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The Independent Education Union of Australia (IEUA) is the federally registered union which represents teachers, principals and education support staff in non-government schools, early education learning and post-secondary colleges.  
The IEUA has 65,000 members nationally.  In the school sector, the membership density is approximately 65% thus giving the union a legitimate and authoritative voice on professional and industrial issues on behalf of members in responding to the various educational inquiries and debates within the community.

The IEUA has a deep knowledge and understanding of the professional role and work of its members in teaching Australia’s students. This includes professional including curriculum, assessment, reporting, the organisation of teaching and learning, and the standards underpinning professional knowledge and practice.

The IEUA supports, in principle, the MCEETYA Action Plan 2009-2012 for the Educational Goals for Young Australians.  The IEUA believes that the Action Plan provides an appropriate framework for the building a comprehensive program of action to deliver the Goals.

The IEUA notes that the Action Plan represents the higher level elements for delivery of the Goals and anticipates that further consultation with stakeholders and the commitment of the necessary resources to realise the Plan will be evident in the next stage of this process.

The IEUA makes the following key observations in relation to the Action Plan:

Key Recommendations:
Developing stronger partnerships
Build teacher capacity to engage with international research, best practise and new initiatives through facilitating and supporting such opportunity
Partnerships need to be underpinned by adequate resources and facilities
Supporting quality teaching and school leadership

The IEUA believes that what is required in Australia is the development of an integrated career structure for teachers that is reflective of the work currently underway in Australia around accomplished teacher standards, including the work of teacher registration authorities and subject associations.
The IEUA supports the concept of professional career pathways underpinned by the right to professional learning and the development of an objective framework that supports, encourages and focuses on teachers’ professional development.

Strengthening early childhood education
Address the shortage of early childhood teachers and graduates choosing to work in the sector

Early Childhood Teachers should be given parity in wages and conditions with their counterparts in primary schools. 

Early Childhood Teachers should be registered by the Institute of Teachers. 

Additional funding needs to be allocated and distributed to preschools by the Federal Government as many are struggling to remain open. Funding also needs to be made available to renovate existing non-profit children’s services.
Enhancing middle years development
A clearly articulated career path in middle years teaching needs to be developed
Ongoing professional development for middle years teachers requires resourcing
Development of appropriate administrative and management structures is required to support the middle years of schooling

Need for research into appropriate models of school leadership for the diverse range 

of contexts in Australia

Need for significant investment in the development and support of the various aspects of school leadership in relation to the middle years of schooling
Supporting senior years of schooling and youth transitions

Need for professional development for school guidance officers and all general staff including the opportunity to undertake Certificate IV in Career Development.

Need for more guidance officers in schools.
Adequate resourcing of the implementation of the blueprint and understanding of professional development of teachers is required to ensure that students develop adequate and lifelong active career management skill
Promoting world-class curriculum and assessment

There must be automatic mechanisms established by ACARA to ensure that teachers and unions are included at decision and policy making level
A systematic program for ongoing development, evaluation and review of national curriculum and assessment must be established, including a process of broad consultation with the profession
The national curriculum must provide opportunity and support for teachers to address critical social issues that must address the indigenous, geographic, socio-economic, ethnic and cultural issues that affect student learning across the nation
School performance data should not be made publicly available unless legally binding provisions are in place to manage the risk of harm to students and school communities resulting from negative media attention.

Improving educational outcomes for Indigenous youth and disadvantaged young Australians, especially those from low socio-economic backgrounds

The IEUA believes that increased resources and support, particularly investment in linking pre-schooling and schooling to communities, strongly focusing on indigenous culture and languages in pedagogical approaches to learning and significant increases in resourcing and implementation of strategies targeted at rapidly increasing the pool of indigenous teachers and other education staff.
It is imperative in ensuring that the needs of Australian children and young people are able to be met is the necessity for Australian governments to establish and fund an appropriate National Resourcing Standard which reflects the current actual costs of schooling to meet the National Goals.
Strengthening accountability and transparency

Assessment and reporting policies and practices must by developed by education authorities in collaboration with the teaching profession to ensure that such practices are valid, reliable, fair, equitable, and motivate students to further develop their learning
The development and implementation of assessment and reporting policies and practices must respect and involve the expertise of teachers and have their support and full confidence; and allocate appropriate timelines and resources for consultation and implementation of any changes in policy and practice, including consideration of workload implications
The reporting process must be an integral part of the teaching and learning process. The reporting process should enhance students’ own capacities to reflect on their learning, their successes and areas for further learning.
Following is a further elaboration on the key elements with respect to the ‘eight inter-related areas’.
 MERGEFIELD Day_File 
Developing stronger partnerships 
 

The IEUA notes that the most glaring omission in respect of this section is that there is no overt recognition of employees of schools as such, nor of teachers.

The most striking point is that 'schools' are referred to, 'students' are referred to, 'quality teaching and learning in schools' is referred to as are other groups such as 'parents' and 'a generic reference to 'school communities'.

 

Teachers and support/administrative staff  are at work on a worksite at a school.  They have professional interest in their students, learning and education, but employees on-site also have lives and careers and are also part of community themselves at various levels and in various connections.

 

Connecting the term 'schools' to other identified groups is not a helpful construct. 

 

One of the imposed partnerships which is not very helpful is the politicisation of education.

 

Building effective partnerships with parents and families to support student learning is rightly identified as important.  However, partnerships are built through particular relationships with and between teachers, students and parents in particular settings, not with 'schools' and parents.

 

The essence of partnerships with higher education providers is the need for release time for teachers to be able to engage with initiatives  (eg STAR project for SACE in SA). That is, build teacher capacity to engage with international research, best practise and new initiatives through facilitating and supporting such opportunity.

 

It needs to be clear who is responsible for the conduct of schools in partnership models,  that is, educational best practice is in the hands of the professional teaching community and specifically the 'head teacher' or Principal.  Not all views from all quarters are of equal merit.  Just because everyone has been to school does not make all community opinions about schooling equally expert and of equal merit.  The expertise of teachers needs to underpin partnership arrangements.  Referring to 'schools' instead of 'expert education leaders' for example diminishes the apparent value of school input.  

 

Partnerships need to be based on a firm recognition of expert knowledge of teachers and school management (educational leaders not the business manager).  The intersection with political involvement has been a message that 'schools' and therefore 'teachers' need 'fixing'. This has been an unhelpful and at times destructive construct.
 

Integration of services and developing partnerships is not a problem.  The modelling of what constitutes a 'school community' is however a problem.  It should not be reduced to a deficit model of teaching and schools but focus on student learning and engagement and the role of teachers in that process.

 

Career paths for teachers has been missed  as a partnership opportunity.  ie career paths both within schools and  in and out of teaching needs to be part of the partnerships arrangements.  Teachers need to be part of a live community. Career paths for other school-based employees should also be explored.

 

Partnerships will only be successful if underpinned by adequate resources and facilities.  There is not much point in having partnership arrangements if class sizes for junior primary (Reception/Kindergarten-3) are too large and the teacher cannot get enough time on tasks with students.  This is also an issue in relation to the pre-school and early learning.  
 

Partnerships could also include an international perspective for the teaching and learning community so that we learn from international developments just as a number of countries have learned from Australia's past endeavours.

 

Supporting quality teaching and school leadership

The Independent Education Union of Australia has long supported the recognition of accomplished teachers in schools as part of a comprehensive program to enhance quality teaching.  For two decades, the IEUA has argued for recognition arrangements that provide teachers with opportunities for more varied, fulfilling and better paid jobs and improvement in the educational opportunities and collegial support in schools 

Such a package should involve a well supported program of teacher skill development – which the union views as a professional right – that is integrated into a democratically managed program of whole school development.

The IEUA believes that what is required in Australia is the development of an integrated career structure for teachers that is reflective of the work currently underway in Australia around accomplished teacher standards, including the work of teacher registration authorities and subject associations. Such a career structure requires a substantial commitment of resources by employers and governments.  The integrated career structure should take into account the many phases in a teacher’s career including early career, experienced, highly accomplished and leadership.

· The IEUA believes that appraisal of accomplished teachers must be on the basis of agreed criteria, and that the appraisal must be conducted fairly and impartially by trained personnel. 

