
tralian classrooms.

O There is evidence the investment in ef-
fective ITE can deliver strong returns,
because teacher preparation is highly
formative in shaping early career devel-
opment and effectiveness of graduate
teachers.

OO0 Teachers who start strongly in their ca-
reers contribute to better achievement of
their students; while better preparation
can alleviate some of the many pres-
sures faced in early teaching careers.

But reform directions in Australia have not always
been targeted to the right places.

O Far too much emphasis has been placed
on input-based approaches to ITE and
too little on outcomes-based approaches.

O This has resulted in excess focus on
regulating which students can enter ITE,
without sufficient quality assurance of
ITE providers to ensure that all poten-
tial teachers are given the training they
require and deserve.

There has been much debate about the undersup-
ply of new teachers in Australia in recent years,
including a lack of potential candidates starting

teaching degrees. However, the data show the
biggest problem is not a lack of potential teachers
starting degrees, but a lack of those who finish
them.

0 Too many people drop out or don't
complete teaching degrees (among the
lowest completion rates of all fields of
study), especially at universities that
enrol large proportions of students for
online and/or part-time study.

O Even without policy intervention, there
is expected to be a significant increase
in the number of students entering ITE
over the coming years — particularly do-
mestic undergraduates. This is because
the graduating class of Year 12 students
entering post-school study will be much
higher for several years, resulting from
an above-trend number of births associ-
ated with the Australian government’s
Baby Bonus initiative in the mid-2000s.

O As a result, there is little reason to
believe that across-the-board financial
incentives to enter ITE — at least for
domestic undergraduates — are justi-
fied or strictly necessary as a strategy to
increase teacher supply.

O Specific financial incentives targeted
to in-demand fields of study and in-
demand geographies could be worth
further pursuing. However, decades of
initiatives to date have failed to ad-
dress these workforce challenges. One
potentially effective approach is to offer
phased bursaries for graduate teachers
in in-demand fields. This would provide
a salary supplement to trainee teach-
ers, but is delayed into the early years
of a graduate’s employment in the field.
This may provide further incentive for
in-demand trainee teachers to not only
enrol in a teaching degree, but to enter
and remain in the profession for at least
their first few years.

O There is currently a relatively low utilisa-
tion of teaching degrees across Austra-
lia; meaning there are many adults with
teaching degrees who do not currently
work as teachers. Only a little over one-
third of Australian adults with a post-
school qualification in teacher education
are currently working as a schoolteacher.
Addressing supply challenges to the
teacher workforce may be most fruitful if
there is more successful re-integration of
teaching-degree-qualified individuals into
(or returning to) teaching careers.



The content in many teaching degrees is regularly
not aligned with evidence about best practice or
current scientific knowledge about how students
learn best.

O Recently proposed clarity for ITE provid-
ers concerning core content for pro-
grammes to include — such as essential
knowledge about the scientific under-
pinning of much of human learning —
should be welcomed.

OO0 Ongoing monitoring of the content of
ITE programmes could be best as-
sured through direct inspections of
programmes and greater longitudinal
monitoring of the practices of graduate
teachers during preservice training and
once in-field.

There is not consistent support in the partner-
ship between ITE providers, host schools, and
preservice teachers. The result is that many
trainee teachers do not benefit from high-quality
practicum placements in schools in this formative
period in their preparation.

There is little evidence to justify the market
protections enjoyed by university teacher training
providers. International experience in comparable
education systems indicates that a more diverse
pool of ITE providers could improve competition,
the range of potential models for teacher prepara-
tion, and choice for trainee teachers.

There are few quality markers in the accountabil-
ity system for Australian ITE providers. There is
significant opportunity for a robust and transpar-
ent performance reporting approach that could
create incentives for providers to improve align-
ment with policy objectives and sector needs, as
well as improve market signals for employers and
preservice teachers.



Introduction

Initial teacher education (ITE) is responsible for pro-
viding beginning teachers with the knowledge, skills,
and characteristics to prepare them for the classroom.
Typically, ITE involves beginning teachers enrolling
and completing an undergraduate or postgraduate
degree at a university by an approved ITE provider. In
an ITE course, preservice teachers complete a com-
bination of courses that include pedagogical, subject
matter, and — where applicable — subject-particular
pedagogical knowledge. Enrolments are typically for
either primary or secondary education.

As at 2019, there were 367 programs, 48 ITE pro-
viders, and 91 locations preparing around 92,000
enrolled ITE students across Australia. Teaching
graduates typically complete a standalone Bachelor

of Education, or complete an undergraduate degree
followed by a teaching course. Others pursue two-year
postgraduate teaching degrees, with 39% of graduat-
ing teachers having completed a postgraduate degree,
while some jurisdictions permit partially shortened
postgraduate qualifications.?

Over recent years, Australia’s ITE sector has been
under near-constant review. At least in part, this has
been due to persistent concern about the prepared-
ness of graduate teachers,? along with broader chal-
lenges in ensuring there is a sufficient quantity and
quality of graduates to meet workforce needs.

While it’s true that graduate teachers in all school
systems are less effective when they first enter the
workforce than they are a few years later, most enjoy
a steep learning curve over their first few years in

the classroom. Given that direct supervision of early
career teachers is more limited than is typically ob-
served in other professions, this requires considerable
preparation for independent practice to be provided
during initial training before entering the workplace.

Mitigating the ‘novice penalty’ of graduate teachers is
an important opportunity to ensure better outcomes
for students, as well as reducing the considerable
pressure on teachers in their early years. Moreover,
evidence shows that teachers who start out being
relatively effective when they graduate become in-
creasingly more effective over time.3 4

Altogether, this makes raising classroom-readiness of
teaching graduates a priority across school systems.
But while this concern about classroom-readiness is a
preoccupation of many countries’ ITE sectors,® there’s
evidence that Australia’s school systems have particu-
larly underperformed in this area,® especially in the
formative area of classroom and behaviour manage-
ment.”

Against this context, this paper provides a detailed
analysis of Australia’s ITE sector’s current challenges
and opportunities for reform. It starts with a review
of the recent history and policy developments in
Australia and comparable countries. It is then fol-
lowed by analysis of the performance and structure of
Australia’s ITE sector. In considering the ITE pipe-
line, it follows with assessment of the drivers of both
the commencements to, and completions from, ITE
qualifications. It then examines the current content
of ITE qualifications and options for improving the
accountability of Australia’s ITE providers. The paper
concludes with recommendations for Australian policy-
makers in undertaking ITE sector reform.



Australian and international
policy approaches to ITE
reform

Previous reform efforts have focused on regulating ITE
students by creating barriers to enter teaching .ITE
has undergone a series of significant reforms over the
past decade. Though much public debate has centred
around supposedly loose entry standards to ITE (in-
cluding scare campaigns that Australia’s prospective
teachers have lower academic capabilities than similar
countries), such concerns are typically overblown or
misinterpreted.® ° Indeed, rather than a need for ad-
ditional regulation of ITE candidates,!® there is now
greater emphasis on reducing excessive barriers to
enter the profession!! and a recognition that greater
quality assurance is instead required of ITE providers
(rather than of ITE students). 12

ITE reform efforts have typically focused on how to
regulate who can enter ITE and meet accreditation
standards. A major development in this process was
the Teacher Education Ministerial Advisory Group
(TEMAG) in 2014, which committed to improvement in
five key areas:!3

e stronger quality assurance of ITE programs;

® rigorous selection of entrants into initial
teacher education;

® robust assessment of graduates;

® improved professional experience for pre-
service teachers; and

® national research and workforce planning
capabilities.

In 2015, the Australian government established the
Literacy and Numeracy Test for Initial Teacher Educa-
tion Students (LANTITE)'* — introduced to ensure all
beginning teachers meet the standard of achievement
equivalent to the top 30% of the adult population.
While most teachers successfully pass LANTITE (84
per cent), 11% fail to meet one of the standards and
5% meet neither. While LANTITE was introduced as a
hurdle for teachers to complete prior to graduation,
prospective ITE students can now undertake the test
prior to commencing their studies.

Another reform initiative is focused on attracting
‘high-quality’ teacher candidates. In 2020, the High
Achieving Teachers Program was introduced to offer
alternative, including employment-based, pathways
for individuals pursuing a career in education.'> Fur-
ther efforts are currently under consideration within
the context of the National Teacher Workforce Action
Plan (NTWAP).

Some measures within TEMAG specifically targeted
the preparedness of ITE graduates. Teaching Perfor-
mance Assessments (TPAs), introduced from 2019,
are intended to assess ‘classroom readiness’ of
preservice teachers. The TPA requires all pre-service
teachers to demonstrate appropriate skills, knowl-
edge, and practices prior to graduation.

Further, TEMAG, and the national accreditation
requirements, set out an expectation that evidence
should underpin the teaching practices taught within
the ITE programs — though current national stan-
dards and procedures provide only a broad direction
for quality teaching (such as demonstrating expert
content knowledge and pedagogical content knowl-
edge), without a specific articulation of what effective
pedagogical approaches entail.'®

Independent reviews have supported the case for
focusing on reform of ITE providers rather than stu-
dents, and focused on increasing rather than limiting
the number of new teachers

The recent reform process led by successive Austra-

lian governments has been generally in line with calls
from other stakeholders to focus on raising the prac-
tice of providers more clearly in the ITE market.

A 2021 CIS analysis found little evidence that ITE pro-
viders were providing sufficient coverage of evidence-
based practice through their preparation programs

— including some examples of apparent efforts to
promote approaches that are unaligned with current
evidence and standards of practice. Further, a 2022
CIS report identified significant opportunity to improve
preparation of new teachers through extending and
better coordinating school-based practicum during
training, especially by enabling trainees to commence
within their first year — a recommendation subse-
quently endorsed by the NSW government.

Finally, a late 2022 CIS report recommended the rein-
troduction of the one-year Graduate Diploma of Edu-
cation as an alternative postgraduate pathway into the
teaching profession — which was similarly endorsed
by the then NSW government and in 2023 the Aus-
tralian government had commissioned the Australian
Institute for Teaching and School Leadership (AITSL)
to assess the feasibility of a change to accredited ITE
qualifications to enable widespread recognition of a
one-year Masters program..

The Productivity Commission’s review of the National
School Reform Agreement in early 2023 argued that
there are better potential outcomes for policymakers
in seeking to improve the quality of ITE than further
efforts to screen for *high-quality’ candidates, and
that the quality of TPAs would require monitoring from
policymakers to ensure that this initiative successfully
raises standards of classroom-readiness among new
graduates.!” And a 2023 NSW Productivity Commis-
sion report identified significant impediments to the
number of graduating teachers resulting from added
regulatory burdens placed on those completing post-
graduate degrees.!®

International reform provides a potential pathway for
Australian policymakers

Australia is not alone in undertaking a series of
reviews into the sector, and in seeing ITE reform as
core to improving outcomes across the wider teaching
profession.



In the United Kingdom, then Secretary of State for
Education, Michael Gove, initiated a wide-ranging
series of ITE reforms from 2014, including appointing
Sir Andrew Carter to chair an independent review of
ITT courses. The subsequent 2015 Carter Review of
Initial Teacher Training (ITT) found considerable vari-
ability in ITT content and preparedness of graduate
teachers. Among its recommendations was to clearly
establish a shared understanding about standards and
expectations from ITE. A subsequent working group
developed a core content framework for ITT to provide
clearer guidance to providers and to assist quality
assurance measures (including to guide inspections
from the Office for Standards in Education, Children’s
Services and Skills (OFSTED)) and allocation of ITT
student places.

The ITT core content framework (CCF) was bolstered
by the introduction of an Early Career Framework
(ECF) and reforms within the ITT marketplace. These
reforms aimed to diversify teacher training pathways
and providers, streamline the consumer experience,
and implement quality assurance measures such as a
robust inspection and rating system for ITT providers.
To consolidate the ITT core content, OFSTED inspec-
tions include a set of indicators that measure the
alignment of ITT providers with the core content —
helping ensure consistency in providers’ understand-
ing of the content and the delivery to trainee teachers.

