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Abstract

This study examined how futures thinking is construed and evidenced in the Australian education system via leadership views,
school policies, decision-making processes, and practices, and how educators view the emerging forms of learning best suited
to meet the future needs of students. Futures thinking is a method of reflection on the changes that may occur in future years
and the possibilities for dealing with those changes. The study investigated the status of Australian schools’ strategic aims, and
understandings of the processes needed for sustainable change into the future through the lens of futures thinking, and the present
constraints to and possibilities for the emerging forms of learning and scenarios for future schooling in Australian schools. The
study was designed in two strands: 1) scenarios for future schooling and futures thinking, which examined participant responses
to the Organisation for Economic Co-operation and Development (OECD) ‘schooling for tomorrow’ concepts and HolonlQ
scenarios, a private think tank focusing on the future of education in relationship to current practices and leadership aspirations
in Australian schools, and 2) the emerging forms of learning and futures skills, which focused on pedagogical approaches and the
future skills required by students to meet the opportunities for and challenges of the future. The findings confirm a real desire for
change by school leaders, their recognition of the value of futures thinking, the use of scenarios as a mechanism for considering
change and future possibilities, and their willingness to lead movement away from content-based curriculum to a personalised
skills-based pedagogy in schools. The findings show futures thinking helps foresee change, grasp opportunities, and deal with

threats.

Keywords: Futures Thinking, Future Skills, Personalisation of Education, Learning and Teaching, Education, Scenario Analysis,
Emerging Forms of Learning, Disruptive Technologies, Future Schooling

1. Introduction and Purpose of the Study

This article presents a discussion and future research possibilities
to answer the research questions in the Scenarios of Future
Schooling, Future Thinking, and the Emerging Forms of Learning,
Future Skills strands of this study. The main aim of the study ‘Future
Schooling and Futures Thinking: School Leaders’ Perspectives on
Emerging Forms of Learning and Skills Education’ was to explore
how futures thinking was valued by system and school leaders, and
how they considered its potential contribution to the sustainability
of schooling and its impact when confronting and managing
future change. The study aimed to investigate and articulate
how system and school leaders and other professional educators
(curriculum consultants, academics, and researchers) considered
and approached development in the future by providing a picture
of the status of local schools’ strategic aims and an understanding

of the processes needed for sustainable change.

The overall objective of the current research was to explore what
the participants understood by and construed of the potential of a
futures thinking approach across the Australian education systems,
its theoretical contribution, and potential policy recommendations.
The research question had minor changes made during the study
to better reflect the inclusiveness of the two research strands. The
research question stated: How is futures thinking construed and
evidenced in the Australian education system (via leadership
views, school policies, decision-making processes, and practices)
and how do educators view the emerging forms of learning, future
skills best suited to meet the future needs of students? This complex
question was explored by teasing out the problem through the
two strands. Strand One explored: scenarios of future schooling,
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futures thinking; and Strand Two examined: emerging forms of
learning, future skills in the 21 century. What follows are the
subsidiary questions framing each of the two strands:

The Scenarios of Future Schooling subsidiary questions:

* RQI1: How will participants respond to the scenarios as
constructed in the OCED six Schooling for Tomorrow
scenarios for the future of schooling and the HolonlQ five
scenarios for the Future of Learning and Talent?

*  RQ2: What does the participant responses suggest concerning
participants’ perceptions, knowledge and values relating to
future schooling?

* RQ3: What does the participant responses suggest for policy
development and change in Australian schools?

The Emerging Forms of Learning, Future Skills subsidiary

challenges for the future of work and education as perceived
by Western Australian school educators?

* RQS5: What might learning and teaching look like in the
schools of the future?

*  RQ6: How are Western Australian schools preparing students
for future environments?

2. Discussion of the Findings: Strand One and Two

Questions Answered: Hypotheses Supported by the Literature:
Strand One

The responses provided by the System and School Leaders
Participants and Panel of Experts answered the three subsidiary
research questions of this study. The participants’ responses were
grouped into categorises and then used to generate six emerging
themes, as shown in Table 1. A descriptive summary describing
the participants responses is supported by the literature and is now

questions:

presented [1].

*  RQ4: What are the Forces of Change, their implications, and

Research Questions Themes Categories Literature Strand One
RQI —RQ3 Agreed by all by the Agreed by all by the Participants: Recommendations
Participants: System and System and school leaders (n=55) Relating to RQ1 - RQ3
school leaders (n=55) and the | and the Panel of Experts (n=7). Recommendations supported by
Panel of Experts (n=7). 100% of the Participants — System
and school leaders (n=55) and the
Expert Panel (n=7).
RQ1: How will Theme 1: A need to change the status quo. [2-13] Recommendations:
participants respond to the | A desire for change.
scenarios as constructed in ‘The school’ provides a place of [14-17] 1. As a starting point, the Australian
the OCED six Schooling Theme 2: community and belonging. education community must be en-
for Tomorrow scenarios for | Towards a personalised couraged to work together to gener-
the future of schooling and | skills-based curriculum and [ Scenario analysis, a tool to help [18-23] ate their own version of the OECD
the HolonIQ five scenarios | a whole child approach for a | decision-makers consider plausible or HolonlQ scenarios of future
for the Future of Learning | sustainable future. futures. schooling, to develop understand-
and Talent? ings of the local circumstances that
Movement away from crowded [24-31] will resonate with the community,
content-driven curriculum to particularly with the widening equi-
embrace future skills. ty gap across education in Australia.
Online learning seen to have real [32-35] 2. System and school leaders in-
benefits but does not provide a clude futures thinking in respect to
holistic value. education and educational change
as a pre-requisite to development
A Whole-Child Approach [36-43] of policy and strategy given that
change is constant, and increasingly
more rapid due to technology de-
velopments and data science influ-
encing analytical models.
3. Education systems include the
opportunity for professional de-
velopment in futures thinking for
schools to lead the decision-mak-
ing in planning for the future with
the goals of promoting equity and
excellence and to guide all of our
students to ‘become successful
learners and confident and creative
individuals.
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RQ2: What does the Theme: 3 The need to be future focussed- [44-55]
participant responses Value seen in futures thinking | creating a futures thinking mindset.
suggest concerning and using scenario analysis
participants’ perceptions, | tools for ways of addressing | The value of futures thinking and | [7,56-68]
knowledge and values and helping to shape the scenario analysis tools - a way of
relating to future future of education, and addressing and shaping the future
schooling? providing suggestions for of education.
policy development and
system change. Futures thinking limited at both [56,57,59-64,67-75]
system and school level and
Theme: 4 misunderstood.
The need for futures thinking
professional development The Need for Futures Thinking [8,76-82]
for leaders and teachers and | Professional Development and
futures studies for students. Futures Studies
RQ3: What does the Theme: S Scenarios provide aspects that
participant responses The value of scenario genuinely grow equity, excellence | [4,6,8,9,62,83-95]
suggest for policy analysis as tool for growth, and student and staff health and
development and change improvement, and change. well-being.
in Australian schools?
Scenarios provide ideas and [58,96-106]
pictures of possible futures
Theme: 6 Impact of post COVID-19 [30,107-113]
Implications of post pandemic on education which
COVID-19 pandemic on collied with the study.
education.

Table 1: Research Questions, Themes, Literature and Recommendations

Research Question One (RQ1) Answered: Theme 1 and 2

For Theme 1 and 2, all participants highlighted a need to change the
status quo. ‘The School’ was seen to provide a place of community
and belonging, and the participants argued for a movement
away from a crowded content-driven curriculum to embrace a
personalised skills-based curriculum with emphasis on the whole
child approach. Although online learning was seen to have real
benefits, they pointed out that it did not provide ‘holistic value’.
These points are now discussed with reference to the literature.

A Need to Change the Status Quo

All the SSL1, SSL2&3, and EP Participants agreed with a
movement away from the current education system ‘maintaining
the status quo’ and towards the OECD ‘re-schooling’ and ‘de-
schooling’ scenarios. When exploring the HolonlQ scenarios, all
the participants suggested a movement away from the ‘education
as usual’ scenario with slow incremental changes until 2030, then
major change likely with suggested changes to the ‘regional rising"
or "peer-to-peer” scenarios [4]. EP Participants even suggested
that there would be a combination of all scenarios including:
‘global giants’ and ‘robo revolution’, with a complete movement
to a ‘robo revolution’ by 2070.

The review of the literature confirmed the need for change, and
numerous studies and reports have been produced by experts who
have interrogated data and surveyed employers, teachers, and
students regarding the types of educational systems necessary to
support learning in the future [2,3,5,7,11-13]. All 55 participating
System and School Leaders suggested a preferred futures
movement away from ‘maintaining the status quo’ of the OECD
scenarios, a ‘robust bureaucratic school systems’, which was

Scenario One of the six scenario models [6].

The SSL1, SSL2&3, and EP Participants in Strand One and
Leadership and Teacher Participants in Strand Two indicated
that school systems were interested in exploring more flexible
approaches to schooling [refer to section NOTE p. 27]. The OECD
pointed out that there was a need for policy reflection and action
on what schooling and learning might look like in the future [7].
Scott explained that educators recognised that the instruction
or lecture style model of teaching was ineffective for teaching
student competencies and 21%-century skills, yet widespread use
of this model continues [10,114]. Given what occurred during the
global COVID-19 pandemic, continuing with Scenario One would
be difficult to justify, and there are many challenges, such as: self-
interest, school sector/system(s) as drivers of government policy,
being tied to State and Federal funding, and the requirements of
State Schooling Authorities.

An alternative approach was to decentralise the financing of
education to allow decisions to be made by those closest to the
action. The Gonskireview proposed the adoption of decentralisation
through the Principle of Subsidiarity [115,116]. The Principle of
Subsidiarity, as explained in the Gonski Review, refers to the level
of government deemed most suitable or qualified to oversee and
provide certain services. Gonski et al. stated that, “the level of
government closest to the communities receiving those services
should provide those services, and, if possible, fund and regulate
them” (p.181) [115]. According to the Gonski Review, present
structures that retain authority over funds redistribution once
it is received from governments reflect subsidiarity [115]. The
participating System and School Leaders and educators advocated
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for a significant overhaul of funding, training, structures,
connectivity, collaboration, and connection between governments,
as well as industry and the community. They suggested that they
must be proactive about change or students will be disadvantaged
and, ultimately, so will the country - its economy and society. This
is consistent with the Gonski review.

Most of the participants in Strand One (SSL1, SSL2&3, and EP
Participants) and Strand Two (Leadership and Teacher Participants)
argued that the curriculum was overcrowded, content-driven,
and preoccupied with standards and rankings. They indicated
that politics remained a powerful player in Australian education
and was a key factor in informing education policy. The SSLI,
SSL2&3, and EP Participants suggested that any move towards
a complete reshaping of the provision of education was difficult
to see in the very near future; a continued 'tinkering' at the
edges was likely to prevail, such is the conservative nature, they
believed, of those reviewing education. The participants suggested
that the government, media, and the current obsession with
standards, content-based curriculum, standards and rankings, and
administrators with political affiliations all helped to ‘maintain
the status quo’, with some SSL1, SSL2&3, and EP Participants
suggesting that this vested interest was resisting change.

There was a shift from content-driven education to one that fully
embraces ‘general capabilities’ [25,26]. There was also a move
away from more standardised, traditional methods of delivering
education, such as alternative pathways, different forms of
assessment, and flexible, future-focused delivery. The participants
believed that the development of a common vision and shared
values around what ‘education’ means, and the ultimate outcome
of ‘schooling’ was imperative. SSL1 and SSL2&3 Participants
indicated that they knew of the need for transformation, yet a
generation of Australian students have graduated with less than
what they need to thrive in an uncertain world. To develop and
appreciate the broad range of skills that young people need for a
successful future, the Mitchell Report recommended that Australian
schools decentralise from the ATAR [117]. This report outlined
four key reforms: building young people's capabilities, valuing
vocational education, navigating employment, and reforming
the VET in schools policy. It emphasised supporting educators,
shifting community perceptions, improving career exploration,
and reforming the VET in schools policy to better meet young
people's needs and prepare them for a changing workforce.

SSL1, SSL2&3, and EP Participants indicated that educators
needed to find platforms to engage more constructively with
change, rather than simply highlighting what was not working.
Ninety-eight percent of the SSL.2&3 and EP Participants suggested
that immediate dialogue, considered change, the redirection
of education funds to appropriate areas in education, dynamic
leadership as well as the need to be open-minded, futures thinking,
and future-fit were all needed. The SSL1, SSL2&3, and EP
Participants agreed that all of the scenarios provided aspects and
elements that could be included in moving to a future for learning
and teaching that would genuinely grow equity, excellence, and

well-being for all. According to these participants, the curriculum
was crowded and too content-driven, rather than fostering
transferable skills. Furthermore, they agreed that the assessment
model was outdated and did not promote the outcomes that
students needed to be future-ready.

Finally, SSL1, SSL2&3, and EP Participants stated that, while
technology was available, it was not necessarily accessible and
may create greater inequity. They pointed out that, primarily, the
scenarios suggested that education was changing regardless of
government policies and standardisation tools. Leaders, educators,
students, and parents were exploring and accepting new ways of
learning and teaching, recognising that current structures were no
longer fit for the intended purpose. The participants explained that
it is no longer tenable to claim that all students learn in a strictly
structured environment, at the same time, in the same location, and
in the same manner. To do so in a tightly structured environment
was no longer plausible [118]. Carol Tomlinson talked about how
differentiating education considers the fact that students have a
range of learning preferences and demands, which may include
varied learning contexts. This viewpoint supported the notion
that not all students benefit from a highly-structured setting since
different students have different learning styles and needs, and
flexibility and adaptation are frequently required to meet those
needs. Supporting the idea that a more flexible approach can better
meet individual learning needs, Pritchard argued that students
benefit from diverse and adaptable learning environments [119].
She argued that rigid structures may not accommodate the varied
ways students engage with and understand material. Furthermore,
Kolb’s work on experiential learning highlights that learning was
a process that involved active engagement and reflection [120].
Hattie and Zierer spoke about how accommodating students' varied
demands was essential to good teaching [121]. They contended that
adaptable tactics that consider various learning styles and demands
were more effective than strict, one-size-fits-all approaches. This
viewpoint was consistent with the idea that not every student does
well in a rigidly planned classroom. The authors of this updated
book stressed the significance of tailoring teaching strategies to
the requirements of diverse learners, arguing that a rigidly-planned
setting may not adequately address the range of ways in which
students engage with the subject and process information [122].