· The IEUA notes that international research reveals that quotas undermine the collaborative approach which characterises teachers’ work. Teachers find themselves competing with colleagues which can lead to an unproductive work environment and adversarial relationships among staff.  Therefore any notion of arbitrary quotas should be rejected. 

· The IEUA expects that an indication of genuine commitment to recognising accomplished teachers by employers and governments requires a commitment to ongoing funding for the plan.

· The IEUA notes that research evidence points to the success of any such initiative being dependent on the support of all who will participate or are affected. This includes teachers and their unions, employing authorities, administrators and the community. All these groups should therefore be included in the planning process.

· The IEUA rejects the notion of ‘remunerating’ teachers on the basis of student outcomes.  The IEUA notes that such an approach has been tried and has failed in other countries.  Further, such an approach undermines the collegial and supportive team environment critical for quality teaching and learning 

· The IEUA also rejects the quite naïve notion of ‘rewarding’ teachers based on popularity or ranking measures as divisive, lacking in any objectivity and subject to patronage.

Framework and Standards

The IEUA has long supported the concept of professional career pathways underpinned by the right to professional learning and the development of an objective framework that supports, encourages and focuses on teachers’ professional development. Such a framework recognises not only the complex nature of the work undertaken by teachers but also the collegial, cooperative and supportive environment that is critical to the ‘full’ educational interests of students

The development of objective frameworks or standards must reflect recognition for commitment through professional learning, active engagement in the life of the school, as well as the teacher’s commitment to and provision of opportunities in the learning environment of students. This reflects the community’s expectations that a full and positive school experience provided by accomplished teachers for students is manifestly more substantial and broader ranging than the overly simplistic notion of assessing teachers through student outcomes on the national testing benchmark agenda.

The IEUA notes and endorses key elements of the TeacherSolutions report by the Center for Teaching Quality  (www.teacherleaders.org) and in particular notes the following recommendations underpinning any scheme to recognise accomplished teaching:

•
Get the base-pay system right

•
Any scheme must be open to all; that is, no artificial cap or quota and not limited to subjects that are tested

•
Recognition for relevant additional degrees and Professional Development

•
Encourage collaboration

•
Incentives for high need areas

•
Include teachers in the development

Principles

In this context the IEUA believes that the following principles are necessary in the development of any systemic approach to identifying and rewarding accomplished teachers.

The importance of accomplished teaching

1. Student achievement depends to a large extent on the knowledge, skills and application of their teachers

2. Greater value needs to be placed on the work of teachers who attain accomplished teaching standards to provide significant incentives for all teachers to develop their professional practice.

3. If greater value is to be placed on good teaching, it is necessary to increase our ability to evaluate teacher performance in ways that are valid, reliable and fair.

Defining accomplished teaching

1. Standards for defining accomplished teaching should be research-based, and subject to rigorous validation.

2. Standards for evaluating teacher performance should reflect the full scope of what teachers are expected to know and be able to do, and factors that are under their control.

3. The knowledge and skill underpinning effective teaching is sophisticated and complex – standards for accomplished teaching and methods for gathering evidence need to reflect this complexity.

Assessing accomplished teaching

1. Valid methods for evaluating teacher performance focus directly on evidence about what students are doing, learning and experiencing as a result of conditions for learning established by the teacher.

2. Systems for rewarding accomplished teaching should be based on high teaching performance standards, not on quotas. (It is in everyone's interest for all teachers to achieve high teaching standards)

3. Such systems have a different purpose from annual reviews of performance based on contractual duties that are the responsibility of employers: they are intended to support major stages of career advancement.

4. A valid system for assessing teacher performance does not narrow or distort the curriculum that teachers are expected to teach

5. Valid systems for assessing teacher performance require schools with conditions that enable teachers to teach as well as they can

6. Valid systems for assessing teacher performance take into account the context of specific teaching-learning environments

Implementing systems for identifying and recognising accomplished teaching

1. Governments, employing authorities, registration bodies, the teaching profession and their unions all need to be involved in designing and implementing systems for identifying recognising accomplished teaching.

2. A system for identifying accomplished teachers needs to be administratively feasible, publicly credible, professionally acceptable, legally defensible and appropriately funded.

3. Systems for identifying teachers who attain high standards of teaching should be profession-wide and provide teachers with a widely-recognised portable certification. 
4. Promotional positions need to be available in schools for teachers who are awarded professional certification to capitalise on their expertise and capacity for teacher leadership.

5. An effective system for rewarding accomplished teachers will require additional recurrent funding from governments.

6. Effective systems for identifying accomplished teachers provide incentives and information that lead to improved teaching practices

A general framework for teacher standards

A general framework based on standards developed in collaboration with the profession, research based and verified should identify and support an integrated career structure for teachers.

The Ministerial Council of State and Federal Education Ministers (MCEETYA) has already proposed a National Framework for Standards including four career dimensions (Graduation, Competence, Accomplishment and Leadership) and describes the work of teachers through four categories(Professional Knowledge, Professional Practice, Professional Values and Professional Relationships.)

Based on the work of MCEETYA and the work in a number of jurisdictions in Australia to date, the IEUA believes that the following scaffold can be used to broadly describe the teaching career structure with an appropriate hierarchy of standards for each band.

· Pre-service teacher education

· Graduate teacher

· Competent teacher

· Accomplished teacher

· Leadership

The IEUA notes the work of a number of State registration authorities on standards including the Queensland College of Teachers, NSW Institute of Teachers and the Victorian Institute of Teachers.  The IEUA supports the continuing work of the State registration authorities and believes that it will be possible in time to develop a Nationally Consistent set of standards to describe and identify teachers across the various teacher career bands.

Strengthening Early Childhood Education

1.0
Key issues or concerns

1.1 Need for increased funding

The Federal Government needs to provide operational subsidies to cover a percentage of the cost of employing qualified staff in all early childhood settings. In Queensland, State DECKAS funding covers 80% of teacher’s wages but in NSW there is no adequate funding arrangement in place for preschools. The NSW School Investment & Reform Plan is woefully inadequate in terms of financial investment, involves an extremely complicated and detailed application process and lacks transparency in terms of allocation of funding. In NSW, early childhood education and care is further complicated because preschools receive funding from State governments whilst child care centres receive funding from the Federal government. This significant discrepancy financially disadvantages families who send their children to preschool (as opposed to childcare) and has negatively impacted enrolments in NSW preschools. Ineligible for CCB and CCTR means that a significant number of families are unable to afford preschool fees of between $30 and $40 per day. 

In addition, capital assistance must be made available to not-for-profit preschools to assist maintenance of appropriate building and equipment standards. This form of assistance is currently extremely inadequate and is provided on a sporadic basis through DoCS in NSW. By contrast, DECKAS capital provides 50% of the costs of an approved project up to a maximum of $50,000 for any one year to successful applicants in Queensland. 

1.2 Inequity of Access

Corporations engage in “residualisation”, where they cater only to the most profitable parts of the industry, leaving non-profit organisations to care for those children who require services that decrease profitability (Press, 2005, p. 284). Research has shown that Indigenous communities and families from Non-English Speaking Backgrounds experience disproportionate difficulties in accessing appropriate services (Press & Hayes, 2000, p. 35). “Residualisation” has led to a severe shortage of places for children with disabilities. Children with additional needs are “mainstreamed” into preschools and childcare centres. However, government funding provides only up to $60 per day for preschools and up to $84 per day for LDC centres to enrol children with high support needs. As this subsidy does not reflect the costs of providing education and care for children with disabilities, the private sector has little motivation to offer them places. Consequently, community-based centres are depended-upon to enrol increasing numbers of children with additional needs. In order to address this problem, government funding must be increased to cover the cost of employing additional staff, training and the purchasing of resources to care for and educate children with additional needs appropriately.  

Biddle (2007) found that 79.46% of three year old Indigenous children did not attend pre-school and 76.05% of non-Indigenous children did not attend pre-school. Of four year olds, 47.31% of Indigenous children did not attend pre-school and 37.52% of non-Indigenous children did not attend pre-school. Taylor (2004) confirms that “…parents in low-income families were less likely to use paid child care than other families at all stages…and less likely to use local libraries or attend playgroups” (p. 4). Paradoxically, these are the children who can most benefit from quality Early Childhood Education. Vinson (2006) demonstrated that pre-school participation is significantly correlated with household income in NSW, with 49% of four year olds from the lowest income quintile and 66% from the highest income quintile enrolled (p. 5). Families who utilise preschool services should be given immediate access to the Federally-funded CCB and CCTR.  

