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Executive summary 

The Aboriginal and Torres Strait Islander Education Action Plan 2010-14 (Action Plan) 

comprised 55 actions to óassist education providers to accelerate improvements in 

Aboriginal and Torres Strait Islander educational outcomes and contribute to the 

achievement of the Council of Australian Governments (COAG) closing the gap targetsô 

(Action Plan, 2010, p.37). It was developed to support Aboriginal and Torres Strait Islander 

students at national, systemic and local levels, targeting approximately 940 selected focus 

schools across school sectors (government, Catholic and independent)1. The Action Plan 

included 14 performance indicators. 

ACIL Allen Consulting, in collaboration with PhillipsKPA and Professor Mark Rose from 

La Trobe University, monitored implementation and outcomes associated with the Action 

Plan through a longitudinal evaluation conducted across three yearsð2011 (phase one), 

2012 (phase two) and 2013 (phase three). Each review phase involved a survey of over 100 

focus school leaders, case studies in up to 32 focus schools, interviews with key education 

stakeholders and a review of outcomes data in relation to the Action Planôs performance 

indicators. 

Role of the Action Plan 

The evaluation found that the Action Plan influenced education practices at the national, 

systemic and school levels to support Aboriginal and Torres Strait Islander students.  

Education sector stakeholders outlined many benefits of the Action Plan, which: 

½ established a common language and framework for action that added legitimacy, 

momentum and authority for activities to support Aboriginal and Torres Strait Islander 

students at the national, systemic and school levels 

½ provided a focus for information sharing at the national and systemic levels through the 

Aboriginal and Torres Strait Islander Education Working Group (ATSIEWG) of the 

Standing Council on School Education and Early Childhood (SCSEEC) 

½ established a framework for jurisdictions and school sectors to reference in developing 

policy directions to support Aboriginal and Torres Strait Islander students 

½ provided consistency of direction over time, despite changes in governments and 

education sector personnel 

½ created a focus for planning and implementation activities through the priority domain 

structure. 

The evaluation also found that the ATSIEWG played a key role in driving implementation of 

the Action Plan. ATSIEWG membership comprised representatives from the Australian 

Government, state and territory government education departments in each jurisdiction, and 

one representative each from the Catholic and independent school sectors. Indigenous 

Education Consultative Bodies (IECBs) from each jurisdiction were also invited to attend 

from 2012 onwards. The ATSIEWG coordinated and monitored implementation activity and 

outcomes across school sectors. 

                                                           

1 Based on the most recent available list of focus schools for August 2012 at:  
http://www.scseec.edu.au/archive/Aboriginal-and-Torres-Strait-Islander-Education-Action-Plan/Focus-Schools1.aspx 

Stakeholders identified many 

benefits resulting from the 

Action Plan 

The ATSIEWG played a key 

role in coordinating, 

progressing and monitoring 

activity across school 

sectors 
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Influence of the Action Plan 

At the national level, the Action Plan helped to maintain a strong focus on directions to 

support Aboriginal and Torres Strait Islander students through education policies and 

programs, reinforcing those already in development prior to 2010. In some areas, such as 

promoting growth of the Aboriginal and Torres Strait Islander education workforce, the 

Action Plan accelerated implementation of activities that would have been unlikely to 

progress with similar intensity in its absence. 

The degree to which the Action Plan was embedded in systemic policies influenced 

implementation at the school level. Among public school sectors, the Action Planôs priority 

domains and actions were embedded explicitly within systemic policies in some cases. 

However, a number of jurisdictions focused less around the priority domains and instead 

focused on identified state or territory priorities. Similarly, some Catholic Dioceses 

embedded the domains and actions explicitly in education policies, but others did not do so. 

Various lag effects in implementation were also observed, with the Action Planôs directions 

being introduced at differing times by school sectors and schools. This resulted from the 

variable timeframes for policy development across school sectors, with some continuing 

prior policy directions during the early phases of the Action Planôs rollout. Additional delays 

in implementation resulted from the time required by school sectors, and later schools, to 

agree on and implement priority areas for action. 