In the United States, system accountability is estab-
lished under Title II of the Higher Education Act, which
requires states — as a condition of receiving federal
funding — to submit data to the federal Department
of Education; including with significant initiatives
from the Obama administration. This data collection
supports state and overall program-type comparisons
against high-level performance statistics. An annual
report published by the Department of Education
provides national and state reporting of performance
of teacher preparation providers, including enrol-
ment statistics, graduate numbers, and credentialling
exam pass rates. States are also required to identify
programs determined to be low-performing or at risk
of being classified as low-performing.

In addition to federal reform, additional grassroots
and industry leaders have contributed toward im-
provement in ITE practice and accountability.

The National Council on Teacher Quality (NCTQ) — a
non-profit, non-partisan organisation established

in 2000 — has provided repositories of data that
benchmark the performance of states and ITE provid-
ers across the nation. Its Teacher Prep Review, in
particular, provides a comprehensive dataset on ITE
programs including program practices, down to the
course level, on a range of factors associated with
classroom-readiness.

Leading educators, including the Deans for Impact
and the Council of Chief State School Officers —which
established the Network for Transforming Educator
Preparation (NTEP) — have also made significant con-
tributions in advancing outcomes-based accountability

across the sector.

More recent reform now focuses on regulating ITE
providers rather than ITE students

In 2021, the Australian government initiated a new
Quality Initial Teacher Education (QITE) Review, with
a two-fold focus: first, better attracting and select-

ing high quality candidates into teaching, and second,
better preparing graduates to be more effective teach-
ers.

Its report, handed down in 2022, provided further
evidence that the ITE sector is not sufficiently meeting
the needs of graduate teachers, especially in provid-
ing training in evidence-based reading practices and
in classroom management. It also identified opportu-
nities to improve the moderation, comparability, and
standard-setting of TPAs.

Most importantly, the QITE review highlighted the
need for reform of policy settings of ITE providers,
particularly in strengthening the link between perfor-
mance and funding of ITE providers, including by:

e establishing a national body or expert group
to advise on how ITE Commonwealth-sup-
ported places (CSPs) should be allocated
amongst higher education providers, based
on quality and other relevant factors;

e developing a quality measure for ITE courses
that enables performance-based assess-
ments of ITE programs and assists in student
choice;

e rewarding those providers who score highly
on the measure;

® increasing transparency by making publicly
available information on how each higher
education provider scores on the quality
measure;

e allocating CSPs based on ITE performance;
and

e tendering a portion of CSPs to higher educa-
tion providers that meet specific program
criteria.

It also recommended establishing an ITE Centre for
Excellence to deliver high-quality, evidence-based ITE
and support research into best-practice teacher prepa-
ration. Similarly, a 2021 NSW Productivity Commis-
sion White Paper recommended a public-facing Centre
for Teaching Excellence within the NSW Department
of Education, to be led by a new Commissioner for
Teaching Excellence.*®

In response to the QITE review, a new Teacher Educa-
tion Expert Panel (TEEP) was appointed to identify
potential quality measures for ITE providers and how
policymakers could better provide quality assurance
within the sector. Its terms of reference requested the
TEEP to report to policymakers in mid-2023 on reform
options to:

e Strengthen the link between performance



and funding of ITE;

e Strengthen ITE programs to deliver confi-
dent, effective, classroom ready graduates;

e Improve the quality of practical experience in
teaching; and

® Improve postgraduate initial teacher educa-
tion for mid-career entrants.

In early 2023, the TEEP circulated its discussion paper,
that provides ambitious scope for reform against each
of these items, including proposing:

® Potential core content for ITE programs (spe-
cifically focused on a combination of essential
concepts including: the brain and learning;
effective pedagogical practices; classroom
management; and enabling factors for learn-
ing);

e Indicative potential performance indicators
for ITE providers (including: selection of ITE
candidates against workforce needs; reten-
tion rates of students; classroom-readiness
of graduates; and the post-graduation out-
comes of graduates);

e Improved role for, and coordination of,
practical experience during ITE (with more
comprehensive partnership agreements, a
national framework for high-quality place-
ment approaches, and encouraging centres of
excellence); and

® Greater pathways to teaching for mid-career
entrants (including a shortened 12-18-month
Master’s program, more flexible ITE delivery,
and models of best practice).

At the 2023 federal budget, the Australian govern-
ment further pledged to introduce more teaching
places, including up to 5,000 bursaries of $10,000
per year to students with an ATAR of 80 or above who
undertake a teaching degree in an 8-year funding
package, a 5-year investment in the High Achieving

Teachers program to support an additional 1,500 high
achieving professionals to transition into teaching
through employment-based pathways, and implemen-
tation of QITE review recommendations to improve
teacher training in classroom management and pho-
nics.

The TEEP handed down their final report in July 2023
and Australia’s education ministers agreed in principle
to its recommendations. A wide range of proposals
were recommended, spanning: the strengthening

of ITE programs; drawing a stronger link between
performance and funding in ITE; improving practical
teaching experience; and enhancing postgraduate ITE
programs for mid-career entrants. Significant reform
directions include revising new national standards and
accreditation of ITE programs by the end of 2023,
with the integration of new content in ITE degrees to
be embedded by the end of 2025, to be monitored by
a new ITE quality assurance board.

The performance
of the ITE sector

Available international comparisons show that Aus-
tralian graduate teachers are less prepared than

their peers in similar countries, across nearly every
measure.?® Compared to high-performing countries,
the greatest gaps in teacher preparedness are related
to the categories of student behaviour and classroom
management, and monitoring students’ development
and learning.

Moreover, Australian teachers today report being less
prepared than in recent years — with significant de-
clines observed in international survey data between
2013 and 2018 in teachers’ reported preparedness
with respect to subject content, subject pedagogy,
and subject practice.?*

Australian teachers’ sense of preparedness is lower than the OECD average
and high-performing countries on nearly every measure.

SENSE OF PREPARDNESS FOR TEACHING (LOWER SECONDARY TEACHERS)
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Disappointingly low levels of classroom-readiness of
ITE graduates have been observed despite interna-
tional comparisons showing that Australian ITE covers
a relatively large amount of content and is of a longer
duration than similar systems, increased public spend-
ing on ITE (with annual taxpayer funding per full-time
equivalent student in Education degrees reported at
$17,944; in excess of reported costs to provide tuition
of $15,312),?2 and more stringent regulatory stan-
dards on who can enter ITE and become an accredited
teacher.

Yet, compared to other fields of study in higher educa-
tion in Australia, ITE students generally report a simi-
lar experience and graduating outcomes. According to
the Student Experience Survey,?3 overall satisfaction is
similar or slightly higher among ITE students than stu-
dents from other fields (77% vs 73% among under-
graduate students, 72% vs 73% among postgraduate
students), although learner engagement — that is,
interactions with staff and other students — is typi-
cally lower in some programs (48% vs 49% under-
graduate, 32% vs 42% postgraduate). At the same
time, the Employer Satisfaction Survey?* shows similar
employer satisfaction is 86% for education gradu-
ates, compared to 84% for all graduates. Finally, the
Graduate Outcomes Survey?  shows graduate salaries
in education are on average higher than other fields
among undergraduates ($72k vs $68k), but slightly
lower among postgraduates ($89k vs $92k).

However, it is not clear that current broad-based indi-
cators used across the wider higher education settings
are fit-for-purpose for ITE specifically — particularly
given the unique implications associated with teacher
preparation (including the need that graduates pos-
sess not only general skills, but specific vocational
skills in order to be classroom-ready at graduation
and to achieve accreditation). In common with many
other school systems, that has meant additional
considerations may be needed for monitoring student
experiences, graduate outcomes, and the like, for
ITE. To an extent, the Australian Institute for Teaching
and School Leadership’s (AITSL) Australian Teacher
Workforce Data (ATWD) has offered some related key
metrics over recent years — though these displays
currently largely aggregate existing data collections.

Concurrently, researchers and policymakers have
increased their emphasis on outcomes-based data
that may help inform ITE program design.26 27 28 29
This is contrasted with decades of emphasis that has
been placed on both the structural inputs to ITE (such
as the number of content-area courses, pedagogical
courses, and student teaching hours that may inform
teachers’ potential preparation) and teacher inputs
(particularly teachers’ academic capabilities, disposi-
tions, and the like).

The structure of the ITE
market

The ITE market in Australia is relatively complex —
in part because it is governed across both state and
federal governments.

The suppliers of ITE are accredited providers —mostly
universities, along with some non-university higher
education providers — who are regulated and funded
by the federal government, while the governance of
ITE is largely a shared, intergovernmental responsibil-
ity.

While the Australian Institute for Teaching and School
Leadership (AITSL) sets national ITE accreditation
standards,* each state or territory’s Teacher Regula-
tory Authority (TRA)3! ultimately decides which ITE
programs are recognised within their jurisdiction. At
present, each of these TRAs (for example, NESA32 in
NSW or VIT?? in Victoria) has adopted AITSL’s national
standards, while in some cases supplementing them
with their own additional requirements, such as mini-
mum school grades for entry into ITE courses.3* 35

The supply of ITE is dominated by a small number of
university providers

ITE enrolments in Australia are clustered within a
relatively small number of university providers. Ten
universities make up nearly half the enrolments in
education degrees. Regional universities account
for nearly one in five (19%) enrolments, the Group
of Eight universities account for nearly one in eight
(12%), with the remaining two-thirds in non-Go8
metropolitan universities.

Universities enjoy near-monopoly provider status.
Non-universities and private universities account for
less than 1% of enrolments.3¢ This monopoly status is
because regulation limits competition through impos-
ing barriers to other providers from potentially provid-
ing approved teacher preparation qualifications.

Unequal approaches to funding can further limit the
role of non-university providers. For instance, until
2023,37 Alphacrucis College, a non-university higher
education provider, was unable to offer Common-
wealth Supported Places in teaching degrees,® 3°
despite comparable outcomes in completions and
student satisfaction to university ITE providers.4

There is relatively little product differentiation for con-
sumers in Australian ITE markets

The ITE offers available to prospective students in
Australia are relatively limited. Whilst there has been
some recent policy attention and university adminis-
trators’ effort to respond to market needs, almost all
ITE students complete a ‘traditional’ university-based-
credentialling pathway.

Alternative pathways into teaching exist at many uni-
versities and tend to be defined by some shared char-
acteristics, including abbreviated preparation in terms



of content, methods, and program duration. However,
the proportion of teaching places made up of flexible
and non-traditional pathways are much smaller than
in English and United States school systems.

In the US, around one in five graduating teachers
(and around one in three ITE providers) undertake an
alternative route in ITE (though many are engaged
with a higher education provider for at least some of
the content of their program). #* 42 Comprehensive
data collection is made by each ITE provider and is
collated in annual public reporting to the federal gov-
ernment that clearly indicates the number of students
enrolled in traditional and non-traditional ITE pro-
grams (and the relative outcomes of ITE students, as
discussed later in this paper).

In the English school system, there are a range of
alternative options available to prospective teachers —
with multiple and differentiated pathways to acquire
Qualified Teacher Status (QTS), if providers meet the
standards set out by the National Professional Qualifi-
cations (NPQs).

Over recent decades, English ITE has evolved from
being an essentially centrally-managed, university-
led system, toward a supply-side, devolved and more
locally responsive model — a consequence of which
has been greater local decision-making on the number
of teachers needed in each area.*? Particularly since
2010, there has been increased school involvement

in trainee recruitment and training delivery, with ITE
students increasingly becoming accredited through
school-centred initial teacher training partnerships
(SCITT; designed and delivered by groups of schools
that have been given government approval to run
their own ITT), or as a delivery partner of an ac-
credited provider through a School Direct partnership
(designed by schools in partnership with a university).
Courses generally last for one academic year full-time
and result in QTS. Many also award a Postgraduate
Certificate in Education (PGCE) from a university. Un-
like Australia’s ITE market that is mostly made up of
undergraduates (more than two-thirds of enrolments),
80% of English ITT students are enrolled in post-
graduate programmes of study, with more than half of
these enrolled in school-led pathways.