All EP Participants agreed that aspects of all scenarios could suit
individual students at various points on their learning journey. They
indicated that an approach allowing educators to create a flexible
model, and that allowed students to have a truly personalised
education, was needed and would be ideal. Furthermore, they
suggested that students needed the freedom to think outside of
the parameters that the current model of education prioritises, and
it was necessary to build educators’ confidence in being highly-
skilled professionals who are best placed to identify the needs of
students in their classrooms.

The SSL2&3 and EP Participants said that there were many
warnings for politicians and policy makers to be found in the
OECD, HolonIQ and Sanborn et. al., scenarios [4,6,8,9]. They
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believed that there were ideas in the scenarios that differed
quite radically from the current situation. The SSL2&3 and EP
Participants said that the scenarios indicated that they needed to
be looking ahead at trends in community and society, be willing
to try new approaches, and that they needed to develop systems,
processes, and mindsets that were agile, flexible, open, and
responsive. Furthermore, they explained that there was a need to
be prepared for and expect change, and to be ready to embrace new
opportunities as they arose. At the same time, they needed to be
clear about values and what matters most, ensuring that decisions
and policies are based on these.

‘The School’, a Place of Community and Belonging

“The school’ was still seen as providing a place of community and
belonging, yet all SSL2&3 Participants acknowledged problems
associated with inequality, particularly in low socio-economic
schools, teacher shortage, and teacher and student wellbeing.
This was acknowledged by most participants in Strand One and
Two of the research study. The OECD's report offered extensive
data and analysis on a range of educational challenges, such
as socioeconomic inequality, teacher shortages, and concerns
pertaining to the well-being of both teachers and students [15].
The wide range of issues that the participants acknowledged was
reflected in the OECD's findings. In addition, the UNESCO report
looked at several current issues in education, such as differences
in low socioeconomic backgrounds, teacher shortages, and the
effects on the wellbeing of both teachers and students [17]. It
offered a contemporary summary of these problems and looked
at the connections between educational challenges, inequality,
technology, and other variables. The UNESCO report, like the
research participants in this study, identified issues related to
inequality, teacher shortages, and the wellness of both teachers and
students, with a focus on low socioeconomic schools.

Scenarios Analysis, a Tool to Help Decision-makers Consider
Plausible Futures

All of the Strand One participants saw scenario analysis/
planning as a very effective tool to help decision-makers consider
plausible futures. Cordova-Pozo and Rouwette saw scenario
analysis as a widely-used approach for addressing uncertainty
in strategic decision making [58]. However, it has challenges
such as conceptual confusion, methodological chaos, and lack of
evidence on its effectiveness. Recent literature suggested that these
challenges have been partially met, with a proposed definition of a
scenario capturing novel definitions [96-99].

Cordova-Pozo and Rouwette’s paper contributed to scenario
analysis literature by providing clarity on implementing
scenario planning, choosing between process designs and
measuring effectiveness [58]. Lempert too proposed a particular
conceptualisation of scenarios that aimed to address many of
the challenges faced when using scenarios to inform contentious
policy debates [102].

Scenario analysis, Brown and Castellazzi claimed, has revealed
a particular sensitivity to change in marginal agricultural areas,

with either top-down or bottom-up causes having varying effects
that could lead to different outcomes being possible [100].
Scenario analysis for regional decision-making on sustainable
multifunctional land uses has proven valuable. Rawluk et al.
indicated that scenarios led people to think outside their area of
comfort, and fostered reflection, discussion, and consideration for
how to bridge value differences [103]. In addition, they claimed
that scenario planning might be an effective method for examining
and comparing various natural disaster management strategies.

Furthermore, Wright et al. stated that scenarios, a methodology
for futures and foresight research, were often not aligned with
policymakers' needs [123]. They developed a new type of tool,
called a policy scenario, which has been used to address this issue.
Their paper provided a detailed description of how to construct
policy scenarios, focusing on key characteristics such as policy
requirements, plausibility, probability, credibility, expertise,
objectivity, and legitimacy.

Movement Away from the Existing Crowded Content-driven
Curriculum

SSL1, SSL2&3, and EP Participants in Strand One and the
Leadership and Teacher Participants in Strand Two argued
for a movement away from the existing crowded, content-
driven curriculum to embrace future skills and an end to ATAR
(Australian Tertiary Admission Rank) based assessment. Dunne &
O'Rourke, as with the participants in this current study, argued that
educational change was necessary, and that existing systems of
assessment, like the ATAR and content-heavy curriculum, should
be abandoned [24]. They stated that doing this would help students
to be more equipped to meet the evolving needs of the workforce
in the future. Like SSL1, SSL2&3, and EP Participants, they
called for an emphasis on future-oriented skills and alternative
approaches to assessment.

Lucas also discussed the need for structural reforms in education,
such as a move away from outdated, content-focused curricula,
and traditional assessments like ATAR [124]. In their article, they
underscored the significance of cultivating future-ready skills and
modernising assessment processes to better suit the requirements of
today's students and the workforce of the future. Whilst the SSL1,
SSL2&3, and EP Participants agreed that online/hybrid learning
seemed to have real benefits, it did not provide ‘holistic value’.
A holistic approach to education - one that considered students'
learning, social, and emotional needs - was essential, particularly
during times of crisis, according to the OCED policy brief [30].
Due to the COVID-19 pandemic-related school closings, students
from various backgrounds who were more vulnerable may not have
received the assistance and additional resources they required, and
the gap between those students, who faced additional hurdles and
those who did not, may have deepened.

Online Learning Seen to Have Real Benefits but Does not Provide
Holistic Value

The literature supports the argument from the SSL2&3 and EP
Participants who indicated that online learning was seen to have
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real benefits, but that it did not provide ‘holistic value’. According
to Salta et al., an analysis of their study showed that students'
emotional involvement levels in an online learning environment
were statistically significantly lower than in a traditional face-to-
face learning environment [34].

Tate and Warschauer argued that there were differences in learning
outcomes between online and face-to-face learning, with these
differences being amplified for learners who are from low-income
and or minority groups [35]. They asserted that data from K—12
research showed disparities in student attendance, academic
achievement, and access to online courses. However, according
to Dhawan, virtual schooling may be thought of as an educational
tool that helps make learning and teaching more creative and
student-centred [32].

Photopoulos et al. reported that learning and teaching changed
entirely for both teachers and students in the absence of the face-to-
face component [33]. According to them, students felt frustrated by
how difficult it was to maintain fulfilling social interactions when
they were away, and students who preferred face-to-face teaching
concentrated on learning outcomes and acknowledged the issue
of ‘zoom fatigue’ even though they expressed gratitude for not
having to commute. Furthermore, Photopoulos et al. suggested that
students expressed their interest in maintaining and strengthening
face-to-face teaching relationships with their teachers and peers
[33]. They emphasised the need of face-to-face connections for
learning, socialisation, and psychological well-being, and had a
collectivist approach to education rather than one that prioritised
meeting each student's unique requirements.

Research Question Two (RQ2) Answered: Themes 3 and 4

In Theme 3 and 4, all participants supported the need to be future-
focussed and in creating a futures thinking mindset. The participants
saw futures thinking as a way of addressing and shaping the future
of education, and they saw great value in futures thinking and
using scenario analysis tools. However, the data demonstrated that
the concept of futures thinking was misunderstood and limited
at both the system and school level, and, though futures thinking
and scenario analysis was valued, there was a need for futures
professional development in these areas. These are now discussed.

The Need to be Futured Focused- Creating a Future Focused
Mindset

The SSL2&3 and EP Participants emphasised the need for a future-
focused education system that nurtured students into independent
thinkers, socially responsible citizens, and caring, empathetic
individuals [50,51,55]. They emphasised the importance of a
high-quality education system that empowered students, promoted
equitable learning opportunities, and involved communities in
the learning process [52,54]. They also highlighted the necessity
of a future education system that would support new types of
learning required to address challenging global issues and that
would accommodate all intellectual capacities as well as degrees
of personal, social, and mental development [48].

Despite the slow progress towards a future focus approach, the
participants acknowledged that schools were market-driven and
influenced by bureaucracy, politics, and the economy [47]. They
emphasised the need for a future education system that prepared
students to be citizens, fostering creativity, communication skills,
critical thinking, problem-solving, and responses to change [49].

The values driving the education of tomorrow must be subject
to developing an axiological scale along the way. The future
education system must guide students' progress, ensuring that
digital technology does not eclipse humanity [46]. They stressed
the importance of human interactions for children's socio-
emotional wellbeing and emphasised the need for progressive
and careful change in the system. The participants emphasised the
importance of adaptability, flexibility, and resilience in the ways of
learning and the skills taught to students, allowing them to develop
their capacity to respond to change and boost their thinking and
creativity beyond the classroom [44,45].

The Value of Futures Thinking and Scenario Analysis.

Futures thinking and scenario analysis were seen as offering
different ways of addressing and helping shape the future of
education, providing suggestions for policy development and
systemic change, importantly the need to be future-focused. All
participants agreed that there was great value in using futures
thinking and the scenario analysis tools to provide ideas and pictures
of possible futures. Schreiber referred to the importance and value
of futures thinking and illustrated how systematic futures thinking
can inform decision-makers concerning the innovation challenges
and opportunities emerging over medium and longer-term (5 - 15
years) time horizons of social and technology environments [65].
This was consistent with the findings from the Panel of Experts
and System and School Leaders in Strand One of the study.

The study's findings are consistent with the literature on futures
thinking. Building new futures for education is one of six strategic
objectives designated for the OECD's educational activity by senior
policymakers in its member nations, according to the OCED (nd),
to fulfil its mandate to support members and partners in delivering
high-quality, lifelong learning for everyone. Furthermore, futures
thinking assists people to think about significant change over the
next 10, 15, or more years [58]. Futures thinking is crucial to
education as it aids educators in understanding the primary forces
affecting change in educational systems, schools, and communities
[7]. Many decisions about education are made in the short term
to address pressing problems or enhance present procedures, and
SSL2&3 and EP Participants concurred [66]. Futures thinking
identifies potential outcomes that may result from current choices,
behaviours, and problems. The ideal future is a scenario that
considers all potential future outcomes to make the best decisions
possible for all concerned stakeholders [62].

The OECD pointed out that, when compared to other policy areas
like energy, the environment, transportation, and pensions, futures
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thinking in education was still comparatively underdeveloped
[125]. Scenarios have a long history and well-established
reputation in helping organisations generate strategic foresight,
and the proposed scenarios methodology, as a scholarly form
of inquiry, is one way in which people can generate ‘interesting
research’ - research that is innovative and develops theory while
being both usable and rigorous [56,59,61,63,67,68].

SSL2&3 and EP Participants suggested that “by allowing educators
to anticipate possible future influences on education, scenario
planning can help them become more resilient in the face of
change”. Van de Heijden was supportive and provided compelling
evidence of how scenario planning helped organisations - including
educational institutions - anticipate shifts and uncertainties in the
future. He pointed out that by planning for a variety of potential
future events, this strategy could aid educators and leaders
in developing more resilience and adaptability. Importantly,
Iversen declared that futures thinking, and scenario analysis were
mechanisms for systematic change [60]. Supporting this was
Schwartz's description of how these tools assist organisations,
particularly educational institutions, in anticipating changes
and problems [75]. As a result, they served as instruments for
promoting strategic adaptation and systematic change.

Futures Thinking Limited and Misunderstood.

Disciplines are becoming more and more influenced by methods
that are future- focused. The terms ‘foresight’, ‘futurism’,
“futurology’, ‘anticipation studies’, and ‘futures thinking’, as well
as the techniques and strategies employed are sometimes used
interchangeably to refer to the discipline of thinking systematically
about the future. When talking about this, people prefer to use
the phrase ‘futures thinking’ [126]. Numerous scholars have
expounded upon the terminology and techniques employed in
futures studies and futures thinking [127,128]. The following
summarises each of these more recent sources' claims regarding
the preference for ‘futures thinking’.

Dator listed the words used in the field and described how they
differ and how they are similar [71]. He explained that the
preference for ‘futures thinking’ in modern discourse stems from
its more planned and integrative approach to handling complexity
and ambiguity. ‘Futures thinking’ is favoured, according to Myers
and Myers, as it suggests a proactive and systemic approach for
foreseeing and influencing future possibilities [72].

Furthermore, as noted by Ramirez and Rajput, ‘futures thinking’
encapsulates the spirit of foreseeing and planning for future
developments in an all-encompassing and holistic way [73]. In
addition, Schultz highlighted the increasing inclination towards
‘futures thinking’ due to its more comprehensive and all-
encompassing methodology, which encompasses a systematic
investigation of potential futures and proactive strategies [74]. In
summary, these sources explain why ‘futures thinking” has become
the accepted phrase and agree that terminology linked to futures
studies can be used interchangeably. They emphasised that ‘futures
thinking’ provided an all-encompassing method for investigating

and making plans for future possible scenarios.

The current perception of futures thinking as being limited at
the school and system level has been attributed to numerous
significant factors, according to Australian System and School
Leaders. These restrictions were commonly talked about in
relation to the challenges in incorporating futures thinking into
educational practice and policy [57,64,69,70]. These authors
provided a thorough understanding of the reasons behind the
perceived limitations of the use of futures thinking in the Australian
educational context.