All focus schools visited through the evaluation were able to identify numerous activities 

being implemented across each of the Action Planôs priority domains. The progress of many 

focus schools in improving practices to support Aboriginal and Torres Strait Islander 

students was clearly evident, with many taking significant steps to change their school-wide 

culture and to better educate the teacher workforce. Given the Action Planôs variable degree 

of influence at the school level, however, it is difficult to precisely establish the impact of the 

Action Plan relative to other programs, priorities and pedagogical approaches. While the 

Action Plan has helped to sustain a focus on Aboriginal and Torres Strait Islander students 

in many schools, outcomes achieved often reflected a combination of programs and 

priorities, rather than being attributable solely to the Action Plan.  

Aboriginal and Torres Strait Islander teachers and support staff were identified as critical for 

many focus schools to establish relationships with students and their families. They were 

also important for the broader education of non-Indigenous school staff, many of whom 

sought more information about Aboriginal and Torres Strait Islander cultures, identities and 

perspectives. 

School case studies found varied capabilities in relation to data literacy for monitoring 

Aboriginal and Torres Strait Islander studentsô outcomes. Some school leaders analysed 

available student data as a matter of practice, while others appeared less able to critically 

assess student outcomes. Schools with high levels of data literacy appeared better able to 

gauge the effectiveness of teaching approaches and tailor teaching practices to meet 

student needs. 

There was variable awareness of the Action Plan observed at the school level, with the 

Action Plan rarely being the primary driver of action. School activities instead reflected the 

priorities and programs supported by the relevant school sector, in combination with locally 

tailored responses to contextual needs. The student learning framework (Figure ES1) 

depicts the various contextual and school factors that may impact on studentsô learning. 

At the national level, the 

Action Plan played both 

influencing and direct 

implementation roles 

Adoption of the Action Planôs 

directions was critical to 

implementation by schools in 

the government and Catholic 

sectors 

An implementation lag effect 

was observed following 

agreement to the Action Plan 

Variable influences on 

schools made judgements 

regarding attribution difficult 

The Aboriginal and Torres 

Strait Islander education 

workforce was vital for focus 

schools 

Data literacy at the school 

level was critical to 

understanding outcomes 

achieved 

Activities at the school level 

largely reflected systemic 

policies and local contextual 

needs 
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Significant efforts were applied during the rollout of the Action Plan to the achievement of its 

goals across school sectors and within schools. While the ATSIEWG provided a forum for 

practice sharing at the national and systemic levels, there was limited evidence of 

coordinated peer to peer practice sharing between schools. 

In addition to funding allocated through National Partnership Agreements, from mid-2012, 

almost 400 focus schools or clusters of schools received additional funding to implement 

select Action Plan domains. A total of $70 million was allocated through the Focus Schools 

Next Steps (FSNS) initiative and the Investing in Focus Schools (IFS) initiative. The 

evaluationôs school survey results indicated that schools that received FSNS or IFS initiative 

funding experienced accelerated implementation results relative to focus schools that did 

not receive additional funding. However, the long-term sustainability of school-wide change 

resulting from these initiatives is uncertain given the limited program duration of two years. 

Figure ES 1 STUDENT LEARNING FRAMEWORK 

 

 

Source: ACIL Allen Consulting 2014  

There was limited evidence of 

coordinated practice sharing 

among focus schools 

Schoolsô implementation 

efforts were enhanced by 

additional Action Plan 

funding, though 

sustainability challenges 

remain 
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The limited availability of nationally consistent data has made outcomes assessment 

difficult. Much of the information used to measure the Action Planôs outcomes is either 

qualitative or non-comparable between schools, school sectors or jurisdictions. The national 

data that are available in relation to the Action Planôs performance indicators indicate a 

mixed picture of achievement over recent years, with persistent gaps between Aboriginal 

and Torres Strait Islander and non-Indigenous students. 