Teaching graduates are as well or better prepared for
teaching from non-traditional training pathways

A significant segment of teacher preparation research
— particularly in the US (but also to a lesser extent in
the UK)* — has focused on between-programme out-
comes for graduates of traditional and non-traditional
programs (a broad range of routes to teaching gener-
ally for candidates who already have an undergradu-
ate qualification and/or some prior work experience,
but did not earn an education degree or complete a
teacher preparation program), especially the Teach
for America program (and in more recent years, also
forms of primarily school-based training programs,
among others).*>

The research shows no consistent evidence that tradi-

tional ITE programs are more effective than non-tradi-
tional training pathways,*¢ 47 48 while growing evidence
leans toward some preparedness advantages for those
in non-traditional programs.4® 50 51 52

While critics of alternative certification pathways have
correctly highlighted that teachers from some non-tra-
ditional pathways can be more likely to leave teaching
sooner than those from traditional ITE programs,> >
this can be overstated and is largely explained by dif-
ferences in teacher and school characteristics (namely
because Teach for America graduates, in particular,
are disproportionately likely to work in especially
challenging schools in which attrition is already higher
than in less challenging environments).5> 3¢ 57 More-
over, recent international research that assesses

both the costs of lower retention and the short- and
longer-run performance advantages of TFA graduates
concludes that the performance advantage is sufficient
to offset turnover costs. 8

There has been relative success, in particular, in re-
cruiting and preparing mathematics teachers through
non-traditional pathways.>® ° ¢! 62 This has been partly
attributed to these graduates entering with additional
subject matter expertise,®3 coming from a generally
more diverse population than from traditional ITE pro-
grams, and disproportionately work in hard-to-service
schools.%* 6> There is also evidence STEM teachers in
fast-tracked programs score higher on practical versus
theoretical approaches to teaching and demonstrate

a more realistic idea of how to measure success in
high-needs classrooms.® They also are found to bet-
ter promote students’ mathematical interest®”_and
students taught by TFA math teachers go on to have
higher grades in math courses and are less likely to
miss school due to being absent or suspended.%®

Entry to the ITE pipeline

Despite some concern about a modest decline in new
ITE commencements of recent years — particularly as
observed in 2018 and 2019 — the number of potential
teachers starting the ITE pipeline has since more than
recovered. In 2021, the number of commencing ITE
students (31,338) was just short of the peak number
set in 2017 (31,532) and around 10% higher than the
average number of commencements over the previous
15 years (28,401).

Previously, it was noted that the temporary decrease
in ITE commencements is mainly linked to a smaller
cohort of Australian year 12 completers, who are the
potential university enrolees. This decrease can be
attributed to a demographic trend of delayed births
before the introduction of the Australian government's
Baby Bonus initiative in the mid-2000s.

While the ITE sector overall has generally been able
to meet the demand of systems’ overall number of
teachers (available data shows that entrants to teach-
ing comfortably exceed exits), it's also true that there
have been ongoing challenges in meeting the need for



more diverse cohorts of populations in teaching, and
to ensure that some discipline-specialisations are met.

As part of the QITE review,®® the Behavioural Eco-
nomics Team of the Australian Government (BETA)
surveyed nearly 1,500 professionals not currently
enrolled in ITE, to quantify various options for incen-
tives. BETA found that most mid-career professionals
underestimated the duration of an ITE degree, were
concerned about its length, and that a condensed
one-year ITE course was as attractive as a $20,000
increase in top pay, “...suggesting there is significant
value attached to shortening the time spent out of the
workforce for mid-career changers.””°

Financial incentives to enter teaching can be ineffi-
cient, unless cleverly designed

A key recommendation of Australia’s National Teacher
Workforce Action Plan (NTWAP) 7t (and recent Aus-
tralian government commitments) has been to attract
more people into ITE degrees, through a range of
measures including additional Commonwealth Sup-
ported Places, and bursaries to attract high-achievers
and mid-career professionals. In addition to this, in
recent years, the then Australian government intro-
duced its Jobs Ready Graduates reforms that have
resulted in significant reductions (around 42%) to the
tuition fees for ITE students through a reallocation of
Commonwealth subsidies. This is despite some NSW
Audit Office evidence that incentive schemes — par-
ticularly scholarships — had largely been ineffective
in meaningfully boosting the supply of in-demand
teachers.”?

Some international evidence suggests that bursaries
can result in an increase in ITE applications.”® For in-
stance, analysis in England estimates that an increase
of £1,000 in bursary value resulted in a 2.9 per cent
increase in applications. 7 Yet, it has been noticed that
certain bursaries might have been inefficiently used by
offering financial incentives to candidates who would
have chosen teaching regardless. Additionally, some
bursaries encouraged ITE training without necessarily
increasing recruitment and placement into teaching
positions.”> Other analysis in the Australian context
has generally been sceptical about the efficiency and
outcomes from financial incentives — particularly
scholarships — intended to attract and retain teach-
ers.’®

In more recent years, English policymakers have
also introduced a ‘phased bursary’ for in-demand
maths and science teachers — meaning, in effect, a
deferred financial incentive that is paid to graduates
as a salary supplement (equivalent to around an 8%
pay increase) in their first few years of teaching. This
has also been extended with a Phased Maths Bur-
sary (PMB) that pays an additional £5,000 or more to
eligible maths teachers in the third and fifth years of
their career. At least in part, this approach is intended
to support STEM graduates and mid-career-changers,
who often face a salary gap in teaching compared to
the wider labour market opportunities.

There is some evidence to suggest the phased bursary
approach has assisted in not only attracting, but also
retaining, maths and science teachers. Furthermore,
policy evaluations show that the increased invest-
ment in targeted salary supplements for early career
teachers is justified by reduced attrition. The cost

per additional teacher retained through this policy is
32% lower than training an equivalent replacement
teacher.””

Similar analysis in the US indicates that a one-off sal-
ary bonus for hard-to-staff teaching graduates is more
cost-effective than incentives from loan forgiveness.”®
Other studies suggest that while bonus payments for
in-demand maths teachers can reduce attrition for
early career teachers, there is little increase in the
likelihood of potential maths-specialist ITE students to
start teaching degrees. 7°

Within the context of Australia’s income-contingent
loan system for higher education, it is unlikely that
incentives in the form of tuition fee reduction or loan
forgiveness would produce any meaningful improve-
ment in the supply of ITE students or in-field teachers.
To this end, Australian research shows the behavioural
effects of tuition fee reductions are typically minimal®®
— finding there is a low elasticity of demand to price
in Australia’s university education system.

A favourable demographic outlook means that there
will be more students entering ITE in coming years
irrespective of policy intervention

The increase in the birth rate associated with the Baby
Bonus (commencing in 2004) is likely to significantly
improve the incoming teacher pipeline. The Baby
Bonus increased the number of annual births from
around 252,000 per year in the 10 years prior to
introduction, to around 291,000 in the 10 years from
its introduction — an annual increase of around 16%.
Children born since the introduction of this scheme
are now approaching school-leaving age.

Each year, around 8% of children who were born in
Australia 18 years earlier start an undergraduate ITE
degree. Whilst the lagged number of births is not an
ideal measure for generating projections about future
entrants to ITE degrees (partly because not everyone
who is born 18 years prior goes to on to complete
Year 12, many may not remain in Australia, and

there are additional entrants through net migration,
and not all undergraduate ITE entrants come directly
from school to university, and not all ITE commence-
ments are domestic students), there is a degree of
consistency in this measurement over time. Namely,
because it produces similar estimates to other poten-
tial proxies, such as the number of 18-year-olds in
Australia in each year (the number of whom equates
to around 7% of those who commence an ITE degree)
and the number of students enrolled in Year 12 of
schooling (the number of students in Year 12 one year
prior is around 9% of the number of undergraduate
ITE commencements in the following year).

Taking the long-run association between the propor-
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tion of Year 12 completers from the

lagged births into the coming years,
there is reason to be very optimistic
about the number of students enter-
ing post-school education, and ITE in
particular.

For instance, if the same proportion of
the birth cohort who graduated Year
12 in 2020 (entering ITE in 2021) was
replicated over the forward years, 2
this would result in over 26,000 an- 25 800
nual ITE commencements in 2030.

Between 2006 and 2016, the number 24 000
of annual commencements increased |
by around 9%, but between 2016

and 2026, this would be estimated to <2000
be around 25% — or around 5,200 24,000

commencing ITE students per year.

Even on a more modest estimate — i
based on the long-run proportion of 15 (D
Australian-born children who go on

to start an ITE degree — the annual 18,000
number of commencing ITE students 00
from 2016 to 2026 would be around M6

16% higher, or around 3,800 more
commencing ITE students per year.

Graduates from the ITE pipeline

More concerning for the ITE pipeline is not necessarily a
decline in the number of students starting ITE degrees,
but the declining share of those who are finishing them.
Since 2009, annual enrolments have grown but comple-
tions have flatlined.5!

ITE completions are not keeping
pace with enrolments.

GROWTH ON 2009 IN ITE ENROLMENTS
COMPLETIONS, 2010-22 (ESTIMATES)®?

=s—=[Enrolments - Grawth on 2005

2012 2014 1B 2013

Source: ACARA (2023). Initial Teacher Education, Bachelor/Higher degree/

Other postgraduate, Primary/Secondary/Special/General
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ITE commencements are projected to increase
markedly over the next decade.
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Source: Authors’ analysis of ITE pipeline data and ABS census data on population

Policy attention has focused on increasing entrants to
ITE rather than graduations from ITE

Despite the emphasis on attracting potential teachers
through financial incentives and other schemes, there
has been insufficient attention paid to addressing poor
overall completion rates of ITE degrees. While the num-
ber of students starting an ITE degree has been grow-
ing, the number of students finishing an ITE degree
has been far less steady. Thus, the natural priority for
policymakers should lie in helping more students finish
an ITE degree, rather than only in
encouraging more to begin one.

Within ITE degrees, worrying trends
are present in both completion rates
(the share of commencing students
who finish a degree), and attrition
rates (the share of commencing stu-
dents who drop out of their degree
entirely, without switching to a dif-
ferent course or provider). Attrition
rates are the most common measure
used for assessing university perfor-
mance in this area, with a six-year
rate typically used for undergradu-
ates, and a four-year rate used for
postgraduates.

200 2E2

0T

AVERAGE ANNUAL UNDERGRADUATE ITE COMMENCEMENTS, ACTUALS
2006 TO 2021, PROJECTED 2022 TO 2030 (BASED ON REGISTERED BIRTHS
IN AUSTRALIA 18 YEARS PRIOR).



ITE completion rates have declined over time.

SIX-YEAR STATUS OF DOMESTIC UNDERGRADUATE
ITE STUDENTS, 2005 COHORT TO 2016 COHORT
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Source: Department of Education, 2022. Domestic only

Of note, among TEQSA's responsibilities, is ensuring
higher education admission processes are rigorous,
and that “The higher education provider is able to
demonstrate appropriate progression and completion
rates...".®3 Yet, despite the crisis of attrition in educa-
tion degrees — where some programs have attrition
rates above 50% — it does not appear that ITE pro-
viders have been sufficiently corrected in this regard.

Improvements in ITE completion can
significantly improve the teacher pipe-
line

While the problem of student attrition

is found across many fields of study in
Australian universities, it is particularly
severe within education. Only a little
over half of domestic students who enrol
in an undergraduate ITE degree go on
to complete it within six years.

Differences in completion rates can have
a significant impact on the incoming
teacher pipeline. For instance, if the
same proportion of domestic under-
graduates who completed their degrees
within six years was replicated for the
2016 cohort, there would have been more than 4,800
domestic ITE undergraduates completing their degrees
by the end of 2021. Since around three-quarters of
ITE graduates are working in schools in the year fol-
lowing graduating, this suggests that a higher ITE
domestic undergraduate completion rate (of around
70%, as it was in 2005) could have resulted in around
an additional 3,300 graduate teachers (from domestic
undergraduate degrees) in 2022 alone (equivalent to
close to 1% of the overall teacher workforce).

Attrition rates are higher in education than other fields of study.
ATTRITION RATE BY FIELD OF STUDY, 2022 (6-YR RATE UG, 4-YR PG)
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Attrition rates have risen more in education than in nearly any other field of study.
CHANGE IN ATTRITION RATE BY FIELD OF STUDY, 2013-22 (6-YR RATE UG, 4-YR PG)
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Over the last decade, attrition rates for education degrees have increased in nearly all universities.
CHANGE IN EDUCATION DEGREE ATTRITION RATES BY UNIVERSITY,
LEVEL, 2013-22 (6-YR RATE UG, 4-YR PG)
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Teaching degrees have higher attrition than similar
degrees.