Early Childhood Services are increasingly expected to enrol children with additional needs. However, the cost of educating these children is not reflected in the funding that centres receive. Children with high support needs require 1:1 support and the $76.50 maximum Federal Inclusion Support Subsidy (FaHCSIA website) does not come anywhere near the cost of employing a casual Child care Worker at approximately $180 per day or a qualified Early Childhood Teacher upwards of $206 per day. Staff do not receive adequate training to work with these children, with 75% stating their training was inadequate, 60% stating they were not confident to include children with disabilities into their program and 11% stating they had not received any training at all (Mohay & Reid, 2006, pp. 35-42).

2.0
The MCEETYA action Plan must:

2.1 
Address the shortage of early childhood teachers and graduates choosing to work in schools

The IEU believes the Federal Government allocation of $53.9 million to increase university places for Early Childhood Teachers and $12.4 million to reduce HELP debts for teachers who work in regional and high-disadvantage areas are important measures to address the shortage of qualified staff. However, more needs to be done in regards to their wages and working conditions. The principles of the free market have failed to address the shortage of qualified early childhood staff. Theoretically wages should be driven up as employers compete for qualified staff. There is a significant discrepancy between the wages and conditions of Early Childhood Teachers working in long day care centres, pre-schools and primary schools. A four year trained first year out teacher who works casually with DET earns $272.81 per day, rising to $314.99 on Step 4. The same teacher earns $219.14 rising to a maximum of $260.33 in an early childhood setting. For permanent staff, 4 year trained Early Childhood Teachers working for DET earn between $52,745 and $78,667 per annum, compared with $43946 to $64557 in a long day care setting and $42,256 to $62,075 in a preschool setting. This represents is a 17 - 21% difference.

Early Childhood Teachers who work in primary schools also have 11 weeks holiday per year, whilst those employed in long day care receive four weeks annual leave. Those in school receive paid maternity leave whilst those employed in Early Childhood Services, despite 96-99% of the workforce being female (Sumsion, 2005a, p. 109), are not entitled to paid maternity leave (other than a minority of teachers working for KU, SDN, Health Department and Local Government Centres).

2.2
Staff Qualifications

There is no nationally-mandated level of staff qualifications and the vast majority of states in Australia do not require the employment of university-qualified teachers in childcare centres. Given that research clearly demonstrates the importance of qualified staff in promoting children’s development, it is very concerning that “…only about 8 per cent of staff in child care centres have an early childhood degree level qualification” (Elliot, 2004, p. 9).

2.3
Burnout

Improved child:staff ratios (particularly for 0-2 year olds) in all centre-based services need to be introduced as soon as possible. Centres that work to minimum ratios are placing excessive stress on staff and undermine outcomes for children. Warrilow et al. (2004) stated that 39 per cent of survey respondents stated that inadequate child: staff ratios contributed to the shortage of trained staff. Several stakeholders highlighted the impact that caring for a lot of children can have, with staff feeling they are unable to meet individual requirements and the demands placed on them by parents expecting individual care at all times. 

Warrilow et al. (2004) found reasons for the shortage of staff include a lack of ongoing education opportunities, poor working conditions, a lack of professional support, limited opportunity for career progression and the low status of the profession in society. The situation is exacerbated by the fragmentation of the sector, funding restrictions and a mismatch between pre-service training and job expectations, the level of administrative work required and workplace stress and burnout” (cited in Fisher & Patulny, 2004, p. 7).

Brennan (2006) tells us that staff turnover in the child care industry is very high: “Approximately 70 per cent have been working in the area for four years or less” (p. 224). Noble & Macfarlane (2005) state “…at the beginning of their second year of service, Early Childhood Teachers reported significant increases in burnout, in comparison to primary and secondary school teachers” (p. 53, cited Noble, Goddard & O’Brien 2003). Early experiences as a teacher influence the decision of whether or not to remain in the field. Conditions experienced at this time can substantially influence the level of effectiveness the teacher is able to achieve and maintain throughout her/his career (Noble & Macfarlane, 2005, p. 53). Poor working conditions need to be addressed urgently because those employed in early childhood services are afraid to approach their employers on their own behalf. Research confirms: “Dissatisfied children’s services staff generally prefer to leave the profession rather than participate in industrial action” (Sumsion, 2005b, p. 44).

2.4
Workload

Teachers have traditionally been expected to carry out programming duties and researching and sourcing of resources outside of working hours. Whilst this is appropriate for teachers who work only in school terms, this is an unfair burden to Early Childhood Teachers employed in child care centres who work 38 hours per week, 48 weeks per year, face-to-face with the children. Teachers in Early Childhood Services record observations, write assessments of children’s abilities, needs and development, write educational programs and evaluate their lesson plans, as do their counterparts in schools. However, no programming or administration time is specified in the Teachers (Non-Government Early Childhood Service Centres other than Pre-Schools) (State) Award 2006. Only Early Childhood Teachers employed KU, SDN and ABC receive one-two hours per week programming time). I have spoken to many teachers working in long day care centres who estimate they work between four and 20 unpaid hours per week at home and at the centre.

2.5
Professional Status

Early Childhood Teachers desperately want families and the wider society to recognise the value of what they do. This lack of recognition of their professional status is a contributing factor to Early Childhood Teachers leaving the profession. Hayden (2000) reports that in a public survey, “Sixty eight per cent of respondents expressed negative views about the need for tertiary qualifications for those who work in the Early Childhood field. Eighty percent of respondents did not believe that Early Childhood specialists should be classified as ‘professionals’ (p. 62).  This could partly be addressed by implementing a process for Early Childhood Teachers to be accredited, as their counterparts working in primary education in NSW are. 

The lack of inclusion of Early Childhood Teachers in teacher registration with the New South Wales Institute of Teachers reinforces the low professional status of early childhood teachers in the community. This lack of professional standing undermines morale and contributes to the high numbers of qualified teachers leaving early childhood settings in order to work in primary schools. Between 80%-90% of university-trained early childhood students state that they intend to work in school settings due to better pay, conditions and professional status. Registering teachers will reinforce the importance of university qualifications in prior-to-school care and education. 

3.0
Recommendations 

3.1
Early Childhood Teachers should be given parity in wages and conditions with their counterparts in primary schools. 

3.2
Early Childhood Teachers should be registered by the Institute of Teachers. 

3.3
Additional funding needs to be allocated and distributed to preschools by the Federal Government as many are struggling to remain open. Funding should be linked to the employment of qualified staff. Funding also needs to be made available to renovate existing non-profit children’s services. 

Enhancing middle years development
IEUA notes that there has been a significant development of “middle schooling” theory and implementation of middle school structures and pedagogy in many schools across the country. However, there is a wide range of starting and end points for middle schools: some start at year 5 others at year  6 or 7 while some end at year 7 or 8 or 9. So any discussion of middle years development will need to be informed by a shared understanding of what range of years of schooling or the range of student ages is being addressed.

There is, too, a potential to lose sight of the importance of the primary sector. There needs to be some consistency in the descriptors used to define stages of development and education. For example in the National Curriculum documents there is reference to “Stages of Schooling;” most jurisdictions have early, primary and secondary stages of education. Middle schooling, and hence middle years development, should be carefully addressed and defined to prevent the diminishment of the significance of the primary sector and the primary teacher as important factors in the development of young students.

While IEUA agrees in principle with the broad sweep of ideas presented in the dot points, much greater clarity is needed in the articulation of these principles and in the use of terminology.

A primary area of concern is that there will be adequate, effective and appropriate resourcing of teachers and schools to achieve the outcomes indicated in the dot points.

RESPONSE TO THE MCEETYA ACTION PLAN

MCEETYA Agreed Action One

Preparation of varied teaching and learning approaches relevant to middle years students, including the use of innovative learning technologies to engage students.