The contextual factors facing remote schools differ significantly from metropolitan and 

provincial schools. The Action Plan promoted a largely universal response, with few actions 

targeting national and systemic responses to issues associated with remoteness. Literacy 

and numeracy results for Aboriginal and Torres Strait Islander students in remote areas 

have remained significantly poorer than for Aboriginal and Torres Strait Islander students in 

metropolitan and provincial locations since NAPLANôs inception in 2009. School case study 

information suggest that despite advanced and innovative practices adopted by many 

remote schools, gaps in literacy and numeracy and attendance outcomes remain significant. 

Notwithstanding its achievements, stakeholders identified a number of issues in the Action 

Planôs design or implementation, specifically in relation to: 

½ actions that were overly prescriptive in some cases, which did not allow overarching 

objectives to be translated into flexible local solutions 

½ the large number of actions to be implemented, resulting in school sectors and schools 

selectively choosing priorities to pursue 

½ the short term nature of additional funding for selected focus schools to implement 

selected Action Plan domains, which may limit sustained activity 

½ the weakness of accountability mechanisms for implementation of the Action Plan 

across school sectors 

½ insufficient promotion of cultural recognition as a means of improving school-wide 

practices and levels of community awareness 

½ implementation practices that targeted action at focus schools, rather than all schools 

with Aboriginal and Torres Strait Islander students across Australia. 

Future needs 

Ongoing nationally coordinated activity is needed to retain and extend the commitment by 

school sectors and to engage schools that were not heavily involved in the Action Plan. This 

does not necessarily require a new plan but should build on lessons from the current Action 

Plan. Schools that have commenced school-wide change should be supported to sustain 

these activities. The future focus should be on activities that schools can implement within 

recurrent funding based on identified local needs, rather than through separate or additional 

programmatic funding. 

The future national education context is evolving, with significant changes in policy 

directions and implementation structures are expected to influence practices that may be 

adopted by school sectors and schools. These include: 

½ new Australian Government school funding arrangements, which commenced in January 

2014 and consist of a base amount per student plus specific loadings for student and 

school needs 

½ shifting programmatic responsibilities, with Australian Government programs to support 

Aboriginal and Torres Strait Islander peoples being centralised in the Department of 

Prime Minister and Cabinet 

Where nationally consistent 

and comparable data were 

available, it identified 

continuing gaps between 

Aboriginal and Torres Strait 

Islander and non-Indigenous 

students 

Remote schools faced a 

distinct set of challenges 

Stakeholders identified a 

number of areas where the 

Action Plan fell short of its 

intentions 

There remains a need for 

nationally coordinated 

activity 

The national education 

context is changing 
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½ new education priorities, with COAG recently establishing a set of agreed priority areas 

for Aboriginal and Torres Strait Islander student education, focusing on school 

attendance, schools in remote areas and transitions from secondary school to post-

school options 

½ revised national coordination structures, with the ATSIEWG evolving into a more 

strategic Aboriginal and Torres Strait Islander Education Advisory Group (ATSIEAG) and 

SCSEEC becoming the Education Council, with a broader remit. 

These changes will have an important bearing on the design of any future national 

coordinated activity in this area. 

The establishment of future priorities can learn from, and extend, the Action Plan, with 

reference to the following principles: 

½ Extend existing directions: support schools to sustain directions established under the 

Action Plan and encourage schools to extend their gains over time 

½ Encompass all students, not select schools: the focus school concept has supported 

early adoption, but future activity needs to be broader and seek to support all Aboriginal 

and Torres Strait Islander students rather than selected schools 

½ Seek longer-term implementation: sustained action requires time, with benefits of longer-

term implementation more likely to be realised if future strategies are introduced as soon 

as possible and pursued over at least a five year period 

½ Leverage recurrent funding: the design of future action should support implementation 

using existing school funding arrangements and student loadings, rather than additional 

funding packages 

½ Promote local flexibility: there is limited value in prescribing local actions when schools 

require local flexibility to achieve agreed outcomes 

½ Build capacity and share practices: provide adequate information and support for 

schools to learn from practices that have proven effective elsewhere, supporting those 

that require additional assistance 

½ Develop the Aboriginal and Torres Strait Islander workforce: future activity must continue 

to expand the Aboriginal and Torres Strait Islander education workforce to support 

community engagement and student outcomes 

½ Collaborate with parents and communities: sustain the focus on engaging with, and 

promoting shared decision-making among, parents and families of Aboriginal and Torres 

Strait Islander students.  