The ACER paper addressed the perception of futures thinking and
the difficulties inimplementing itin Australian educational contexts.
For example, not all educators and leaders may have access to the
specialised expertise and training needed to implement futures
thinking effectively. The shortage of professional development
opportunities in this domain may further constrain the efficacious
application of futures thinking. Future research into professional
growth into specialised skills, training, and tools into scenario
analysis and futures thinking has been suggested by this study.

The publication from the Australian Government's Department
of Education lists several challenges that Australian educational
systems must overcome [70]: (1) Implementing futures thinking
requires time, training, and resources - all of which could be scarce
- to put futures thinking into practice; and (2) it can be difficult for
systems and institutions to invest in future-oriented strategies due
to competing goals and financial constraints. Brown and Wilson
provided insights into the perspectives of Australian system and
school leaders on the limitations of futures thinking in educational
settings [57]. They explained that, inside educational systems,
there can be opposition to altering long-standing procedures
and frameworks. This opposition could result from a fear of
abandoning tried-and-true techniques or from doubts about the
efficacy of novel ideas.

Schultz and Dator discussed possible policy and structural barriers
identified by experts and system and school leaders [64]. They
argued that some system and school leaders may not be receptive to
embracing future-focused thinking to investigate future educational
policies and structures. They also suggested that system leaders
may encounter bureaucratic or policy-related obstacles that make
it difficult to incorporate futures-thinking approaches into the
system. Similar limitations and reasons indicated in the literature
were highlighted by the participants in this study. Futures thinking
at school and systems levels was seen as currently limited by the
SSL1, SSL2&3, and EP Participants. They communicated a lack
of awareness, understanding and misinterpretation of the concept
futures thinking. Many of the participants lacked a thorough
understanding of futures thinking, its benefits, and how to use
it in practice. This lack of understanding may prevent existing
educational systems from adopting and integrating a ‘futures
thinking framework’. Another limitation they sighted was short-
term focus. There is often a strong emphasis on immediate results
and short-term goals in education systems, which can overshadow
the long-term perspective that futures thinking requires. This
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short-term focus can hinder the adoption of strategies that are
oriented towards future possibilities. They mentioned curriculum
limitations as well: the flexibility required to incorporate futures
thinking may be limited by the standardisation of testing and the
rigidity of current curricula. They also maintained that curricula
mandated by the Federal Government imposed restrictions that
made it difficult to implement progressive teaching methods.

The Need for Futures Thinking and Futures Studies Professional
Development

The Strand One participants saw great value in and expressed a
need for futures thinking professional development for system and
school leaders and teachers in schools and for futures studies for
studies in schools. One of the three recommendations of the study,
supported by all the participants, stated that, “education systems
include the opportunity for professional development in futures
thinking for schools to lead the decision-making in planning for
the future with the goals of promoting equity and excellence and
to guide all of our students to become successful learners and
confident and creative individuals”.

In the literature, educators may find examples of support
frameworks created and programs available on futures thinking
and futures studies, but more needs to be researched in the context
of education in Australia. A growing interest in futures thinking
in education is shown in the OECD Scenarios on the Futures
of Schooling, to which numerous academics and educators
have contributed their own scenarios and resources to spark
discussion [8,76]. Policymakers and futures leaders across the UK
government incorporate long-term thinking as well as external
insights into policy and strategy with the aid of the publication 4
Brief Guide to Futures Thinking and Foresight [77]. This guide
was written to acquaint leaders and policymakers with the concepts
and advantages of futures thinking, as well as how to commence,
build capabilities, and utilise networks and resources for horizon
scanning and futures work across government. According to De
Spiegeleire et al., the Hague Centre for Strategic Studies (HCSS)
was employed by the Dutch government's ‘Strategic Monitor’,
which aimed to project futures thinking in the fields of foreign,
security, and defence policy [129].

A conceptual framework was created by Jones et al. to assist
educators in preparing lessons and students in considering their
futures within the framework of socioscientific concerns [38].
A knowledge of the existing state of affairs, analysis of relevant
trends, identification of causes, investigation of potential and
likely futures, and selection of preferred futures are among
the framework's essential elements. The framework may help
educators create captivating science curricula that foster critical
thinking abilities, according to their research.

Varpanen et al. explained that teaching teachers about futures
thinking appeared to broaden their perspective and encourage them
to consider longer-term and social challenges [81]. Future teacher
training and research will undoubtedly benefit greatly from the
development of this skill in conjunction with current viewpoints

in the field of professional agency. The approach to human
learning that Pouru-Mikkola and Wilenius presented is holistic,
with the goal of fostering the growth of each person's cognitive,
motivational, and action-oriented capacities for interacting with
the future [79]. The foundation of their research was a review
and analysis of theories related to future literacy, transformational
learning, and education. In order to empower students to make
decisions and become engaged citizens who tackle socioscientific
issues, science educators emphasised the significance of cultivating
systems thinking and futures thinking [80]. Their research sought
to determine the extent to which various activities, intended to
promote futures thinking were successful, as well as the degree
of futures thinking-related aspects that a group of pre-service
elementary teachers had developed. The participants' capacity for
future prediction and self-awareness as change agents increased.
They claimed that implementing these tactics in scientific
education could help create citizens who are able to comprehend
systems and take appropriate action. Vidergor introduced a new
framework for teaching-learning utilising a novel transdisciplinary
subject named 'Futures Studies' and a novel literacy called 'future-
thinking literacy' taught in a learning environment named LIFTS
(Learning in Futures Thinking Societies) [82]. He found that the
futures studies subject and futures-thinking literacy were effective
in developing scientific, creative, and futures thinking.

Finally, in discussing the need for futures thinking and futures
studies professional development in teacher agency needs to
be mentioned and drawn on in a futures studies perspective.
Theoretically, the futures-studies approach aligns with the
ecological model of teacher agency and recognises the importance
of teachers' agency in educational transformation, as highlighted
by concerns over ‘top-down’ school reforms [81]. On the other
hand, studies concerning teachers' future orientations were usually
restricted to short-term plans rather than long-term perspectives
on education. Teachers used a futures-studies approach to address
this by explicitly focusing on teachers' long-term goals for
their profession. Teachers argued that a useful methodological
framework for examining these long-term concepts was provided
by the futures-thinking approach, which was already well-
established in the field of futures studies. In this work, the teachers
first showed that the futures studies approach and the ecological
model of teacher agency were theoretically compatible. The
teachers then went on to explain the operation of future narratives
and pointed out the advantages they offer.

Ultimately, Varpanen et al. demonstrated in their research that the
essential thesis was that teachers were important, not just for their
commitment to the change, but also because they were innovative
thinkers who give it form and substance [81]. According to their
research, the stories provided a comprehensive picture of teachers'
longer-term perspectives on education, including moments when
they considered how education fitted into larger societal trends.

According to Varpanen et al., this innovative method can offer
resources for teacher agency research as well as the real-world
advancement of teacher education, tackling futures long-term
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problems with education and policy [81].

Research Question Three (RQ3) Answered: Theme 5

In Theme 5 all participants acknowledged problems associated
with inequality, teacher shortage and resourcing, and student
and staff health and wellbeing. It was clear from the participants’
responses what they suggested for policy development and change
in Australian schools. They saw scenarios providing aspects that
genuinely grow equity, excellence, and student and staff health
and well-being. Scenarios too were seen as helping decision-
makers consider plausible futures and provide ideas and pictures
of possible futures. They saw that changes to curriculum and
assessment were needed: a movement away from the existing
crowded, content-driven curriculum to embrace future skills and
an end to ATAR. They saw that change needed to provide a holistic
approach, the development of the ‘whole-child’ in education.

Scenarios Provide Aspects that Genuinely Grow Equity, Excellence
and Student and Staff Health and Well-being

The SSL1 and SSL2&3 participants pointed out that scenarios
suggested that educators need to be looking ahead at trends in
community and society, and be willing to try new approaches, and
that there was a need to develop systems, processes, and mindsets
that are agile, flexible, open, and responsive. However, Richter et
al. revealed that scenarios were being frequently used to increase
awareness of the uncertainties associated with the future and their
effects on individuals engaged at numerous levels is still under-
researched [62]. They would therefore like to emphasise the need
for careful development of future scenarios, adaptation of each
scenario to its target audience, and evaluation of psychological
and behavioural effects of future scenarios, to determine exactly
what aspects of scenarios most efficiently promote understanding
and action, and under which circumstances. Ultimately, Richter
et al. suggested that people, their views, their local stories, and
challenges as well as their agency were at the forefront of equitable
and sustainable growth [62].

SSL1, SSL2&3 and EP Participants argued that scenarios and the
ideas outlined in the six OECD Schools for Tomorrow and OECD
Back to the Future scenarios, and the HolonIQ and Sanborn et.
al. scenarios all recognised that there is a need to think differently
about education as an enterprise and as a way of building societies
that are just, socially responsible, and focused on the great
global challenges that the world faces [4,6,8,9]. Ainscow agreed,
indicating that the challenges facing education systems around
the world, was that of finding ways to include all children in
schools, intimating that there was evidence of an increased interest
in the idea of making education more inclusive and equitable
[83]. However, he claimed that educators, policymakers, and
stakeholders remained confused as to the actions needed in order
to move policy and practice forward.

The SSL1, SSL2&3, and EP Participants pointed out that
education was changing regardless of government policies and
standardisation tools. Haleem et al. explained that the United
Nations aimed to ensure inclusive and equitable quality education
for all and that digital technologies have emerged as an essential

tool to achieve this goal. They explained that technologies have
shown a powerful impact on the education system [88].

In addition, the education article published by UNESCO
highlighted the high levels of direct and indirect discrimination in
education, along with the challenges that impede individuals and
vulnerable groups from attaining equal opportunities and secure
learning environments [92]. Today, in light of the interdependence
of rights and the demands of the lifelong learning perspective,
inclusive education, and equity, the right to education cannot be
the exclusive province of the government and its departments
responsible for education [84]. Instead, it will require intersectoral
and interinstitutional collaboration and solidarity [92].

SSL2 and SSL3 Participants suggested that all aspects of the
OECD scenarios would suit individual students at various points
on their learning journey; a model that was flexible, allowing
students to have a truly personalised education, would be ideal
[6]. Gunawardena et al. stated that personalised learning was
touted to provide opportunities for learners to achieve their full
potential while developing a love of learning [130]. However,
they acknowledged that there are still issues with the feasibility
of implementing personalised learning, but their research, like
Snyder's, indicated that the complexity theory assisted teachers
in assessing their own viewpoints and developing their ability to
handle the complexity of personalised learning [94].

Significantly, these same participants said that politicians ought
to listen more intently to the opinions of educational leaders. The
participants contended that the OECD, HolonlQ, and Sanborn et
al. scenarios contained several wake-up calls for politicians and
policymakers; they believed that some of the ideas in the scenarios
were somewhat different from the state of affairs at the moment
[4,6,8,9]. In the past, parents, politicians, and educators have
clashed, according to Gold et al. [85]. The study by Gollust et al.
offered a sobering perspective on the possibility of policymakers
and researchers forming relationships [86]. Establishing connection
with this larger group of stakeholders is essential to bridging the
enduring gaps that have long dogged research and policy. Fostering
an engaged and trustworthy community is crucial for improving
general health and well-being, ensuring equal access to resources,
and fostering an engaged and productive community [89].

The SSL2, SSL3, and the EP Participants advocated for a
significant overhaul of funding, training, structures, connectivity,
collaboration, and connection between governments, as well as
industry and the community, and claimed that school leaders,
teachers, students, and parents were currently exploring and
accepting new ways of teaching and learning, with a recognition
that current structures are no longer fit for purpose. They explained
that expectations that all students will learn in the same way, in the
same place, and at the same time, and do so in a tightly-structured
environment, is no longer plausible. The scenarios all recognised
the need to think differently about education as an enterprise and as
a way of building societies that are just, socially responsible, and
focused on the great global challenges that the world faces. Sage
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believed that we must now prepare students for uncertainty and
higher-level employment - helping them think and communicate
instead of retaining and recalling facts for passing exams [93]. Wolk
stated that we are educating students for an outdated world [95].
He found scant evidence that the school was preparing students
to think critically, read deeply, participate in civic life, or meet
the many challenges of the 21st century. Furthermore, Merheb
argued that an outdated education system limits innovation and
technological growth, whereas Greenberg indicated that our public
education system discourages curiosity and encourages depression
and anxiety, and stifles creativity and can lead to serious harm to a
student’s mental and emotional health [87,90].

Furthermore, Poldervaart pointed out that an educational
system based on course education, creates endless possibilities
for personalisation of the curriculum, offering a maximum of
flexibility to the student, to find a strong fit with their intrinsic
motivation and professional ambitions [91].

Scenarios Provide Ideas and Pictures of Possible Futures
Participants in SSL2 and SSL3 indicated that scenarios offered a
broad range of options that decision-makers might consider for the
future course of education and that each of these suggestions had
value. They clarified that, by using scenarios, they were able to
study and visualise a future reality. Paige et al. stated that one way
to gain insight into an uncertain future was to construct scenarios
[21]. This technique has been used since the 1970s to bring issues
of environment and development, areas with strong science
content, to the attention of both scientists and policymakers. In
addition, Wright and Cairns described the logical bases of a range
of scenario methods and provided detailed 'road maps' on how
to implement them - together with practical examples of their
application [23].