IEUA seeks to respond to this agreed action under three sub-headings:

(i)
Staffing and specialist support

(ii)
Resourcing Needs

(iii)
School structures

(i) Staffing and Specialist Support

In order to effectively address the needs of students in the middle years, schools need to be well staffed with sufficient teachers with middle schooling knowledge, skills and understandings. Many of the pedagogies associated with middle schooling concepts are different from those used in the traditional primary context and significant professional development and support will be necessary if this action is to be effectively implemented.

It is for this reason that the distinction between Primary and Middle schooling needs to be teased out and clearly articulated. At this stage it appears that there is significant focus, and hence funding, directed to pre Prep to Year 3. Does middle schooling commence at year 4? And if so, is all schooling between years 4 and 9 to be considered middle years schooling? If this is the case, is it the intention to abandon the notion of the generalist primary teacher?  If this is the case, then there will need to be substantial investment in effecting this change. If this is not the case, then what is the place of the generalist primary teacher in the new scheme?

In many respects the action indicated promotes more questions than providing a clear understanding of a future course of action.

Specialist support for students in middle years of schooling is another area that demands significant attention. While there has been a great deal of concern expressed over the disengagement of students at this stage of their development, there has been very little provision of specialist support to help students, their families and their teachers deal with the problems that beset these young people. To address the wide range of causes of student disengagement it is vital that every school has adequate access to a team of professionals in a range of specialist areas including, social workers, educational psychologists, speech pathologists. Moreover, every school should be well supported with teachers who have specialised in meeting the needs of students with special needs. As not all families are financially able to access the support their children may need, a government serious about overcoming the difficulties experienced by many students in this phase of their education will ensure the provision of adequate funding to ensure every student has the opportunity to benefit from the education available to him/her at school.

(ii) Resourcing Needs

As mentioned above the key to resourcing effective middle years teaching strategies is the provision and maintenance of a highly skilled teaching workforce. To encourage the best and brightest to devote their skills to this area of teaching, it must be afforded the same status as other targeted areas of teaching. This requires the provision of a clearly articulated career path in middle years education, and salaries and conditions that encourage highly skilled and dedicated teachers to take up the challenges that this area presents. The provision of excellent pre-service courses in this area as well as ongoing professional development in the skills and strategies necessary for effective pedagogy in this area is essential. The development and maintenance of skills to identify students who are experiencing problems is also necessary. For example, the developments in knowledge and understanding of Asperger’s syndrome over the past decade had been dramatic – it is this sort of emerging understanding that needs to be regularly updated through professional development opportunities as well as developments in pedagogy, technology and subject specific knowledge.

A further aspect of resourcing that needs to be addressed is the provision of the means of engaging with new technologies. While the provision of computers to schools through the “digital revolution” of the current government is welcomed, without the support of technical experts on site to ensure the ongoing effective use of these technologies, the equipment may well become something of a white elephant for schools. Furthermore, ongoing professional development in the use of this equipment it vital if it is to be used effectively in the classroom and if parents, teachers and school authorities are to be confident that students are using the equipment appropriately.

If there is to be a dedicated middle years approach, then classrooms must be set up in ways that enable the implementation of the effective pedagogy and innovative learning technologies identified in the action.

(iii) School Structures

As already indicated, there is no clear strategy for middle years development outlined. This must be addressed. Following from this will come the clear understanding of the structures required to meet the needs of the students, teachers and school communities affected.

As there currently exists the infrastructure for early, primary and secondary education, the introduction of a significantly different approach to middle years development may well require the establishment of spaces more appropriate to a different mode of delivery of the educational programme. It may be necessary to provide funding for significant modification of existing buildings and the construction of new facilities following significant research into what physical conditions are best suited to the delivery of a world class education for students in this phase of learning and development.

If the model is to be significantly different to that of the traditional primary school mode of delivery, then it will also be necessary to change the management structures within these schools. Rather than the traditional Principal, Deputy Principal and classroom teachers with the provision of a few specialist teachers, it may be necessary to develop a more team based approach to curriculum development and delivery and to the other programmes offered in schools. Here too, significant research needs to be undertaken to ensure that decisions made in these areas result in the best practice that is the intention of the “Melbourne Declaration” and the MCEETYA Action Plan that has been constructed in response to it.

Issues

· Lack of definition of middle years development

· Do we need to separate schools into the binary of primary and secondary or phases of learning; eg, early, middle, senior.

· Shortage of suitably trained teachers

· Need for a clearly articulated career path in middle years teaching

· Need for ongoing professional development

· Lack of qualified support staff to assist teachers

· Lack of technical support in many schools of ICT

· Provision of appropriate learning spaces

· Development of appropriate administrative and management structures

MCEETYA Agreed Action Two

Providing students opportunities to negotiate their learning relevant to their current and future needs
IEUA believes that this “Agreed Action” is very vague in its expression of intention. It needs to be made clear that while some negotiation of learning is relevant in some situations, students are generally far too young to be making decisions about what will be excluded from their education at this stage. 

This Action needs to uphold the view that students at this stage of their development need to have access to a wide range of subjects and be afforded the opportunity to explore their strengths, weaknesses and interests. The critical point here is having effective pedagogical approaches to engage students in the various disciplines. Such engagement will subsequently allow informed decisions as to which areas they might ultimately choose to focus upon as they move towards specialising in specific disciplines.

Issues

· Vague expression of the intent of the Action

· Need to guarantee exposure to a wide range of disciplines in the middle years.

MCEETYA Agreed Action 3

Providing stimulating experiences, excursions and school-community links for middle years students, for example in remote, rural and international settings
IEUA endorses the ideas contained in this action as being educationally sound. However, as it is currently written it is not clear if all students are to have stimulating experiences, excursions and school-community links in remote, rural and international settings or that students in remote, rural and international school settings should be afforded opportunities that are available to students in metropolitan settings. Whichever is the case, the issue of how this is to be funded, how such experiences are to be worked into available school time and how such activities will be staffed is not addresses.

While it is good to have aspirational goals, addressing the realities of implementation of practices and structures that will enable the attainment of the goals is also necessary.

Issues

· Ambiguous expression of Agreed Action

· Need to address the implications of resourcing such activity in all settings
MCEETYA Agreed Action Four

Supporting school leaders and teachers to provide programs that foster motivation and improve the skills of students and teachers respectively
IEUA endorses the sentiment of this Agreed Action. However, as addressed above, the structure of education for middle years needs to be addressed and whatever the outcome structures around leadership models and the support necessary for leaders to function efficiently and effectively need to be addressed.

Significant research into appropriate models of school leadership for the diverse range of contexts in Australia needs to be undertaken so that the resourcing of leadership to facilitate the development of “programs that foster motivation and improve the skills of students and teachers respectively.”

Investment in the development and support of school leadership, whether as Principal, curriculum co-ordinator, head of department, head of KLA or other leadership function within a school, is long overdue.

Issues

· Need for indication of structure of middle years education in Australia

· Need for research into appropriate models of school leadership for the diverse range 

of contexts in Australia

· Need for significant investment in the development and support of the various aspects of school leadership

MCEETYA Agreed Action Five

Ensuring a positive school culture that promotes student wellbeing and assists young people to develop resilience in order to manage change and challenge
The IEUA endorses the sentiments contained in this Action. However, in order that the sentiment becomes reality, indications of how this might be accomplished need to be addressed. The specific actions required to realise this sentiment need to be indicated.

Of critical importance to achieving these outcomes is the provision of strong, capable leadership teams who have the skills and the support to engender a positive culture within the school community. 

It is also essential to ensure quality working conditions for both students and staff.

The provision of sufficient counselling services for students and, where necessary, the families of students, is a vital component to be articulated in this action.

Moreover, ongoing professional development for all staff who engage with students concerning the processes of developing resilience in students with differing ability, emotional intelligence and needs must also to be ensured.

Issues:

· Vision is good but how will the vision be funded and implemented

MCEETYA Agreed Action 6

Engaging at risk students by providing appropriate support that addresses their personal circumstances
IEUA acknowledges the vital importance of engaging at risk students. Once again, the specific actions required to make this a reality need to be articulated.
MCEETYA Agreed Action 7

Fostering stronger links between primary and secondary schools to support the transition of students in the middle years.
IEUA acknowledges the importance of supporting the transition of students to subsequent phases of learning. 