½ Reduce the reporting burden: work with existing data and reporting cycles to help school 

sectors focus their attention on supporting schools to achieve changes and capturing 

effective practices for wider sharing. 

National, systemic and IECB stakeholders identified that the key requirements for future 

nationally coordinated activity are to: 

½ establish greater accountability for implementation and outcomes to be achieved, with 

targets to be ambitious to maintain a significant focus on activities and outcomes 

½ acknowledge the differences between remote and provincial/metropolitan schools and 

support responses tailored to local contextual needs 

½ increase the focus on secondary school students 

½ take a holistic focus from early childhood through to employment to promote the 

complete education pathway, rather than restricting actions to schools 

Lessons from the Action Plan 

may guide future planning 

activities 

Stakeholdersô views 

regarding future attention 

should be considered 
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½ establish forums and information resources to better share effective practices across 

schools 

½ provide flexibility for school sectors and schools to set their own priorities in the context 

of national priorities. 

The priority domains have provided a useful organising framework for school sectors and 

schools, but should continue to evolve. Three cross-cutting areas of activity½workforce 

development, culture and identity, and collaborative decision-making½are needed to 

support all other domains. Together with the priority domains½school and student 

readiness, literacy and numeracy, managing transition points, and further education and 

employment½these will assist schools to be culturally responsive, ready for children, 

collaborating with parents and communities, achieving high levels of attendance, setting 

high expectations, achieving learning outcomes and managing transition points and 

pathways, as shown in Figure ES2. 

Figure ES 2 PROPOSED FUTURE DOMAIN STRUCTURE 

 

 

Source: ACIL Allen Consulting 2014 

The priority domain structure 

could be further enhanced 
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Consolidated findings 

Action Plan structure and design (Chapter 3) 

The Action Plan extended prior Aboriginal and Torres Strait Islander education policy directions and 
national reform directions in areas of need. Its domain-based structure has provided a conceptual 
framework for school sectors and schools to identify needs and priorities. 

The Action Plan created a common language for activity across Australia, reinforcing the key areas 
for action. 

Stakeholders considered the structure of the Action Plan to be largely appropriate.  

During its early phases of implementation, the Action Plan was strongly supported by stakeholders for 
its action-based structure, though over time, various actions were considered to be overly 
prescriptive, unclear in intent or of limited priority. 

The Action Plan may have benefited from greater focus on pre- and post-school education, rather 
than focusing only on school education. 

During the early implementation of the Action Plan, there was limited awareness among school 
sectors and schools about the responsibilities, expectations and benefits for focus schools. This 
affected the focus school selection process in some school sectors, with a number of suitable schools 
opting out.  

Most focus schools were primary schools, despite there being recognised needs across secondary 
schools. 

Some school sectors supported all schools to implement the Action Plan equally, while others 
directed attention primarily towards focus schools. 

 

Action Plan funding (Chapter 4) 

Schools that received FSNS or IFS initiative funding appear to have implemented some Action Plan 
actions more extensively than schools that did not receive FSNS or IFS initiative funding.  

There are concerns about the sustainability of activities introduced using time-limited FSNS and IFS 
initiative funding, with many schools employing Aboriginal and Torres Strait Islander education staff.  

 
Governance, monitoring and evaluation (Chapter 5) 

The Aboriginal and Torres Strait Islander Education Working Group (ATSIEWG) played an active 
leadership role in planning and decision-making activities to support the rollout of the Action Plan. 
The Catholic and independent school sectors had limited representation on the ATSIEWG, relative to 
the government sector.  

Indigenous Education Consultative Bodies provided valuable support for the rollout of the Action Plan 
within each jurisdiction, building on networks across school sectors and knowledge of practical 
approaches to support Aboriginal and Torres Strait Islander students. 