Combining ideas, they might dissect reality, reassemble it, and
guide actions toward creating a better future. The literature
provides many example of using scenarios to visualise a future
reality. Ahmad offered a compelling illustration of how a scenario-
based approach could help reimagine how higher education might
function and better prepare students for the workforce of the future
[18]. His research shed light on how colleges can better improve
employability by preparing their students for the workforce of
the future. In order to create a workable model of desirable and
feasible futures in the context of ongoing and rapid technological
disruption, he incorporated components of previous scenario
planning approaches into his research. Although future education
stakeholders may find more desirable outcomes from collaborative
styles like human-machine cooperation, smart virtual active
learning campuses, and living knowledge learning environments,
the more likely and realistic scenario is one based on ongoing
disruptive technologies. In the near future, automation, artificial
intelligence, and the introduction of 5G network technologies
will transform the workplace and promote personalisation and
customisation in the delivery of higher education. Universities
will have to accept these changes and adapt. SSL2, SSL3, and
EP Participants pointed out that the scenarios offered a variety

of shortcomings of the current education model, as well as its
rigidity, inequality, and lack of readiness for sudden change, which
highlighted the value of futures thinking.

Futures thinking and scenario analysis offers a robust framework for
extending thought and creativity during this period of introspection
and dedication to revitalisation [20]. Through the analysis of
multiple scenario instances, Smedt et al. identified elements of
best practices and principles for strengthening innovation systems
using future scenarios [22].

Participants in SSL2&3 emphasised that these conceptual
visions of the future could put the current system to the test in
order to maximise learners' and the education system's ability for
adaptation and resilience. SSL2&3 and EP Participants asserted
that the scenarios revealed the tremendous impact of present
actions in building tomorrow, which demands immediate analysis
of teaching and learning methods to meet future needs must stop
focusing on the past and models of standardisation. SSL2&3
Participants also recognised that there is not necessarily a multiple
purpose solution, and that attempting to solve shortcomings
individually will only lead to a failure to change. Instead, several
approaches are needed to meet the challenges of tomorrow.
SSL2&3 Participants suggested that responsive and flexible
structures were needed to address emerging priorities and needs.
They indicated that opening spaces for student participation and
policy planning should be generated by listening to the voices of
the protagonists. They stated that eLearning design is agile and
defined by the cooperative development of the learner and the
educator and guided by clear objectives for the learner. Further,
they pointed out that this makes it possible to correctly identify
the strengths of the system that need to be maintained. SSL2&3
Participants agreed that images provided by the scenarios offered
new perspectives. The SSL2&3 Participants stated that the starting
point for a rich dialogue and debate among policymakers would
help them to identify the values that underpin their decisions, the
expected outcomes, and then identify their parameters for action.
While not a definitive answer, the scenarios could provide them
with a range of options from which to select the most favourable
option. Fergnani explained that futures personas can be used in a
scenario planning exercise to increase the clarity of scenarios in
the mind of scenario planners [19]. His paper formally introduced
the future persona, a futures method to let scenarios come to life.
Fergnani indicated that future personas, with their narratives
and graphical illustrations, were found to be particularly useful
to convey scenarios to a target audience [19]. One SSL2&3
Participant suggested that a failure to change an approach and
continue to rework previous models, rather than encouraging
creativity, ingenuity, and reinvention could reach a tipping point,
where what is taught in the classroom differs from the reality
that students experience at the end of their education. As a result,
they could see the collapse of education systems as they know it,
forcing policymakers to reinvent themselves from scratch. This is
why an authentic, innovative, systematic, and progressive change
is needed, which successfully combines technological tools, but
without losing the human element in teaching.
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Theme 6: The Impact of the Post COVID-19 Pandemic on the

Study

SSL1, SSL2&3, and EP Participants in Strand One and the

Leadership and the Teacher Participants in Strand Two agreed

with many of the implications echoed by participants amidst

the COVID-19 pandemic. The following list of bullet points

summarises the implications the participants identified:

* A belief that changes to schooling was possible because of
changes made during COVID-19,

*  The realisation of the value of teachers by parents and the
community and a need to improve support for teachers, and

*  The need to be more equitable, which is consistent with the
literature with the OECD reports education inequalities persist,
with gender, socio-economic status, family background, or
'where you live' still shapes access to learning [111].

The OECD policy responses to COVID-19 included students from
low-income and single-parent families, immigrants, refugees,
members of ethnic minorities, and First Nations peoples [30]. It
also included students who had special education needs and who
did not have access to physical learning opportunities, social and
emotional support offered in schools, and additional services

(e.g., the provision of school meals). They run the danger of

falling farther behind and isolating themselves when the school is

closed. The OECD indicated that it included students with diverse

gender identities and sexual orientations [30]. They risk falling

further behind and becoming isolated with school doors closed.

If governments do not take enough steps to promote educational

equality and inclusion, students with special needs are likely to

suffer the most in terms of educational outcomes and the assistance

offered by schools [30,107-109,111-113,131]. Further implications

identified by the participants included:

« SSL1,SSL2&3, and EP Participants agreed that education can
no longer continue with the ‘status quo’.

* A need to look to the future (be future-focussed) and explore
how technologies can assist.

* Highlighted the need for personalisation of education and
equity.

*  The importance of building student resilience.

Questions Answered: Hypotheses Supported by the Literature:
Strand Two

A discussion of the Leadership and Teachers Participants responses
to the three subsidiary questions from Schools A, B and C are now
discussed. The participant responses are consistent across the

Research Questions Key Points Literature Strand Two
Agreed by all Strand Two Leadership Recommendations
(n=10) and Teacher Participants Related to RQ 4-6
(n=10)
RQ 4: What are the forces of Emerging Technologies e.g., Al [115,132] In Strand Two the researcher made
change, their implications, and Chabots, Facial Recognition, VR, several recommendations to the three
challenges for the future? AR, and MR. Possibility of robotic, WA schools using Concerns-Based
holographic& cyborg teachers, Adoption Model (CBAM):
Chabots ...)
e that the Concerns-Based Adop-
Changing Nature of Education and [133-141] tion Model (CBAM) be used to
Work analyse, explain, evaluate, and
monitor the application of a new
Geo-political Landscapes, Social and | [142-147] item, program, practise, or inno-
Environment Factors, Rising Income vation in a school.
Inequality and Anthropocene
*  that the Concerns-Based Adoption
Student and Staff Well-being [148-152] Model (CBAM) be used to track

Teacher burnout, teacher shortage,
lack of resources and funding
arrangements.

The Whole-Child - a Holistic
Approach

[6,142,143,145-147,153]

[36-43]

how a school is adopting specific
reform efforts and changes, and
to learn how school leaders and
teachers could make sense of the
reform initiative(s).

*  that school administrators may
wish to collect data using the
Concerns-Based Adoption Model
(CBAM) to identify what chang-
es to make or what forms of as-
sistance they need, such as extra
resources, teacher professional
development, or student instruc-
tions.
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RQ 5: What might learning and
teaching look like in the schools
of the future

Stages not Ages: From traditional
classroom arrangements, to

using ‘individual learning plans,’
‘personalised learning’ initiatives and
‘differentiated teaching’.

Skills-based Learning vs Content-
based Leading

Flexible school arrangements: Virtual
& Hybrid learning (choose what,
when, and/or how they want to
complete coursework.

Empowering student voice and agency

Personalisation of learning
experiences

Fostering future readiness

Developing 21s- century skills and
competencies

Embracing student-centred and
learner-driven approaches

Acknowledging the realities of the
Anthropocene era

Future schooling scenarios enabled by
the impact of the ‘forces of change’

Adopting a futures-focused, future
thinking mindset

[116,118-120,122,154]

[25,26,117]

[155-160]

[161,162]

[163-167]

[168-171]

[7,14,26,171-174]

[175-178]

[179-181]

[8,173,182-186]

[187-190]

RQ 6: How are WA schools
preparing students for future
environments?

Creating flexible learning spaces

Foundation in literacy and numeracy,
technology use and real-world
experiences

Highly-skilled teachers with diverse
experiences, connections to industry
and life skills

[191-195]

[192,196-200]

[171,173,191,201-204]

Table 2: Research Questions, Key Points, Literature and Recommendations

RQ4: What are the Forces of Change, Their Implications, and
Challenges for the Future?

In responses to research question 4, the Leadership and Teacher
Participants from Schools A, B, and C agreed on many of the
challenges and implications of the forces of change for the future.
Key issues agreed by all three schools and the Leadership and
Teacher Participants are now discussed.

Emerging Technologies - Insufficient Guidelines, Professional
Development, and Resources
All Leadership and Teacher Participants felt that, although artificial

intelligence (Al) and data analytics have grown more and more
popular, there were still insufficient guidelines regarding their
application and effects on the well-being and learning outcomes
of students. The participants argued that this was essential, and
guidelines and further research needed to be done. A thorough
examination of the social and economic effects of Al may be
found in the OECD Artificial Intelligence Report [205]. It covered
a wide range of topics, such as the potential benefits Al offers to
society and the economy, as well as the difficulties posed by ethical
issues, labour markets, and inequality. A policy establishing
uniform guidelines for artificial intelligence was also proposed
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by the European Commission in the Al Act [206]. Additionally,
Davenport and Ronanki investigated how organisations can use Al
productively and ethically [207]. The authors also offered helpful
advice on how businesses could adjust to the new Al regulations,
with a particular emphasis on talent management, technology
adoption, and ethical issues. Miiller also addressed the moral
ramifications of robotics and artificial intelligence [208]. Important
subjects covered included the ethical standing of Al systems, the
moral dilemmas associated with Al decision-making, and the
effects of Al on social norms and human rights. To guarantee that
Al development and application are in line with wider society
norms and principles, the Brookings Institution suggested policy
proposals for resolving ethical challenges [209-212].

The Changing Nature of Work and Education

The Strand One participants unanimously agreed that over the
past three decades, the nature of work and education has changed
dramatically pointing out that a young person’s world has changed
radically over the last three decades with a widening gap between
the skills that formal education aims to impart on students and the
skills they actually need to forge their own futures. According to
Wyn, schooling is simply no longer fit-for-purpose, with many
of the fundamental tenets upon which post-war education was
based have been called into question by the changes in the lives of
young people [213]. Globalisation, socioeconomic developments,
and technology advancements all have a significant impact on the
evolving nature of work and education. As Siegrist and Li pointed
out, the shift from industrial to service-oriented economies has
resulted in a more unstable job market where skilled workers
prosper while low-skilled workers encounter difficulties [214].

Clott explained that there is a shift in how people view work,
with new frameworks that go beyond the conventional ideas of
labour being mere toil [135,136]. In parallel, Lomba examined
past interactions between work and education, emphasising
the need for education systems to change to keep up with the
needs of a knowledge-based economy [139]. Zigbacz indicated
that uncertainties have shaped the changes in education that
are occurring now, necessitating the development of creative
teaching strategies in order to adapt [215]. Hernandez-Torres et al.
concluded by highlighting the post COVID-19 pandemic effects,
which hastened the shift to digital education and made equity and
access in learning settings even more difficult [137]. When taken
as a whole, these variables show how work and education interact
dynamically, requiring ongoing adaptation and change.

In response to technology improvements and shifting employment
opportunities, Manyika et al. and the World Economic Forum
advocated for skill enhancement and adaptation. These two
organisations further investigated the future of work [140,141].
When taken as a whole, these findings highlight how crucial it
is to implement thoughtful employment legislation and reforms
in education in order to develop a resilient workforce that can
successfully negotiate the intricacies of contemporary work
environments [216].

Student and Staff Well-being

The need to build staff and student resilience and to support
their health and wellbeing was agreed by the System and School
Leaders and the Expert Panel in Strand One, and the Leadership
and Teacher Participants in Strand Two. All of these participants
agreed that there was a need to build staff and student resilience
and to support staff and student health and wellbeing. The COVID
19 pandemic crisis amplified the pre-existing mental health
problems of students and staff, and recognition of the opportunities
in schools to address these [217]. In education, the well-being
of students and staff is a complex matter that includes their
psychological well-being, personal development, and the school
environment as a whole. Studies have shown that psychological
distress is becoming more common among students, which
means that mental health care and positive aspects of well-being
like self-actualisation and personal growth need to be prioritised
[149]. In addition, the health of staff is equally important since
it affects both productivity and retention. Colleague support and
organisational resources are important elements in this regard
[150,151]. The necessity for supportive structures that address the
particular difficulties experienced by various groups, especially
vulnerable student populations, was highlighted by the duality of
well-being, which can be both fragile and robust [148,152]. In the
end, encouraging a holistic approach to health and well-being can
enhance the educational experience for both students and staff,
promoting a vibrant educational community.

Addressing Inequity Across Socio-Economic Divides

All of the Leadership and Teacher participants agreed that inequity
across socio-economic divides and the reliability of technology
was an issue in other schools. They claimed that evaluating the
reliability of technology in classrooms and resolving inequality
across socioeconomic divides were significant challenges in
today's schools. These disparities frequently show up in the form
of inadequate access to high-quality instruction, resources for
learning, extracurricular activities, and technology in the classroom.
The participants listed the following difficulties that schools
face: (1) support systems because students from disadvantaged
backgrounds may also face challenges outside of the classroom,
such as less parental support due to economic pressures, which can
affect their academic performance; (2) resource allocation: schools
in affluent areas often have better funding and resources compared
to those in low-income areas, which could lead to disparities in
facilities, classroom sizes, and teacher quality; and (3) access to
technology: students from lower socioeconomic backgrounds may
lack access to necessary technology like computers and high-speed
Internet, which can hinder their ability to complete assignments
and engage with digital learning tools. The Leadership and
Teacher Participants (17 of 20) concurred that to address these
issues, low-income schools require more financing as well as
grants and initiatives related to technology [218]. Initiatives like
laptop lending programs and subsidised Internet access could help
close the digital divide, as could efforts to provide technology and
Internet access to students who need it [219]. According to the
Leadership and Teacher participants (18 of 20), using emerging
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technologies effectively required time, professional development,
and training. Insufficient training and professional development
can lead to misuse or underuse of even the best technologies.
An overview of current trends and recommended methods in
professional development for successful technology integration in
the classroom was provided by Hanover Research and Hennessy
et al. [220,221].

