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Abstract

Co-constructing a long-term sustainable vision on the future of teaching is a policy priority for many
countries as society rapidly changes. There is a need to create space in the teacher debate to look forward
for inspiration and to learn from contemporary change in other professions, such as the concept of
“connective professionalism”. There is also a paradox to navigate. On the one hand, the idea of change can
be daunting. This leads to people seeking comfort in the known. On the other hand, the status quo is
unlikely to provide the solutions required for a prosperous and sustainable future for the teaching
profession. In this paper, we introduce an Ambition loops tool to create preferred future scenarios that can
support the work of teachers, add to the prosperity for students and communities, and support
transformation of education to meet contemporary challenges while focusing on current needs. The
framework has an iterative design and outlines ambitions relevant to all stakeholders in the school-
community, education community and broader societal sectors. The current framework statements have
been distilled from a review of the research as well as engagement with experts and practitioners.
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1. Introduction

The work of teachers is changing. This is due to rapid changes in society as well as changes
in the profession. The impact of the Covid-19 pandemic and tightening of the labour market
(OECD, 2023[1)) has also seen the rise in concern about issues relating to teacher shortages
(OECD, 2020;z; Simon and Johnson, 2015;; Sutcher, Darling-Hammond and Carver-
Thomas, 20194, teacher attrition, and burnout (Madigan and Kim, 2021j5; Gomez-
Dominguez et al., 2022;¢;; WeiRenfels, Klopp and Perels, 2022(7;). The latest example of
new challenges is the need to respond to the advancements in A (OECD, 2023g). This
creates a paradox. On the one hand, the idea of change can be daunting. This leads to people
seeking comfort in the known as the teaching profession faces these challenges. On the
other hand, the status quo is unlikely to provide the solutions required for a prosperous and
sustainable future for the teaching profession.

This paper argues for the need to create space to collectively think about the future of
teaching. Anticipating future developments can contribute to identification of solutions for
future and current challenges. Although counterintuitive, identifying aspects of long-term
change can help improve short term pressures in a rapidly changing world. A two-path
approach to policy planning provides a way to identify long term preferred changes while
separating shorter term needs that require attention. This dual approach adds clarity to the
planning process which can reduce feelings of being overwhelmed. It also changes the pace
of change to a two-speed approach which opens a greater variety of actions that can be
utilised to move along the path towards transformation by including longer term planning
strategies that benefit from time to be undertaken. The paper presents an approach to create
space for multi-stakeholder discussion and development of preferred scenarios for the
future of teaching, while focusing on supporting current needs. It also presents a tool that
has been developed to support this approach.

The paper draws on two main concepts to support future thinking on new professionalism
and the future of teaching: connective professionalism and a lifespan approach to teachers’
careers.

1.1. Connective professionalism

Firstly, this paper observes that the nature of professionalism itself is changing, with a core
focus on professional growth and how this can be nurtured by interactions with other
professionals. It argues for transformation, therefore, towards a new “connective
professionalism” (Mezza, 2022pg; Noordegraaf, 2020p0). By considering “What
systematic connections should we have around schools to support the work of teachers?”,
the paper identifies potential connections between teachers and other professionals to
enrich their professional growth and support their work with students.

Across all professions, the enactment of being a professional is changing from traditional
conceptions of “protective professionalism” towards a “connective professionalism”
(Noordegraaf, 2020p107) which is more relational, interdependent, process-centred and
networked (Noordegraaf, 2020y10); Mezza, 2022). Traditional views of professions such
as medical doctors, lawyers, accountants and academics are examples of protective
professionalism (Noordegraaf, 2020p10;) but these professions have changed over time.
New ways of rethinking participation of education stakeholders can benefit connective
professionalism and develop social capital within communities. As well as supporting
formal learning in schools there are benefits for communities through informal connections
and learning opportunities (lyengar, 2021113).
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Figure 1.1 shows a framework for conceptualising teacher professionalism from a synthesis
of literature on the changing nature of professionalism across all areas of work (Mezza,
20221q). The framework places teacher professional identity (Suarez and McGrath,
2022p121) and professional growth at the centre of conceptualising professionalism as well
as identifying other aspects related to the cognitive, ethical, and legal and social domains
that can be focused on to support teachers’ work.

Figure 1.1. A new framework for conceptualising professionalism

COGN TIVE
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Professional
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Note: Mapping features of professionalism proposed in the literature into cognitive, legal, social, and ethical
spheres emphasise links across domains as well as the role of contextual factors.

Source: Mezza, A. (2022[9)), “Reinforcing and innovating teacher professionalism: Learning from other
professions”, https://doi.org/10.1787/117a675c-en.

1.2. Lifespan approach

Secondly, the paper emphasises the need to consider different motivations and development
needs for teachers at different ages and stages of their career.

Fulfilling and rewarding working conditions are key to attracting and retaining teachers.
At the same time as lifelong learning for students is valued (Munro, 201913;; Day, 200214;
OECD, 2023;1), the professional work of teachers can also be viewed across the lifespan
of a career.

Figure 1.2 outlines some of the different pre-service and in-service stages of a teacher’s
career (Mezza, 2022(q)). The framework for teachers supports focusing across their career
lifespan rather than just on some stages. This approach encourages looking beyond just
focusing on the early part of a teacher’s career transition from pre-service into the
profession. The teaching career pathway can also be overlayed against personal stages of a
teacher’s life, as well as intergenerational characteristics (Nilsson Brodén, 2022:5)), to
consider the various motivations and needs for professionals at different ages and stages.
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Figure 1.2. The teaching career pathway model
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Source: Adapted from (OECD, 2020p;) TALIS 2018 Results (Volume I1): Teachers and School Leaders as
Valued Professionals, https://doi.org/10.1787/19cf08df-en

Using these two main concepts of (a) connective professionalism and (b) a lifespan
approach to teachers’ careers, there are potential benefits to consider what systematic
connections we need around schools. These benefits include valuing cross-sectoral
collaborations as a powerful tool for teachers and schools, putting teachers at the centre by
growing and investing in a diverse generation of educators that can develop at each stage
of their professional career, keeping great teachers in the profession and responding to
current and future teacher shortages.

1.3. The Ambition loops tool

The paper develops a tool to support a collective discussion about the future of the teaching
profession: Ambition loops. Adapting the definition by Metzger et al. (201816;), Ambition
loops are a combination of bold action statements that can be used with teachers and other
stakeholder partners to create a set of positive feedback loops that reinforce each other for
the purpose of transforming practice and policy over the medium term. The Ambition loops
tool forms the basis for a multi-stakeholder collective dialogue.

The paper draws on methodology developed to bring together partners from across society,
including links with other professions, that can support the professional work of teachers
to add prosperity to the lives of children, young people and communities. We present a set
of ambition loop statements in support of new professionalism and the future of
teaching. They are informed by research on best and next-practice and are framed by a
series of “What if...?” statements. Creating shared ambitions can frame forward-looking
discussions and can be used to generate a set of collective, preferred future scenarios to
impact the future and the present. We describe how the Ambition loops tool, with its
statements from research and practice, can provide the “steppingstones” toward a
discussion about future pathways by identifying points of consensus and tension.

1.4. Outline of the paper

Section 2 of the paper examines the question, “why develop an ambitions loops tool?”
This includes exploring the value of utilising forward-looking approaches. This section
outlines benefits that can be gained from creating space to explore uncertain futures as well
as describing how a two-path approach to policy planning can support shorter- and
longer-term thinking.
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Section 3 connects stakeholder mapping with the overall research question, “what
systematic connections should we have around schools?” This section outlines how the
stakeholder mapping has been organised with the framework of the Ambitions Loops tool.

Sections 4 to 7 provide details for the Ambition loops tool. It is intended that all three levels
of the Ambition loops tool (Ambition loop principles, Ambition loops, and Statements of
ambition) will be of relevance for different purposes. Sections 4 to 7 describe ambition
statements that have been developed using evidence from research and practice for new
professionalism and the future of teaching. As well as a set of principles, Ambition loops
are distilled for the school-community, education and broader societal sectors. Each
ambition loop includes a short description for each Ambition loop connected to research
and practice.

Section 8 outlines how the Ambitions Loops tool can be used to develop preferred scenarios
for the future. This section also describes an example scenario generated using the
Ambition loops tool.

The annexes contain Statements of ambition specific to each particular area within the
education sector (Annex A) and broader societal sector (Annex B). For example,
Statements of ambition for each area that comprises the Education sector (early childhood
education and care (ECEC), vocational education and training (VET), higher education
including teacher education) are listed separately in Annex A.

In this paper, we use the term “parents” and “families” as interchangeable terms to identify
the closest adults in the lives of children and young people that include “caregivers” and
“guardians”. We also use the terms “stakeholders” and “partners” as interchangeable to
describe groups who can support the work of teachers and learners.

2. Why develop an Ambition loops tool?

This paper develops and presents an Ambition loops tool. The rationale for this is twofold:
there is value in creating space for reflecting on the future; there is value in connecting
teachers with other professionals.

2.1. The value of forward-looking approaches

There is value in utilising forward-looking approaches during turbulent times.
Forward-looking approaches provide agency to consider the futures we would like to create
which can subsequently influence the present-day decisions we make.

Strategic thinking that is forward-looking adds the concept of foresight (OECD, 2021177)
to more traditional approaches of exploring insights and using hindsight.
Foresight approaches, such as anticipation (Facer and Sriprakash, 2021pg; Amsler and
Facer, 2017p19), do not predict the future (Amsler and Facer, 2017p19;; Holfelder, 20190;;
OECD, 202117) but provide a way to examine possible futures that can impact on the near
and distant futures (Holfelder, 201920;). Foresight can focus on “what if...” (Glimusay and
Reinecke, 2022,1;) as a way of looking at preferred (Hsu, 2020p2) and possible futures
(Cork and Horsfall, 2019p3). Forward-looking approaches show how futures are
“shapeable” (Holfelder, 2019, p. 943207) at all levels and in ways that “improve the quality
of knowledge and hence the precision of inferential entailments” (Fuller, 2017, p. 4924) to
create positive, sustainable futures.

The International Summit on the Teaching Profession (OECD; Education International;
Ministry of Education and Vocational Training of Spain, 2022p,5) discussed the need to
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move from “leadership for reform and improvement to professional leadership for
anticipation and uncertainty”, including valuing networked, multi-level learning and the
importance of the local. One of the policy pointers from OECD Education Policy Outlook
2022, advises that “Education systems need to strengthen their skills anticipation capacity”
(OECD, 2022, p. 3212;). Ambition loops provide a way for all levels of leadership to
explore anticipation as a mindset approach to engaging with an uncertain future by focusing
on next-practice to frame forward-looking dialogue.