The delayed agreement to the Action Plan impacted on the collection of baseline data in both 2010 
and 2011. 

The Action Planôs performance measures provided a basis for monitoring, but were impacted by data 
collection issues, a lack of clarity provided to schools and an inability to disaggregate findings 
between focus and non-focus schools. 

The longitudinal evaluation has itself contributed to supporting the rollout of the Action Plan among 
schools and school sectors by gauging implementation progress, assessing outcomes and advising 
on future national directions. 

 
National and systemic coordination (Chapter 6) 

The national collaborative actions helped to promote Aboriginal and Torres Strait Islander 
perspectives in national education reform directions and progress areas where limitations in evidence 
or action existed. 

Adoption and promotion of the Action Planôs priority domains and actions in systemic policies was 
critical to supporting schools to implement the Action Planôs directions.  

There was a lag effect in implementation of the Action Planôs directions in many school sectors, 
resulting from the variable timeframes for policy development and implementation. 
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Whole-of-school implementation (Chapter 7) 

Action at the school level is driven primarily by local contextual needs, in combination with systemic 
policies, rather than as a direct result of national plans. 

While a strong acknowledgment of Aboriginal and Torres Strait Islander cultures is critical to creating 
a welcoming school environment that encourages students to attend and engage, the influence of the 
Action Plan in explicitly promoting cultural recognition was limited. 

The challenges facing remote schools differ significantly from metropolitan and provincial schools. 
However, the Action Plan promoted a largely uniform response to its local actions, only including a 
small number of national collaborative and systemic actions targeted toward remote schools. 

Schools with high levels of capability in data literacy were better able to gauge student progress, 
tailor teaching practices to drive improved results and engage teachers in achieving student 
outcomes.  

Many focus schools expressed a desire for greater practice sharing to learn from peers, including in 
other school sectors and jurisdictions. 

 
School implementation by domain (Chapter 8) 

Domain One: Readiness for school 

The Action Planôs readiness for school domain prompted schools to identify suitable strategies to 
support Aboriginal and Torres Strait Islander students. Survey results suggest that some schools 
increased their involvement in activities to support students prior to formal schooling during the 
course of the Action Planôs rollout. 

Australian Early Development Index (AEDI) data from 2012 indicated a gradually closing gap in 
developmental vulnerability between Aboriginal and Torres Strait Islander and non-Indigenous 
children. 

The importance of forming relationships with parents and to establishing a welcoming school 
environment to attract, enrol, engage and retain students was emphasised by schools. 

 

Domain Two: Engagement and connections 

Engagement and connections activities were critical to the achievement of all Action Plan domains. 
While the local actions in the Action Plan prompted targeted activity, they were often considered 
overly prescriptive and schools tended to be involved in a broader range of engagement activities. 

Personalised learning plans helped schools to better understand student and family circumstances.  

Aboriginal Education Workers or equivalents are critical to community engagement activities. In many 
cases, their tenure is uncertain beyond the expiry of National Partnership Agreement and additional 
Action Plan funding. 

 

Domain Three: Attendance 

Challenges facing schools in relation to enrolment, attendance, engagement and retention varied 
based on their local context and student composition. Typical responses involved building 
relationships with Aboriginal and Torres Strait Islander parents and communities, engaging Aboriginal 
and Torres Strait Islander school staff, providing logistical support to families, delivering an engaging 
curriculum, providing quality teaching, offering personalised learning support, and rewarding positive 
behaviours. 

There remain gaps in attendance rates between Aboriginal and Torres Strait Islander and non-
Indigenous students across all jurisdictions and school sectors, particularly at the secondary school 
level. However, retention rates and grade progression ratios have demonstrated improvement over 
the past three years. 

 

Domain 4: Literacy and numeracy 

Many schools considered that the Action Plan helped to establish the foundations for literacy and 
numeracy improvement. However more needs to be done to support students through intensive 
support, literacy and numeracy coaching for teachers, implementation of whole-of-school 
approaches, and establishment and monitoring of high expectations for students. 