The participants (16 of 20) also mentioned issues with hardware,
software, and network breakdowns as ways that unreliability in
technology could interfere with learning [222]. They emphasised
that, to improve learning rather than detract from it, technology
must be seamlessly incorporated into the curriculum. These
participants suggested that inadequate integration could result in
ineffective use and that infrastructure investments made in schools
can have an impact on how well educational technology was used
[223]. Likewise, Carstens et al. noted innovative techniques and
instruments to measure how technology affects student learning,
stressing the significance of ongoing evaluation and feedback [224].
Conversely, recent legislative initiatives to reduce educational
inequities and their success in doing so were mentioned [225].

Developing Environmentally Friendly and Socially Responsible
Pedagogies

In School A, B and C, 8 of 10 of the Leadership and Teacher
Participants agreed that there was a need to intervene in what is
taught and how, arguing that it required a process of developing
environmentally friendly and socially responsible pedagogies that
are more relevant to the future.

Literature in the areas of social responsibility, education, and
sustainability supports this theory. Here is an explanation with
sources to back up this viewpoint. According to available research,
traditional teaching approaches might not adequately address the
urgent social and environmental problems facing the modern world.
A rising understanding that education must change to better prepare
students for future difficulties was reflected in the need for the
development of ‘environmentally friendly and socially responsible
pedagogies’ [226]. He endorsed the idea of modifying teaching
methods for continued applicability by talking about how educational
systems must adopt sustainability principles and create pedagogies
that address social and environmental challenges. Kollmuss and
Agyeman investigated the psychological and practical barriers to
pro-environmental behaviour and discussed the implications for
educational practices aimed at fostering environmental responsibility
[227]. Wals and Benages-Albert focused on contemporary theories
and practices in environmental education, advocating for pedagogies
that are both critical and future-oriented [228].

A desire to match educational methods and content to the needs of
a world that is changing quickly is indicated by the emphasis on
relevance to the future [229]. This involves imparting to students’
social responsibility and sustainability-related knowledge and skills,
which are becoming more and more important for them to succeed
in life and make meaningful contributions to society [230].

OBrien and Sygna highlighted the need for pedagogical
innovations and they explained how education might be designed
to develop abilities that are essential for addressing climate
change and other sustainability challenges [231]. examines several
methods for incorporating sustainability into education, such as
creating pedagogies that are appropriate for the future's social and
environmental concerns. Miller and Kimmel examined several
strategies for incorporating sustainability into the classroom,
such as creating pedagogies that are pertinent to upcoming
environmental and social challenges [232]. This dialogue lays the
groundwork for comprehending the reasons behind and potential
changes to learning processes that may be necessary to better equip
students for future social and environmental issues.

Teacher Burnout, Teacher Shortage and Lack of Resources

The OECD stated that conventional policy solutions would not
be able to address the dire worldwide teacher shortage crisis [6].
They said it would be caused by an increasingly aging profession,
exacerbated worse by low teacher morale and increased
opportunities for attractive graduate jobs. Because of the size of the
teaching workforce, increasing relative attractiveness is expensive
and takes a long time before it can be seen in overall numbers.
They highlighted the possibility of quite divergent outcomes:
at one extreme, a cycle of conflict and cutbacks; at the other,
emergency measures that spark dramatic innovation and social
change. Research has shown that people in a high-performance job
can cope with stress if they have support and autonomy, a model
known as ‘decision latitude’[153].

All of the Leadership Participants (Strand Two), acknowledged
that, although teacher shortage was not a problem in their schools,
teacher meltdown and the need for improved teacher support and
training in Australian schools was an issue. Likewise, the Teacher
Participants (Strand Two), argued that teacher meltdown and
shortages, and the need for improved teacher support and training
and the opportunities for teachers to become recognised and
rewarded as experts was a concern. Teacher meltdown was not an
issue of concern for them in their schools, yet they wanted to know
more about teacher meltdown and how it might impact on their
school in the near future and the changes they might need to make
to their teaching routine.

The literature supports the participants’ concerns. Insufficient
training opportunities in comparison to their established colleagues
and a lack of assistance for first-time teachers are mentioned by
Podolsky et al. [143]. They explained that, in addition to the salary
gap with other professional graduates, teachers frequently cite
unfavourable working conditions- such as the lack of support of
their principal, student behaviour, growing work demands, and
lack of time for professional learning and time to collaborate
with colleagues as the main reasons for leaving. Rajendran et al.
discovered a positive correlation between psychological fatigue
and the demands of the profession, such as workload and student
misbehaviour, as well as the personal impact of work-family
conflict [145]. In their study of the teacher shortage, Lonsdale
and Ingvarson concentrated on the approaches used by various
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educational jurisdictions to address the issue of teacher supply
and how to eventually make teaching an appealing career [142].
A summary table provided by them included an overview of the
actions taken to overcome the teacher shortage. In many states,
there is a teacher shortage because of high burnout rates. According
to earlier studies, student motivation and academic achievement
were impacted by teacher shortages and burnout [146,147]. It is
critical to understand how the post COVID-19 pandemic obstacles
may have impacted teacher burnout given the difficulties educators
are now encountering.

RQS5: What Might Learning and Teaching Look Like in The
Schools of the Future?

The Leadership and Teacher Participants from Schools A, B, and
C shared similar ideas on what teaching and learning might look
like in the schools of the future when answering research question
5. The key elements agreed upon by the leadership and the
participating teachers from School A, B, and C, are now discussed
and supported by the literature.

Changing Roles of Teachers in Response to Changes in Learning
Environments

Leadership and Teacher Participants (16 of 20) indicated that the
role of teachers is evolving in response to changes in learning
environments. They argued that, traditionally, teachers have been
seen primarily as content deliverers, feedback providers, and
assessors. However, as educational settings become more flexible
or less-structured, teachers may need to adopt additional roles,
such as facilitators, mentors, or counsellors [233]. The participants
claimed that there was the potential for increased counselling and
managing disappointment, anxiety, and failure. They indicated
that this may become the focal point of the role of the teacher.
Collie and Martin highlighted the evolving roles of teachers in
providing effective feedback, which can overlap with mentoring
and counselling roles [234].

A review of recent research on teacher education, emphasised
the evolving roles of teachers as they adapt to new learning
environments and pedagogical demands [235]. The literature,
Darling-Hammond and Bransford and Darling-Hammond
provides insights into the skills and roles required for teachers
in modern educational contexts, including the transition from
traditional content delivery to more holistic support roles
[236,237]. The personalisation of education is reshaping the role
of teachers, highlighting the increased need for teachers to act as
facilitators, mentors, and counsellors [238]. Educational leadership
and teaching roles are adapting to new learning environments
emphasising the shift from traditional teaching methods to more
facilitative and supportive roles [238,239].

Flexible school arrangements: Virtual & Hybrid learning (choose
what, when, and/or how they want to complete coursework.

Students who have flexible learning arrangements, especially when
it comes to virtual and hybrid learning, have more control over
what, when, and how they do their schoolwork. This strategy is
reinforced by the tenets of HyFlex design, which prioritise student

autonomy and availability of a variety of learning environments,
creating a feeling of belonging within the virtual classroom [159].
Students can have personalised learning experiences with a degree
of control over their learning pathways, pace, and sequencing
thanks to hybrid learning, which blends computer-mediated
and face-to-face instruction [160]. In addition, the significance
of flexible learning environments is highlighted as they allow
teachers to adapt their teaching strategies while facilitating a
range of learning activities, which improves student achievement
[158]. Collaborative design methods are critical to supporting
these flexible arrangements as schools continue to negotiate the
challenges of hybrid learning environments [155-157].

A Whole-Child Holistic Approach Goes Beyond Promoting
Academic Success

The necessity for a whole-child approach to education that
emphasises the big picture was recognised by all of the Leadership
Participants. They indicated that, "a school that adopts the whole-
child approach acknowledges that supporting students' happiness
and well-being goes beyond promoting academic success”. The
publication, the National Association for the Education of Young
Children discussed the whole child approach within the context of
early childhood education, focusing on the comprehensive support
of children’s development [39]. Nolde investigated how preschool
and kindergarten teachers might incorporate developmentally-
appropriate techniques that promote whole-child development
[41]. Noddings work on care ethics in education supports the idea
of focusing on the whole child and emphasised the importance
of caring relationships in education [40]. According to Jones
and Bouffard, integrating social and emotional learning into
educational strategies supports the whole-child approach and
promotes comprehensive student development [38]. Gordon
and Browne argued for a whole-child approach which they
claimed has implications for supporting all aspects of a child's
development [37]. Wang and Degol showed how school climate,
which is an integral part of the whole-child approach, affected
various student outcomes, including well-being and academic
performance, whereas Berk provided comprehensive coverage
of child development theories and practices, including holistic
approaches to education that emphasise the whole child [36,43].
The meta-analysis reviews of O’Donnell and Kirkner supported
the effectiveness of social and emotional learning programs,
which they claimed were integral to the whole-child approach and
contribute to both academic success and student well-being [42].

These references from the literature provide a strong basis for
supporting the statements from the school participants regarding
the whole-child holistic approach in education. Furthermore, the
literature helps to substantiate the importance of the whole-child
approach and its broader impact on students’ happiness and well-
being, providing a well-rounded view of current literature on the
subject.

RQ6: How are WA Schools Preparing Students for Future
Environments?
The Leadership and Teacher Participants from Schools A, B, and
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C shared similar opinions about how WA schools are educating
students for future environments in their replies to research
question 6. The following are the main points that the Leadership,
and the Teacher Participants from the three schools agreed upon
and supported by the literature.

Creating Flexible Learning Spaces

Leadership and Teacher Participants in Schools A, B, and C agreed
and indicated that they found it increasingly difficult to adequately
prepare students for future environments as they are bound by
federal, state, and territory-based curriculum and structures that do
not promote change. They also suggested there were limitations
because of standardised curricula, the rigidity of educational
systems, and the lack of adaptability in preparing students for
rapidly evolving future environments.

These participants indicated that schools were now creating future
environments such as: flexible learning spaces (physical and
digital), online, flipped, and hybrid learning environments. The
literature supports the participants’ point of view citing a range of
perspectives on the limitations of traditional educational systems
and the need for more flexible, forward-thinking approaches to
curriculum and teaching. Hargreaves and Fullan highlighted how
traditional educational structures and standards often constrain
teachers' ability to adapt their practices to better prepare students
for future demands [193]. Schleicher too claimed that outdated
educational systems and rigid curricula hinder the development
of skills necessary for future success, emphasising the need for
reform to better prepare students for global challenges [240].
Fullan suggested that rigid educational policies and standardised
systems can limit innovation and adaptability in schools, which
impacts how well students are prepared for future challenges [192].

In addition, Darling-Hammond highlighted how existing
educational structures and curricula can perpetuate inequities and
fail to equip students with the skills needed for a dynamic and
interconnected world [191]. Robinson argued that conventional
education systems and curricula can stifle creativity and
adaptability, thereby failing to prepare students adequately for an
uncertain future [194].

Foundation in Literacy and Numeracy, Technology Use and Real-
world Experiences

All of the Leadership and Teacher Participants believed that
providing students with a solid foundation in literacy and numeracy
and giving students the opportunity to utilise relevant technology
and actively participate in real-world opportunities was essential
in assisting them to become successful, happy, active, and
engaged citizens. The literature underscores the significance of
a multi-faceted educational approach that combines foundational
literacy and numeracy with modern educational practices such
as technology integration and real-world learning opportunities.
Myers and Adams-Budde highlighted the essential role that early
literacy and numeracy play in academic success, establishing
a foundation upon which further learning builds [199]. Selwyn
and Hattie and Yates explored how technology can enhance the

learning experience by providing interactive and personalised
educational tools, although they also cautioned about potential
challenges and the need for effective implementation [197,200].
The value of real-world learning was emphasised by Brown and
Adler, who argued that engaging students in practical, real-world
tasks increases motivation and helps students connect classroom
learning with real-life applications [196]. Lastly, a study of how
incorporating these elements into the curriculum could improve
how students learn and perform was presented by Fullan and
Marzano [198,201]. The literature backs up the participants'
assertion that a good educational environment that equips students
to be successful and involved citizens is created through a blend of
technology, real-world learning experiences, and foundation skills
in literacy and numeracy.

Highly Skilled Teachers with Diverse Experiences Industry
Connections & Life Skills

All Leadership Participants in Schools A, B, and C concurred and
explainedthathighly-skilledteachers wereneededto providediverse
experiences that were connected to industry and teaching valuable
life skills. These skills, they claimed, included organisation, time
management, coping with emotions, critical thinking, creativity,
problem solving, communication, and cultural diversity, which
they argued were essential for students to participate fully in life,
learning, and work in the future. They indicated that this shift
was slow as most schools retain ‘what is known to work’ rather
than moving toward the future. All Teacher Participants suggested
that many schools do not have the means (teaching capacity) or
funding to facilitate the kind of innovation required for a truly rich
innovative, technology rich integrated programs. The importance
of skilled teachers, industry connections, and the development of
life skills in education is supported in the literature [171,191,203].

Darling-Hammond argued that skilled teachers and diverse teaching
experiences were important in promoting equity and preparing
students for future challenges [191]. The skills that students
will need for the future, such as critical thinking, creativity, and
communication, were highlighted in the OECD Report, The Future
of Education and Skills: Education 2030 [173]. It emphasised the
necessity for teachers to give students relevant experiences that
link to industry. Wagner outlined why the new survival skills that
our students require are not taught in ‘even the best schools’, as
well as what can be done about it [204]. He discussed the 21st
century skills, including collaboration, critical thinking, creativity,
and communication and problem solving, that students must
possess and the inadequacies of conventional models of learning
to teach those skills. Fullan focused on the innovations required in
teaching and learning processes, as well as the challenges schools
face in implementing these changes, whereas Guskey and Sparks
reviewed how effective professional development for teachers can
lead to improvements in student learning and suggested that such
initiatives were necessary to cultivate essential skills [201,202].