Box 2.1 describes a process in Finland that focused on anticipating future needs in Teacher
Education. Finland is known for its highly educated teacher workforce (Lavonen et al.,
2020p7; Lavonen, 2018p2). Finnish teachers are required to have a master’s degree
(OECD, 2022p59) and there is a focus on research within the teaching profession.
Student demand exceeds the supply of teacher education opportunities in Finland.
Additionally, the Finnish education system provides teachers with a large degree of
autonomy and local contexts can easily be addressed (Lavonen, 2018.g;; Lavonen et al.,
2020p27). From a policy perspective, the Finnish Teacher Education Forum demonstrates a
collaborative, evidence-based process focused on anticipating teacher needs to support
achievement of system goals in the context of the 2020s. One tangible result of the forum
and its work has been the revision of the Teacher Education Development Programme for
2022-2026 (Finland Ministry of Education and Culture, 20223).

Box 2.1. Finnish Teacher Education Forum

The Finnish education system is known for its high student outcomes in achievement in
international comparative assessments such as the Programme for International Student
Assessment (PISA). However, PISA and Teaching and Learning International Survey
(TALIS) survey results from 2013 and 2014 respectively, as well as national-level
monitoring reports, demonstrated several challenges. Many of these challenges were
grounded in changes observed in the needs of learners, school composition and
technological advancements. A number of these can be attributed to global trends.

In response, the Ministry of Education and Culture (MEC) initiated the Finnish Teacher
Education Forum, grounded in research methodology (Lavonen etal., 2020p7;
Lavonen, 20182¢). The main goal of this forum was to find consensus on professional
teachers’ competences and identify key actions for the future. A review of literature on
teachers and teacher education (Husu and Toom, 201631;) highlighted several issues,
which were addressed during the forum meetings. To be able to gather views from a
broad range of teacher educators and stakeholders, the forum organised a national
web-based brainstorming session on the revision of teacher education. The forum also
invited about 100 experts from universities, the ministry, teacher unions, student unions
and municipal unions to attend nationwide and local meetings, as well as several
thematic group meetings. An executive committee of ten experts from the ministry,
universities and stakeholder organisations monitored the process, discussed outcomes,
and mirrored outcomes to literature and best practices that had been analysed prior to
the meetings.

These meetings supported the collaborative efforts to meet current and possible future
challenges and review the aims for teacher education. The process facilitated the
drafting of a development programme for teachers, which highlighted three broadly
shared strategic competence aims, as well as six concrete strategic guidelines to direct
further development of teacher education and pilot projects. This was included into the
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drafting of the Development Programme for Teachers’ Pre-, Introductory and In-Service
Education (Finland Ministry of Education and Culture, 201632).

Between 2017 and 2021, 45 collaborative and networking pilot projects were financed
by the MEC with an allocation of 27 million euros. The call for proposals for pilot
projects emphasised the aims and actions introduced in the development programme. It
highlighted collaboration between pre- and in-service teacher education, collaboration
with universities and schools, and the research-based orientation of the projects.

The projects worked through a number of challenges. The level of collaboration that is
feasible in a project on a national scale must be taken into consideration.
Voluntary participation could lead to not all stakeholders participating — broad
consensus on the outcome might therefore not always be reached. Also, once strategic
competence aims have been defined, creating a clear plan for supporting achievement
can be challenging.

Findings of the Teacher Education Forum showed that more collaboration culture and
networks would be needed in the future between all partners involved in education in
Finland. The forum set-up was considered an example of this already. It was a way to
emphasise the collaborative nature of the development of teacher education, including
anticipating future needs. Other findings focused on a holistic view on teacher identity,
stretching from preschool to higher education and the importance of having adequate
leadership. While new areas of competence have come to national policy attention
through the forum, traditional areas of teacher knowledge are still emphasised.

2.2. Cross-sectoral collaborations and partnerships as a powerful tool for teachers
and schools

Collaborations, inside and outside the school, are important approaches during changing
and uncertain times (Pino-Yancovic et al., 2022[33)). From a governance perspective, Burns
and Koster (2016(34]) present the complexity of education systems, and the involvement in
governance of many different stakeholders, including different levels of administration,
ministries other than education, teachers, parents the media and students, among other.
With multiple interactions among these stakeholders, negotiation and dialogue have
become important governance mechanisms. A common response has been to increase
school autonomy.

To address this complexity, schools should explore both the opportunity for collaborations
at the individual professional level and partnerships at the organisational level (Nilsson
Brodén, 2022:5)). As Richard Elmore argues, “isolation is the enemy of improvement”
(Elmore, 200435)). Isolation limits effectiveness and can explain some of the challenges
related to workforce turnover. Teachers no longer work alone without essential assistance,
connections, and resources. Teachers already collaborate with each other through
collaborative formations that include teacher teams and professional learning communities.
Collaboration already occurs positively within the teaching profession (OECD, 2020;;
OECD, 20193; Simon and Johnson, 2015p;). The OECD Teaching and Learning
International Survey (TALIS) shows that, although rarer, more interdependent or deeper
forms of collaboration are linked to higher levels of teacher satisfaction (OECD, 2020y2).

At school level, partnerships are organised with other schools and stakeholder groups in
order to thrive. To ensure the value of partnerships, it is important that collaborations are
meaningful and lead to sustained, positive benefits. Thomas L. Friedman, author of The
World is Flat: A Brief History of the 21st Century (Freidman, 2005s7;), connects the ideas
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of collaborations in uncertain times by using the term “complex adaptive coalitions”
(Friedman and Manyika, 2019sg;; OECD, 202239)) to highlight the value of shared problem
solving through meaningful relationships that can bring together a variety of perspectives
to create new solutions.

Cross-sectoral collaboration will also provide benefits for teachers and students as new
challenges require inclusion of multiple perspectives and shared involvement in developing
solutions (Nilsson Brodén, 2022;15)). Figure 2.1 highlights five principles that can be used
to maximise the benefits of collaboration. Potential partners to support the work of teachers,
and add to the prosperity for students and communities, include families, the broader
educational sector and areas of broader society (see Figure 2.1).

Figure 2.1. Five guiding principles for cross-sector and interprofessional collaboration

continuaush

Source: Nilsson Brodén, D. (20221151), “Cross-sector and interprofessional collaborations: A powerful tool for
the teaching profession?”, https://doi.org/10.1787/7144c6ac-en.

Two benefits of cross-sectoral collaboration are outlined in the remainder of this section:
building trust and allowing navigating new paths.

2.2.1. A stakeholder or partnership approach builds trust and value for the
teaching profession

A benefit noted in the research about quality stakeholder involvement within schools is the
increase in trust between partners (Gordon and Louis, 2009pq). The strengthened
relationships from partnership approaches can also have positive impacts on student
learning outcomes (Schleicher, 201841;; Gordon and Louis, 20094q) as well as broader,
more holistic benefits in areas such as health (Malmberg-Heimonen, Tage and Akhtar,
20231427) and broader participation within political and community processes (OECD,
2021p43; Smithers et al., 201844). Engagement with partners can lead to benefits from
guality ideas exchange (Gordon and Louis, 2009p0;) because of the strengthening of
relationships through processes of collaboration.

Trust is a key aspect of professionalism (see Figure 2.1) which has even greater focus in
new forms of professionalism, such as connective professionalism (Noordegraaf, 2020j10;;
Mezza, 2022[q}). Analysis of teacher reports in the OECD and partner countries highlights
the benefits of involving other stakeholders and giving schools and teachers a voice in
policy debates (Box 2.2) (OECD, 2020y).
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Box 2.2. Building trust through stakeholder engagement

Bolster system leadership and enhance teachers’ and school leaders’ voices in the policy
debate

TALIS 2018 (OECD, 2020, p. 51p) reports on the importance of strengthening the
voice of the teaching profession in development of policy:

Irrespective of the degree of school and teacher autonomy, the ability of schools
to adapt their curriculum and instruction to the needs of local communities and
students ultimately depends on the degree of school-parent and school-
community engagement. Unfortunately, this level of engagement is not as
widespread as it could be, on the part of both principals and parents. This is a
missed opportunity, as TALIS regression analyses show a positive association
between levels of stakeholder participation in school decisions and levels of
instructional leadership...

... Another aspect of system leadership relates to the opportunities for teachers
and school leaders to engage in and influence policy development and to enact
leadership beyond the borders of their schools and communities. Policy makers
could benefit from engaging more in genuine and sustained dialogue with the
profession on education policy, as a way to build up trust over time.

Source: OECD (2020pz), TALIS 2018 Results (Volume I1): Teachers and School Leaders as Valued
Professionals, https://doi.org/10.1787/19cf08df-en.

Partnering with stakeholders can support valuing of teachers” work (Simon and Johnson,
2015(3) as a direct result of ongoing interactions at a local level which can contribute to
respect for the profession within society as a result of the appreciation and trust that is
developed. There are also benefits for developing trust in institutions (OECD, 2022s)) by
supporting citizens to create positive change though existing governance structures.

2.2.2. A stakeholder approach supports transformation by valuing the diversity
of thinking and helping address ethical questions

Ideas sought from multiple perspectives and partners are an important part of the process
of developing a strategic response (Jordan, Kleinsasser and Roe, 2014pu6); Southgate,
Reynolds and Howley, 20137), including transformational thinking. Anticipating future
challenges will lead to a spectrum of responses from within and across different stakeholder
groups. One current example relates to different viewpoints about the possible use of social
robots in classrooms (Smakman, Vogt and Konijn, 20214¢) where the authors identify
seventeen moral values that might be considered as part of deciding about whether the idea
should be used within a given context. Rather than viewing the involvement of multiple
stakeholder views as a concern, future-focused approaches rely on the ideas from multiple
voices (Southgate, Reynolds and Howley, 201347) to shape responses and provide greater
confidence in the new actions that are developed (Jordan, Kleinsasser and Roe, 2014 ).

Engaging with multiple viewpoints includes opportunities to consider a problem from a
distance to question assumptions and views which are not generally represented (Southgate,
Reynolds and Howley, 2013477). This can include consideration of equity needs, especially
perspectives of groups whose viewpoint may not normally be heard. Topics such as the use
of technology and Atrtificial Intelligence (Al) will benefit from stakeholder perspectives
that explore new ideas through ethical and other lenses. Developing ideas that are informed
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by different stakeholder perspectives can also build greater trust that can provide a
willingness to try new ways and help draw on local expertise to contextualise ideas.