Attritions are much higher in education degrees than
other fields of study. Education is ranked third out

of 21 study areas for attritions among undergradu-
ate students, and fifth out of 21 among postgraduate
students.®

Moreover, over the last decade, attritions have risen
faster in education than nearly any other study area
— the third largest increase across all 21 study areas.

Among undergraduate students, attrition rates in
education have increased by 7 percentage points since
2014, compared to 2 pts across all fields of study.®®
Among postgraduate students, attrition rates in edu-
cation have increased by 2 percentage points since
2014, compared to a decrease of 3 pts across all fields
of study.®®

This decade-long rise in attritions has occurred across
most ITE providers; in around 22 of 33 undergraduate
teaching programs, and in around 16 of 34 postgradu-
ate teaching programs.

ITE attrition is a problem for some, but not most,
universities

While there is substantial public discourse on the
problem of attrition in teaching degrees, the focus

has been on systemic factors (issues across all uni-
versities) rather than local factors (issues in specific
universities). This focus is misguided, as a deeper look
at available data shows that the problem of attrition is
more localised than it is systemic.

To begin with, enrolments in education degrees are
much higher in some universities than others. Just 10
of the 39 universities offering education degrees make
up nearly half (48%) of all enrolments.®”

Furthermore, attrition rates in education degrees also
vary substantially among universities; ranging from
11% to 52% in undergraduate courses, and 8% to
40% in postgraduate courses.® Just eight universities
account for more than half of all attritions in education
degrees — 5,500 of the 11,000 attritions each year.

Clearly, the problem of attrition is more localised with-
in these eight universities, than systemic across all 39
providers. Even for those students who do succeed in
graduating, this problem of attrition will have flow-

on effects. Employer reputations are lower for those
universities with higher attritions; in statistical terms,
employer reputations can explain around half of the
variation in attrition rates between ITE providers.®°

Ten universities make up nearly half of enrolments in education degrees.

EDUCATION DEGREE ENROLMENTS BY UNIVERSITY, LEVEL
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Attrition rates for education degrees vary substantially by university.

EDUCATION DEGREE ATTRITION RATES BY UNIVERSITY, LEVEL,
IN 2022 (6-YEAR RATE UG, 4-YEAR PG)
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Source: Department of Education, 2022. Domestic only

Eight universities account for half the attritions in education degrees.

ESTIMATED EDUCATION DEGREE ATTRITIONS BY UNIVERSITY,
LEVEL, IN 2022 (6-YEAR RATE UG, 4-YEAR PG)
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Source: Department of Education, 2022. Domestic only. Commencements class 2016 UG, 2018 PG.



Higher attrition rates are associated with weaker reputations among employers.
ATTRITION RATE VS EMPLOYER REPUTATION IN EDUCATION (QS) BY UNIVERSITY,

LEVEL (6-YR UG, 4-YR PG)
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Domestic only. Employer reputation not calculated separately for UG/PG.

How students study, not just what they study, impacts
attrition rates

The eight universities with particularly high attritions
are distinctive for the typical study loads and study
modes of their education students, who are much
more likely to be studying online or part-time than
their peers in other universities.

It is already known that those who study online or off-
campus (‘external’) or part-time are much more likely
to drop out of university, across all fields of study.
Indeed, among domestic undergraduate students,
external or part-time students are more likely to drop
out than finish a degree.

Six-year attrition rates for undergraduate students
are 44% for external students compared to 21% for
internal, and 44% for part-time students compared
to 20% for full-time. For postgraduate students, the
equivalent four-year attrition rates are 28% for exter-

nal students (vs 15% internal), and 28% for part-time
students (vs 11% full-time).

Thus, external study and part-time study are among
the very highest of risk factors for attrition. It is
therefore not surprising that those ITE providers with
high attrition rates tend to have extremely high rates
of external and part-time study. Study mode (internal
vs external) explains around half (47%) the variation
between ITE providers in attrition rates, and study
load (full-time vs part-time) explains more than half
(53%).

Across all fields of study, the most common reasons
cited by students for considering early departure are
health or stress, study / life balance, workload difficul-
ties, and expectations not being met.?® For those stu-
dents who dropped out, Cherastidtham’s and Norton’s
2018 survey found almost 40% regretted beginning
their degree, and almost two-thirds believed they
would have been better off if they had finished.®!

Stress, balance, and workload are the most common reasons for potential attritions.
MOST COMMON REASONS FOR CONSIDERING EARLY DEPARTURE AMONG HIGHER EDUCATION STUDENTS
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Australia has particularly high rates of part-time study 21%.%2 While increasing flexibility for students, it also
among tertiary students — the fourth-highest in the more than doubles their risk of attrition.*?
OECD, at 38%, compared to the OECD average of

Study load explains the majority of variation between universities in attrition rates.
ATTRITION RATE VS FULL-TIME STUDY IN EDUCATION DEGREES BY UNIVERSITY, LEVEL (6-YR UG, 4-YR PG)
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Study mode explains half the variation between universities in attrition rates.
ATTRITION RATE VS EXTERNAL STUDY IN EDUCATION DEGREES BY UNIVERSITY, LEVEL (6-YR UG, 4-YR PG)
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How engaged students are impacts attrition rates ITE providers learner engagement is substantially cor-

related with attrition.®> Education typically has lower
learner engagement than other fields of study — 48%
vs 49% among undergraduate students, and 32% vs
42% among postgraduate students.

The rationale for this association is intuitive. Learner
engagement (as measured in the Student Experience
Survey) is typically much lower for those students
studying externally, less than half that of those study-
ing on-campus.®* Thus, it is not surprising that among



Higher Learner Engagement is associated with fewer attritions in education degrees.
ATTRITION RATES VS LEARNER ENGAGEMENT IN EDUCATION BY UNIVERSITY, LEVEL (6-YR RATE UG, 4-YR PG)
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In summary, evidence suggests the attrition crisis in
education degrees is not systemic across universities,
but rather is localised to a small subset. Attritions

are concentrated within a small cluster of universi-
ties, characterised by their high shares of students
studying part-time or off-campus. Indeed, just eight
universities account for more than half of all attritions,
and the share of students studying part-time explains
more than half the variation in attrition between uni-
versities.

It follows that among the various policy responses
being considered, a key focus should be reducing the
rates of external and part-time study in education
degrees. While not a simple endeavour, even small
improvements would have significant benefits. As-
suming the attrition rate of part-time students is twice
that of full-time students for each ITE provider, if the
part-time study rate could be halved, that would re-
duce attritions by 18%, or lead to nearly 2,000 extra
graduations a year.*®

The number and distribution
of ITE graduates

The teacher workforce is growing at a historically fast
pace and is meeting medium-term demand

Despite there being greater numbers of teachers

in school systems now than ever before (in 2022
there was 38% more full-time-equivalent teachers

in Australia than in 2001), declining student-teacher
ratios (reduced by 13% from 2001 to 2022) have
contributed to increased demand for teachers — re-
quiring more teachers to commence, and importantly,
complete ITE.

Over the past several years there has been a rise in
the number of vacancies in the workforce (and widely
reported teacher shortages).®” Namely, through the
period of the Covid-19 pandemic and aftermath, there
was a spike in schoolteacher vacancies (cumulatively,
84% from 2020 to 2020). However, this increase is
less than the relative increase in vacancies across the
wider economy over the same period (cumulatively, a
107% increase) and is similar to the increase across
all professional occupations (an 80% increase).®® In
other words, the spike in teacher vacancies cannot

be viewed in isolation of an overall historically-tight
macroeconomic labour market (with overall economy
vacancies in 2022 in line with the previous peak ob-
served in 2008; a period in which teacher vacancies
remained modest) than specific teacher labour market
dynamics alone.

While the demand placed on the teaching profes-
sion from student enrolments has been mild in recent
years — in part thanks to reduced immigration during
the Covid-19 pandemic and falling fertility rates over
the past decade or so — a return to higher immigra-
tion may place upward pressure on teacher demand
in future years. Moreover, since around 5% of the
teacher workforce exits the profession each year, this
further adds to the demand for teachers in the ITE
pipeline — though this is typically more than accom-
modated for by the number of new ITE graduates.®®

Notwithstanding this, there is little reason to believe
the number of teachers in the workforce is at signifi-
cant risk into the medium term. Between 2021 and
2026, Jobs and Skills Australia estimates Australia will
require around a cumulative 9.4% increase in school
teachers over five years (itself an upper bound esti-
mate, as it was made prior to the impact of Covid-19
on significantly slowing population demand).°® While
this has created some panic among policymakers and
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other stakeholders,% this pace of increase is actu- full-time equivalent terms. In other words, the total
ally slower than the current rate of growth in the size of the teacher workforce is currently meeting the
workforce. Between 2016 and 2021, the number of pace required to meet medium term demand.
teachers increased by nearly 12% and around 10% in

The teaching workforce has been growing on a headcount and on an FTE basis.

FIVE-YEARLY GROWTH RATE OF THE AUSTRALIAN TEACHER WORKFORCE (TOTAL HEADCOUNT
AND FULL-TIME EQUIVALENT), 2001 TO 2021.
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The number of teaching staff has grown steadily over the last two decades.
FTE TEACHING STAFF IN AUSTRALIAN SCHOOLS, 2001-2022
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Growth in teaching staff has outpaced growth in students in 18 of the last 21 years.
ANNUAL FTE TEACHING STAFF & SCHOOL STUDENTS IN AUSTRALIAN SCHOOLS, 2002-2022
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Student-teacher ratios have been falling over the last two decades.
AVERAGE STUDENT-TEACHER RATIOS IN AUSTRALIAN SCHOOLS, BY SCHOOL LEVEL, 2001-2022
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There is significant variation in the distribution of
teachers and potential teachers

Apart from the overall number of teachers within a
school system, it is important there is a geographic
matching of available teachers to fill positions in the
locations in which these positions are available. There
is, however, significant variation in the availability

of teachers (relative to the student-age population)
across Australia’s geography.

While there is greater availability in metropolitan
areas, compared to regional and remote areas, this is
not as clear cut as it may seem. For instance, there
is far greater availability of teachers in many parts of

Total teachers per school-aged child
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Source: Australian Bureau of Statistics Census data
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regional New South Wales and Victoria than there is
in the regional areas of other states and territories. In
addition, within some metropolitan areas of Sydney
and Melbourne, teachers can be less available than

in some regional areas. Moreover, within a given city,
there can be wide differences in teacher availability

— there are nearly twice as many available teach-

ers living in Sydney’s Outer West and Blue Mountains
than in the neighbouring area of Sydney’s Blacktown
(with a similar disparity between inner Melbourne and
Western Suburbs of Melbourne). Across metropolitan
areas, much of Brisbane shows generally poorer avail-
ability of teachers than in Sydney and Melbourne.
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There is a modest correlation between the availability
of teachers and the socio-economic status of a geo-
graphical region. Namely, more disadvantaged areas
generally have lower availability of teachers. However,
even compared to areas with similarly disadvantaged
populations, the outer suburbs of Brisbane, in particu-

Teachers per school-aged child

lar, house relatively few teachers. Several areas where
the availability of teachers is relatively high — even
compared to similarly advantaged areas — include

the inner suburbs of Sydney and Melbourne, and the
Southern coastal suburbs of Sydney within the Suther-
land region.
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Finally, maximising the potential teacher supply re-
quires utilising the existing population who hold teach-
er education qualifications, but are not currently em-
ployed as teachers. In school systems where there is
a relatively high proportion of degree holders currently
working as teachers (high utilisation), this indicates
there may be strong incentives for qualified teachers
to actively work in the field (and vice versa). Low utili-
sation indicates geographical areas in which there is a
relatively high latent supply of potential teachers, who
may be suitable candidates for school systems to at-
tempt to re-integrate into the teaching workforce.
Existing degree holders in the population can indicate
potential supply of teachers who could fill vacancies,
with only a limited time lag (at least compared with
those who would need to proceed through formal
qualifications and training before attempting accredi-
tation).