At a national level, only three of eight literacy and numeracy progress points were met in 2013, fewer 
than 2011 or 2012. 
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Domain 5: Leadership, quality teaching and workforce development 

Many schools faced difficulties attracting and retaining appropriately qualified staff, including 
Aboriginal and Torres Strait Islander people. 

Sustainability of school practices was impacted by teacher turnover. Stability of leadership and 
teaching staff was important for implementation of approaches to support Aboriginal and Torres Strait 
Islander students over time. 

 

Domain 6: Pathways to real post-school options 

The post-school pathways domain is critical to support students to complete Year 12 and to provide 
skills for lifelong learning. The focus on trade training over recent years was considered positive in 
supporting Aboriginal and Torres Strait Islander students in this regard. 
 

Mobility study (Chapter 9) 

A study of mobility in the Far North Queensland region identified significant negative impacts on rates 
of attendance and student learning. Mobility is a recognised challenge across many other regions of 
Australia, impacting on metropolitan, provincial and remote schools. 

While mobility is acknowledged as a serious issue within school systems, advanced systemic 
responses involving government, Catholic and independent schools were considered by stakeholders 
to be essential to supporting students and school staff. 
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1 Background 

This chapter provides an overview of the Action Plan, the evaluation process and the report 

structure. 

1.1 The Aboriginal and Torres Strait Islander 

Education Action Plan 2010-14 

The Aboriginal and Torres Strait Islander Education Action Plan 2010-2014 (Action Plan) 

outlined national directions for Aboriginal and Torres Strait Islander education. It drew 

together a range of actions that sought to close the gap in educational outcomes between 

Aboriginal and Torres Strait Islander and non-Indigenous students. 

It focused on six priority domains that evidence shows contribute to improved outcomes in 

Aboriginal and Torres Strait Islander education. These are: 

½ Readiness for school: participation in culturally inclusive, high quality education 

programs and care 

½ Engagement and connections: school and early childhood partnerships with families and 

communities to establish a collective commitment to education 

½ Attendance: increasing the levels of enrolment and participation in schooling 

½ Literacy and numeracy: moving beyond the basics of English and mathematics 

½ Leadership, quality teaching and workforce development: improving cultural 

competency, supporting school staff and building an Indigenous school workforce 

½ Pathways to real post-school options: promoting year 12 completion and transitioning 

students from school to further study or employment. 

The Action Plan included 55 actions at the national, systemic and local levels. It also 

outlined desired outcomes linked to targets and performance indicators. 

1.2 Evaluation overview 

Objectives 

The Action Plan documented the need for a longitudinal evaluation to assess its 

effectiveness and to consider the extent to which improved educational outcomes could be 

achieved through coordinated actions across six priority domains. The evaluation objectives 

outlined in the Action Plan seek: 

½ an overall assessment of the effectiveness of the Action Plan on policies and process in 

terms of lessons learnt for the improvement of educational outcomes and service 

delivery 

½ an in-depth analysis of student outcomes in focus schools, tracking progress prior to 

school and through school to develop a greater understanding about successes and 

challenges in achieving the closing the gap targets. 
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The evaluation process and orientation 

ACIL Allen Consulting, in collaboration with PhillipsKPA and Professor Mark Rose from 

La Trobe University, was engaged by the Aboriginal and Torres Strait Islander Education 

Working Group (ATSIEWG) of the Standing Council on School Education and Early 

Childhood (SCSEEC) to lead a longitudinal evaluation of the Action Plan. The evaluation 

began in November 2011 and concluded in November 2014.  

Final evaluation reports were provided to the newly formed Aboriginal and Torres Strait 

Islander Education Advisory Group (ATSIEAG) of the Education Council, which is 

responsible for leading the development of a future national strategy for Aboriginal and 

Torres Strait Islander students on behalf of the Education Council, which replaced SCSEEC 

in 2014. 