2.3. Creating space for examining uncertain futures while supporting immediate
needs: a two-path policy making approach

One of the challenges for policy and practice is to strategically balance catering for
immediate needs at the same time as engaging in longer term planning (Burns and Kdster,
2016(z47; Bryson, Crosby and Stone, 2015p9); Bingham and Burch, 2018;s0;). This requires
the capacity to embrace a mindset of “policy ambidexterity”” (Duncan, 1976sy; Bingham
and Burch, 2018sq)):

Refining current knowledge and competencies (described as “exploitation”) and
experimenting with new knowledge and practices (described as “exploration”)
have long been discussed in the organizational studies literature as two
fundamentally different processes that can lead to organizational tension...
exploration of new practices can be time-consuming, with uncertain results, but
without it, an organization becomes stagnant. Thus, the pursuit of both
exploitation of current competencies and the exploration of new practices —
ambidexterity — is necessary and beneficial to organizational performance.
(Bingham and Burch, 2018, pp. 406-407[so;)

Responding to the tension between shorter-term and longer-term planning can support
sustainable improvement as people are able to separate ideas for change across varying
time periods. This provides clarity to move between innovation and nurturing of current
needs. Strategies to support this ambidexterity include creating time and space for
exploration (Yang, Chou and Chiu, 2014s3; Bingham and Burch, 2018sq)); utilising pilot
approaches with use of data to identify successful and unsuccessful strategies and consider
impact on outcomes; and developing colleagues who can support professional learning of
other staff (Bingham and Burch, 2018sq).

Policy ambidexterity supports sustainable change by separating the focus on current
practice and future changes to manage the work. This can improve issues such as burnout
(Madigan and Kim, 20215; Gomez-Dominguez et al., 2022); WeilRenfels, Klopp and
Perels, 2022[7) by showing clear focus on current needs while opening up opportunity to
explore longer-term future pathways.

In this paper, we argue that there are benefits of adopting a two-path approach to decision
making that anticipates longer term change while supporting current needs. We categorise
potential action under three categories (1) already a strength within an education system,
(2) there is room for improvement on existing practices (short term planning), and (3) there
is a need for transformation (long term planning).

From a school perspective, there is opportunity to create space for discussing key
challenges and the future people want to create within their local context. This includes
valuing the “micro-innovations” (International, 2022js3; Addae-Kyeremeh and Fox,
2018s4) that are created. Box 2.3 shares the reflections on an action research process that
was created by a principal when he arrived at a new school. This set out to address longer
term directions for the school and built confidence and trust, which supported shorter term
decision making.
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Box 2.3. A principal’s reflections on a two-path planning process

In 2017 | was appointed to the position of principal in an Australian public school.
The focus of my first few months as principal was to observe, listen and reflect. | spoke
with many stakeholders, and | listened. Reflecting on those conversations, | was able to
synthesise the information into some common themes which | shared with different
stakeholder groups and asked, ‘what if we could do something about addressing those
shared concerns, issues and ideals?’

We developed a “reflect, review, analyse, action, planned and share” (RRAAPS) panel
for our school context based on critical and evaluative thinking processes. It is an
approach which acknowledges, respects, embraces, and celebrates a disciplined
approach to evidence-based decision making. The RRAAPs panel process creates
‘space’ and authentic opportunities for people to discuss and document the future they
aspire to using a four-quadrant approach.

A feature of the process is to identify and acknowledge ‘tension’ related to a topic - this
step provides purpose and focus to the RRAAPSs panel review. Another feature is to
ensure clarity about the process which includes starting with a “suspend judgement”
mental mode and then moving later in the process to one that makes “on-balance’’
judgements. Between meeting tasks also support deeper analysis and thinking by
moving from (1) collecting evidence to (2) analysis of evidence and then (3) forming
draft recommendations for possible action.

RRAAPs panel recommendations are actioned (only) by the school’s leadership team,
however, in my experience the recommendations from every panel were implemented
because (a) each recommendation had the voice’ of stakeholders, (b) each
recommendation was based on evidence, and (¢) any ‘decision’ made had undergone a
robust, transparent, and collaborative process.

Whilst important short-term goals were achieved through this process the real value was
found in the longer-term impact on school culture - cultural ideals such as trust, respect,
fairness, well-being, and a sense of excitement were nurtured and sustained.
My ‘milestone’ moment came when staff suggested that certain matters would benefit
from us forming a ‘RRAAPS’ panel to address the concerns and to come up with
solutions.

To summarise, the four quadrants are:

Quadrant 1 — Panel members are asked to suspend judgement. What are we reviewing
and why, what are our existing practices, where will find evidence opportunities?
What is working and what is not, what is the anticipated scope of this review, and are
there any policy or compliance matters we need to consider in relation to this review?
Quadrant 2 - Suspension of judgement remains a critical guiding principle. Annotate and
analyse the evidence available to the panel. What is the evidence, what is it telling us?
Do we need to keep looking for more information?

Quadrant 3 — Panel discussion to move towards sharing thoughts, ideas, opinions - panel
members are encouraged to make on-balance judgements, though it is important for the
chairperson to be aware of and manage cognitive and confirmation bias.

Quadrant 4 — Panel focus shifts to planning and sharing. What are we going to
recommend, what is our next action, what are our ‘what if” questions and who do we
need to share these findings and recommendations with?

Note: Original contribution by Brad Lewis (recently retired principal).
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From a policy perspective, there is room to consider the value of a document that captures
longer-term thinking. The format could be traditional with shorter term focuses or take a
more innovative shape that emphasises preferred directions towards the longer-term future
and shared principles to support transformation. The Ambition loops tool offers one
potential way to help achieve the latter.

2.4. Ambition loops to support connections between teachers and partners

Ambition loops can be used as a repository for collective wisdom from research, practice,
and policy to support forward-looking thinking, transformation of policy and creating next
practice solutions.

Ambition loops (Dagnet etal., 2019s5; Metzger etal., 2018;6)) were developed by
Metzger et al. (2018[1)) to present positive feedback loops which support connections
between business and government leaders to work collaboratively towards solutions to
complex problems such as climate change. In the climate example, bold policies by
business leadership can combine with bold policies from government to “accelerate the
pace and scale of innovation and investment in low-carbon solutions” (Metzger et al., 2018,
p. ie1). Ambition loops recognise that “policies that add clarity and build confidence are
critical to driving action” (Metzger et al., 2018, p. iipg)), including developing long-term
strategies and identifying areas where policy objectives and stakeholder interests are
mutually beneficial.

The use of Ambition loops can be viewed among other innovative processes that are being
used to involve stakeholders or citizens in the development of policy responses to
contemporary challenges. Examples include the Convention Cityonne pour le Climat
established by the French government, using a diverse range of citizens to “learn about,
debate and prepare draft laws on all issues relating to ways to combat climate change”
(Convention Cityonne pour le Climat, 2019s¢;; OECD, 2022(57;) and the Irish Citizens’
Assembly, which aimed to address socially divisive issues such as abortion and gender
equality (OECD, 2022s7).

In the education context, the Finnish Teacher Education Forum was described in Box 2.1.
Another example is the Irish BEACONS (Bringing Education Alive for our Communities
On a National Scale) initiative (The Teaching Council Ireland, 2022(sg)). This is a positive
example of supporting dialogue between teachers, parents, and students within a town to
create commitments for joint action. The BEACONS processes at a local level support a
‘policy from the middle’ approach that informs broader policy development and seeks to
refocus on the joy of learning, teaching and life in schools (Hyland, 2020;sq)). Ireland has
also announced plans for a Citizen’s Assembly focused on the future of education,
emphasising the involvement of student voice as a key feature of the process (O’Brien,
2022(607).

Scotland has an open consultation called “Let’s talk Scottish education” (Scottish
government and Convention of Scottish Local Authorities, 2022s1;) where it is seeking to
engage with citizens and stakeholder groups to consider the future of education, including
using in-person events, online events and social media to create a way for people to
contribute.
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The Netherlands has established a process for exploring the future of secondary vocational
education, higher education and science which seeks to develop a vision for these forms of
education and research for the year 2040. In making the case why this exploration is
relevant it argues that:

The world is changing at lightning speed. The Netherlands is facing major
challenges: climate change, the energy transition, international security,
demographic and socio-cultural changes. How do these challenges affect
secondary vocational education, higher education and science in our country? Are
changes needed? If so, which ones? What are the options?
(Toekomstvanonderwijsenwetenschap, 2022s2;)

The Netherlands example highlights the broader societal challenges that might require a
response by education as well as highlighting the value placed on participatory approaches
to develop ways forward.

In New Zealand, “Korero Matauranga” took place from 2018-2019 and was a participative
process that involved diverse stakeholders in a series of ongoing conversations related to
specific topics of relevance to the Education Work Program. Over 43 000 people
participated in the process and there was a specific focus on capturing voices that were not
traditionally heard in discussions about the future of education (people with disabilities,
young people, Maori communities, ethnic communities, Pacific communities).
The feedback has been instrumental in designing a vision for the future of education over
the next 30 years, and a number of historical reforms informed by the feedback are now
well underway (New Zealand Ministry of Education, 2023(e3)).

We utilise the concept of Ambition loops to look at connections between teachers and
partners to support the professional work of teachers and benefit the future of schooling for
all stakeholders. We argue that articulating clear, bold policy and actions by partners can
contribute to overcoming the challenges for achieving transformational change, such as the
pull of previous experience of schooling by stakeholders.

In the next section, the Ambition loops concept is connected with a mapping of
stakeholders to organise the framework for the Ambition loops tool.

3. Ambition loops for new professionalism and the future of teaching

The Ambition loops tool developed in this paper utilises a framework that describes
ambitions across three sectors and at three levels (see Figure 3.3). The framework has been
informed by a stakeholder mapping process.

3.1. Stakeholder mapping: What systematic supports should we have around
schools?

Stakeholder mapping provides an important opportunity to consider the relationships that
already exist, could exist, or could be reframed to benefit teachers’ work. We seek to
examine the key question, “what systematic connections should we have around schools?”
utilising Ambition loops and a stakeholder mapping process to identify positive and
sustainable ways forward.

Stakeholder mapping seeks to identify the various partners who have interests in a common
area of focus (Raum, 2018s4). Identifying stakeholder groups provides opportunities to
consider multiple perspectives on a topic, policy or idea for change. This can lead to more
effective development and implementation of ideas and overcome a common obstacle to
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change when new ideas do not adequately consider the perspectives of different
stakeholders (Raum, 2018e47). Stakeholder mapping can enhance equity and sustainability
of ideas for change “because it provides a detailed understanding of who has a stake and
why” (Raum, 2018, p. 172js4)). In turn, this can support a fairer process by explicitly
considering which groups can support the navigating of new paths.