The content of ITE degrees

Much of the interest of researchers and policymakers
in ITE has focused on what and how much content
should be contained in qualifying certifications. This
has typically been at relatively high level, too —
broadly considering the relative weight to be placed
on subject area content knowledge, general peda-
gogical knowledge, and subject-specific pedagogical
knowledge — with emphasis on the instructional hours
on each of these components. In part, this is because
tracking hours and course compositions is a relatively
observable and tangible feature of ITE, compared to
more complex teacher preparation issues. To this end,
a longer ITE programme has typically been considered
a proxy for a programme’s rigour and standards.

Though international comparative data show that
graduates in Australia report that content, pedagogy,
and classroom practice are sufficiently contained in
their ITE qualifications, they also report being relative-
ly unprepared for the classroom across many relevant
areas. This suggests that issues in ITE may be more
related to quality, rather than quantity of content.

To this end, Australia’s TEEP has provided advice

on amending ITE accreditation standards to bet-

ter align with evidence-based practices and demand
for classroom-readiness. Its report recommended
guidance toward an ITE core content, including four
categories: the brain and learning; effective pedagogi-
cal practices; classroom management; and enabling
factors for learning.

Australia’s ITE accreditation is focused on quantity
rather than quality of ITE content

ITE content is monitored and regulated by a range

of federal- and state-based entities, including the
Australian Institute for Teaching and School Leader-
ship (AITSL), Tertiary Education Quality and Stan-
dards Agency (TEQSA),'? and each state or territory’s
Teacher Regulatory Authority (TRA). This regulation
extends to the content, number of instructional hours,

and assessment, for each ITE program.

Accredited ITE programs have mandatory content re-
quirements to meet, based on the amount of course-
work programs require ITE students to complete. For
instance, at least half of the duration of a primary
school teachers’ undergraduate qualification must be
made up of “discipline and discipline-specific cur-
riculum and pedagogical studies”, with the remaining
duration of study for extension or specialist studies in
areas of the institution’s interest.

However, there is little direct guidance to ITE pro-
viders concerning what content is most valued by
employers or most closely aligned with expectations
for evidence-based teaching practices of graduates.
A clear contrast can be made, in particular, with

the English system’s ITT Core Content Framework
which makes an explicit link to the expectations for
graduates to ‘learn that ..’ (theory) and ‘learn how
to’ (practice). Moreover, this framework provides
clear connexion of teaching practices to a supporting
science-informed evidence base.

In addition, Australia’s systems are not currently as
clear as they could be in establishing a potential ITE
curriculum model. For instance, the English approach
effectively covers three core aspects, which help in-
form a set of curriculum indicators used by inspectors
in assessing (as discussed further in the Accountability
section of this report):

® learning to teach (generic pedagogy, includ-
ing adaptive teaching and classroom man-
agement);

® learning to teach a subject (subject knowl-
edge, subject pedagogies and curriculum);
and

® learning to be a teacher (professional behav-
iours and values).

More and longer ITE can contribute to more confident
and knowledgeable graduates, but does not necessar-
ily result in better prepared teachers

It is a plausible expectation that more and longer ITE
content may promote better preparedness of teachers
— because presumably, with more study comes more
knowledge about teaching, and with this better in-field
practice.

However, many studies have examined teachers with
additional years of study — including postgraduate
qualifications — and found no difference in effective-
ness compared with other graduate teachers.!03 104 105
106 Similarly, while graduate teachers who have com-
pleted more preparation coursework tend to report
feeling better prepared to teach, there’s little evidence
they are in fact more instructionally effective; whether
measured by classroom observations or student
achievement_107 108 109 110

There is also limited evidence that quantity of general

coursework requirements alone during ITE predicts
teachers’ effectiveness either!!t 112 — at best operating
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as a floor with respect to a minimum expected level

of knowledge.!!3 114 115 116 Thjs s further complicated
because some research indicates that the content and
knowledge relationship is better attributed not to the
number of courses taken by ITE students, but to their
achievement (such as their university course grades)
in this coursework.”

By and large, while there is a broad consensus that
there is an important role for graduate teachers to
possess both strong content knowledge!® 1° (a body
of conceptual and factual knowledge) and pedagogical
content knowledge!?® (understanding of how learners
acquire knowledge in a given subject), there are few
evidence-based conclusions about how teacher prepa-
ration programs can most effectively develop those
characteristics.?!

More subject content knowledge, especially in math-
ematics, is related to early career effectiveness

Teachers with a mathematics qualification,*?? 123 and
those who have completed mathematics content at
university,*2* 125 have been found to record higher
achievement with their students. There is also evi-
dence that teachers’ specialised mathematical knowl-
edge and skills in teaching mathematics are positively
associated with gains in students’ mathematical
achievement_IZG 127 128 129

Some research suggests that mathematics teach-
ers with specialist mathematical knowledge provide
greater instructional clarity in explaining the process
of solving problems presented in classrooms.130 131 132
There is also evidence that specialised mathematical
content and teaching methods is beneficial for pre-
service primary school teachers.'3 Moreover, there’s
some evidence professional development focused on
helping teachers gain understanding of mathematics
content and pedagogy!34 can significantly impact on
student achievement.3> Other research shows that
teachers need sufficient content knowledge before ef-
fectively translating pedagogical knowledge.!3¢

ITE degrees do not consistently provide a scientific
understanding of how students learn and how to dem-
onstrate science-informed teaching approaches

For many years, educationalists have disputed the
fundamental grounding of the study of education.
Historically, understanding about education was de-
termined largely by philosophical theories, particularly
inquiring abstractly about the nature and pursuit of
knowledge and consciousness. However, over the past
half century, there have been substantial increases in
understanding about education that have been made
possible through a science-informed approach.

The fields of educational psychology and evolution-
ary psychology have enabled an understanding about
human cognitive architecture and implications for

the nature of learning. Arguably the most important
findings for education are 'cognitive load theory' and
related research explaining limitations in presenting
new information in educational settings. Another key
distinction is between biologically primary information

(naturally and unconsciously acquired over centuries)
and biologically secondary information (culturally im-
portant but requires conscious effort to learn).

Cognitive science has further added to this through in-
corporating modelling of cognitive processes, particu-
larly in terms of information processing, perception,
attention, and memory studies. In addition, educa-
tional neuroscience has enabled some complementary
understandings for educational purposes — including
localisation studies, which identify brain locations as-
sociated with cognitive processes.

The resulting emphasis of the science-informed ap-
proach to education is essentially a growing under-
standing of learning and cognition that can be applied
to approaches to teaching and self-study. The emer-
gent interdisciplinary field of ‘the science of learning’
sits at the nexus of cognitive science, educational psy-
chology, educational neuroscience, pedagogy (includ-
ing assessment and instructional design), as well as
fields as diverse as linguistics and artificial intelligence
systems. 3’

Despite these important developments, it is not clear
that Australian ITE providers — or university-based
education research academics — adequately reflect
current science-informed evidence consistently in
courses available to trainee teachers. Several Aus-
tralian studies have indicated little or no alignment
between ITE offerings and evidence-based teaching
practices.

In a study of 116 literacy units in 66 ITE degrees
across 38 universities, one report found only 4% of
ITE programs had a specific focus on early literacy and
reading instruction. The vast majority allocated insuf-
ficient time and coursework to pedagogical strategies,
leaving a substantial gap between knowledge and
teaching in practice. Moreover, the review found that
most commonly prescribed textbooks in ITE pro-
grams often failed to provide information on effective,
evidence-based pedagogy. In particular, content rarely
specified five core elements of reading instruction:
phonemic awareness; phonics; fluency; vocabulary;
and comprehension.

And a 2021 CIS analysis of 90 mathematics units

from the Bachelor of Education (Primary) courses of
31 universities found there is virtually no evidence of
ITE where explicit instruction is clearly emphasised. Of
those universities, 27 clearly emphasise constructivist
approaches, while 4 are either ambiguous or empha-
sise a range of teaching approaches. No mathematics
units from any of the universities in the analysis ap-
pear to have a clear emphasis on explicit instruction.

A forthcoming CIS paper will provide evidence that
many practicing teachers report ITE did not provide
them with sufficient evidence-based practices, and in
some cases promoted alternatives they later found
to be ineffective or not aligned with scientifically-
informed practice. In addition, the paper will show
teachers reflected positively from gaining an under-



standing of, in particular, the popular ‘Rosenshine’s
Principles of Instruction’ and the implications of cogni-
tive load theory for classroom instruction.

The recommended components of ITE mathematics
education from the 2021 CIS study areas include:

An effective Primary ITE program would
provide a graduate teacher with at least
one unit dedicated to explicit instruc-
tion in the context of mathematics, and
provide the tools to design and deliver
curriculum and explicit instruction les-
sons that manage cognitive load and
embed knowledge in students’ long-
term memories using strategies that are
aligned with current evidence. Content
that would support beginning teach-

ers to implement explicit instruction
includes:

® Cognitive Load Theory and its applica-
tions.

® Strategies for gaining, maintaining
and focusing student attention during
whole-class instruction (e.g., choral
response, student whiteboards, pair
share).

® Questioning and checking for under-
standing.

e Explicit lesson design, including the
use of worked examples.

e Strategies to facilitate spaced retrieval
practice (e.g., Daily Review, Warm
Ups).

® Practice breaking down complex skills
into smaller instructional units.

The quality of education faculty research is not cur-
rently associated with more or better prepared teach-
ers

An implied assumption of education policymakers is
that the better the quality of research within ITE facul-
ties, the better the quality of teaching — the so-called
“research-teaching nexus”.'3® Available data implies
this is not necessarily the case.

Generally put, Australia’s education research is usually
not of particularly high quality by world standards,
despite a research income of at least $77 million each
year.'*® Although Australia has some high-performing
universities in education research (seven are ranked
within the top 100 worldwide),*° the sector’s research
in education is rated lower than in other fields.

According to the latest Excellence in Research Austral-
ia (ERA)'* scores, a measure of research quality pro-
duced by the Australian Research Council, is ranked
18t of 22 fields of research within Australian universi-
ties. Its average ERA score is 3.0 (“at world standard”
rating), compared to the average across all fields of
3.6 (closest to “above world standard” rating).

Moreover, within the field of education, there is no

Seven Australian universities are ranked within the top 100 in education.
QS RANKING 2023 IN EDUCATION OF AUSTRALIAN UNIVERSITIES
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Australia’s research in education is lower quality than in other fields.
AVERAGE ERA SCORES BY FIELD IN AUSTRALIAN UNIVERSITIES
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relationship between the quality of research and the scores, nor the number of research citations, nor in-
quality of teaching. Namely, there is no association ternational research rankings (as measured by QS).43

between the quality of teaching practice (as measured
by the QILT Student Experience Survey),!*?2 and ERA

There is no relationship between quality of research and quality of teaching practice.
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There is no relationship between research rankings and quality of teaching practice.
% RATING TEACHING PRACTICE POSITIVELY VS H-SCORE IN EDUCATION (QS RANKINGS) BY UNIVERSITY, LEVEL
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There is no relationship between research citations and quality of teaching practice.
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The research capability of Australian universities
is one of the key justifications underpinning their

near-monopoly status on the provision of ITE. As the
data shows, this rationale is not supported by avail-
able evidence. While a ‘nexus’ between research and
teaching may exist in other fields, it does not appear
to be present within education and teacher prepara-

tion qualifications.

95

94

Australia’s ITE places relatively little weight on practi-
cum time in the classroom, despite this being the
greatest factor in predicting early career effectiveness

While school-based practicum placements have typi-
cally been valued by preservice teachers,'# Australian
school systems have long grappled with ineffective
implementation and coordination of effective part-
nerships between ITE providers and placement host
schools.*5 146 As a result, many preservice teachers
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report a lack of opportunities to study, practice, and
rehearse teaching.'#’

To promote classroom-readiness, it is necessary to
ensure preservice teachers receive sufficient quantity
and quality of time in their practicum.

Current Australian ITE accreditation requires pro-
grammes to include at least 80 days of in-school
practicum for undergraduates and at least 60 days in
graduate programmes. This is equivalent to around
half the time that teachers in England spend during
their practicum — where they are also required to be
placed in two schools during their training.

The US NCTQ'’s advice to ITE providers is less about
an emphasis on the duration of practicum (though
they recommend that ITE students receive at least 10
weeks of practicum time, with most programs provid-
ing around the equivalent of 70-80 days of practicum)
but with two quality factors. First, ITE students are
expected to receive written feedback from at least
four classroom observations from their supervisor
within their training semester (or year, depending on
program). Second, when assigning preservice teach-
ers to supervising schools and teachers, ITE providers
are expected to ensure that the supervising teacher
has the skills needed to support the preservice
teacher and that there is evidence to affirm that they
are themselves an effective instructor, as measured by
student learning.