This Agreed Action clearly demonstrates the lack of clarity around how the middle years will fit within the educational framework – whether there is an intention to maintain the structure of primary/secondary, or move to define three distinct phases - early, middle and secondary.

Whichever model is adopted or if it remains that both models are in operation, the means by which such “stronger links” are fostered needs to be articulated and adequately resourced.

The increase in the range of tasks required of school leaders has already increased dramatically over the past decade. The realisation of this action will depend on the provision of the necessary expertise in every school.

Supporting the Senior Years of Schooling and Youth Transitions
Background

IEUA notes that over the last five years there has been a significant change in the way students choose subjects and are provided with a greater choice of offerings in senior schooling;  eg, school-based apprenticeships and traineeships, access to a range of vocational qualifications, access to training away from the school campus through TAFE or other private providers, structured workplace learning and university units undertaken while at school.  In some States there is no longer a direct relationship between the tertiary entrance score a senior student gains and the results reported on the Senior Certificate.  In many States the Year 12 population is static or is increasing, however, the proportion of students choosing to be eligible for and applying for university entrance is decreasing.  Tertiary ineligible students increasingly select subjects and other learning opportunities to suit their needs.

At a national level, vocational qualifications, training packages and the Australian Qualifications Framework and Australian Quality Training Framework have been streamlined and enhanced.  Australian Technical Colleges and Trade Training Centres have been established and funded to meet labour shortages. Careers advice and the development of a career development framework have provided schools with a platform for careers education. 

RESPONSE TO THE MCEETYA ACTION PLAN

MCEETYA Agreed Action One

Increasing access to and participation in high quality, industry-recognised training at Certificate III level for secondary school students, including through Trades Training Centres. 

IEUA seeks to respond to this agreed action under four sub-headings:

(i)
Staffing and specialist support

(ii)
Impact on Students

(iii)
Resourcing Needs (cost to run industry programs)

(iv)
Industry links

Trade Training Centres

(i)
Staffing and Specialist Support

The success of trade training centres relies on the ability to employ suitably trained teachers and specialist teacher aides and find them in the skill shortage areas such as construction and engineering.  Whilst such staff are not available currently, the downturn in construction later in 2009 might provide opportunities for recruitment.  Trainers in these centres will require education qualifications, trade qualifications and Training and Assessment qualifications.  Schools usually are unable to deliver such training and need to form partnerships with other providers forcing students to study off-campus in TAFE and Trade Training Centres. 

(ii)
Impact on Students

· Education and training pathways require skills to be transferable. Restrictions in relation to the number of subjects studied by a student and the restrictions of time to satisfactorily complete a subject should be eliminated. Students in Year 10 should be encouraged to undertake Certificate I vocational courses and, over subsequent years, be able to take some vocational courses through to a Certificate III level. Registration processes and teacher professional development would be needed to make this feasible for schools.

· Students will need access to workplaces for on-the-job training and will probably need to be off-campus to undertake training at Certificate III level as most schools are unable to register courses at this level.

· Engagement with vocational courses can lead to student disadvantage. Students who are off-campus for periods of time are often disadvantaged in other subject areas, extra curricula activities and sporting events.

· In many schools vocational elements are still seen as second best in terms of prioritising curriculum offerings and timetabling.

(iii)
Resourcing Needs (cost to run industry programs)

· At a school level consideration must be given to the cost of providing school based industry programs, especially infrastructure costs. This often leads to a decision to engage in a partnership program with a provider. This again leads to resourcing issues where already strained school budgets struggle to cope with the cost and time factors to facilitate and supervise off-site training.

· At the school level little consideration is being given to the managing of facilities and resources and the added responsibility of monitoring on off-site facilities. Examples include:

· Monitoring student learning 

· Monitoring student placement

· Financial management of infrastructure 

· Ongoing maintenance costs.

(iv)
Industry Links

Industry is still reluctant to employ students from school with Certificate III qualifications as they wish to train them on the job for their own purposes, do not want to pay the wages required for such a qualification and wish to access the government training subsidies for themselves.

Issues

· Shortage of suitably trained teachers/trainers

· Lack of suitability qualified support staff to assist industrial teachers

· Lack of consideration given to time required to administer and monitor the centre

· Structures not in place to monitor student outcomes

· Time spent by students off-campus impact on other senior studies

· Lack of support by industry to assist schools acquire the human and physical resources to offer Certificate III qualifications

· Lack of recognition by industry of the credibility of industry training in a school setting

· Lack of professional development opportunities to up-skill current industrial teachers

· Lack of processes to enable schools to share Trade Centre facilities in a region

· Inability of current industrial agreements to be flexible enough in the definition of a position of added responsibility to recognise the management of resources and facilities in schools and trade training centre environment

MCEETYA Agreed Action Two

Ensuring learning in the senior years is supported by access to computer, online tools and resources, and teaching expertise in using information and communication technologies (ICT)
1.
IT resources and skills

· IEUA believes most schools are well resourced with computers, however, the support infrastructure is weak;  eg, a technical person to ensure the smooth running of networks, wireless capabilities, student access to computers across a range of curriculum areas (most computer rooms are timetabled for computer subject classes).  Schools have ensured students from Year 8 have access to computer skills and the majority of teachers have sound computer skills to access information, design documents and save data.

· In some States ICT requirements are embedded into the senior syllabus, thus putting extra pressure on ICT resourcing.

Issues

· Infrastructure to support  large number of computers

· Digital Revolution funding provided for additional computers, however, resourcing and infrastructure are still key issues e.g. power phasing of schools, wireless internet

· Disparity of computer familiarity between teachers over 40 and those under 40 (willingness to engage with ICT)

MCEETYA Agreed Action 3

Partnerships with universities, registered training organisations and businesses to broaden the horizons of students, support educators and provide students with links to further training, careers and employment options
IEUA believes that partnerships with registered training organisations, businesses and universities create different sets of issues for schools and students.

(i)
Universities

· Linkages between school and university still require improvement as students focusing on a vocational pathway are still disadvantaged in relation to accessing tertiary studies. Tertiary entrance procedures need to ensure that all learning in the senior phase of learning is valued to ensure a seamless transition to further education and training. The subject choices made at 15 years of age should not limit one’s learning pathway for life. A tertiary entrance score is not all defining. A young person should be assured that, on completing any suite of subjects in the senior phase of learning, they have the necessary skills to participate in life, further study and employment. 

· Relationships with universities are well established and understood, however, tertiary institutions need to identify the skills required for their specific courses of study rather than relying primarily on the results gained in Year 12.  Students would need to gather evidence to prove that they have the required skills to be successful in a particular course of study. Assigning different values to subjects for tertiary entrance reinforces the attitude that some learning is more valuable than other learning. Discrepancies such as assigning an embedded unit of competency a value of 4.4 for a tertiary entrance rank and a stand-alone unit of competency 3.5 further confuses the issue of assigned values. Articulation and credit processes and procedures need to be clearly documented and disseminated to all stakeholders.  

(ii)
Registered Training Organisations (RTOs)

Whilst relationships with RTOs tend to focus on training for school teachers or instructors and/or the provision of courses on or off-site for students, the relationship is nevertheless a commercial one. RTOs are willing to provide a service to schools who can afford to pay thus raising the cost and resourcing of vocational study as a primary condition to a successful commercial partnership.

(iii)
Business 

Partnerships with business are the most difficult to manage and resource as these relationships rely on good will and respect.

Many schools rely on the parent body as a source of small business contacts, whilst other schools are fortunate to have established links with large companies but both require ongoing and time consuming face to face contact from dedicated and committed employees from schools to maintain relationships.

Business engages in partnerships with schools for two distinct reasons:

· Mutual benefit;

· Corporate responsibility.

Mutual benefit operates where, in return for the provision of industry experience, the business is able to vet potential employees and gains access through the school to the cream of potential trainees/apprentices as they leave school.

Corporate responsibility is where the business feels a responsibility to provide experience for vocational students and does so at a cost to themselves in terms of access to facilities, and liaison with the school.

These relationships are time intensive to maintain and add to the total cost of vocational education for schools.

Issues 

· A need to review tertiary entrance procedures to ensure a seamless transition from school to further education.