Looking beyond the school opens the possibility to value and harness “collective wisdom”
(Mulgan, 2018s)). We can seek support through the creation of “complex adaptive
coalitions” (Friedman and Manyika, 2019ss; OECD, 202239;) across stakeholders that
contribute to “community resilience and propulsion” (Friedman and Manyika, 20193g)).
For example, recognising the potential of families as a “powerhouse and energy of
schooling” or commissioning problem-solving reports from young people to ensure they
can contribute to directions that will impact their lives (OECD, 2022[3g)).

A stakeholder can be defined as “any group or individual who can affect or is affected by
the achievement of the organization’s objectives” (Freeman, 2010). The importance of
stakeholder recognition has grown across public sectors over the last 20 years (Ginige,
Amaratunga and Haigh, 20187;). Although schools have always recognised the role of
parents and families as part of their work they are also expected to collaborate more
broadly with other educational levels, the labour market and technology providers and to
provide a range of social services that go beyond their traditional educational mission
(Burns and Gottschalk, 2020s)).

Partnerships are an important focus in response to a world with added complexity and in
rapid change. They can tap into rich resources in the community and bring learning closer
to real-world contexts. Schleicher (2018, p.17p1) argues that creating innovative
partnerships is a matter of survival: “Isolation in a world of complex learning systems will
seriously limit potential.”

The increasing focus on partnerships requires consideration of the impact on the role of
teaching. This includes a growing focus on relational aspects of professionalism that
complement core knowledge and teaching skills. Epstein (2018, p. 4019 notes that a
teaching professional understands that education is a shared responsibility of home, school
and community and knows how to work effectively with students, family, community
partners and colleagues.

While the growing focus of relational aspects of the teacher’s role over time have added to
the complexity of their work, partnerships can also offer additional support for teachers’
work. This includes exploring the interconnections across stakeholder groups rather than
in the past when institutions were more likely to consider each independent relationship
with separate, singular stakeholder groups (Ginige, Amaratunga and Haigh, 2018s7;
Malmberg-Heimonen, Tege and Akhtar, 2023p21). Working with diverse partners is the
educational reality in many schools within OECD countries (Figure 3.1).
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Figure 3.1. Partnerships between school and external actors
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Source: Burns, T. and F. Gottschalk (eds.) (2020, p. 194(es)) Education in the Digital Age: Healthy and Happy
Children, https://doi.org/10.1787/1209166a-en.

Policy transformation should focus on both support for collaborative practice for teachers
and partnerships at the school organisation level with community and other stakeholders.
The Ambition loops tool organises potential collaboration partners for teachers and schools
into three main groups or sectors: the school community, the education sector and broader
society (Figure 3.2). Each of the three sectors include teachers, partnership group(s), school
support and policy makers. We use the term “school support” to include school leaders or
collective teacher leadership. Policy makers could be at a local or national level depending
on the context.
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Figure 3.2. Potential collaborations with partners, including other professionals, to support
teachers’ work
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The first group (blue shading) refers to the school-community sector. This includes students
and parents related to the setting of the school, typically Kindergarten to the end of formal
schooling.

The second group (green shading) refers to the education sector. This includes education
providers outside of formal schooling, including early childhood education and care
(ECEC), vocational education and training (VET) and higher education. Within higher
education there is also a specific relationship with teacher education. It is worth noting the
diversity of the ECEC offer across systems, which in itself is of interest when considering
the potential value of collaborations and professional relationships for teachers.

The third group (yellow shading) refers to the broader societal sector. The current iteration
of the Ambition loops framework looks closely at four areas that are (a) health and
resilience, (b) education technology (Ed Tech), (c) culture, and (d) sustainability.
These areas are in some way connected to education and its goals. In most countries these
sectors are already collaborating in different ways with the education sector. It is intended
that these four areas can be added to over time. The ideas that are common to all four areas
are also likely to be applicable to other areas within the broader societal sector.

3.2. Organising the stakeholder mapping within a framework of ambitions
As well as being organised into three sectors, based on the stakeholder mapping, the
Ambition loops tool also contains a framework of three levels to describe ambitions that

are general in nature (principles), describe common ideas at a sector level (Ambition loops),
or are specific to one partnership area (Statements of ambition).
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Figure 3.3. The Ambition loops tool framework
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In Figure 3.3, the level of “Ambition loop principles” (see Section 4 ) is the most generalised of
the three levels. The Ambition loop principles have been distilled from the more specific
descriptions of ambition in the levels below. The Ambition loop principles represent a set of

overarching ideas that can provide guidance for more detailed conversations.

In Figure 3.3, the level of “Ambition loops” covers the school-community sector, educational
sector, and the broader societal sectors (see Sections 5, 6 and 7). The Ambition loops draw together
the interconnections across each of the three sectors that make up cross-sectoral collaboration for

the work of teachers:

1. School community (teachers, students and parents).

2. Education (early childhood education and care, vocational education and
training, higher education including teacher education).

3. Broader society (based on examples of specific areas that are relevant to the

work of teachers and schools).

The level referred to as “Statements of ambition” (see Annex A and Annex B) provide the
most specific details for one partnership group within a sector (for example, higher
education or culture). The Statements of ambition will be of relevance for those wishing to

explore cross-sectoral relationships and collaborations within one specific area.

Short descriptions are provided for each statement to summarise the research.
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4. Ambition loop principles

Eight “Ambition loop principles” have been distilled from the more specific descriptions
of ambition in the lower levels of the Ambition loops tool framework. The principles
describe ways of thinking about transforming collaborations towards benefits for teachers’
work, prosperity for students and communities as well as for other professionals.

Principle one: Recognise the value of interactions with partners

New forms of professionalism such as “connective professionalism” (Noordegraaf,
2020p107) focus on relational aspects where “there is an opportunity for a more
interdependent, process-centred and networked version of professionalism to thrive”
(Mezza, 2022, p. 1419)). It is essential that teachers and other stakeholders are involved in
planning and developing the collaborative effort (OECD, 2020;; Nilsson Brodén,
2022p15)). It is also important that collaboration needs are continuously reviewed to ensure
it is warranted for everyone involved (Nilsson Brodén, 2022;:s)).

The pandemic and the capacity for working arrangements for many professionals, such as
teleworking, has facilitated a move to de-urbanisation (OECD, 2022557) and greater
opportunity for communities, including schools, to access local expertise in areas of
interest. This change, along with technology access, exemplifies “the twin acceleration of
globalising and localising forces” (OECD, 2022, p. 74(s71) which can result in greater access
to expertise within a community and beyond. Box 4.1 shares how institutions are also
becoming more outward looking, particularly to support community goals.

Box 4.1. Learning from other sectors - “Fourth generation” institutions

Forward-looking literature on universities, museums and galleries describes the
evolution of some towards becoming a fourth-generation institution. The concept of a
fourth-generation institution is connected to ideas of the knowledge economy (Asgari,
Khorsandi Taskoh and Ghiasi Nodooshan, 20217), innovation (Pedretti and Navas
lannini, 202071;; Asgari, Khorsandi Taskoh and Ghiasi Nodooshan, 20217) and
interdependence of institutions with their local contexts and beyond (Asgari, Khorsandi
Taskoh and Ghiasi Nodooshan, 20217) that embrace broader community-focused
goals (Pedretti and Navas lannini, 2020;717). As well as supporting local contexts and
innovation, these broader goals respond to larger societal challenges such as
sustainability, technological change, health crises and changing political discourses.

Within the context of fourth generation science museums Pedretti and Navas lannini
(2020, p. 701717) ask three questions for institutions to reflect on, “‘who are we’, ‘who
do we serve’ and ‘how do we serve’?”. The authors also offer six defining drivers which
fourth-generation institutions should focus on:

e embrace change and transformation

e promote productive struggle which allows for exploring of problematic topics
rather than simply providing conclusions

o develop allyship which can support approaches that promote equity, inclusion
and diversity rather than excluding

o foster empathy

e support epistemic democracy
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e act as a hybrid third space (Pedretti and Navas lannini, 2020, p. 7011).

Fourth-generation institutions should also be considered as part of an innovation
ecosystem (Asgari, Khorsandi Taskoh and Ghiasi Nodooshan, 20217q;). This requires
policy making that expands beyond independent institutional thinking (Asgari,
Khorsandi Taskoh and Ghiasi Nodooshan, 2021q) to focus on more interdependent
and cross-sectoral collaboration (Mezza, 2022g; Nilsson Brodén, 202215)).

Principle two: Create space at all levels to reflect on the future people want to build
together

Ideas sought from multiple perspectives and stakeholders are an important part of the
process of developing a strategic response to new challenges or for transformational
change. Anticipation of future-first challenges, such as the possible use of social robots in
classrooms (Smakman, Vogt and Konijn, 2021g)), will lead to a spectrum of responses
from within and across stakeholders. Future focused approaches benefit from multiple
voices (Southgate, Reynolds and Howley, 201347); Southgate, 2020(72;) to shape responses
that feature greater confidence in their resilience (Jordan, Kleinsasser and Roe, 2014 4¢)).

Principle three: Support the role of “boundary crossers” and "bridge builders" to enhance
partnerships

The role of boundary crossers (Ko etal., 2020(73; Harris, Azorin and Jones, 202174;
Mujtaba et al., 20187s;; White, 2019(76) and bridge builders (DeMatthews, 201877;; Harris,
Azorin and Jones, 202174;; Gordon and Louis, 2009pq), both formal and informal, are
valued for the benefits they create from cross-sectoral partnerships. These professional
attributes and roles play an important role to connect groups who might otherwise be
working in parallel.

Principle four: Focus on long-term partnerships

Long-term partnerships can remain vibrant by focusing on current needs and the context of
the community (Mockler, 2013(75;; Mezza, 2022;¢;; Bain et al., 2022(7¢;). This can support
trust-building (Nilsson Brodén, 2022:57), achievement of specific collaborative goals,
enhance the general culture, and provide resilience during times of crisis (Anderson and
Weiner, 2023sq)).

Principle five: Avoid hierarchical relationships when working collaboratively with
colleagues and partners

Valuing the different roles of actors supports the development of meaningful change
(Mezza, 2022;q;; Bain et al., 20227q); Mockler, 2020;s1). Power within relations, even
mandating collaboration, can impact on the levels of trust within a group (Aunger et al.,
2021(s2)).

Principle six: Develop collective action for specific and complex problems

Commitment and skills are required to support work across organisational boundaries to
develop solution to complex problems (Mezza, 2022jg). A recognition that “good
interprofessional and cross-sector collaboration needs to be learnt” (Nilsson Brodén,
2022p151) will support the quality of action. Box 4.2 describes the role that institutions can
play as “anchor institutions” to provide resources to navigate complexity.
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Box 4.2. Learning from other sectors - “Anchor institutions”

“Anchor institutions” provide foundational support to connect different parts of a
community to achieve social benefits. A key feature of an anchor institute is the
development of a long term relationship (Halsey, 2018;s3;; Nilsson Brodén, 2022;15)) that
is centred within a local context to support holistic and multi-purpose goals (Halsey,
2022(s4)).