There is now very strong evidence demonstrating

the importance of school-based practicum in teacher
preparation,4® 14 as it is well-established that the
best predictor of early career teachers’ effectiveness is
their early in-class performance.!*° 15! Research shows
that pre-service training in schools is formative in
teachers’ instructional practices once in-service!>? 153
154 155 35 well as their likelihood to stay in teaching.t>¢
First-year teachers can be as effective as typical third-
year teachers if those new teachers spend their stu-
dent teaching experience in the classroom of a highly
effective teacher.

Importantly, research generally finds it's especially the
quality rather than quantity!>” of preservice practi-
cum that best explains graduate teacher effective-
ness. Teachers who undergo longer student teaching
periods may feel better prepared and are more likely
to continue teaching. However, research indicates that
longer student teaching does not necessarily make
them more effective in their instruction compared to
those with shorter durations of student teaching.*>®
More generally, teachers’ perceptions of preparedness
are not associated with actual effectiveness in the
classroom,*>° €0 though they appear to be related to
retention. %!

There are several evidence-based factors that con-
tribute to more effective preservice placements.
Teachers who are placed in schools with a history
of strong achievement gains, high-quality learning
environments, %2 with instructionally effective teach-

ers, high rates of teacher retention, and quality
teacher collaboration, are more likely to become more
effective themselves, and generally have lower rates
of attrition.63

There is especially strong evidence that preservice
teachers who are trained by instructionally-effective
supervisors are themselves more effective.64 165 166
This appears to be due to both more effective mod-
elling of practices and more effective coaching.!¢”
Moreover, there is also evidence that professional de-
velopment of supervising teachers in how to be better
coaches can contribute to further improving preservice
teachers’ performance. 168

Classroom-readiness can be assessed and measured
in appropriate methods

There are two broad measures used in Australia to as-
sess knowledge and readiness of teachers.

The first is a basic skills test of preservice teachers’
literacy and numeracy, known as the Literacy and
Numeracy Test for Initial Teacher Education (LAN-
TITE). In many countries, no such screening tool is
needed — either because competition for teaching
places allows a market rather than regulatory mecha-
nism to select high-quality teachers, or because the
tertiary admissions process already sufficiently filters
candidates based upon their academic capabilities. In
Australia, concerns about weak admissions standards
across the higher education settings — particularly
trends to admit students without sufficient reference
to school exit exam results — has lowered confidence
in the capacity of universities to maintain high aca-
demic standards.1%°

The second assessment is the Teaching Performance
Assessment (TPA) — a compulsory assessment of
practical skills and knowledge of pre-service teachers,
before they can graduate.'”?

In theory, TPAs ensure ITE graduates are applying
what they have been taught over the course of their
degree. In practice, TPAs vary in quality,!’t typically
focus on teaching materials rather than classroom
observations, and usually allow unlimited attempts,
making them an insufficient measure of classroom
readiness in their current form.

It is common practice in school systems across the
United States to include a range of basic skills tests,
content knowledge tests, pedagogical content knowl-
edge tests, and in-field teaching performance assess-
ments.!”2 As discussed above, each of the knowledge
bases can contribute toward teachers’ effectiveness
in-field in various ways, but regulating the quantity
of courses in each respective area is not generally
reliable — which has partly necessitated monitoring
performance in standardised assessments instead.

Evidence about the validity of teaching performance
assessments is more recent within the research. While
there is international evidence to suggest that at

least some components of the teaching performance
assessments (and similar instruments) are relatively



predictive of teachers’ in-field effectiveness in the
classroom,!73 174 there have been mixed results in
finding any statistical association with higher student
achievement.7> 176

Nonetheless, generic classroom observations tend

to mostly provide valid and reliable information. In
addition, higher observational scores during pre-
service training are also related to lower rates of
teacher attrition, after controlling for student teach-
ers’ demographic characteristics and their academic
achievement.'”” When well-calibrated, external, and
independent, classroom observations are reliable
measures of teachers’ effectiveness,7817° 180 jnclud-
ing when used for high stakes evaluations of perfor-
mance.!®! There’s also evidence that classroom obser-
vations are especially good for distinguishing between
weak and sufficient teaching standards of early career
teachers, compared to alternative approaches.!®? In
classroom observations, classroom management is
found to consistently be most strongly and consistent-
ly predictive of teachers’ value-added scores.!®3

An OECD analysis of top-performing education sys-
tems shows that their ITE programs focus less on pre-
paring preservice teachers to be academics and more
on preparing teachers for the classroom — finding that
preservice teachers in high-performing countries begin
practical teaching in schools earlier, spend more time
in practicum, and receive more and better support in
the process, compared to other countries.®* Greater
attention to classroom management,!8> prepara-

tion for the work of first-year teaching (including the
amount of focus on practice and having a teaching
placement),8¢ 87 and promoting supportive learning
environments!® are consistently found in effective ITE
programs.

How graduate teachers rate how well their ITE pro-
gram prepared them is at least partly associated with
observations of their practice. However, this is limited
to the preparedness in terms of classroom manage-
ment and providing supportive learning environments,
but not to other features, such as preparedness for
teaching diverse learners.8°

Accountability of ITE providers

Across ITE systems, there are several pertinent ac-
countability objectives that can support how the sector
operates: monitoring program quality and providing
reliable information to stakeholders and policymakers;
assisting consumers (including prospective teachers
and employers) to make informed choices about study
and employment decisions; and providing valuable
information about relative strengths and weaknesses
of programs to support continuous improvement by
ITE providers.t?

However, accountability efforts in the ITE sector have
generally failed to meet these objectives. Instead,
policymakers have concentrated on quality measures

that are based on what is most feasible to directly
measure or observe, rather than necessarily the
quality measures most related to the effectiveness of
graduate teachers. This has resulted in mixed levels
of confidence that the ITE sector is meeting a level of
accountability that meets public expectations.

While various reform efforts have resulted in compli-
ance-based standards to regulate quality of teacher
preparation, concerns remain around the consistency
of performance within the sector and a lack of confi-
dence from the industry, employers, and policymak-
ers.

As a result, some education systems and researchers
have increased efforts to examine teacher preparation
through shifting away from inputs-based approaches
and towards outcomes-based ones.191 Within the
Australian context, the TEEP was tasked with report-
ing on how quality measures for ITE could be linked
to funding arrangements. In the Panel’s report, it
identified four potential broad indicators to inform
performance monitoring and, potentially, funding of
ITE providers:

Selection: Based on participation rates of diverse
and high-quality candidates in areas of workforce
need (i.e., First Nations students, students from
regional and remote locations and low socio-
economic backgrounds, school leavers with a high
Australian Tertiary Admissions Rank and students
enrolled in Science, Technology, Engineering and
Math subjects).

Retention: Based on the proportion of students
who leave their course.

Preparedness of beginning teachers: Based on
students’ perceived preparedness for entering the
teaching profession and their satisfaction with the
quality of their course.

Transition: Based on the employment outcomes
of recent graduates and early career teachers.

Variations in the performance of ITE providers can be
significant

Researchers studying ITE programs have compared
effectiveness of in-service teachers (as measured by
indicators like classroom readiness, student achieve-
ment, and the like) based on the different ITE pro-
grams that they participate in or graduate from.

Surprisingly, however, some early studies did not con-
sistently find significant differences on average among
the graduates from different institutions or pro-
grams.!®? That is, while researchers consistently found
large between-teacher differences, they found only
modest between-ITE provider or between-program
differences.193 194 195
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This is important, because if researchers cannot
observe differences between programs, it means they
cannot distinguish highly effective and less effective
ITE programs or providers. Instead, any differences
in trainee teachers' effectiveness during service are
attributed to their personal attributes.

Though this finding has been replicated over sev-
eral studies, it is not unanimous. Other studies have
instead observed significant variations in between-
ITE-provider beginning teacher effectiveness — espe-
cially when measuring outcomes through classroom
observations, ¢ %7 including with some differences in
the impacts and variation across domains of study.%®

In two studies that found relatively high between-ITE-
provider variation, the difference between the average
and the most effective ITE programs was estimated
to be roughly equivalent to the difference in achieve-
ment between disadvantaged and not disadvantaged
students,*° while in another, graduates from top
quartile ITE programs performed as though they had
the equivalent of an additional year of initial teach-
ing experience when compared with graduates from
the bottom quartile.?°® Other research has estimated
that the differences between the least effective ITE
providers relative to the state average corresponded
to between 5 and 10 weeks of student learning in
mathematics and between 6 to 20 weeks of learning
in English language arts (ELA).

Such studies demonstrate that differences in instruc-
tional quality of teacher preparation programs can
potentially produce significant differences in out-
comes?! — particularly when measured in terms of
average observation ratings of graduates (rather than
student achievement results).2°2 293 In order to maxi-
mise the reliability of between-ITE-provider evalua-
tion of programs, researchers encourage the use of
multiple measures — including observation ratings,
as well as a comprehensive on-site inspection process
(where assessors visit teacher preparation program
providers and collect evidence, including observing
trainee teachers, course instructors, and stakeholder
interviews).204

An important caveat in the research is that, generally
speaking, only a minority of ITE programs appear to
have a significant effect on teachers’ effectiveness,
with most reporting little or no effect. For instance,
one study found that ITE graduates from only 3 of the
23 programs graduated with any significant difference
in their effectiveness than what was observed as the
average level for graduates.?°> Another study identified
3 out of 10 programs that graduated teachers who
consistently outperformed average new teachers.2%¢
And, in another, 10 institutions had more effective
graduates on average, 2 institutions had less effec-
tive graduates, and 3 institutions had graduates who
performed at statistically similar levels.?” And, finally,
a study in Washington State found that only 2 of

13 teacher preparation programs produced student
achievement gains that were significantly different
from a comparison group.2%

Robust quality assurance models of performance mon-
itoring can be informed by international best practice

While the regulation of ITE has traditionally focused on
inputs alone, there are now some education systems
who have extended this monitoring to the outputs and
outcomes of ITE providers.

This is important, not only because inputs alone may
not adequately describe the relative quality of ITE pro-
viders and programs, but also because regulators may
not always be able to precisely control quality through
inputs alone. Moreover, regulation of this kind can
result in perverse changes in the behaviour of provid-
ers to strictly meet the compliance objectives, rather
than the outcomes ultimately desired (which are far
less fungible).2%®

Among the most ambitious approaches are those
employed in some jurisdictions of the United States —
including states such as Tennessee, Texas, Louisiana,
Massachusetts, Colorado, and Illinois. While some
common elements are observed across these systems,
varying emphases are placed on areas of importance
of policymakers.

For instance, in Louisiana’s Teacher Preparation Qual-
ity Rating System, ITE providers receive an overall
rating score, as well as specific ratings for:

® Preparation Program Experience (based on
on-site reviews and measures of content
knowledge and teaching methods, feedback
and candidate performance, and continuous
improvement processes);

® Meeting Educator Workforce Needs (particu-
larly whether teacher candidates are being
placed in high-need schools, or being accred-
ited in high-need areas); and

e Teacher Quality (based on value-added data
of graduate teachers).

In Massachusetts, quality assessments are made
across domains — namely:

® The organisation (asking if the organisation
is, overall, set up to support and sustain ef-
fective preparation of teachers);

® Partnership (which concerns fitness in meet-
ing the needs of the pre-K-12 system);

o Continuous improvement (which concerns
the continuous improvement efforts in better
preparing educators);

e Candidate (which concerns candidate’s ex-
perience within their ITE program in being
prepared effectively);

e Fields-based (which concerns whether candi-
dates receive the necessary experience to be
classroom-ready); and

® Instruction (which concerns the knowledge
and skills of graduating teachers) domains.

The performance data is collected from graduate
surveys, surveys of principals, focus groups, in-
service and preservice teacher evaluations, surveys



of supervising teachers, among others. ITE providers’
performance data is publicly reported as the Educator
Provider Annual Snapshot.