· Provide time to teachers or administration staff to monitor partnership arrangements and the outcomes being achieved by students involved in off-campus studying.

· Assist schools with issues that arise when implementing a flexible timetable eg student/staff ratios, student absence from school due to training, senior centres for independent learning and study on school grounds, transport costs to access private training or TAFE courses.

· Culture divide between schools and business which makes it difficult for both sides to see the pressures on the other.

MCEETYA Agreed Action Four

Ensuring all students have access to quality information and advice on further education, training, careers and employment options
(i)
General
· IEUA believes that schools and teachers need to be more informed about tertiary selection rankings in order to provide sound information to students and parents about the ranking system.  Most schools focus only on the tertiary entrance score as providing a pathway to further study.  Teachers’ knowledge of pathways is limited and little has been done in relation to professional development in this area. 

· Trainee teachers need also to be aware of the multiple learning pathways available to senior students. Education students at University tend to have followed a familiar pathway of learning and assessment and tend to perpetuate this tertiary pathway when they are appointed to schools.
(ii)
Career Information/Career Development

IEUA notes that many schools offer Certificates in Work Readiness, Work Education and Workplace Practices to students in Year 10, 11 and 12 to improve their knowledge of the world of work, career opportunities and further education and training options.  The Year 10 frameworks in all States include career information and the development of Senior Education and Training Plans as part of the curriculum offerings. Excellent support resources and materials have been developed at state and national level. The Australian Blueprint for Career Development and a Certificate IV in Career Development provides the foundation for sound teacher professional development.

Whilst the resources are good, the majority of teachers lack detailed knowledge relating to  career development and yet will be required to assist students in their decision making as part of the pastoral program of the school. 

(iii)
Embedding Career Information

Career development has been systematically developed and embedded in the curriculum in the middle and senior phases of learning in some States but this is not universal.

Moves to reduce curriculum offerings should not disturb this embedding. Schools not already doing so must seek to embed and value careers education rather than seeing it as an “add-on” to be fitted in where possible.

Issues

· Need for professional development for school guidance officers and all general staff – opportunity for staff to undertake Certificate IV in Career Development.

· Need for more guidance officers in schools.

· Managing career education in a school is an added responsibility that is not compensated with pay increase or release time in many cases.

· A need to improve the knowledge of teachers in relation to pathways for further education and training and to ensure such knowledge is communicated to students and parents.

· Schools/systems must prioritise and resource careers education in schools rather than leave it to the individual teacher to determine the priority in a crowded teaching day.

· Patchy implementation of careers guidance from school to school.

MCEETYA Agreed Action Five

Development and implementation of the Australian Blueprint for Career Development, a national project to develop a framework for life long, active career management skills
The IEUA supports the development of national blueprint and believes the big picture is promising, however, it questions how the vision will be funded and implemented in schools. 

We believe the difference between the required action and the individual school capacity to implement it will be the critical issue in the success or failure of a national blueprint.

The IEUA would be disappointed if the delivery of the agreed framework was just giving students access to a program on a computer.

We do not believe that translates into ensuring all students, at the school level, are provided with a guided and stimulating pathway to active career management or the ongoing skills to make this a lifelong practice. 

An agreed framework is a good start but ensuring all students have appropriate access is about making sure the resources are available to students through, and with the support of skilled and professional teachers who are professionally developed to facilitate the blueprint and are resourced and provided with the time and support to engage students. 

Issues:

· Vision is good but how will the vision be funded and implemented

· Ensuring that all students have access to the blueprint hinges on making sure schools/systems are able to deliver the resources to all students through affective delivery systems supported by trained and effective teachers.

· Inadequate resourcing of the implementation of the blueprint and understanding of professional development of teachers will not result in students developing adequate and lifelong active career management skill.

Promoting world-class curriculum and assessment

1.0 
ESTABLISHMENT OF THE AUSTRALIAN CURRICULUM, ASSESSMENT AND REPORTING AUTHORITY (ACARA)

The IEU is supportive of the establishment of a well resourced centralized agency to develop, coordinate and streamline the ongoing efficient and effective delivery of curriculum and assessment support to schools on a national basis. 

1.1
Concerns and Issues 

· The IEU is uncertain of the governance or structure of ACARA. At State level, teachers and their Unions participate at the decision and policy making levels of the State curriculum and assessment authorities through representation on their Boards and committees. 

How will teachers and Unions be represented at decision and policy making level on ACARA? 

Recommendation: There must be automatic mechanisms established by ACARA to ensure that teachers and unions are included at decision and policy making level. 

· Attaining a first class national curriculum and assessment practice is not a one-off endeavour. How will a “rigorous, world-class national curriculum” and assessment practice be maintained over time?

Recommendation: A systematic program for ongoing development, evaluation and review of national curriculum and assessment must be established, including a process of broad consultation with the profession.
· Curriculum should provide students with the knowledge and skills to enable them to manage their future needs. How will ACARA be resourced in an ongoing way to ensure that national curriculum and assessment remains first class, relevant, appropriate, timely and future oriented? 

Recommendation: ACARA must be provided with proper long term funding by Government to ensure maintenance of first class curriculum and assessment support to schools to meet the needs of all students.

2.0
CURRICULUM

The IEU has long supported educational reform in curriculum that is based upon research, that ensures educational validity and integrity and very importantly that supports teacher professional judgment.  

2.1 Concerns and Issues 

· Curriculum is not a values-free endeavour – it has always been an area of strong contestation and is so at the present time. The curriculum must provide teachers with the confidence to tackle critical social issues such as discrimination, whatever its form.  International evidence shows that equal opportunity policies raise standards but cannot work as effectively as they might if the curriculum constrains rather than encourages acceptance of diversity of lifestyles, values and beliefs.

Will ACARA ensure that areas of study in all subjects in the national curriculum encourage opportunity to examine critical social issues, to develop tolerance of diversity and extend understandings in values education?

Recommendation: It will be incumbent upon ACARA to develop a national curriculum that provides opportunity and support for teachers to address critical social issues that must address the indigenous, geographic, socio-economic, ethnic and cultural issues that affect student learning across the nation.

· The curriculum should be intellectually rigorous, promote creativity and collaboration but it must also provide a sense of learning progression for all students as well as guidance for students according to their potential and needs rather than by age. 

How will ACARA address the issue of student achievement, and the opportunity for success at learning, taking into account the various challenges (such as a learning disability) that some students face?

Recommendation: ACARA must utilize the experience of teachers through broad consultation around accurate, authentic, and realistic learning outcomes for diverse groups of students at various learning stages. There must be sufficient time for teachers to respond to students’ individual needs and interests.

· The plan is to develop a national curriculum in the key learning areas of English, mathematics, the sciences and history from 2011. There are indications that curriculum development in Geography and LOTE will follow. 

There is concern among teachers of those subject areas not yet identified (visual arts, technology and design, PE/Health) about the negative effect exclusion from a national curriculum may have on the perception, over time, of their subject’s worth and value.

Recommendation: That if a successful transition to a national curriculum in the subject areas selected for development occurs, then in a reasonable time, ACARA should commence work to include all subject areas in a national curriculum.
3.0
ASSESSMENT

The IEU believes that assessment and reporting policies and practices must be developed by education authorities in collaboration with the teaching profession to ensure that such practices are valid, reliable, fair, equitable, and motivate students to further develop their learning.

The IEU supports development of plans to improve the capacity of schools to assess student performance when they are properly resourced and appropriately implemented. The IEU agrees that assessment should always be linked to the relevant curriculum, to do otherwise is nonsensical.

3.1
Concerns and Issues

· The Union opposes increased focus on reporting of school performance and school improvement data that provides the potential for the misuse of data by sections of the media. 

Recommendation: No school performance data will be made publicly available unless legally binding provisions are in place to manage the risk of harm to students and school communities resulting from negative media attention (such as the publication of simplistic comparisons via league tables).

· Over time teachers have been forced to adopt assessment and reporting practices linked to compliance with government funding agreements. The IEU does not support this model of ‘reform’. 

Recommendation: Reform of assessment practice should respect and involve the expertise of teachers and have their support and full confidence. Such a model, combined with appropriate timelines, resources for consultation and implementation, and including consideration of workload implications will achieve sustainable change.