In a provocatively titled article, “Don’t expect schools to do all the heavy lifting to close
the education divide...”, Professor John Halsey (2022(s4;) argues that students spend
most of their time on the other side of the school fence and that there is a need to connect
with community capacity building to support closing equity gaps, such as from living
in more isolated communities. Professor Halsey argues that there is opportunity for
schools to be one of the anchor institutions in a community that can work together with
community to create positive change. He defines an anchor institute in his report:

Anchor organisations are what their name implies—something solid and
grounded, ‘here for the long haul’ with sufficient presence, respect, and
openness to working in partnership with others to grow and sustain worthwhile
futures for individuals and communities (Halsey, 2018, p. 50(s3;).

Schools are among possible institutes that could function within communities as an
anchor institute for the benefit of all.

Other anchor institutions could include universities, museums, and galleries.
These other anchor institutions can also offer benefits from ongoing, long-term
partnerships (Nilsson Brodén, 2022;:5;) that support the work of teachers and learners.
Anchor institutions can connect with other institutions, as well as directly with
community, in ways that create strengths through weaving supports and a commitment
to fostering a common good.

Principle seven: Clarify goals and opportunities for each partner group as well as
collective goals

Clarity is an important element (Malmberg-Heimonen, Tage and Akhtar, 202342;; Nilsson
Brodén, 202215)) for any successful partnership. Cross-sectoral partnerships are likely to
be strengthened if there are clear focuses of interest for each stakeholder, along with
common benefits (Raum, 20184). The focus on multiple goals should seek
interconnections to refine directions and avoid diluting the role of teachers or creating
overlap with other professionals (Burns and Gottschalk, 2020(ss;). One opportunity that
schools, or education systems, could consider is developing a micro-credential (OECD,
2023s5)) to recognise skills of those participating in a partnership. For example, this could
include recognising the skills from involvement by community members and teachers that
might contribute to further educational or professional progression, including benefits
within equity groups.

Principle eight: Create space for transformation to take hold as part of aligning ideas
(policy) with action (practice)

Space for transformation can involve identifying old practices that can be “abandoned”
(Drucker, 2007s¢7). Unlearning can support creation of space for transformation when time
or resources are added to what is necessary for the purposes of exploring new ways (Yang,
Chou and Chiu, 2014s). A focus on creating space for transformation should seek to align
policy and practice to deepen the impact of new paths that are created.
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5. Ambition loops for the school-community sector

The partners within the school-community comprise:

teachers

students

parents, caregivers, families
school support

policy makers.

The Ambition loops for the school-community sector are grouped below using some
themes which draw together interconnections between the Ambition loops. The themes are,
“What if...”

e ... we value schools as a physical place for interactions within the community for
learning?

o ... we reframe the roles of teachers and learners within a broader community of
expertise?

e ... we unlock student voice and involvement in decision making?

e ... we value that all adults in the school community play a role in caring for children
and young people?

e ... we create space to think collectively about the future and develop new ideas?

Each of the Ambition loops includes a short description, based on research and practice.
Some examples are also provided to further illustrate the possibilities and how they can be
used to create clarity and confidence for longer- or shorter-term action.

5.1. What if... we value schools as a physical place for interactions within the
community for learning?

Whilst some scenarios of education describe the possible demise of school-based learning
(OECD, 2020(s7), such as through the “power of the machine” (OECD, 2020, p. 52(s7),
others argue that the physical presence of schools within a community is even more
important in today’s world (Parry, 2022gs;; Tesar, 2021(s5;). The COVID-19 pandemic has
shown the value of interactions and social experience from on-site learning (Parry, 2022sgj;
Tesar, 2021s97) as well as the potential of technology to benefit teaching and learning
(OECD, 2023pg). These changes are exemplified in the idea of “the twin acceleration of
globalising and localising forces” (OECD, 2022, p. 74;s77) which could be harnessed in
more deliberate ways in the future to support the work of teachers and schools.

The physical place of a school within a community can address the needs of local contexts
(Parry, 2022;s5). This includes the important role of schools as an anchor institution
(Halsey, 2018ys3)) (see Box 4.2) in the local community that can bring together people, and
the transformative role that teachers can play to enrich connections between formal and
informal learning (Parry, 2022isg;; Day, 2002[14;). Changing working arrangements for
some adults, such as teleworking, has facilitated a move to de-urbanisation (OECD,
2022s77) and the potential to increase the availability of people to contribute to their local
communities as they may spend less time in commuting.

Physical space can also bring together family and professionals who are in the lives of
children and young people in ways that can foster the recognition that all adults play a role
in caring for children and young people (J. Epstein, personal communication, 2022).
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By working together adults can enhance the lives of children and young people in greater
ways than working separately (lyengar, 202111)).

Three Ambition loops are outlined related to valuing schools as a physical place for
interactions within the community for learning.

Ambition Loop: Schools identify and bring external experts into schools, valuing that other
professionals working within their community can help empower learners and improve
learning outcomes

The development of flexible and non-linear approaches (lyengar, 202111;) can harness the
professional expertise of their families and communities to support learning as well as
contribute to the building of communities. This could include utilising the expertise within
the community directly or their work and community networks. New ways of rethinking
community participation can both harness and develop social capital within communities
to support with formal learning in schools as well as through informal learning approaches
(lyengar, 202111;).

Ambition Loop: Policy makers develop mechanisms to harness the creative responses (or
micro-innovations) that are generated within schools as a resource for the educational
system

As society responds to a changing world, schools can be creative spaces that continuously
adapt to challenges and opportunities. There is potential to capture these “micro-
innovations” (International, 2022, p. 9s3)) that can inform directions forward for education
systems. ‘“Micro-innovations” can provide evidence for school leaders, inform academic
research and add to the overall “intelligence” (Addae-Kyeremeh and Fox, 2018, p. 55(s4))
of an educational system that seeks to bring together a broad range of evidence from
practice, policy and research.

Ambition Loop: The school community places central value on learning at school,
recognising the value of in-person social interactions and experiences that this provides
learners

The reactions of societies to the COVID-19 pandemic showed the value of interactions and
social experience from on-site learning (Parry, 2022;s5). On-site school has benefits for
student well-being and mental health (Hoover and Bostic, 2021(9g;) and learning (lyengar,
2021p147). There is also value in being able to address the needs of local contexts (OECD,
2022(s7); Parry, 2022[sg)).

5.2. What if... we reframe the roles of teachers and learners within a broader
community of expertise?

Forward-looking thinking will benefit from clarifying the role of teacher and learner
through the lens of organisational ambidexterity (Bingham and Burch, 2018sg). This can
reduce risks for diffusion of roles when new ideas are just overlapped with old ideas,
creating tensions and duplication of effort. The role of the teacher is discussed in this
section and the role of learner in section 5.3.

Autonomy is a key element of any profession (Mezza, 2022q;). In education, this is
sometimes referred to as teacher leadership (Grice, 201917) and is a specific element of
professionalism that could be fostered to enhance Teacher Professional Identity (Suarez
and McGrath, 2022[12). It has potential benefits for teacher professional satisfaction which
can contribute to the professional status of teaching. This can be developed by examining
the “discretionary authority” (Baker and Milner, 201692;) available to a teacher, including
decisions about both “how” and “what” questions related to teaching.
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The clarification of the forward-looking role of teacher and learner would benefit from
collaboration with stakeholders, supported by researchers and policy makers to ensure
alignment (Bingham and Burch, 2018;s0;) between teaching, learning and other parts of the
education system.

Six Ambition loops are outlined related to reframing the roles of teachers and learners
within a broader community of expertise.

Ambition Loop: Teachers engage families as partners in improving student outcomes and
building trust in the profession, parents value and trust teachers alike

Learning and teaching needs to be embedded in larger ecologies of relationships with
potential gains for students, including achievement (Pushor and Amendt, 201893;; Epstein,
201869); Ryan, 2021[94) that also build trust (Penttinen, Pakarinen and Lerkkanen, 20201gs)).
Working with families and community resources (DeMatthews, 201877; Masson, Antony-
Newman and Antony-Newman, 2022;96)) is similar to other professionals, such as doctors,
who now engage their patients as more knowledgeable partners in complex health
decisions, compared with in the past (Noordegraaf, 20201q).

Ambition Loop: Teachers experiment with new ways of teaching that can positively reshape
the role of the teacher (and learner) with a focus on purposes of education to meet
contemporary needs

Ongoing dialogue with partners that strengthen relationships can support the clarification
of the role of teacher and learner (OECD, 2019977) by creating confidence in the new
directions being explored. Experimentation could include consideration for the
implications of enhanced student voice in the learning process (Bron, Emerson and
Kakonyi, 20189g); Charteris and Smardon, 2019997) and other childhood focuses in today’s
world (Burns and Gottschalk, 2020(ss;).

Ambition Loop: Teachers exercise professional autonomy to develop teaching and learning
that is relevant and meaningful to their students

There is scope to consider ways to enhance autonomy (teacher leadership) in teaching
(Grice, 2019p01;; Mezza, 2022[9)) to benefit authentic and meaningful learning options for
students. Enhanced pedagogical leadership (Grice, 2019917), an area specific to teachers’
professional work, could be supported by creating space within curriculum structures to
allow teachers to lead. This includes examining the “discretionary authority” (Baker and
Milner, 2016}9,;) available to teachers.

Ambition Loop: Students have the possibility to participate in community outreach
activities where they can experience working collaboratively and contribute to community
outcomes

Students can undertake learning through approaches that focus on contributing to the
community good and building of community capital (DeMatthews, 2018(777). As well as
benefits for students and their learning, the growth in social capital within the community
(DeMatthews, 2018777; lyengar, 2021117) can strengthen relationships with teachers/ school
and the community to benefit the learning culture.

Ambition Loop: Schools provide support to students who need assistance to become more
autonomous in their own learning

An important consideration when examining ways to empower students is to not assume
that all students are motivated to the same levels (Charteris and Smardon, 2019sq); IStance
and Kools, 20131007). Some students will need greater support to be able to make choices
or contribute ideas about their learning to achieve inclusive student voice in learning
(Charteris and Smardon, 2019q)).
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Ambition Loop: Policy makers research and evaluate innovations against equity goals

Addressing inequalities across society remains a challenge (OECD, 2022(3). The role for
education is to continue helping children and young people develop as learners, people,
and citizens (OECD, 2022[101j). Through an equity lens there is opportunity “to build more
effective education systems, and leverage synergies with other policy fields so that
education and training contribute to better and more equitable economic and labour market
outcomes, greater social participation and better-functioning democracies” (OECD,
20221391). A focus on equity as part of research, design and evaluation phases can also lead
to innovation and transformation.