2.1. Strand Two Findings — A Proposal for Future Use
The findings of Strand Two showed where the Leadership and
Teacher Participants of the three schools were positioned across

J Edu Psyc Res, 2025

Volume 7 | Issue 2 | 16



the seven stages of concern and provided school leaders a view
of the teachers’ interests or areas of concerns so that they may
be addressed. Additional information regarding the research
behind a new initiative or program, as well as how-to support
and coaching that may be required, were examples of possible
follow-up measures. This was proposed as Cycle 3, using an action
research methodology and recommended to the schools for future
Participatory Action Research (PAR).

2.2. How the Data Collected Can be Used and Administered
in the Future?

The data may be analysed by the school leaders to guide their
decisions to support individual or groups of teachers. Typically,
data is reviewed at the administrative level to establish the issues
raised by teachers, a method that preserves confidentiality and
allows school leaders' actions to have a greater impact. The Stages
of Concern Questionnaire is often undertaken at the beginning of
a school year or the introduction to a new program or initiative,
but no more than twice a year [241]. Interviews and open-ended
comments can be utilised more regularly in a formative manner to
obtain more precise input on specific issues or areas of concern.

Ateam of academics at the University of Texas at Austin's Research
and Development Centre for Teacher Education established the
Stages of Concern as part of the Concerns-Based Adoption Model
(CBAM) in the 1970s and 1980s. Researchers have examined
CBAM for reliability and validity since its conception, and it was
upgraded by George et al. which assured its dependability [241].
CBAM continues to be used in a variety of classroom, workplace,
and research contexts today. Leaders, evaluators, and researchers
frequently utilise the tool to better understand, monitor, and
manage the difficult process of implementing new and innovative
practices. The Concerns-Based Adoption Model (CBAM) has
been used to support the implementation of curriculum reform
and innovations [242-247]. The Concerns-Based Adoption Model
(CBAM), a theoretical framework for change facilitation, helps
researchers, school leaders, and teachers understand, oversee,
and manage the complex process of educational transformation
[247,2438].

The goal of the Concerns-Based Adoption Model (CBAM)
questionnaire was to find out what concerns teachers, who are
using or considering adopting certain programs, practices, or
new initiatives, have if they are adopted by the school. The
items were created from a list of emerging technologies that are
now being investigated or deployed in Australian schools. As a
result, some of the items on the CBAM questionnaire may appear
to be irrelevant or of little value to certain teachers at this time.
In the CBAM questionnaire, teachers were asked what stage of
concern they have about several ‘forces of change’ and whether
these would impact their school, teaching, and student learning
in the future. They had to choose a level from 1 to 7 shown in
the Table, Chapter 3, Section 3.10.2. adapted from the Stages of
Concern Model [241]. In this research strand, the three schools
were informed by the questionnaires in cycle one and two and their
‘stages of concern’.

Through the use of a questionnaire, the Stages of Concern approach
could help the school leaders determine the attitudes and views of
the teachers toward a new program or effort. With this information,
leaders may respond to the particular concerns of individuals. The
component is predicated on a fundamental insight: addressing
the concerns of those tasked with implementing a new program
is essential to its success. This is the start of the professional
learning journey for educational change and innovation. It is worth
noting that, if a school was going to personalise and individualise
its professional learning for teachers. the data collected using
the Concerns-Based Adoption Model (CBAM) would give a
facilitator a lot of information with which to work. If teachers are
at low levels or stages of concern the first step would be to ‘raise
awareness’. The professional learning facilitator should think
of the training plan as a direct response to the level or stages of
concern. For example, a level 6 teacher needs to be provided with
‘opportunities to work with other teachers and lead small groups’
while someone at level 2 needs sessions with basic definitions and
‘how-to’ practice.

2.3. Discussion of the Findings the ‘Stages of Concern’
Questionnaire.

Whilst Teacher Participants of Schools A, B, and C expressed
varying ‘stages of concern’ over the forces of change, it is true
to say that they were eager to work with their colleagues on
projects, programs, or practices and to discuss how these could
improve student learning and what impact they might have on
their teaching. Chapter 5, Tables 5.22, 5.23, and 5.24, included
information about these forces of change and their stages of
concern. The questionnaire undertaken by the Teacher Participants
in the three schools provided the Leadership Participants with an
acceptable mechanism for them to use to allow the teachers to
have a voice, make suggested changes, introduce reform, examine,
and explore new emerging technologies and innovative practice or
programs. For example, the Teacher Participants indicated to the
Leadership Participants ‘I am concerned about virtual schooling,
the time it might take to implement and how it might impact on
the students learning’ ... ‘we are eager to share ideas on big data
collection and learning analysis’ and ... ‘I am eager to share ideas
on the personalisation of learning with my colleagues’.

This approach using the Concerns-Based Adoption Model
(CBAM) provided the school with a way to foster a connected
learning community culture: a place where teachers could be
themselves, explore themselves and/or share with their colleagues,
whilst at the same time, fostering a community of learning.

2.4. Implications of the Findings

The findings suggest that the Australian education system can
change, and an understanding of the value and use of futures
thinking, and scenario analysis can make this systematic change
possible. The findings support the notion, evidenced in the
literature, that applying futures-thinking methods in educational
systems would lead to an interpretation of and adaptation to
changes [249]. According to Inayatullah, futures thinking was an
exercise that drives or motivates people to challenge the status quo
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and to improve [250]. To do this, participants must break down
reality and restructure it by considering the influence of some
value factors in the present; for example, the use of Information
and ICTs as part of emerging forms of teaching, considering their
high utility in providing continuity to the learning process during
the COVID-19 pandemic.

In addition, Scearce and Fulton explained that the critical question
to ask in the OECD and HolonIQ scenarios was ‘what if’, from
which people begin to create hypothetical situations according to
the factors considered fundamental or have the most significant
weight for this to occur [4,6,251]. Then, futures thinking allows
people to estimate the consequences of the scenario, the positive or
negative repercussions for the collective, and determine whether
we are prepared to face this type of change [252]. This study asked
participants to consider the value of futures thinking and scenario
analysis and ask the ‘what if”. As Inayatullah stated, the practice of
futures thinking and scenario analysis inspires people to question
the status quo, to act as a catalysis for education transformation
and reform education, to improve student outcomes, and prepare
students for the future of life, learning, and work [250].

Wiebe et al. believed that futures thinking could help develop
one’s capacity to understand the uncertainty of tomorrow, give
people the tools to have various responses to possible changes,
and may even help give more weight to certain factors in shaping
the future [105]. The process would be ideal once several scenarios
have been envisaged and the most favourable one in that areca was
chosen. The findings also show that policy makers should view
a shift toward the intrinsic worth of education, in addition to its
instrumental purpose, as the best path toward building inclusive
educational systems and more informed and equitable society
[253]. Furthermore, the findings suggest that education can equip
learners with agency and a sense of purpose, and the competencies
they need, to shape their own lives and contribute to the lives of
others [7].

2.5. Post COVID-19 Pandemic

In an unexpected manner, the impact of the COVID-19 pandemic
altered lives in Australia and all around the world. Millions of
students’ educational experiences were changed due to emergency,
remote teaching, with many receiving their first exposure to
distance learning and virtual learning materials. After COVID-19,
educators expressed a definite need for change. By introducing
students to hybrid or remote learning and elevating virtual learning
resources to a global centre stage, learning has been revolutionised
for millions of students [254]. Educators stated a clear need for
reform following COVID-19. Who will assume control? The
demand for progressive schooling that constantly adapts to global
dynamics and changing social and working environments is greater
than ever [123,255-258].

COVID-19 was widespread in Australia during this study’s
research period and had considerable impact on the Australian
education sector. In Strand One of the study, the eDelphi method
was used to collect data from participants and for that reason the

impact of COVID-19 was not noticeable. System and School
Leaders were able to contribute through online questionnaires and
video conferencing, and the same could be said of Strand Two.
Where the impact occurred was with the re-opening of the Western
Australian borders in 2022. Although the data from Strand Two
had been collected and analysed by this stage, it became obvious
that participants were struggling with COVID-19 infections or
overworked with extra duties. Participants were covering other
teachers’ workloads who were sick. However, the researcher
kept in mind that acknowledgment of a study's limitations is an
opportunity to make suggestions for further research. Aguinis and
Edwards and Brutus et al. suggested that if you do connect your
study's limitations to suggestions for further research, be sure
to explain the ways in which these unanswered questions may
become more focused because of your study [259,260]. It is the
researcher’s hope this will happen later in the future as part of a
new study.

2.6. Limited Research into Futures Thinking in Australia in
the Education Context

A literature review is a crucial component of any research
project as it aids in determining the breadth of previous work
in the field of study. Findings from the literature review serve
as the researcher's starting point for developing the study goals.
In this study, which began in 2019, the researcher concentrated
on the most current literature available in futures thinking in
the education area, limited as it was, to develop the research
questions. As futures thinking was a relatively new phenomenon
in an education context, the researcher had difficulty locating
academic papers addressing the study’s research questions, in
investigating how futures thinking was construed by the System
and School Leaders and other professional educators in Australia.
Kristof and Novaky explained that, based on current research
trends and up-to-date expectations, futures thinking was likely to
develop, and future research directions were accordingly expected
to entail socio-technological transitions, post-climate-change
goals, social collapses, the future of energy, the application of
corporate foresight tools to different fields, the underpinning of
entrepreneurial innovation, the future of Al, systemic foresight,
applied foresight, and foresight onsite [261]. However, they
argued that it could be found, from the development history of
the discipline, that the demand for futures thinking and futures
studies are notably higher in periods when risks, uncertainties, and
crises amplify, and when interrelationships shaping the future of
individuals, communities, societies, economies, regions, and the
world are volatile and complex. As this is currently the case, the
strengthening and broadening of the discipline can be expected
in the near future [261]. In addition, Kristof and Novaky claimed
that futures thinking and futures studies have often been criticised
for lacking a conceptual framework, a foresight process [261].
However, in the last decade, a number of frameworks that were
inclusive of strong theory and practice have been developed.
These include Voros’ generic foresight process framework and the
Six Pillars approach, which is derivative of Dator’s Manoa school
[262,263].
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Research on futures thinking in K—12 independent schools and the
relationship between futures thinking and educational leadership
is somewhat scarce, according to Clodfelter and Tapp [264].
Nevertheless, they indicated that insightful concepts for the future
could be found in academic literature from a variety of fields,
including environmental science, in which urgent issues like
climate change are addressed, transportation, nursing, and even
real estate [265-267]. In addition, Clodfelter and Tapp and Gidley
& Hampson noted that, although research on futures thinking has
not fully permeated the field of education, there is enough evidence
to support additional investigation with the aim of building more
independently run schools [264,268].

Burns suggested that futures thinking was a crucial part of
managing educational systems in a period of growing uncertainty
[76]. Building upon the four OECD Scenarios for Schooling,
Tracey Burns and her co-author Marc Fuster's work established
a connection between complexity and systems-thinking in
education and foresight and futures thinking [8]. Furthermore,
Burns stated that we need to integrate long-term strategic thinking
into education and strengthen futures thinking [76]. We can better
prepare and act today by utilising the ideas produced by engaged
discussion with a wide range of stakeholders. With other academics
and practitioners offering their own scenarios and resources to
further the conversation, the OECD Scenarios on the Futures of
Schooling are a part of a wave of increased interest in futures
thinking in education [8]. Rousell and Sinclair indicated that the
most prominent political initiative in this field was the UNESCO
International Commission on the Futures of Education, which will
be joined in the upcoming years by a number of additional projects
[269]. I hope that this trend will continue and that genuine futures
thinking in education is going to require a concentrated focus on
foresight and planning for the future.

2.7. Scenario Tools Will Take Time for Educators to Become
Accustomed to Using

Futures thinking is not without its restrictions. Many methods and
tools have been created to assist in futures thinking. The futures
industry employs more than 30 different tools and methods,
including back casting, assumption testing, the futures wheel,
scenarios, and horizon scanning [270]. Looking at the futures
tools, it is clear that it will take time and effort to learn to do futures
work. It will take educational leaders and teachers time to become
familiar with the different futures tools and techniques available, as
well as the more creative and exploratory way of thinking. Futures
thinking may be limited in those areas of decision-making where
there is certainty about the direction, nature, and speed of change.
To evaluate assumptions and widen the scope of thinking in respect
to uncertainty, futures tools and strategies have been developed. It
is clear from looking at the futures tools that learning to undertake
futures work will require time and effort. The various new tools
and strategies that are accessible, as well as the more creative and
exploratory way of thinking, will take time for system and school
leaders and teachers to become accustomed to using. Futures
thinking may be constrained in decision-making contexts when
the direction, nature, and pace of change are known with certainty.
Futures thinking may therefore be of little use. In accordance with
Price and Murnan, acknowledging a study's shortcomings presents
a chance to offer ideas for more research [271]. Furthermore,
Brutus et al. state that if you draw a link between the limits of
your study and recommendations for additional research, be sure
to include a description of how your study might contribute to
solving unresolved issues [260]. One will be able to demonstrate
the study's flaws while maintaining the high calibre and integrity of
the research by offering alternatives for any future research [272].

2.8. How the Study Contributes to the Existing Body of
Knowledge

The study has contributed to the existing body of knowledge and
is highlighted in Table 3.

Contributions to the Existing Body of Knowledge

1 How futures thinking is construed in the Australian Education System

2 The participants perceptions of the current education system

3 | The value of scenario analysis tools and futures thinking to guide systematic change

4 | The Leadership and Teacher Participants perception of emerging forms of learning and future skills.