The Tennessee State Board of Education publishes a
Report Card on ITE providers, which reports transpar-
ent data across a range of areas, including:

e Candidate recruitment and selection (the
academic strength and diversity of ITE in-
takes and the proportion serving high-needs
schools);

® Employment and retention of graduate teach-
ers;

e Candidate assessments (namely of teaching
skills, subject knowledge, and pedagogy, as
measured by licensure examinations);

® Satisfaction ratings (of graduates rating their
program, employers’ perceptions of gradu-
ates; and school-based partners’ perceptions
of preparedness of teachers); and

® Graduates’ effectiveness and impact (as mea-
sured by observation scores and value-added
measures of student achievement in gradu-
ates’ classrooms).

And Texas provides a wide range of measurement

for consumers and the sector through the Educator
Preparation Data Dashboard. Of particular note in this
accountability system is that performance is measured
against four accountability indicators:

® Graduates’ certification examination results in
content, pedagogy, and professional respon-
sibilities assessments;

® Principal survey ratings of the preparation of
first-year graduating teachers;

® Frequency and quality of field observations;
and

® A graduating teachers’ satisfaction survey.

The emphasis across each of these systems, in various
ways, is to provide highly transparent information to
users — including students and prospective stu-
dents, employers, and other ITE providers. In effect,
this supplies participants in the ITE market with the
information and quality signals needed to ensure that
decision-making of stakeholders is made as well as it
could be.

Related approaches also rely on a high level of cen-
tralised government-led monitoring of the sector,
including with punitive penalties for underperforming
providers. In part, this has motivated reform to ITE
quality assurance in England. Here, ITE providers are
inspected and assessed by the Office for Standards in
Education, Children's Services and Skills (OFSTED).
Quality ratings (ranging from outstanding, good,
requires improvement, and inadequate) are assigned
to ITE providers for the purpose of transparency and,
in the event of achieving an ‘inadequate’ rating, may
result in disendorsement of the ITE provider as ap-
proved for initial teacher preparation. Among the data
collected and reported in this process are the char-

acteristics of ITE cohorts, the outcomes (particularly
completion and employment rates) of graduates, and
the like. Over recent years, a marked observation

in the ITE market has been the withdrawal of some
university-based providers, seemingly in anticipation
of difficulty meeting the revised expected performance
standards.

Australian policymakers have indicated a willingness
to better link the performance of ITE providers and
their public funding — seemingly using a performance-
based funding model. There are relatively few interna-
tional examples of relevant funding arrangements for
comparison that are specific to ITE — however, there
are many education systems in which outcomes- or
performance-based funding models operate, especially
in the United States (with Tennessee, in particular, as
a leader in this regard).

Some particular peculiarities with Australian higher
education make it difficult for governments to use
funding levers for quality assurance. For instance,

it is possible for legislative amendments to specifi-
cally allocate the number of university-based ITE
places — including which institutions are eligible for
these enrolments — though this may be an inefficient
method, particularly in absence of quality indicators
for employers and students.

Similarly, the current (and relatively menial) per-
formance-based funding arrangements for universi-
ties are calculated and distributed at the institution
level, not the program level, so it would be difficult to
directly target financial incentives through this means
to teacher education programs, on current settings.
It is also not clear that the very broad institutional
performance measures (including graduate employ-
ment outcomes, student experience, student success
and equity group participation by Indigenous, low
socio-economic status and regional/remote students)
are necessarily fit-for-purpose for quality assurance of
ITE providers specifically.

Importantly, there are frictions in Australia’s ITE
market that currently limit the ability of employers,
prospective students, and other stakeholders from
making quality decisions — ultimately also reduc-

ing performance incentives across the sector. The
Productivity Commission (in both its review of the
National School Reform Agreements and its Productiv-
ity Inquiry) noted that consumers of ITE do not have
sufficient information to make informed decisions
about the quality of ITE providers. Similarly, The QITE
review indicated that the accreditation standards used
by teacher accreditation regulators do not provide
incentives of reward, recognition, and continuous
improvement to ITE providers to meet accreditation
standards.

In any case, there is a strong case for establishing a
framework of quality assurance for ITE providers and
programs — and especially one that offers the breadth
of relevant quality markers that are required to inform
the sector fully and fairly about relative performance.

29



30

To do so, quality assurance must cover all relevant
aspects of teacher preparation, from the inputs of ITE
candidates to the outcomes of ITE graduates, and
many aspects in between.

Monitoring the inputs to ITE

Monitoring for the inputs to ITE focuses on who, and
how, candidates are admitted to programs. This is
because quality is often associated with the relative
selectivity or rigour that institutions or programs apply
in their admissions process, or the degree to which
ITE providers are admitting the ‘right’ candidates,
based on policy objectives of the sector’s demand.

This could include the gatekeeping of entry to pro-
grams based on standardised assessments (academic
and non-academic), the grades or levels of school-
leaving credentials (such as the ATAR or grades in
selected Year 12 courses), disposition or personality
assessments that assess ‘fitness for teaching’ (such as
the Teaching Beliefs and Mindsets Survey), admissions
acceptance rates, and the like.

Similarly, other inputs monitoring may include the
extent to which programs admit candidates that are
underrepresented — such as diverse and minor-

ity populations, or those with in-demand academic
backgrounds, such as mathematics and science spe-
cialisations, the geographic distribution of candidates
(particularly in terms of regional and remote loca-
tions), or the age or sex of candidates (particularly in
systems where males or mid-career candidates are
underrepresented).

Monitoring the processes of ITE

Monitoring for the processes of ITE focuses on how
ITE providers or programs administer their training.
This could include a wide range of characteristics of
programs from the enrolment patterns (for instance,
what proportion of students undertake their qualifica-
tions through on-campus or full-time study modes),
how programs are structured (such as whether pro-
grams are aligned with a predefined standard of ITE
content, the proportion of trainees who are success-
fully placed in preservice practicums), the processes
involved in making preservice placements (such as the
rigour with which ITE providers apply in selecting host
schools for placements and the like), the standard of
reference materials like textbooks used in providing
instruction, the experience or suitability of ITE training
faculty (such as the research quality or school-based
experience of faculty members), the duration of pro-
grams (such as meeting mandatory hours of instruc-
tion), the institutional support available to students
(such as having supportive staff to coordinate and
assist with transitioning toward in-service graduation
and meeting relevant permissions to teach in appli-
cable jurisdictions), and the pass or repeat rate of ITE
courses in pedagogy and subject knowledge courses
(where applicable).

Monitoring the outputs of ITE

Monitoring for the outputs of ITE focuses on the ability
of providers or programs to convert an intake of stu-

dents into a cohort of graduate, in-service teachers.
This can include the successful completion rate of ITE
students (or, similarly, the dropout or attrition rate),
the employment rate of ITE graduates (such as the
proportion of graduates who are successfully placed
in-field in the year following graduation), proportion of
graduates who successfully meet licensing or accredi-
tation assessments (where applicable), proportion

of graduates who are assessed as meeting teacher
performance assessments through observations of
practice (and not simply teachers’ self-efficacy or
confidence ratings alone), the feedback of supervis-
ing teachers during preservice placement, ITE content
and pedagogical knowledge assessment.

Monitoring the perspectives of ITE

Monitoring of the perspectives of ITE is important for
ensuring that participants in the teacher prepara-

tion process feel that it is meeting their respective
needs. Measurement could focus on how stakeholders
(including ITE students, employers, and the like) ex-
perience and perceive components of teacher prepa-
ration. This can include a wide range of stakeholders
(including ITE graduates, exit surveys from candidates
who drop out of ITE programs, and so on), ITE gradu-
ates’ perceptions of preparedness at graduation, ITE
students’ ratings of faculty’s teaching quality, ratings
from supervisors and principals on the school-based
placement experience, and so on.

Monitoring the outcomes of ITE

Finally, monitoring for the outcomes of ITE focuses

on the ultimate effectiveness and persistence of ITE
graduates once successfully in-field. To this end, it

is implied that ITE providers and programs ought

to be, at least partly, accountable for these results.
Some measures that can be employed include teach-
ers’ evaluation ratings from supervisors or principals
(including both in-class and outside-of-class ratings of
performance), classroom observation ratings from ex-
ternal assessors, student surveys of classroom prac-
tices (such as surveys of instructional clarity and the
like), and the early career retention rate of graduates.
In some contexts, the collection of student achieve-
ment data may be informative over several years as
an indicator of teachers’ effectiveness (as is collected
and reported in systems such as Tennessee).

Policy implications

The quality of ITE providers, not ITE students, is re-
sponsible for the sector’s underperformance

Over recent years, much has been made of an implied
lack of quantity and quality of ITE graduates — lead-
ing to public scare campaigns about a shortage of new
teachers entering the profession and that teachers’
academic standards are too low. But, by and large,
these concerns are unfounded or exaggerated. The
size of the teacher workforce has been growing at re-
cord pace and will likely grow ahead of medium-term
needs. This is because the number of teachers exiting



the profession is easily compensated by new entrants
in almost every year on record. And while there are
occasional anecdotes about potentially academically-
unsuitable ITE candidates being accepted into univer-
sity places, the incidence of these is extremely rare
and, where applicable, reflect a wider higher educa-
tion policy failure, rather than one that’s ITE-specific.

Far more concerning is the persistent underperfor-
mance of some ITE providers — and the sector at
large. Successive independent reports have defini-
tively shown that ITE providers do not consistently
offer preservice teachers with the training needed to
be effective upon graduation. In addition, teachers’
reported classroom-readiness has declined over recent
years, despite longer and notionally more rigorous ITE
qualifications. Moreover, dropout rates across several
ITE providers have significantly worsened over recent
years.

Rather than a focus on the inputs to ITE — potential
teachers’ academic abilities and the like — the focus
for policymakers must be centred on the outputs —
the quality of preservice training offered by ITE pro-
viders — and the outcomes — the successful prepara-
tion and effectiveness of graduates — of ITE.

Research suggests that the difference in teaching
graduates’ effectiveness from high-performing and
low-performing ITE providers can be the equivalent
of around an additional year of teaching experience.
For this reason, ensuring that the performance of ITE
providers is maximised will be key to further improve-
ment in the sector.

A lack of completing, rather than commencing, ITE
students is the problem facing the teacher workforce
pipeline

Public and stakeholder concerns about widespread
teacher shortages have been repeatedly echoed over
recent years, but tend to be misinformed or inflated.
Nonetheless, data did show a decline in commencing
ITE students over two years — 2018 and 2019 — fur-
ther sparking concern for the incoming teacher pipe-
line. This has prompted a range of policy initiatives
intended to provide additional incentives, especially
for undergraduates, to enrol in ITE qualifications.
However, this may not be the most effective policy
approach.

First, it has misdiagnosed the source of the (tem-
porary) decline in ITE commencements. The major
factor in the recent decline in ITE commencements is
not — as popularly believed — due to a collapse in the
willingness of school leavers to consider teaching as a
profession; or generally due to policy settings at all.
Rather, it can be attributed to demographic reasons;
in particular, a clear drop in the potential university
cohort. Moreover, this demographic blip has since
been reversed — resulting in above-trend numbers of
ITE students commencing in 2020 and a near-record
number of new ITE students in 2021.

And secondly, a far more pernicious problem in ITE

is not the lack of commencements, but the lack of
completions. Only around one in two students who
start an ITE degree complete it. Most student drop-
outs are concentrated in a relatively small number of
universities — and those who study ITE part time and
remotely are at greatest likelihood of not completing
their degree. Today, a little over half of ITE students
are enrolled in programs that are delivered on-
campus, with the rest enrolled online or only partially
on-campus.

As a result, policy measures for both student and
ITE incentives should be better targeted. A greater
emphasis must be placed not just on attracting more
entrants to ITE (which can result in generally expen-
sive and inefficient policy approaches), but to ensur-
ing those who enrol in ITE have a greater chance

of completing and being placed as graduates. Even

a small increase in the completion rate of ITE stu-
dents can make a significant impact on the incoming
teacher pipeline. For instance, if the part-time study
rate could be halved, that would reduce attritions by
18%, or lead to nearly 2,000 extra graduations a year.
University funding should be tilted toward providers
who maximise the number of ITE students who are
engaged in on-campus and full-time enrolments.