5.3. What if... we unlock student voice and involvement in decision making?

There are opportunities to develop pedagogies that place more responsibility on the learner
and create space to positively reshape the role of the teacher with a focus on contemporary
priorities. Unleashing learners aligns with 21st century skills (Bron, Emerson and Kakonyi,
2018957) and acknowledges the changing place of students within their own learning:

Most importantly, the role of students in the education system is changing from
participants in the classroom learning by listening to directions of teachers with
emerging autonomy to active participants with both student agency and co-agency
in particular with teacher agency, who also shape the classroom environments.
(OECD, 2019, p. 13(977)

This might involve pedagogical approaches such as dialogical methods, peer teaching and
assessment for learning practices to empower students in their learning and as effective
citizens (Burns and Gottschalk, 2020(ss)).

Students can also be actively involved in decision making within schools. Schools can also
be a conduit to harness the voice of children and young people within wider society (OECD,
202211017). Ensuring involvement of young people in all decision making can connect them
with the process of creating change within democratic society (OECD, 2022p1017; OECD,
202211027) in ways that build trust in democracy and its institutions.

Three Ambition loops are outlined related to unlocking student voice and involvement in
decision making.

Ambition Loop: Students have ample opportunities to unleash their passions, voice and
choice in learning and they value these

Teachers can play an important role in empowering students as citizens and lifelong
learners. Young people’s voices are growing in terms of recognition across society (OECD,
2022p1017) at the same time concepts of professionalism are more focused on relational
expertise (Noordegraaf, 2020510, Mezza, 2022;q)), as well as knowledge expertise (Ulferts,
2021 103)).

Ambition loop: Students are actively involved in making decisions about their learning in
schools

Learner choice in curriculum design, along with pedagogical empowerment of teachers,
provides opportunity for developing learning that is relevant (Bron, Emerson and Kékonyi,
2018987) and meaningful to students. It demonstrates that the relationship between teachers
and students is fundamental to the success of schooling and can raise awareness about
issues of disadvantage (Cook-Sather, 2020047) by sharing insights into their lived
experiences.
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Ambition Loop: Policy makers involve children and young people actively in the
development of policies about key issues such as the importance of education, mental
health, and employment

The COVID-19 pandemic raised the importance of education, mental health and
employment as key issues for young people (OECD, 20221017). In general, there has been
a decline in young people’s satisfaction with democracy and their trust in government
before and following the pandemic (OECD, 2022101;). Building trust in institutions is a
way of reinforcing democracy (OECD, 20221027) across societies.

5.4. What if... we value that all adults in the school community play a role in caring
for children and young people?

A starting point for building adult partnerships would promote that all adults care about the
children and young people that connect them (J. Epstein, personal communication, 2022).
This provides a strong foundation (Darling-Hammond, 2000p0s;) to build trusting
relationships between the adults who can contribute to the growth of a child or young
person.

While there are many benefits from teacher-parent/guardian relationships (Simon and
Johnson, 2015p;; Ryan, 2021ps4) there are challenges and barriers which, if worked
through, could unlock positive outcomes for students, teachers, families and communities.
The empowerment of students and parents, along with the teacher professionalism
movement (Gordon and Louis, 20094q;) can at times be at odds with each other (Burns and
Gottschalk, 2020s;). Other challenges include social media which has increased
“expectations for perfection” (Burns and Gottschalk, 2020, p. 206(ss;) around young people
that can lead to increased advocacy of families on behalf of their child. This requires new
ways to harmonise approaches both individually and collaboratively.

Eight Ambition loops are outlined related to valuing all adults in the school community
playing a role in caring for children and young people.

Ambition Loop: Teacher capacity to work with families and other partners is an important
feature of professionalism

Developing expectations and ways for teachers’ collaboration with parents and other
partners should be strengthened, starting in initial teacher education to support development
of new approaches (Epstein, 2018q; Perala-Littunen and BOok, 20190g).
Teacher capacity to work with families and other partners is an important feature of
professionalism (Peral&-Littunen and Bo6k, 2019106); Epstein, 2018(sg); Ryan, 2021e47) that
did not exist in the same way when teacher work was seen as solitary and specialised work.
Teacher learning must support working effectively with individual parents and developing
an understanding about how the professionalism of teachers plays a role in creating a
welcoming school (Epstein and Sheldon, 2023[107;; Epstein, 2018s9;; Ryan, 2021[94)).

Box 5.1 describes some of the current challenges to strengthening the relationships between
teachers and families.

Unclassified



EDU/WKP(2023)11 | 31

Box 5.1. Some of the current challenges to strengthening the relationships between teachers
and families

One challenge for strengthening the relationships between teachers and families relates
to its relatively low priority for initial teacher education (ITE) and continuing
professional learning (CPL). While there has been increased interest in promoting
family-school partnerships within policy (Ryan, 202194; Gordon and Louis, 20094q)
the fidelity of implementation has often been viewed as limited (Ryan, 2021s4;; Gordon
and Louis, 200901). There has also been limited focus within initial teacher education
programs (Froiland and Mark, 2021j10e;; Alanko, 2018(109;; Ryan, 2021pe4; Epstein,
2018s97) and school development priorities, despite evidence of its contribution to
outcomes for students (Froiland and Mark, 202110e;; Ryan, 202194; Gordon and Louis,
2009p401) and support for families (Froiland and Mark, 202110¢); Ryan, 2021pe4) and
schools (Ryan, 2021s4;; Gordon and Louis, 2009q).

For teachers, addressing parent or guardian concerns was reported as a source of stress
by a third of lower secondary teachers on average in the OECD Teaching and Learning
International Survey (TALIS) 2018 (OECD, 2020p2;). While teacher-parent/ guardian
co-operation is a feature of Early Childhood Education and Care (ECEC) and early years
of schooling (Moss, 20121107), it is less of a priority in older years of schooling. For
example, the TALIS 2018 results show a decline in interest for training activities on
teacher-parent/guardian co-operation compared with TALIS 2013 (OECD, 20191117).

For parents, some argue that family life has become more intense generally, including
more interest in being involved in their children’s (Gordon and Louis, 2009q).
As well as changes within families, the role of parents to support their child as part of
their schooling has changed (OECD, 2022(s7;). This includes a paradox whereby parent
engagement is becoming more intensive but with the aim of supporting young people to
be self-regulated and to lead their own learning (Jezierski and Wall, 20191127). As part
of the Programme for International Student Assessment (PISA) 2018 survey, nine
OECD systems collected feedback from parents on some of the issues hindering their
involvement in school-led activities. The most frequent barriers reported on average
were inconvenient meeting times or not being able to get away from work (over 30% of
students' parents reported this) (OECD, 2020(z).

Ambition Loop: Parents work in service to their children’s hopes, dreams and learning by
valuing the contribution they make to their own child’s development

Valuing parent knowledge and efficacy provides a strengths-based approach which
honours their role as parents (Pushor, 2015p113; Masson, Antony-Newman and Antony-
Newman, 2022j96)). Parents can share knowledge and advocacy of their child that can
strengthen the connection between community and schools through a deepened
understanding of local assets and culture. Some key questions include, “What do you know
about your child that no-one else knows? What do you know about your child’s learning
that could complement teachers’ knowledge?” (D. Pushor, personal communication, 2022).

Ambition Loop: Parents and families are given a place and voice in school-level
innovations that transform schools locally and can inform change at the systems level

Families are important stakeholders for teachers to engage with as different contexts
anticipate possible futures (Jordan, Kleinsasser and Roe, 2014p¢). This will involve
identifying issues for the future to explore, navigating new possibilities for innovation, and

Unclassified




32 | EDU/WKP(2023)11

consideration of ethical dilemmas related to choices about actions (Smakman, Vogt and
Konijn, 2021[48])-

Ambition Loop: Parents value the friendships and connections formed through the school
that add to the life opportunities of children and young people

Connections between families can provide benefits to individual students (and their futures)
as well as for families. It also develops the importance of the school as a place to foster
community. Creating webs of connection is important for social inclusion and cohesion
(Lawson and Veen, 2016p114; DeMatthews, 2018(777). Young people can benefit from
guidance and insights available from other families within a community which “can be a
powerful tool to shape children’s education” (lyengar, 2021, p. 438[11)).

Ambition Loop: Teachers and schools develop a pedagogy of walking alongside families
by valuing the unigue knowledge that families hold about their child

Schools support family engagement in learning that value the knowledge that families have
about their own child’s learning (Pushor and Amendt, 2018e3; Pushor, 2015113)). This can
both add value placed on working with families and be feasible in terms of teachers’ work.

A key challenge is to consider ways to unlock the benefits in a genuine way that accounts
for the time pressures on teachers and families. Professor Debbie Pushor develops the
concept of “A Pedagogy of Walking Alongside” (See Box 5.2) to demonstrate how the
work of the adults (teachers and parents) can support the child by working together. It
underlines parent engagement is more expansive than their engagement with the teacher or
the school. It is their engagement in their child’s learning, inside and outside school.

Box 5.2. A Pedagogy of walking alongside

Parent engagement is the authentic and meaningful place and voice of parents in their
children’s learning and development — everywhere and all of the time. Integral to this
definition is an understanding of the complementary but distinct notions of education
and schooling. When a child enters a family, they are held, rocked, cared for, sung, and
read to, introduced to the world in a myriad of ways. Their education begins immediately
and unfolds continuously. This birth to forever process of education is one of parents’
teaching and nurturing in all areas of life and learning — the physical, emotional,
intellectual, and spiritual — and across personal, social, and cultural dimensions. In this
process of education, parents work to realise the hopes and dreams for their child in life.

During their schooling years, children are in school about 20% of the time and out of
school about 80% of the time. What these percentages make clear is the importance of
both the learning, and the parent engagement in that learning, that happens in out of
school times and places. It is an understanding of the significant place and voice of
parents in their children’s teaching and learning that underpins a pedagogy of walking
alongside. It turns upside down the notion that it is the role of parents to support the
work of the school to one in which teachers see the important role that they play in
supporting parents to realise their lifelong hopes and dreams for their child. In a
pedagogy of walking alongside, teachers bring together their professional knowledge of
teaching, learning, and children with parents’ knowledge of teaching, learning, and
children, pooling their resources to support children’s academic achievement and
attainment of other educational outcomes, in school and in life.