· The IEU does not support mass skill testing of students. It is expensive, wasteful of resources and time, and leads to training rather than learning. The results of current national tests provide little information to teachers that can be used to improve individual student learning outcomes. 

Recommendation: For the purposes of national and international comparisons, and large scale education planning, sample testing should be the preferred alternative for national skill testing.

4.0
RESOURCE SHARING

The IEU supports efforts to assist continuous improvement of curriculum and assessment at local levels, through sharing of best practice across jurisdictions. Likewise the IEU supports the development of high-quality curriculum and assessment tools, including online resources and tests to support classroom teaching

The IEU will work to assist and expedite resource sharing options that arise.
Improving educational outcomes for Indigenous youth and disadvantaged young Australians, especially those from low socio-economic backgrounds
1.0
Inequity a continuing and serious challenge

Australia has a significant challenge to be overcome in respect to the continued inequity of student performances.

The results of PISA and analysis of Australian national testing program show that Australia continues to have a larger than average gap between the performance of the highest and lowest achieving students.

The equity challenges for Australia have indeed been identified by Professor Barry McGaw, Director, Melbourne Education Research Institute University of Melbourne and formerly Director for Education Organisation OECD (1). He has argued that the concern in Australia’s performance lies not in its average quality but in the equity of its results in three areas.

The first is that poorer performing students are further behind in Australia than in other high-performing countries. Secondly, the difference in students’ social backgrounds is more strongly related to differences in their educational achievements in Australia than in number of other similar countries. McGaw states that Australia and the United Kingdom are among the high-quality, low equity countries.

The third equity concern in Australian education identified by McGaw is the extent of the differences in performance between schools and the extent to which it reflects differences in social backgrounds of the students not differences in what the schools do.

In addition to the challenge of the inequity of student performance is the issue of relatively low completion rates in Australian secondary schooling. This problem is outlined clearly in the Federalist Paper 2 the Future of Schooling in Australia September 2007, which states

Failing to complete upper secondary education, or its equivalent, has an impact on an individual’s life opportunities. Those who do not complete are at a disadvantage in the labour market in al OECD countries. The disadvantage is generally less in countries where there is relatively high proportion of the population which des not complete this level of education, but Australia is the exception. The non-completion rate in Australia is relatively high, but the disadvantage is greater than all but one OECD country. 

1.1
Early Learning

We know that high quality early childhood care and education is a key foundation block in ensuring young persons’ development and achievement of the outcomes we as a society see as essential. Well trained, well resourced and well supported child care educators are central to this.

1.2
Education of indigenous students

The fact the Australia’s indigenous people remain at the bottom level of every economic, health and social indicator is unacceptable. The report Dropping of the Edge released by professor Tony Vinson in 2007 (2) found that “despite our nations’ recent strong economic growth, some communities remain caught in a spiral of low school attainment, high unemployment, poor health, high imprisonment rates and child abuse”.

The Vincent report recommended a number of policy directions to address areas of greatest disadvantage, including for indigenous children and young people.

In respect to education and training, the report recommended :

· raising the educational attainment by improving early education programs, preschool attendance an improving primary schooling outcomes;

· Guaranteeing three and four year old children living in the 10% most disadvantaged localities in each state/territory 18 hours per week of free pre-school; and

· Support for projects which combine personal support, attention to educational deficits and skills development for disengaged young people.

The IEUA believes that correcting this must be a national priority. The IEUA believes that increased resources and support, particularly investment in linking pre-schooling and schooling to communities, strongly focusing on indigenous culture and languages in pedagogical approaches to learning and significant increases in resourcing and implementation of strategies targeted at rapidly increasing the pool of indigenous teachers and other education staff. 

1.3
Special needs students

The insufficient funding and support given to schools to enable them to provide adequate levels of early and continued intervention support for students with learning and behaviour needs remains a serious, fundamental problem for Australian schools.

The current funding measures are not fine enough measures to accurately account for the number of students with disabilities or other special needs, including behavioural/emotional problems, nor to take into account the particular educational needs of these students and their related costs.

There is an urgent need to develop a nationally consistent set of definitions regarding what constitutes disability for the purposes of funding.

2.0
Government spending on education continues to be too low

The areas of indigenous education, early years learning and intervention, students with special needs and investment in teachers are key areas in need of review and greater investment.

Australia spends less on education programs and active labour market programs than a majority of developed OECD countries. Moreover, compared to expenditure on education, training and research in North America, Western Europe, Singapore, Korea and China, Australia is going backwards. Our total spending on education was once well above the OECD average. Now it is below. This problem of under-resourcing raises serious questions about what is needed to both narrow the gap and to further improve our achievement further.

Despite the overwhelming evidence of the importance of early learning for three to five year olds a small 0.1% of GDP is spent on early learning, one fifth of the OECD average.

Imperative in ensuring that the needs of Australian children and young people are able to be met is the necessity for Australian governments to establish and fund an appropriate National Resourcing Standard which reflects the current actual costs of schooling. 

3.0
The Melbourne Declaration and MCEETYA Action Plan 

3.1
The IEUA notes the commitments made in the Melbourne Declaration on Educational Goals for Young Australians, specifically that Australian governments commit to working with all school sectors to :

· close the gap for young indigenous Australians

· provide targeted support to disadvantages students’ and

· focus on school improvement in low socioeconomic communities

3.2
MCEETYA Action Plan

The IEUA believes that the areas identified for action in the Action plan are all important and should assist in the achievement of improved educational goal for indigenous youth and disadvantaged young persons. However, the scope, detail and resourcing of the proposed actions is far too vague to enable an endorsement of the adequacy and appropriateness of the actions.

The IEUA agrees that the following areas identified are important:

· development of a plan to close the gap for indigenous children and young people, building on the strategies agreed in the Australian Directions in Indigenous Education

· provision of access to quality early childhood education programs for Indigenous children, including for all indigenous four year olds

· providing support and incentives to increase Indigenous participation in the education workforce, especially in remote schools

· supporting coordinated community services for indigenous for indigenous students and their families that can increase productive participation in schooling

· enhancing professional development in the teaching of English as a second language (ESL), literacy and assessment for teachers working with students from Indigenous language backgrounds

· encouraging a strong focus on the educational needs and well-being of individual students, including personalised planning for learning, provision of targeted support to address the learning and development needs of disadvantaged students and the mobilisation of tailored services from outside the school

Other areas such as the proposal to attracting high quality principals and teachers to disadvantaged schools, and to strengthen school leadership in disadvantaged schools are clearly important. However these proposals, including the action to provide principals with greater flexibility over school budgets, staffing, operations and external partnerships and clear accountability for the learning outcomes of all students will be insufficient to succeed if the general and targeted funding, resources and system supports are inadequate. 

IEUA notes that a number of the funding areas provided for in the new National Partnership Programs have as their general, and in some cases specific, focus indigenous youth and disadvantaged young Australians. The programs targeting indigenous students, low socioeconomic status school communities, literacy and numeracy, and early childhood education should provide additional funds for programs which will address inequity in performance.

While the IEUA is pleased at the targeting of addition funding to schools in low socio economic status communities, to students who achieve below the NAPLAN benchmarks, and teacher quality and leadership, however the way in which individual government and non-government schools will be identified and assisted is unclear. The union is concerned that the funding actually gets to the specific schools and students in need.

4.0
What needs to be done

4.1
Building on knowledge of what is necessary

As educators we know that there are a number of factors which are key in effectively structuring and resourcing learning and schooling to meet this challenge.  Geoff Masters of ACER has highlighted in much of his recent work that we must build on our knowledge of : 

· the real and significant extent of individual differences among students

· the importance of matching learning opportunities to student’s current levels of attainment and readiness through differentiated instruction

· the real professional challenges that teachers and other educators  face in catering for individual differences in classes

· the support needed to support teachers in their identification of individual learning needs, including ensuring that teachers have training and ready access to assessment instruments and diagnostic tools

· the necessity to resource, create and promote programs and learning environments which allow individual needs to be better addressed . These include:

· personal learning programs

· individualised and small group teaching

· accelerated learning

4.2
Changed learning environments

Masters and other leading education researchers point to Finland as an example. Their strategy of early and continuing intervention and specialised and additional staffing is credited with much of their success. In Finland, ‘special education’ teachers have been introduced to work with students who are below benchmark standards. Every eighth teacher in Finland is special education teacher and 30% of students work with these teachers individually or in small groups.