5 | The contribution to the literature, the Seven Pillars of Future schooling

Table 3: Contributions to the Existing Body of Knowledge
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This is the first time that a study of this nature has been conducted
in Australia on the value of futures thinking, and scenario analysis
as perceived by Australian educators in strategic planning, policy
making and systematic change. Futures thinking and scenario
analysis were seen by the SSL1, SSL2&3, and EP Participants as
offering different ways of addressing and helping shape the future
of education, providing suggestions for policy development and
system change. All of the participants agreed that there was great
value in using futures thinking and the scenario analysis tools to
provide real ideas and pictures of possible futures. Futures thinking,
at a school and system level, was seen as currently limited by
leaders and the expert panel. The Participating System and School
leaders and Panel of Experts in the study acknowledged that the
current education system needs to change, and all the participants
agreed with a movement away from the current bureaucratic
system of ‘maintaining the status quo’. This is consistent with
the literature and further adds to the body of knowledge [273-
278]. Having explored the literature on the aims of education,
emerging forms of learning and future skills several change agents
have been uncovered. The study’s review of literature exposes
‘agents of change’ which the researcher has called the ‘seven pillar
concept’. These seem to have emerged as a fundamental impetus

for reinventing education. The ‘seven pillars concept’ is supported
by the literature, with educators claiming that education in this
century must focus on building a multidisciplinary approach to the
future of learning. These change agents are impacting the future
of education in different ways and transforming education as we
know it and no one pillar should be seen as more important than
the other. The changes are patchy and have been adopted and
progressed in some schools and not others. The change agents
have all contributed intentionally or unintentionally to systematic
change which is seen to be necessary to meet the future needs of
the students living in a rapidly changing world. What is clear from
the literature is that many academics and educators have advocated
their value and their importance for these change agents and their
contribution in bringing about change to the nature and aims of the
Australian education system. The seven pillars of future schooling,
which are seen to be important for reimagining education, were
chosen by the researcher in accordance with themes that were
found in the literature.

Figure 1 illustrates the seven pillars concept of future education
suggested by the researcher evidenced in the review of literature.
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Figure 1: Seven Pillars of Future Schooling

Following, is a summary of the seven pillars of the future of
schooling:

Pillar 1: Empowering Student Voice and Agency
Thisinvolves giving students and teachers ownership and leadership
in learning and teaching. Research has shown that empowering

students to have a voice and agency in their learning leads to
increased motivation, engagement, and academic achievement
[279-281]. In recent years, education policy has recognised the
importance of student voice and agency and has emphasised the
need for teachers to promote these qualities in their classrooms
[7,276]. Students who have agency in their own learning are more
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likely to feel ownership and investment in their education, which
can lead to better outcomes [282]. One way to support student
voice and agency is by using student-led conferences, where
students take an active role in discussing their learning progress
with teachers and parents [280].

Pillar 2: Personalisation of Learning

The individualisation of student learning with the ‘whole child’
in mind and the personalisation of learning has gained increasing
attention in education policy and practice due to its potential
to improve student engagement, motivation, and achievement
[118,283-287]. This approach is supported by research that suggests
that personalised learning can lead to improved student outcomes
[287]. Personalisation involves tailoring learning experiences to
meet individual student needs, interests, and abilities [118]. This
can be done using technology, such as adaptive learning software,
or using differentiated instruction, where teachers tailor instruction
to meet the needs of individual students [118].

Pillar 3: Future Readiness - Developing 21*" Century Skills and
Competencies

Ithas been argued that the future of learning will be multidisciplinary
and focused on skills and competencies. Future ready students will
develop 21% century knowledge, skills and capabilities set [7]. The
concept of future readiness is becoming increasingly important in
education policy and practice [288,289]. Future readiness refers to
the ability of individuals to adapt and thrive in a rapidly changing
world [7,289]. Education policy and practice recognise the need
to develop future-ready students who are equipped with the skills,
knowledge, and dispositions to succeed in the future [290,291].
There has been an emphasis on the development of 21st-century
skills, including critical thinking, creativity, communication,
collaboration, problem-solving, and digital literacy, in response to
these changes [185,292]. The fundamental tenet is that students
who will enter adulthood in the 21st century need to be taught
skills that are distinct from those acquired by students in the 20th,
and that the skills they acquire should be in line with the unique
demands that will be placed on them in a complex, competitive,
knowledge- based, information-age, technology-driven economy,
and society.

Pillar 4: From Teacher-centred to Student-centred to Learner-
driven

There has been a shift in education policy and practice from
teacher-centred to student-centred and learner-driven approaches
to education [290,293,294]. Student-centred and learner-driven
approaches emphasise student agency, self-directed learning, and
the development of critical thinking and problem-solving skills.
Research has shown that a learner-driven approach can improve
student motivation, engagement, and academic success and lead
to improved student outcomes [295]. A learner-driven approach
involves putting the learner at the centre of the educational
experience and giving them agency and control over their own
learning [293]. This approach emphasises the importance of self-
directed learning, where learners take ownership of their own
learning and are responsible for setting their own learning goals.

Pillar 5: Anthropocene Reality

The Anthropocene reality has brought calls from educators to
focus on crafting socially- and environmentally-just pedagogies
and to tackle the challenges of the future to help students develop
the capability to thrive through change and become change agents
themselves [296]. These educators emphasised a reimagining of
education to deepen awareness of the capabilities and values of
life by addressing the connections between the Anthropocene
and pedagogy throughout a broad pedagogical spectrum that is
both formal and informal. The Anthropocene era is characterised
by significant environmental challenges, and education policy
and practice have recognised the importance of addressing
these challenges in education. Environmental education and
sustainability have gained increasing attention in education policy,
and there has been a call for educators to incorporate these themes
into their teaching practices [229].

Pillar 6: Future Schooling Scenarios

Future schooling scenarios have been enabled by the impact of
the ‘forces of change’ and progressive pedagogy that continually
adjusts to global dynamics [7,297]. The impact of technological
advances, globalisation, and economic changes has led to a call
for education to adapt and prepare students for future challenges
[88,183]. Although appeals for reform have come from inside
education systems themselves, many researchers contend that
schools have not changed as quickly as is necessary to keep up
with a changing world [298-302]. Among the difficulties is the
traditional nature of instruction and the entrenched interests, such
as economic interests, that now profit from the current curricula
and educational systems [299,302-304]. The disconnect between
policymakers and teacher practitioners also inhibits change
[305]. The innovative Schooling for Tomorrow scenarios served
as inspiration and together with the updated scenarios of future
schooling presented, offer several paths into the future rather than
just one [6,8]. Educators may assist in identifying the opportunities
and problems that these futures may present for learning and
education in general by using these scenarios. Educators may
put these concepts to work by taking immediate action to better
prepare students for the future. These scenarios have been written
for all individuals who wish to think about the future that have n’o
happened yet in order to contribute to creating the future that will
be, whether they be parents, students, educators, researchers, or
policymakers. A system that has been resistive to change can be
given impetus for strategic transformation by developing several
preferred futures for compulsory education [298,299,301,302,306].

Pillar 7: Futures Focused - Creating a Futures Thinking Mindset
in an Education Context

Futures-focused education emphasises the development of future-
oriented thinking, which involves considering the potential impact
of present actions on future outcomes [307]. This approach to
education is becoming increasingly important in the context of the
rapidly changing world, and there has been an emphasis on the
development of futures-focused pedagogy and curriculum [185].
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2.9. The Agents of Change Reimaging Education

Then, what or who should act as the agents or enablers of
the developments that usher in change? Australia today still
maintains the status quo, a 19th century bureaucratic style
school system, which System and School Leaders have indicated
would be maintained with incremental changes until radical
change in 2030 [308]. Australia’s bureaucratic school system is
pressured towards uniformity, and resistance to radical change
[309]. Schools are incredibly diverse entities that are connected
by intricate administrative frameworks and, despite regular
complaints, significant change is opposed to in political and media
commentary that examines the impact of neoliberal policies on
education in Australia [201,310,311]. This includes the promotion
of choice and competition. The researcher notes that there has been
significant resistance to these policies, particularly among teachers
and education professionals who are concerned about the impact
on educational equity and quality. Vale et al. analysed the debate
surrounding the proposed changes to the Australian Curriculum,
with a focus on the teaching of history [312]. The author argued
that the debate reflected broader political and cultural tensions in
Australian society, including the role of conservative media outlets
in shaping public opinion. Many people worry that alternatives
will not meet important duties like parenting and socialisation,
coupled with objectives like promoting equality of opportunity
and cognitive understanding [313,314]. While student evaluations
are important components of accountability and the curriculum
and credentials are important policy areas, it is still unclear how
far these factors advance students’ learning capacity. According
to Muganga and Ssenkusu, individual classroom and teacher-
centred models remain [315]. Even though teacher-centred
tasks remain dominant, Wright reported that some students had
experience with student-centred tasks [316]. Change in education
is happening and this is evident in schools today and written about
in the literature. Education is fundamental in preparing Australian
students to engage in collaborative, problem-solving scenarios
and authentic, real-world challenges that are highly complex
and provide the students with the opportunities to reflect on
their ideas, develop their analytical skills, critical- and creative-
thinking capacities, and demonstrate initiative. In particular, the
ability to evaluate new perspectives and build new capacities is
crucial. These qualities often align with the real-world soft skills
needed by today’s knowledge-based or creative economy, such as
creativity, invention, cooperation, and problem solving [317-319].
Considering this, the key questions are: How does one teach to
develop these knowledges, skills, and capabilities? and How best
do students learn?

In conclusion, the seven pillars of schooling proposed by the
researcher align with current academic literature on education
policy and learning and teaching practices [14,161,166,170,177,
181,184,189,320]. These pillars are recognised as fundamental
to reinventing education and preparing students for success in a
rapidly changing world. Overall, the seven pillars of education
provide a useful framework for thinking about how education
can be reimagined and transformed to meet the needs of the 21
century. By empowering students, personalising learning, and

embracing a learner-driven approach, schools can help students
develop the skills and knowledge necessary to navigate an uncertain
and rapidly changing world. Of course, there are optimists who
believe that improvements, at least to the curriculum, are feasible.
The possibility that successful curriculum creation may be a top-
down process including the state and federal governments, or
even international organisations like the OECD, is an optimistic
viewpoint, albeit it is only implied in the current discussion. This
was seen in the underlying push for the national curriculum,
which is complemented by national testing programs meant to
assure equity and standards. Although it was probably never the
objective to impose a world-wide curriculum, it is also inherent
in the PISA international endeavour. However, it has had such an
impact, at least to the point where most participating nations aspire
to perform well on PISA assessments and as a result make sure
their curriculum meets the test’s requirements.

The main source of progress in both environments would be
the standards set and the desire to meet and exceed them. The
opposing viewpoint asserts that schools themselves, including
school administration and teachers, must and can lead reform [7].
When educators were given credit for their work, Hargreaves and
Fullan noted that they should be treated with respect, allowed to
learn from their colleagues, and given the opportunity to make
choices as a team [193]. This is in line with the more general
theory that idea ownership is necessary for a concept to be
implemented successfully. Therefore, it may be wise to loosen
institutional and centralised control over the curriculum and give
professional educators literal control for the education of the next
generation. This would include having faith in the discipline and
professionalism of the instructors, so halting the growth of mistrust
as explained by Bormann and John [321]. Australia’s educational
problems cannot be resolved by using the same reasoning that
led to them in the first place. Instead, radical new ideas should be
adopted [322]. They contended that, if teachers and students were
given more control and authority over teaching and learning in the
classroom, they could accomplish much more and perform much
better. They also argued that future educational policies should
be based on the premise that students are much more capable of
taking charge of their own education than teachers currently give
them credit for. In addition, Sahlberg and Walker contended that
educators and institutions of higher learning are being held back by
the idea that “they are not competent of determining and planning
how learning and teaching should be optimally organised for the
benefit of all students” (p. 310) [322]. Those who adhere to this
viewpoint should not be shocked if students become disinterested
in learning or quit school because of their inability to connect what
is being taught in the classroom to their everyday life. Success will
go to those individuals and nations who are open to change, quick
to adapt, and slow to oppose it. To assist nations in meeting this
problem is the responsibility of educators and policymakers.

2.10. Theoretical Contribution: Strand One and Two

The researcher set out to understand what the SSL1, SSL2&3,
and EP Participants responses suggested about their perceptions,
knowledge, and values related to future education and what
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it suggested for policy development and change in Australian
schools. The participants’ feedback highlighted the need to open
up the approach to education into the future. SSL1, SSL2&3, and
EP Participants understood this experience and recognised the
usefulness and significance of employing methods of approaching
and preparing for tomorrow. All of the participants were aware
of their leadership role and the need for them to apply future
scenario analysis to drive systemic change in Australian education,
especially in light of the post COVID-19 pandemic landscape that
demanded more flexible and resilient ways of teaching students in
the face of unexpected change. The opportunity to examine future
uncertainties through the OCED, HolonlQ, and Sanborn et al.’s
scenarios, made SSL2&3 and EP Participants aware of the need to
encourage changes to the education system based on the perceived
demands of tomorrow examined in these possible scenarios [4,6,9].
In addition, the results highlighted the importance of strategic
planning for creating educational policies that manage to adjust
to the current dynamics and foster adequate learner progression.
The applicability of futures thinking in education sought to open
participants' minds to be more receptive to the idea of new ways
of teaching outside the school, with a personalised approach to
learners, to leave behind old parameters, and to finally stop repeating
them over and over again in the plans designed by policymakers.
The experience aimed precisely to make them understand how
the present actions would have a significant impact on the future,
that if the method was not changed, better results would not be
achieved, and there is even the possibility of a complete collapse of
the system, leading to the need to reformulate it from scratch. The
study offered new perspectives for the development of informed
policy towards a progressive advancement of forms of education
that include digital technologies, that conceives education outside
a rigid framework of time and place, that focuses on fostering
communication, collaboration, critical thinking, -creativity,
adaptability, empathy, and solidarity skills of the citizens being
educated.