As an educator, to engage in a pedagogy of walking alongside is to accompany, to be
with parents on their journey. Green and Christian (1998115) wrote that the Chinese
character for the word ‘listen’ contains five symbols that depict ear, eye, heart, and the
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concepts of ‘you’ and ‘undivided attention’. To accompany parents, then, is to listen
with undivided attention, using the senses of both ears and eyes and, at the same time,
the engagement of one’s heart. It is to demonstrate, “I am with you”.

What might such a teacher’s pedagogy of walking alongside look like in practice?
It might entail beginning a relationship with parents by asking them to share their
knowledge of their child through a letter or video with stories and photos. It might
include a home visit in which the teacher experiences and learns from the family’s
“home culture” (Ramirez, personal communication, 2020). It could be a redesign of a
typical meet the teacher night focused on the teacher or the curricula into a meet the
family night in which families share artifacts and stories to introduce themselves.
It might mean a shift towards a home and school learning conference that begins with
parents sharing the learning they have observed and documented in their child that term
in out of school times and places and then moves to the teacher’s added insights about
school learning, resulting in a more holistic picture of the child’s growth and
development. It could include the co-construction of an inquiry unit, where a question
such as, “Where does math live in your home and in your culture?” brings the fabric of
families’ lives into the classroom for exploration in relation to curriculum outcomes.
The possibilities are endless once teachers realise that everything they do can be done
more contextually, with greater representation of their learners, and with greater insights
and impact, if they do it with parents rather than without them. When everyone benefits
(Sheldon and Jung, 201811¢7), Why not walk alongside?

Note: Original contribution by Debbie Pushor (University of Saskatchewan).

Ambition Loop: Schools seek ways to strengthen connections with families, culture and
assets within the local community

Schools appreciate the multiple cultural communities that can support student sense of
belonging and belief in their capacity to improve (Darling-Hammond and Cook-Harvey,
20181177; Masson, Antony-Newman and Antony-Newman, 2022;9;). This recognises that
families and communities provide assets for a learner and for the work of teachers
(DeMatthews, 2018;77;; Masson, Antony-Newman and Antony-Newman, 2022¢;). Some
challenges include circumstances which frame parent engagement within schooling
through an idealised middle-class perspective that does not adequately consider a range of
family circumstances (Jezierski and Wall, 2019p112;; Pushor and Amendt, 2018e3)).
Schools can also hold a negative perception about parents who are not involved in their
child’s schooling (Gordon and Louis, 20094¢) without recognising other ways that families
can engage with their child’s learning.

Ambition Loop: Schools reassess how to facilitate and improve parent participation in the
learning process on an ongoing basis, including valuing a range of ways to engage

The benefits of reciprocity show that “successful schools depend on the resources and
support of their communities, and schools at the centre of their communities are often the
most successful” (Schleicher, 2018, p. 9415). A greater availability of expertise might be
possible due to changes in working arrangements and moves to sustainable urban living
arrangements (OECD, 2022s7;; Allam et al., 202111g; Jezierski and Wall, 2019p112).
These community assets can be utilised to support the work of learners and teachers.

Ambition Loop: All school-community sector partners recognise that all adults play a role
in caring for children and young people

An important starting point for partnerships in the school-community sector is articulating
the intentions of all stakeholders to do the best for children and young people (J. Epstein,
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personal communication, 2022). At school and at home, “supportive, responsive
relationships with caring adults are foundational for healthy development and learning”
(Darling-Hammond, 2000, p. 5(10s)).

5.5. What if... we create space to think collectively about the future and develop
new ideas?

School organisation will be necessary to coordinate opportunities to benefit from
interprofessional and cross-sectoral partnerships. These need to consider effective ways of
collaborating to benefit from positive, sustainable partnerships (Nilsson Brodén, 202215)).
This re-organisation of working that strengthens opportunities to consider the future would
benefit if it also occurred at Ministerial and ministry levels.

As well as organisational matters to create the space for collective and inclusive thinking
about the future, deliberate approaches can strengthen how this is undertaken to realise the
benefits:

We need to carefully think about what assumptions we have about the future, what
ideas we should use, and what thinking should be implemented. The overall concern
is, are we currently asking the right questions... considering the right directions,
are our educational policies serving the present, or are we aiming at imagining the
possible and potential futures. (Tesar, 2021, p. 3sq)

These approaches can be informed by forward-looking ideas based on futures
methodologies such as foresight (OECD, 2021p17; Tesar, 2021jgq; Amsler and Facer,
20171197).

Four Ambition loops are outlined related to creating space to think collectively about the
future and develop new ideas.

Ambition Loop: When exploring new ideas, schools seek views from multiple partners to
provide richer responses for forward thinking

Ideas sought from multiple perspectives (Jordan, Kleinsasser and Roe, 2014¢); Southgate,
Reynolds and Howley, 2013p7;) and stakeholders are an important part of developing a
strategic response for transformational change. Future-focused approaches rely on the ideas
from multiple voices (Jordan, Kleinsasser and Roe, 2014¢); Southgate, Reynolds and
Howley, 2013p477) to shape responses and feature greater confidence in their resilience.

Ambition Loop: Policy makers promote and invest in leadership within schools to help
them connect and implement partnerships with families and community

Policy makers can support school leaders through co-development of approaches that can
guide the development of new processes from theory into practice (Gu, 2021119;; Epstein,
20211207; Ryan, 202147) This includes researching impact through the lens of equity
(Epstein, 2021[1207) to ensure new approaches enhance inclusivity.

Ambition Loop: Policy makers establish partnerships among different ministries to
promote key partnerships for schools

Policy makers can play an important role in establishing partnerships at the policy and
Ministerial levels to promote key partnerships (Holroyd, 2022[1215; Nilsson Brodén,
2022p151) with other Ministers and ministries. From an innovation perspective there is
opportunity to bring together experts across fields to develop an idea (Holroyd, 2022[1217).
Cross-ministerial approaches can also benefit service delivery through use of common
approaches.
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For example, Box 5.3 describes the parliamentary Speaker’s programme in New Zealand,
highlighting the role of cross-sectoral collaborations between teachers, schools, ministries,
and other institutions, such as Parliament. One of the benefits is the opportunity to utilise
an outreach model where people engage with young people and communities in their
space/ school, reinforcing a shared commitment and respect for the importance of making

connections.

Box 5.3. The Speaker’s Outreach programme, New Zealand

The Speaker’s Outreach programme provides an example of using the school as an
anchor institution that creates a place to connect other institutions with students and
community within a known environment. It provides an opportunity to foster agency
and engagement within democratic governance processes.

The Speaker’s Outreach programme started in 2018 in South Auckland, New Zealand.
Members of Parliament (MPs) from different political parties accompany the Speaker
of the Parliament on day trips to various towns around the country. Making Parliament
more accessible is a real focus for the Speaker, and the Outreach programme aims to do
just that by taking it out to the people.

The groups have visited schools and community groups across New Zealand to bring
Parliament to the people. The programme aims to make at least six visits per year and
provides an opportunity for people around the country to meet MPs and learn about
Parliament. During a visit to Westport, the former Speaker, the Right Honourable Trevor
Mallard said "Communities are at the heart of our country and we want everybody in
every community to know they have a voice at Parliament. Launching this outreach
programme is a way to show people that Parliament belongs to them." The Speaker’s
Outreach programme is currently continuing under the Speaker Adrian Rurawhe since
August 2022.

The day’s programme usually begins with a school visit where there is a mock debate
or Q&A that the Speaker and MPs participate in. Debate topics have included:

Whether there should be a wealth tax on any assets/income over $1 million?
e Whether private sale of whitebait should be taxed?
e Whether single use plastics should be banned?
e Whether we should conserve water?
o Whether cell phones should be allowed at school?

Sometimes small group discussions take place, for example, to discuss increasing youth
engagement with Parliament.

Lunch is often at the local tertiary institute or with a local community group. Locals can
ask questions to MPs. Some of the questions have related to the roles in Parliament, how
they got into their positions, interests of the politicians, etc.

In 2021, two outreaches into schools focused on working with young people to develop
their understanding of select committee processes. A small group of members of
Parliament and staff from the Parliament’s Education team brought issues to be debated
to the school, and students workshopped what made a good submission on these topics.

In addition to online visits, technology also allows participants to visit Parliament via
the Parliament XR App, taking them on a virtual tour of Parliament wherever they are
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in the country. Since 2021 education visits to Parliament have also been able to be
conducted online via a zoom call using extended video footage in different spaces at
Parliament.

More information New Zealand Parliament (2023(122]), Speaker’s Outreach Programme,
https://www.parliament.nz/en/visit-and-learn/speakers-outreach-programme/.

New Zealand Ministry of Education (2023[123]), School Leavers’Toolkit for Teachers, https://sltk-
resources.tki.org.nz/curriculum-resources/.

Ambition Loop: All school-community partners create space to reflect on the future they
want to build together

Creating space to reflect on collaborative views of the future has benefits for the present
times as well (Gordon, 20201241). We can choose to wait for the future to arrive or we can
create space and develop approaches to shape the future we would like (Tesar, 2021sqj;
Holfelder, 2019,0); Fuller, 2017 247).

6. Ambition loops for the educational sector

The Ambition loops for the educational sector comprise:
o Early childhood education and care (ECEC).
e Vocational education and training (VET) and lifelong learning.
e Higher education, including teacher education.

As well as education sector stakeholders, the Ambition loops focus on ideas that are
specific to teachers, school support and policy maker roles, as well as common to all
groups. School support can relate to school leaders or collective teacher leadership.

The Ambition loops for the education sector are listed below using some themes which
draw together interconnections between the Ambition loops. The themes are, “What if”...

e ... we think about "the learning journey”, accompanying learners through formal
education with links to informal learning and learning to learn?

o ...we form partnerships to strengthen teacher professional identity (TPI) throughout
the career span?

e ..we support interdisciplinary learning and working as a core part of
professionalism?

Each of the Ambition loops includes a short description, based on research and practice.
Some examples are also provided to further illustrate the possibilities and how they can be
used to create clarity and confidence for longer- or shorter-term action.

6.1. What if... we think about "the learning journey”, accompanying learners
through formal education with links to non-formal learning and learning to learn?

Connecting educators across all levels of formal education can support developing a
cohesive approach that is focused on accompanying the learner journey. This approach
provides a way to strengthen communication between educational professionals as well as
identify mutual goals to support each other and collaborate (Bryson, Crosby and Stone,
2015p49)). There are opportunities to be gained from exploring the use of a framework that
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follows a child through all their transitions through formal education, from birth to formal
ECEC, through compulsory education and for those who choose, through higher education
and training (International Standard Classification of Education (ISCED) levels 0 to 8).
This approach places focus on the learner over the learning structures and connects
educational sector stakeholders in a way that embeds the importance of partnership as core
work for all, whilst recognising the specialist aspects of each stage. It also recognises
multiple options for the learning journey as a connecting focus for all.