The capacity for schools to be able to develop and implement the programs necessary requires substantially increased staffing of teachers and other education staff, ongoing and high quality training in cutting edge diagnostic assessment and intervention strategies.

4.3
Building teacher capacity

Building teacher capacity to undertake this complex and demanding work is essential. Building this capacity in Australia’s teaching force goes far beyond simplistic strategies such as providing “rewards” for small numbers of highly accomplished teachers or placing a high performing teacher or principal in a school.

Building teacher capacity requires a sustained commitment to the provision of high quality professional development, support and time for professional learning teams in schools, and resourcing of collaborative and flexible working teams of teachers, support staff and other specialist professionals.

4.4      Funding

4.4.1 Teaching and Learning Resourcing Standard

To ensure that schools have the capacity to meet the educational needs of all students, Australian governments needs to develop and deliver a framework of teaching and learning resourcing standards that are based on the actual education benchmark needed to provide quality education for every student. This standard also needs to establish the standard necessary for high quality environments for students with disabilities and other special needs, and for indigenous children and young people, in particular involving:

· appropriate levels of specialist teaching and support staff

· appropriate staffing and other resources to ensure class sizes which allow optimum teaching and learning, individual and small group learning

· time release for evaluation, curriculum and program planning and development , working in teams, liaising with parents and external professionals and agencies

· access to high quality and relevant professional development focused on best practice knowledge and skills

· adequate system/sector provided specialist support and resources

4.4.2   General recurrent funding for primary schools

The IEUA commends the government for funding an additional $635 million over the next four years to bring government primary school students on a par with the funding rates for government secondary students.

This acknowledgement of the inequity and inadequacy of the differential funding of primary and secondary schools has significance for the funding of non-government schools, and the IEUA calls for this redress to be clearly adopted in the funding of non-government schools.

(1) McGaw B.  2007 Crisis? The real challenges for Australian education Independent Education Vol 37 number 2 July 2007

(2) Vinson T.   2007 Dropping of the Edge Report Jesuit Social Services

Strengthening Accountability and Transparency

IEUA Statement of Principles

The Independent Education Union of Australia while supporting the strengthening of accountability and transparency believes that assessment and reporting policies and practices must by developed by education authorities in collaboration with the teaching profession to ensure that such practices are valid, reliable, fair, equitable, and motivate students to further develop their learning.

The current environment in which assessment and reporting changes are occurring is characterised by a number of major aspects. These include increasing federal government intervention by linking compliance with government agendas to funding, increased focus on reporting on school performance and school improvement data and misuse of data by the media.

The development and implementation of assessment and reporting policies and practices must: 

· Respect and involve the expertise of teachers and have their support and full confidence;

· Allocate appropriate timelines and resources for consultation and implementation of any changes in policy and practice, including consideration of workload implications.  

Principles for Assessment

The IEUA believes that the following principles should guide the development and use of assessment instruments:

· Assessment methods should be planned as an integral part of course developments

· Assessment processes must be reliable, fair and equitable

· Assessment should be based on an understanding of how students learn 

· Assessment should be aligned with the curriculum 

· Assessment should ensure that tasks are realistic, meaningful and worthwhile.

· Assessment practices should involve a range of measures and provide students with opportunities to display their knowledge, as well as their skills, understandings and attitudes.

The IEUA has expressed major concerns about mass standardised testing of student achievement such as through basic skills tests. In the light of international and national research, the IEUA remains opposed to such practices because they lead to a lowering of the quality of education and the overall level of student achievement; and because of the dubious educational validity of the instruments of testing.

Principles for Reporting

The primary purpose of reporting is to provide meaningful information so as to improve student learning. The reporting process must be an integral part of the teaching and learning process. The reporting process should enhance students’ own capacities to reflect on their learning, their successes and areas for further learning.

Reporting should be based on teacher judgements which are themselves based on sound evidence and teachers’ shared understandings of the standards that apply. The development of reporting policies and practices must involve teachers and must value their professional expertise and experience. Schools and systems must allocate sufficient resources to both adequate time release for reporting and for professional development to enhance teachers’ skills and knowledge. 

The IEUA believes that parents should have access to timely, meaningful information about their children’s progress and are entitled to comprehensive and accessible reports.

The IEUA notes that the Action Plan makes no reference to the issue of accountability and transparency with respect to government responsibilities.  In particular there is no reference to one of the fundamental drivers of student opportunity to achieve outcomes, namely the financial resourcing of schools

· Public resourcing of government schools to the actual benchmark needed to provide quality education for every student.

· Both non-government and government schools to be publicly accountable on the same basis and to be funded by government on the basis of need, with reference to the national resources standard.

· Development of clear principles to bring the differential funding from state and federal sources into a consistent framework. This would enable public discussion of funding realities to take account of all sources of funding for government and non-government schools.

· The requirement that equity measures target extra funding across all schools where relevant student and/or school needs are identified.

improve the capacity of schools to report in clear language to students and parents

The IEUA believes that parents should have access to timely, meaningful information about their children’s progress and are entitled to comprehensive and accessible reports.

The development of reporting policies and practices must involve teachers and must value their professional expertise and experience.  Accordingly, schools and systems must allocate sufficient resources to both adequate time release for reporting and for professional development to enhance teachers’ skills and knowledge. 

Parents should have the opportunity to be involved in the development of reporting processes within their schools.

develop protocols for the access to and use of information on schooling and how this is reported to students, parents and the community, in line with the MCEETYA-agreed Principles for reporting information on schooling
The primary purpose of reporting is to provide meaningful information so as to improve student learning. The reporting process must be an integral part of the teaching and learning process. The reporting process should enhance students’ own capacities to reflect on their learning, their successes and areas for further learning.

Reporting should be based on teacher judgements which are themselves based on sound evidence and teachers’ shared understandings of the standards that apply

develop nationally comparable data collections for all schools to support school evaluation, accountability and resourcing decisions
The collection of students’ individual, class and school performance data must: 

(i) normally be based on sample and not on census if used for state and national monitoring purposes;

(ii) not use any instrument that is not demonstrably equitable, fair, reliable and valid;

(iii) not put undue stress on students through time or pressure;

(iv) not be overly intrusive into classroom teaching time or the school curriculum;

(v) require minimum impact on teacher workload. Any increase in workload must be compensated for by additional teacher release time and other support;

(vi) not be released to others without permission of parents;

(vii) be confidential.  There must be no publication of results in ways which allow comparison of individuals or schools in league tables or other inappropriate, misleading and invalid ways;



develop value-added measures for schools’ performance and analysing student results over time
The IEUA notes work undertaken on VAM in other jurisdictions and in particular expresses its concern that VAM has very high expectations, is extremely complex and is very sensitive to random errors.

Implementation of VAM in other jurisdictions has shown that there has been little utility of VAM because educators have not been adequately trained or supported in utilizing, interpreting and applying the data arising from value-added measures

There is a danger that necessarily complicated statistical methods will be over-simplified. Less expensive techniques may be substituted that will sacrifice accuracy.  This has been the general experience of funding/resourcing change in the education sector.

Overseas research and reports have expressed many reservations about the methods currently in use. For example, there has been criticism of the standardized tests in use; the fact that some tests being used do not assess the most- and least-advanced levels of knowledge, and some just do not provide accurate measures of student achievement.  Any development of VAM in Australia would need to reflect carefully on the data sources. Further, though the statistical techniques in VAM try to account for all the variables, they are new and not yet perfected and thus may produce significant errors. The fact is that the factors affecting student achievement are complex and often have nothing to do with teachers’ or school effectiveness.

If the purpose of VAM is to pinpoint and highlight best practice in schools and in teaching then what we already know from research is that the best teachers are adaptable, very well organized and have high expectations for their students. They know their material so thoroughly that they can easily teach different levels of students. They are flexible enough to use different teaching strate​gies—to do what is needed to get the material across. And, “They’re caring, compassionate, love children and love working with children”
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