The evaluation focused particularly on changes evident over time, based on information 

collected across three years, including 2011 (phase one), 2012 (phase two) and 2013 

(phase three). Each evaluation phase involved a survey of school leaders, case studies in 

schools, interviews with key stakeholders and review of available outcomes data.  

The evaluation was largely summative in focus, assessing the achievements resulting from 

the Action Plan, however it also sought to play a formative role in supporting the 

development of future national directions for Aboriginal and Torres Strait Islander education. 

Three summative reports were provided to the ATSIEAG reflecting findings for 2011, 2012 

and 2013. Longitudinal findings from these three years of study form the basis of this report.  

The evaluation workflow is demonstrated in Figure 1. This includes the approval of the 

evaluation framework, which established the data collection methods and was endorsed by 

the ATSIEWG in January 2012, along with draft and final reports for each evaluation phase. 

The final evaluation report incorporates the longitudinal findings from the three phases of 

study, and provides recommendations regarding future national Aboriginal and Torres Strait 

Islander education needs. 

Figure 1 EVALUATION WORKFLOW 

 

 

Source: ACIL Allen Consulting 2014 
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Overview of evaluation method 

Each phase of the data collection process involved: 

½ School case studies, with 32 focus school visits in phase one, 24 in phase two and 30 in 

phase three. A total of 48 unique focus schools were visited throughout the evaluation, 

noting that several schools were visited multiple times to gauge implementation progress 

and outcomes achieved over time. Phase three also included a deeper study of student 

mobility, summarised in Chapter 9. The compendium of all case studies was provided to 

the ATSIEAG members, but will not be publicly released. A summary of findings is 

available in Appendix E of the data appendix.  

½ A survey of focus school leaders, with 105 responses received in phase one, 168 

responses in phase two and 164 responses in phase three, although only 130 of the 

phase three responses had been completed in full. 

½ Interviews in each jurisdiction with Aboriginal and Torres Strait Islander education 

representatives from the government , Catholic and independent school sectors, along 

with Indigenous Education Consultative Bodies (IECBs). Interviews were also held with 

national representatives, including the Australian Government and other key education 

bodies. 

½ Outcomes data review in relation to the Action Planôs 14 performance indicators. 

Appendix A outlines the approach to each of these evaluation methods in greater detail. 

The evaluation considered implementation progress and outcomes across the government, 

Catholic and independent school sectors. Collectively, these are referred to as óschool 

sectorsô throughout the evaluation and include: 

½ eight government school systems (one in each state and territory) 

½ 28 Catholic Dioceses 

½ independent schools, which are largely autonomous, but represented by associations of 

independent schools in each jurisdiction.  

Key evaluation questions 

The key questions for the evaluation are detailed in Figure 2, as agreed by the ATSIEWG. 

These sought to assess the overall value of the Action Plan, along with the effectiveness of 

implementation and support for the achievement of sustained outcomes. 
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The evaluation scope 

The evaluation provides considerable insight into Aboriginal and Torres Strait Islander 

education practices across Australia, drawn from extensive consultation and analysis of 

data. At the same time, there are limitations to the scope of the evaluation and these are 

noted below. 

Attribution to the Action Plan 

The Action Plan was repeatedly identified as one of a number of influences on schooling 

practices and activities. Schools and school sectors received a range of funding and specific 

program support that varied from school to school, with priorities often set on the basis of 

major funding streams, along with systemic priorities. In addition, some activities that fit 

within the six Action Plan domains were to varying degrees in train prior to the introduction 

of the Action Plan.  

As such, the evaluation acknowledges a range of competing priorities in schools and 

therefore does not assume that observed changes in outcomes are attributable to the Action 

Plan.  

Figure 2 KEY EVALUATION QUESTIONS 

 

 

Source: ACIL Allen Consulting 2014 
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Analysis of primary data 

The primary data collection tools used through the evaluationðthe survey of schools and 

the case study processðsought to gauge changes over time at the school level in relation 

to the six Action Plan domains. A total of approximately 300 unique schools responded over 

the course of the evaluation. Of these, 26 schools completed surveys in phase one and 

three, while 59 completed surveys in phase two and three. 