A promising financial incentive approach could be

to provide graduate teachers in in-demand fields,
particularly maths and science, with a ‘phased bur-
sary’, which effectively acts as a short-term salary
supplement during the early years in teaching. This
approach is far more efficient than bursaries that are
either offered across-the-board or on other narrow
grounds. Evidence shows that this can significantly
increase the number of STEM graduates who join the
teaching profession.

Given the demographic trends that will likely increase
the number of ITE commencements overall in the
years ahead, policymakers would be better placed in
ensuring that efforts to attract ITE students are lim-
ited to in-demand fields, and that efforts are concen-
trated on increasing the completion rate and employ-
ment of ITE students.

Potential teachers are not necessarily where they are
needed

There are more teachers employed in Australian
school systems today than ever before — including
more per head of student population. However, these
available teachers are not necessarily located where
there is demand.

As a proportion of the student-aged population, there
are relatively few teachers in the Western suburbs of
Sydney and Brisbane, outer suburbs (west and south-
east) of Melbourne, and outback Northern Territory.
By contrast, there are a relatively high proportion of
teachers residing in inner Melbourne, Brisbane, and
Sydney (including Sydney’s inner-West), as well as in
coastal suburbs (such as Sydney’s Sutherland Shire),
and regional coastal towns (such as Mornington Penin-
sula and Geelong).
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Namely, there are around three times more teachers
per head of student-aged population in inner Mel-
bourne (where there is the greatest abundance in the
country) as in the outer suburbs of Brisbane (where
there is the greatest scarcity).

A relatively small number of teaching degree-holders
are currently employed as teachers. Policymakers
could find better outcomes from recruiting or re-
registering qualified teachers who are not currently
working as teachers.

Among the potential performance indicators of ITE
providers and systems must be the allocation of
teachers to in-demand and hard-to-service geographic
locations.

ITE operates in a protected, rather than competitive,
market

Though universities enjoy a privileged position in
Australia’s ITE market, it's not clear that this is neces-
sarily optimal. The typical justification for a near-mo-
nopoly in supplying teachers is based on a presumed
research-teaching nexus from universities — namely
that there is a transfer between university-based
research to the teaching of students. Analysis of data
shows no relationship between research and teaching
quality across Australian ITE providers.

Unlike school systems in the United Kingdom and
United States, Australia’s ITE is far more rigid in who
can provide teacher training and who can become a
teacher. In England, around two in five ITE students
complete a school-led pathway and, in the United
States, around one in five ITE students is engaged in
some form of non-traditional teaching pathway.

Over the past decade, English schools have signifi-
cantly expanded the ITE market toward a supply-side,
locally-responsive approach, rather than one that is
entirely centrally managed and university-led. This
has allowed schools and local partnerships to bet-

ter support teacher training grounded in classroom
practice and school-based employment. Evaluations
show that this approach has diversified the providers
in the ITE market, supplying graduates at comparable
or lower cost than traditional ITE programs, and has
especially improved the coordination of school-based
partnerships for practical experiences during training.

Australia’s ITE market could be diversified in at least
three ways. First, through removing the funding bias
against non-university higher education providers
who offer ITE, but don’t receive the same access to
Commonwealth support (even though they must meet
the same quality standards for accreditation). Second,
to expand the market of ITE providers, policymakers
should support the growth of external teacher training
academies, specialised in providing and supporting
local partnerships in school-led training. And third,

to support this, policymakers should identify best
practice schools who could potentially pilot as a hub of
school-led ITE training programs.

ITE providers require clearer guidance to provide evi-
dence-based, scientifically-informed teacher training

Under current regulatory settings, it is not clear that
(or to what extent) ITE providers are effectively
implementing intended policy interventions to require
prescribed content, such as phonics-based instruction
and assessment.

Meanwhile, over the past decade, English policymak-
ers have made substantial progress in shaping a
shared understanding of core content to be covered in
ITE programs — which is validated through indepen-
dent inspections and against relevant indicators of an
effective curriculum.

Among the weaknesses in Australia’s ITE content is a
lack of foundational understanding about the science
of human cognition and learning, evidence-based
teaching practices aligned with this scientific under-
standing, and behaviour and classroom management
strategies that are supported by scientific evidence
concerning attentional control and related concepts.

As recently endorsed by the TEEP, Australian policy-
makers should enforce a new framework of core con-
tent that is regularly moderated through an indepen-
dent and external advisory group. To enable validation
of ITE programs, and to support continuous improve-
ment efforts, policymakers should undertake inspec-
tions of providers to monitor course delivery against
the agreed core curriculum indicators.

In order to better monitor the content of ITE pro-
grams, policymakers could consider substituting
efforts at regulating the mandatory content require-
ments with pedagogical knowledge exit exams that
specifically test graduates’ understanding of critical
elements of scientifically-informed teaching practices
found to be associated with highly effective teaching
practice.

The most formative, but most fickle, part of ITE is the
school-based practicum component

By far the most impactful component in teacher
preparation is the time spent in the classroom with

an expert supervisor. There are several evidence-
based factors that are known to support preservice
teachers to become well-prepared for the classroom.
Research shows that trainee teachers who are placed
in the classroom of a highly effective teacher during
their practicum are as effective as a third-year teacher
when they graduate.

However, despite the evidence base pointing to the
critical role played by school-based practicum, this
has long been an area that has lacked the coordina-
tion needed for consistent success. The engagement
across university-based providers, department bu-
reaucracies, host schools, and preservice teachers has
often been haphazard.

International best practice shows that it is possible for
policymakers to set high standards for partnerships
to prioritise the school-based practicum in teacher



preparation. School systems should ensure that highly
effective schools are provided incentives to be host
schools for trainee teachers, highly-effective supervis-
ing teachers should be identified and provided support
in order to do so effectively, and ITE students should
benefit from being placed in two schools during the
course of their preparation. Future federal funding
should be tied to the implementation of practicum
partnership reform and quality assurance of this pro-
cess.

Quality is not adequately measured and monitored in
Australian ITE

Australia’s ITE providers do have a formal accredita-
tion process, but it's focused on a crude measure

of the quantity of content (particularly mandatory
content requirements) in ITE, rather than necessarily
ensuring the quality of it. At present, there is little ex-
ternal confidence that can yet be placed in the Teach-
ing Performance Assessment (TPAs) as a sufficient
measure of quality assurance.

To ensure a more complete picture of teachers’
knowledge and readiness, policymakers could con-
sider assessing the merits of phasing out the LAN-
TITE assessment and replacing it, over time, with a
standardised teacher knowledge assessment. Among
a range of other indicators of performance, this should
assist in identifying ITE programs and providers who
are best preparing graduates, and where there are
opportunities for improvement. The content of knowl-
edge assessment tests should be moderated through
a national external oversight board.

Australia’s ITE market requires robust and publicly
transparent performance measurement

Some school systems in the United Kingdom and
United States have developed robust performance
monitoring approaches toward ITE providers, with
publicly transparent reporting of relative performance.
Importantly, this has supplied valuable information to
signal to the ITE market, supporting informed deci-
sion-making from ITE consumers and employers, and
helping to direct demand to the best performing ITE
providers.

By contrast, Australia’s accountability process is rudi-
mentary. To the extent that higher education provid-
ers publicly report information, it is too general to
make conclusions about the performance of teacher
preparation. Significant coordination of data collection
is required to support a comprehensive accountability
mechanism, but this would be a worthy investment
to bring much-needed quality assurance to the ITE
market.

Importantly, performance-based accountability should
provide wide coverage of metrics that are relevant to
ITE providers and to policymakers. This should also be
converted into a summative performance standard to
aid in interpretation for users. For instance, measure-
ment should range from:

e Inputs (such as the incoming ITE candidate
characteristics, particularly the proportion of
enrolments for whom the ITE is recorded);

® Processes (such as the enrolment patterns of
students, success rate of school-based practi-
cum partnerships, alignment to core content
indicators, and the like);

® Outputs (such as the relative employment
rate of ITE graduates into schools, including
high-needs schools, teacher knowledge as-
sessments, and the like);

® Perspectives (how employers rate classroom-
readiness of graduates, student surveys of
teachers (where applicable), and graduates’
rating of ITE programs); and

e Outcomes (effectiveness of graduate teachers
in the classroom, early career evaluation and
progression of graduates, retention rates of
graduate teachers, and the like).
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Conclusion and recommendations

The effective preparation of teachers remains a key
aspect of education policy and one that many school
systems grapple with. Given the consistent evidence
of the ‘novice penalty’ of new teachers — and the
professional burden of underprepared early career
teachers — there is clear justification for improving
the outcomes from teacher preparation programs.

Based on this paper’s analysis, there are opportunities
to further improve teacher preparation policy settings,
including by learning from other school systems — in-
cluding some from United States and United Kingdom,
as well as others not documented here, such as Sin-
gapore and Ireland.

However, there are some signs and opportunities for
improvement, based on recent research evidence
and successful policy implementations in comparable
school systems to Australia’s.

Despite many missed opportunities for reform, Austra-
lia’s policymakers have made some encouraging prog-
ress over recent years, but additional commitment
toward reform will be necessary to reverse decades

of underperformance of the ITE sector. That may
include more ambitious approaches to quality assur-
ance of ITE providers and programs than has typically
been welcomed within the sector. It may also require
several implementation steps in order to ensure that
there is sufficient infrastructure into the medium term
to support the data collection, validation, and modera-
tion of standards within the sector and across jurisdic-
tions.

This paper provides support for the conclusions
reached by the TEEP’s recent review into ITE and poli-
cymakers are encouraged to fully implement its find-
ings. In order to further enable success in ITE reform,
several additional recommendations could support
these aims:

® Ensure consistency in the content contained
in ITE degrees through robust and regular
inspections of ITE providers’ course content,
rather than relying on university providers to
self-report;

® Develop quality assurance indicators focused
on outputs and outcomes of ITE, including
the classroom readiness and early career
performance of graduate teachers, rather
than the inputs to ITE;

® Further develop quality assurance indica-
tors with a view that, in time, the market
can self-regulate through more transparent,
timely, and reliable performance information;

e Ensure any financial incentives intended to
increase supply of new teachers are targeted
and focused on in-demand teachers, such as
through a phased bursary to maths and sci-
ence graduates;

e Tilt the financial subsidies to university ITE
providers to those who enrol sufficient pro-
portions of their students in on-campus and
full-time study patterns;

e Deregulate the ITE provider market by re-
moving the effective monopoly provider sta-
tus of universities, including supporting the
establishment of school-based and diverse
teacher training academies;

® Improve the assessment of preservice teach-
ers, by phasing out entry and screening
exams of literacy and numeracy foundational
skills, and replacing this with standardised
teacher knowledge exit exams (specifically
targeting essential science of learning peda-
gogical knowledge);

® Produce and report on teacher workforce
needs through a national *heat map’ to better
inform employers, as well as prospective and
graduating teachers, about geographic and
subject area teacher demand and supply;

e Invest in a consistent approach to provid-
ing practicum based on evidence of what
works: early and sustained placement in
highly-effective schools with highly-effective
supervising teachers, with two placements
guaranteed to all graduates; and

e Deregulate mid-career entry to teaching by
fully accrediting and promoting one-year
postgraduate teaching degrees and flexible
starting salaries for graduates with a range of
prior experiences.

With a comprehensive range of supports, including
early career scaffolding, teacher preparation can be
a lever for sustained improvements in the Australian
teacher workforce — and ultimately the outcomes of
students.
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The effective preparation of teachers is a key aspect of education policy that many school systems grapple
with. But, unfortunately, Australian teachers have not consistently benefitted from high quality preparation,
resulting in decades of near-constant reviews into the sector’s performance. Despite many missed
opportunities for reform, Australia’s policymakers have begun to make policy inroads for improvement,
but additional commitment toward reform will be necessary to reverse decades of underperformance of
the teacher training. In this paper, the authors provide a detailed analysis of teacher training in Australia
and further opportunities for reform. It puts reform efforts in international context, assesses the drivers
of both the commencements to, and completions from, teacher training qualifications, discusses the
suitability of the current training market, the suitability of current content in training degrees, and options
for improving the accountability of Australia’s ITE providers. With a comprehensive range of supports,
teacher preparation can be a lever for sustained improvements in the Australian teacher workforce — and
ultimately the outcomes of students. The authors offer a series of recommendations that could chart
reform into the years ahead.
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