At the same time as building a coherent and holistic approach across different
developmental stages, there does need to be recognition of the distinctions between
different stages of development for children and young people, as well as distinctions in
the goals of educational institutions at various points of education (Bryson, Crosby and
Stone, 2015p9). Successful partnerships also need to be warranted (Nilsson Brodén,
2022p15) with individual and mutual benefits for all stakeholders (Nilsson Brodén, 2022;s)).

Technology has increased the prominence of non-formal learning (Mujtaba et al.,
2018(75); Villalba-Garcia, 2021}125;) opportunities for learners. Rapid societal change has
also placed importance on learning to learn as a lifelong learner (Munro, 2019p3;; Day,
20021147). Both trends provide opportunities to explore links with formal education.

Five Ambition loops are outlined related to "the learning journey” and accompanying
learners through formal education with links to non-formal learning and learning to learn.

Ambition Loop: Teachers network with other professionals within the education community
to support a child-focused approach to learning and teaching

A child-focused approach connects professionals around the strengths and needs of the
child (OECD, 201712¢7). This approach values the opportunity for professionals to share
professional knowledge about individual students as well as their broader educational work
(OECD, 2017[12¢)).

Box 6.1 describes some of the research seeking to examine the benefits that can cumulate
for a learner as they move through different stages of formal learning. This helps to
illustrate the value of connecting the professional work of educators across the sector.

Box 6.1. Research examining the benefits that can cumulate for a learner as they move through
different stages of formal learning

Research articles examining Preschool/ Kindergarten (PK) to end of post-school
education often considers the benefits against university outcomes (Bain et al., 2022[7g;;
Horn and Tandberg, 2018[127;; Norton and Zoghi, 2020;1257). Some research highlights
the way the partnership can offer support to schools (Lawson, 2013;129)), especially
around improving equity outcomes for students and communities (Lawson, 2013[129])
through the provision of extra assistance and targeted resources.

Other research, particularly focused on ECEC highlights the valuable possibilities to be
gained from a 0-8 years old approach (National Research Council, 2015(1307) that unifies
professionals in the care and education sectors. This approach also allows for different
ages when formal schooling commences and recognises the increasing enrolment rates
of 3-5-year-olds in ECEC across the OECD (OECD, 202143;). Research relating to the
early years of development often points to the important role that ECEC can play in life
outcomes for children (Van Huizen and Plantenga, 20181313; OECD, 202257; OECD,
20213), including shorter and longer term educational outcomes (Van Huizen and
Plantenga, 2018131;; OECD, 2021431) and equity outcomes (Van Huizen and Plantenga,
20181313; OECD, 202143)). Positive outcomes are also found across broader indicators
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in adulthood, including individual outcomes such as health, and societal benefits such
as broader participation within political and community processes (OECD, 20213);
Smithers et al., 2018447). Smithers et al. (20184;) calls for more interdisciplinary studies
to examine the effects of early life on non-cognitive skills in a more strategic way.

In the same way that research examines the cumulative benefits across all stages of
formal learning, there are opportunities for practice to benefit from developing
deliberate connections and a more cohesive approach that focuses on accompanying the
learner journey.

Ambition Loop: Policy makers value the role that teachers can play in providing a bridge
to support a lifetime of formal and non-formal learning for children and young people

Policy makers can facilitate examining the opportunities and challenges for connecting
formal learning and non-formal learning (Mujtaba etal., 20185; Villalba-Garcia,
2021p1257). This includes the role of teaching to develop lifelong learning skills (Munro,
2019p13); Day, 2002147) and the impact of technology (OECD, 2022;s7;; Carraro and Trinder,
20211132) to provide non-formal learning opportunities. An equity focus would explore the
impact of non-formal learning opportunities on outcomes for equity groups (OECD,
202257)).

Ambition Loop: Educational sector partners adopt a cohesive approach to support
collaborations between organisations and accompany the learning journey

Research on a 0-8 years old approach (National Research Council, 2015130 or a PK to end
of post-school schooling (Bain et al., 2022(7g;; Horn and Tandberg, 20181277) highlight the
synergies that partnerships across the educational sector can provide, such as development
of transversal skills (Norton and Zoghi, 2020y125;; Heimbrock, 2023[133;) and greater clarity
about focuses at different development points to prepare for lifelong learning.

Ambition Loop: Educational sector partners develop common understandings of child
development across learning transitions that deepen professional understanding and
support quality collaborations

A common understanding between professionals can support quality collaborations
(National Research Council, 2015p:130;; Bryson, Crosby and Stone, 2015p97), build a long
term, shared vision (National Research Council, 2015p3q; Bryson, Crosby and Stone,
2015p49)) and strengthen connections to the child and family (National Research Council,
2015p1307; OECD, 202131, Ryan, 20211947). These feedback loops can create synergies for
teachers and learners.

Ambition loop: Education sector partners value a collaborative approach between
professionals to mediate any potential learning support gaps for students during their
learning journey

Transitions should be seen as multi-directional and holistic (OECD, 2017[w).
A collaborative approach between professionals across the various stages of development
and learning can reduce gaps in support and meeting of needs for young people (National
Research Council, 2015p130; OECD, 2022[2)). There should be a focus on “easing
transitions along learners’ personal pathways” (OECD, 2022, p. 9p261) by “strengthening
connections in learners’ pathways (organising learners’ pathways coherently to facilitate
transitions from one education level, programme or institution to another)” (OECD, 2022,
pp. 9-10p6)).
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6.2. What if... we form partnerships to strengthen teacher professional identity
(TPI) throughout the career span?

Another perspective to innovate support for teachers’ development through education
sector partnerships is to consider their needs through a career lifespan approach (Mezza,
2022197). There are generally strong connections between schools and teacher education at
university to support pre-service teachers and teachers as they transition into the profession.
There may be further opportunity to consider ways to strengthen partnerships that focus on
other parts of teacher’s career span, including leadership. There is opportunity to
co-construct professional support in ways that draw on shared strengths of partners (Oates
and Bignell, 2022134, including enhancing the use of evidence or knowledge base and
bridging both sides of the theory-practice gap (Oates and Bignell, 2022[:34; Ulferts,
2021 103).

Approaches to Continuing Professional Learning (CPL) that place Teacher Professional
Identity (TPI) at the heart of supporting teachers can focus on their current work and
ongoing development needs (Suarez and McGrath, 2022127). Cross-sectoral partnerships
across the educational sector can harness interprofessional expertise and interests. On the
one hand, there is opportunity to support teachers’ work. On the other hand, there is also
opportunity to conduct research on topics of relevance to contemporary practice that values
the lived experience of teachers. Research and development can expand approaches,
particularly with a focus on reducing theory-practice gaps (Resch, Schrittesser and Knapp,
2022/135)).

Five Ambition loops are outlined related to forming partnerships to strengthen TPI
throughout the career span.

Ambition Loop: Teachers strengthen understanding of Teacher Professional Identity (TPI)
to support individual and collective practice

CPL that is teacher-led, collaborative, school-based and emerges directly from the needs
of teachers and their students can support professional growth and learning for students
(Boeskens, Nusche and Yurita, 2020p36). Developing the skills of teachers to be
introspective, reflective and collaborative, starting with initial teacher education, can
enhance teacher professionalism through practical ways to support professional autonomy;
and teacher responsibility for their own CPL and growth across a teacher’s career (Suarez
and McGrath, 2022[12)).

Figure 6.1 shows TPI in the centre of a framework of working with students, school context
and educational system context. The TPI development and outcome model highlights how
both the enactment of TPI in the classroom and school settings, as well as inputs and
supports from the school context and educational system context, can develop TPI.
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Figure 6.1. Teacher professional identity (TPI) development and outcome model
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Source: Suarez, V. and J. McGrath (2022, p. 9(12), “Teacher professional identity: How to develop and support
it in times of change”, https://doi.org/10.1787/b19f5af7-en.

Ambition Loop: Teachers develop capacity to lead lifelong learning approaches

As lifelong learning becomes more an important focus within societies (Munro, 201913);
Day, 2002}141; OECD, 2023p17) teachers can develop knowledge and capacity about lifelong
learning to support their own professional growth and the learning of their students.
Developing lifelong learning skills for children and young people can also be framed as an
equity strategy given that many equity groups currently have less access to lifelong learning
opportunities in the work place (Munro, 20193)).

Ambition Loop: The broader educational community has a role in developing teacher
leadership and school leadership across the lifespan of teachers’ careers

There are mutual benefits to be gained from the broader educational sector being involved
in supporting the development of teacher and school leadership, particularly through
school-university partnerships. Both organisations can learn from sharing of expertise and
developing insights (Forester, 2020p137; Oates and Bignell, 2022[134) and trust which can
benefit the collaboration as well as each individual group.

Box 6.2 describes specific benefits for teachers, teacher education and students that can be
created through long term partnerships (Nilsson Brodén, 2022:5)) and the building of
ongoing trust. In this example, the strength of the partnership provided agility in responding
to constraints of the pandemic.
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Box 6.2. School — university partnerships built out of trust

Innovative solutions are needed to address rampant teacher shortages around the world.
Short-term fixes are abundant and government schemes seek to incentivise teaching.

In New South Wales (NSW), Australia, there is a partnership between the University of
Newcastle and the Department of Education, which seeks to actively create new ways
of teacher education, both pre-service and for current educators and leaders.
Foundationally, we work closely with over 200 schools to support about 3 000
placements a year. We have developed several collaborative research projects and
provide ongoing professional learning opportunities for educators and leaders.

The COVID-19 chaos in schooling and tertiary education, created opportunity to further
expand our partnership to provide:

e Professional learning for educators and leaders engaged in innovative forms of
teaching, learning and assessment.

o Fit-for-purpose, school-designed placements for initial teacher education
students who required placements:

1. Honouring online teaching of young people during lockdowns as part of the
placement hours required of new teachers - approved by the state
accreditation body.

2. School-developed classes and projects for students who needed additional
support in between lockdown periods in NSW (University of Newcastle,
2020r13g7).

3. Developed school-specific placement prior to the end of lockdowns that
were implemented as schools returned on-site, enabling hundreds of new
teachers the opportunity to complete required accreditation without losing
a valuable study semester.

The key to any partnership is relationships built out of trust and mutual respect.
The formal definition of a partnership is “an arrangement between two or more people
to oversee business operations and share its profits and liabilities.” (Kopp, 2022[139)).
We add to this definition: a) the integration of “intellectual property” across the two
differing types of learning organisations and b) the sharing of social and 