SSL1, SSL2&3, and EP Participants suggested that participation
in the research study was a valuable method for assessing and
moving towards the most desirable scenario. However, this
required addressing the ills that the system suffers from and
that they recognised, such as inequity, rigidity, teaching based
on learners mechanically repeating what their educator instructs
them, and little community participation or real-life experiences.
Strand Two Leadership and Teacher Participants had similar views.
The participants wanted to see a future education system that was

personalised, technology-enabled, and supported by professional
development. An education system that was flexible, agile, based
on ‘stage not age’ with a holistic whole-child approach, and a focus
on skills (critical thinking, collaborative learning, communication,
cultural understanding, and social action) rather than the present
crowded content curriculum with standardised assessment. Their
perceptions are supported by the literature.

2.11. Comparison of the Findings Between Strand One and

Two

Strands One and Two are intimately linked, providing macro and

micro perspectives.

The macro examined:

»  what will schooling look like in the future?

»  will the notion of 'the school' still exist as we know it?

» what is the value of scenario analysis and futures thinking in
aiding educational change into the future to equip students to
live and work successfully in the 21st century?

The micro explored:

»  what are the perceived 'forces of change' impacting education?
*  what will learning and teaching look like in the future?

»  what skills will be required of students in the future?

Strand One explored the big picture, future schooling scenarios,
and the value of futures thinking and scenario analysis as a way of
supporting Australian educational change into the future to equip
students to live and work successfully in the 2 1st century. The macro
examined what was holding education back or preventing change
in the Australian education system, and what scenarios educators
must create to explain the problems, their impacts, and possible
remedies to bring about the change needed to fulfil the demands
of future students. Strand Two examined educational pedagogy,
the perceived ‘forces of change’, their impact and challenges on
education, and the educators' perspectives on future skills and
new forms of learning that are most suited to fulfil students' future
needs. Here the micro refers to the instructional methods as well
as the knowledge and skills necessary for students to participate
confidently in a world that is unpredictable and changing rapidly
to fulfill their future life, learning, and employment needs. Strand
One with the SSL1, SSL2&3, and EP Participants and Strand Two
with the Leadership and Teacher Participants revealed a number
of similar key points and uncovered a few different focus areas.
The similarities are summarised in Table 3 and the different focus
areas in Table 4.
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Strand One and Two Similarities

U Educating the ‘whole child’ and the importance of need to look to education systems for a broader set
of outcomes that support the ‘whole child’ development and help students develop the capability to
thrive through change and become agents of change themselves.

The need to build staff and student resilience and health and wellbeing.

Equity and the growing problem of access and equality between low and high socio-economic school.

An understanding of the impact and challenges of the emerging technologies on education.

The Anthropocene era which requires the need to teach ‘socially and environmentally just pedagogy’.

The impacts and challenges of the changing nature of work.

O 0O 0 0O O O

Teacher meltdown and shortages, and the need for improved teacher support and training and the
opportunities for teachers to become recognised and rewarded as experts.

O The important of preparing students to being ‘future-focused’ and ‘future-ready’.

Table 4: Strand One and Two Similarities

Participants in both strands concurred that traditional educational unprecedented changes in the workplace, the onset of the climate
systems are finding it difficult to impart the knowledge, skills, emergency, and a widespread loss of trust between people and
and values necessary to build a greener, better, and safer future institutions. Strand One and Strand Two also had different focus
for all students due to the pace of technological innovation, areas. These are summarised in Table 5.

Strand One and Two Focus Areas

In Strand One participants saw:

U That ‘change is possible’ and needed.

O The value of futures thinking, and scenario analysis in assisting education system change in an age of
disruptive technologies.

O The importance of ‘the school’ as places of community and belonging and the building of staff and
student resilience was seen as essential and needed.

In Strand Two, participants emphasised:
O Importance of future skills: the 6Cs and teaching skills vs content and axing the current ATAR system.

O The personalisation of education.

Table 5: Strand One and Two Different Focus Areas

2.12. Key Points Articulated by the Leadership and Teacher Participants
Key Points articulated by the Leadership and Teacher Participants are presented in Table 6.
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Key Points Articulated by the Leadership and Teacher Participants

U The need and time required for the ongoing professional development of staff in emerging technologies
and how that might be best used to augment student learning to meet educational goals.

O The need to discuss teacher shortages, parental and community expectations of teachers, and to attract
and maintain quality teachers.

U The need to address staff and student mental health and wellbeing, bullying, social media addiction, and
abuse.

O The value of the school but participant agreement that things must change to meet the future needs of
the student.

U Acknowledgment that the curriculum is overcrowded, and the modes of learning and teaching methods
are outdated.

0 A movement away from a content driven curriculum to skill-based learning to better prepare students to
be future-ready.

O Wealth disparity between schools and its impact on children's education needs to be addressed for the
continuous training of staff and students in emerging technologies and how best to use them to enhance
student learning to achieve educational objectives.

To recruit and retain competent teachers.
To maintain mutual parental and community expectations of teachers.

0o

Table 6: Key Points Articulated by the Leadership and Teacher Participants

The schools Leadership and Teacher Participants also were able look like in schools of the future. There are also striking similarities
to explain how they were preparing their students for future between the participating schools, shown in Table 7.
environments and what they thought learning and teaching might

Key Points Articulated by the Leadership and Teacher Participants
How they are preparing students for future environments - what learning & teaching might look like in schools of the future

U0 The need and time required for the ongoing professional development of staff to build staff and
student resilience.

O Empower staff and students to proactively manage and improve their mental health and wellbeing.

0 For equity in education to guarantee that all students receive the resources and support they need to
succeed in realising their full potential as learners.

For a gradual movement away from a content-based learning to skills-based learning.

To accept and acknowledge that change is possible and needed.

U For a movement to a personalised learning approach aided by sophisticated technology to support
the pursuit of knowledge to meet the individual needs of its students.

O For school leaders and teachers to be future-focused to prepare students to be future-ready.

Table 7: How Leadership and Teachers Participants are Preparing Students to be Future Ready
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3. Limitations of the Research

An acknowledgment of a study's limitations is an opportunity
to make suggestions for further research. Price and Murnan and
Dimitrios and Fountouki asserted that it was preferable to recognise
and accept the limits of one’s research than to have them brought
up by academics and other professional educators [271,323]. A
study's design or methodological flaws or other shortcomings are
those that may affect or influence how the results of the research
were interpreted. Study limitations are restrictions on generalising
from the results, further describing applications to practice, and/
or related to the usefulness of findings that are the result of the
ways in which the researcher initially chose to design the study, the

STRAND ONE

procedures used to establish internal and external validity, or the
result of unexpected difficulties that arose during the study. We all
have biases, whether we are aware of them or not [260]. Although
bias is generally considered undesirable, it can occasionally be
beneficial, especially if it demonstrates your dependence on data
that solely supports your premises.

3.1. Recommendations: Future Research - Future Practice
This section contains recommendations for future research and
future practice (see Figure 2). It also provides the recommendations
made by the participants in Strand One.

The participants saw great value in futures thinking and
scenario analysis to support strategic planning, future policy
development and action, but acknowledged the need to

analysis ...

STRAND TWO

have a better understanding of the concept ‘futures thinking’
and the use of scenario analysis tools.

o the study could be extended by the participants
learning how to use the tools for effective scenario

The study could be extended by the participants looking at:

o areas of interest or concem or innovative changes they

want to make ... by implementing a 'Cycle 3’ by applying
the Participatory Action Research methodology (PAR)
and Concerns-Based Adoption Model (CBAM).

Figure 2: Recommendations: Future Research - Future Practice

3.2. Follow-up Studies: Given the Findings and How the Study
Could be Extended

The study could be extended in several ways. First, it is hoped
that participants of Strand One would extend their involvement
in scenario analysis by learning how to use the tools effectively
analysis to support, strategic planning, future policy development
and guide action. Fauré et. al mapped tools and methods that were
used to assist in scenario analysis [324]. It would be useful to
explore how to assess future scenarios, categorised according to
Borjeson et al.’s predictive, explorative, and normative scenarios.
Recommendations are made in this Chapter in Section 6.8.2 [325].

It is hoped that the Leadership and Teacher Participants in
Strand Two will action areas of interest, innovative changes they
highlighted, and address areas of agreed concern by implementing
a Cycle 3 using action research methodology [326]. To understand
and improve the activities they engage in and the circumstances
they find themselves in, researchers and participants engage
in collective, self-reflective enquiry as its core component. It is
suggested to apply the principles of Participatory Action Research
(PAR) and the Concerns-Based Adoption Model (CBAM)
methodology.

3.3. Recommendations: School Systems, Schools, Teachers,
and Government

This section of the research elaborates the agreed recommendations
of the SSL2&3 Participants and EP Participants in Strand One. In
addition, it provides the several recommendations the researcher
has made to the three WA schools using the Concerns-Based
Adoption Model (CBAM).

Strand One

The SSL2&3 Participants and EP Participants in the study have

supported the following written recommendations:

1. As a starting point, the Australian education community be
encouraged to work together to generate their own version
of the OECD or HolonlQ scenarios of future schooling, to
develop understandings of the local circumstances that will
resonate with the community, particularly with the widening
equity gap across education in Australia.

2. System and school leaders include futures thinking in respect
to education and educational change as a pre-requisite to
development of policy and strategy given that change is
constant, and increasingly more rapid due to technology
developments and data science influencing analytical models.
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3. Education systems include the opportunity for professional
development in futures thinking for schools to lead the
decision-making in planning for the future with the goals
of promoting equity and excellence and to guide all of our
students to ‘become successful learners and confident and
creative individuals.

Strand Two

In Strand Two the researcher made several recommendations to

the three WA schools using Concerns-Based Adoption Model

(CBAM):

1. that the Concerns-Based Adoption Model (CBAM) be used
to analyse, explain, evaluate, and monitor the application of a
new item, program, practise, or innovation in a school.

2. that the Concerns-Based Adoption Model (CBAM) be used
to track how a school is adopting specific reform efforts and
changes, and to learn how school leaders and teachers could
make sense of the reform initiative(s).

3. that school leaders may wish to collect data using the
Concerns-Based Adoption Model (CBAM) to identify what
changes to make or what forms of assistance they need, such
as extra resources, teacher professional development, or
student instructions.

4. Conclusion

The relevance of scenario analysis and futures thinking has been
examined in this article, along with the significance of considering
possible futures in conversations regarding the future of education.
Not much will change if educators do not fully understand the
obstacles to change or the passive roles that stakeholders play. There
are several institutional factors, customs, and vested interests that
are opposed to even small reforms in education. It goes without
saying that not all changes are desirable, and many of the reasons
for inertia may be valid. Unfortunately, possibilities for the future
are regrettably not included in the conversation about education.
The debate over outcomes for learning and their role in helping
us focus attention to the past, present, and, most importantly, near
and far futures is the most significant problem in education today.

Education addresses current and historical connections. It is about
the person and how they interact with society. The most important
issue in education is the dispute over learning outcomes and
how they aid in our ability to pay attention to the past, present,
and most importantly near and far futures. Education in the 21st
century, according to educators, must be centred on developing a
multidisciplinary approach to the future of learning and on skills
and competences. Experts concur that learning facts alone is no
longer sufficient; instead, people must learn how to apply the
facts to combine complicated knowledge and use it to address the
complex issues facing society. Countries, like Finland, concentrate
on teaching students’ skills rather than memorising an ever-
increasing amount of information as their primary educational
goals [327,328]. According to Lonka, et al., a student develops a
toolbox of abilities through a multidisciplinary approach, including
problem-solving, critical thinking, communication and writing,
analytical and research techniques, teamwork, and much more

that are easily adaptable to different job settings [329]. According
to Leadbeater, education should give students the knowledge and
skills they will need to succeed in society [330]. The knowledge
and skills will enable them to influence an uncertain future and
lead more successful lives, both individually and collectively.
Considering society's projected future, one's ability to learn and
adapt will be more important than one's current level of knowledge
[331]. Experts from across the world concur that students should
be lifelong learners who can create, interact, contribute, and invent
[332]. This dissertation concludes with Chapter 7, a brief discussion
of the methods the researcher used to ensure academic rigour
throughout the study and how the research findings and research
project outcomes, have and will continue to be disseminated.

NOTE: for ease of discussion and to protect participant
confidentiality,
Demographics of Strand One Participants:

* eDelphi Round 1 System and School Leader Participants
(n=22) are referred to as ‘SSL1 Participants’.

*  Delphi Round 2 and 3 System and School Leader Participants
(n=55) are referred to as ‘SSL2 & 3 Participants’.

*  The Panel of Experts (n=7) is referred to as ‘EP Participants’.

Demographics of Strand Two Participants:

Throughout Strand Two to maintain confidentiality, participants
were identified as either Leadership Participants or Teacher
Participants. Members of the leadership team were called
Leadership Participants and chosen teachers, Teacher Participants.
Table 11 shows the total number of participants from the three
schools who completed two online questionnaires in Stage1/Cycle
1. There were also 10 Teacher Participants who completed two
questionnaires in Stage 2/Cycle 2 within those three schools.

Schools | Leadership Participants | Teacher Participants
School A | 3 (LPA1, LPA2, LPA3) 3 (TPA1, TPA2, TPA3)
School B | 4 (LPB1, LPB2, LPB3, 3 (TPBI1, TPB2, TPB3)
LPB4)
School C | 3 (LPC1, LPC2, LPC3) 4 (TPCI, TPC2, TPC3,
TPC4)
Total 10 10
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