These are relatively small longitudinal samples in comparison to the approximately 940 

focus schools, so findings regarding longitudinal change should be considered in this 

context. 

Case studies provided a further longitudinal comparison, with 30 schools revisited in phase 

three after also being studied in phase one, two or both. The availability of data, however, 

varies by school in format and depth, with results unable to be compared across schools. 

Data associated with performance indicators 

Issues were encountered in measuring changes in relation to the Action Planôs 14 

performance indicators due to: 

½ different data collection approaches across jurisdictions and between different school 

sectors 

½ inability to compare results between designated Action Plan ófocus schoolsô and non-

focus schools 

½ several measures against which only qualitative, rather than quantitative, data was able 

to be collected. 

Absence of a control group 

The evaluation assessed implementation activities and local outcomes at Action Plan focus 

schools through surveys and case studies. The evaluation scope did not seek associated 

consideration of schools that were not focus schools. Variability in practices between focus 

and non-focus schools cannot be compared. 

Good practices in context only 

Good practices identified through case studies and surveys are shared in evaluation reports 

as a means of raising awareness of the range of implementation approaches by schools. 

These practices are drawn from different contexts and, as such, care is required when 

considering translation of practices into other school settings. 

The student perspective 

Engagement with school students was not within the scope of the evaluation. Instead, 

school case study visits involved engagement with parents and community members to 

discuss family satisfaction with school practices. 

Limited pedagogical analysis 

The evaluation scope did not involve review of different pedagogical approaches in 

supporting students, in particular for literacy and numeracy. Evidence of improved outcomes 

is therefore not able to be assessed in relation to specific learning approaches adopted. 
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Program analysis 

The evaluation does not seek to undertake detailed assessment of the effectiveness of 

specific programs referenced through the Action Planôs 55 actions. While the evaluation 

notes programs that some schools consider to be effective, the evaluation does not seek to 

judge or prioritise particular approaches as being the most effective - to do so would require 

deeper evaluation of program-specific outcomes. 

1.3 Report structure 

Broadly, this report provides background to the policy settings for Aboriginal and Torres 

Strait Islander education, the Action Planôs structure and design, coordination approaches, 

national collaborative actions and implementation and outcomes achieved by schools. 

Findings are provided throughout the document, with consolidated findings included in 

Chapter 10. This is followed by formative considerations in Chapter 11, including an 

environment scan of the changing education context. The need for a future plan is 

discussed, with design principles and options presented for further consideration and 

discussion by the ATSIEAG and the Education Council.  

The evaluation refers to findings from the review of the previous national education policyð

Australian Directions in Indigenous Education 2005-2008 (Australian Directions)ðas a 

means of documenting the needs identified by leading Aboriginal and Torres Strait Islander 

education experts in 2009. This also provides a touch-point for gauging whether identified 

needs were addressed through the implementation of the Action Plan. 

Report structure 

The remainder of the report is structured as follows: 

½ Chapter 2: the educational context for Aboriginal and Torres Strait Islander students 

½ Chapter 3: the Action Plan structure and design, including the domains, focus schools 

and funding 

½ Chapter 4: the Focus Schools Next Steps (FSNS) and Investing in Focus Schools (IFS) 

initiatives 

½ Chapter 5: governance of the Action Plan, including the role of key organisations, 

performance monitoring processes and the evaluation 

½ Chapter 6: influence of national collaborative actions and systemic coordination activities  

½ Chapter 7: lessons from the rollout of the Action Plan at the whole-of-school level 

½ Chapter 8: domain-by-domain summary of activities and outcomes 

½ Chapter 9: findings from a study of student mobility undertaken as part of phase three 

½ Chapter 10: summary of report findings and changes in the education context 

½ Chapter 11: options for future nationally coordinated activity. 

Appendices are provided separately: 

½ Appendix A: further details about the evaluation methodology 

½ Appendix B: longitudinal findings from the school surveys 

½ Appendix C: summary of data findings for the 14 Action Plan performance indicators 

½ Appendix D: an overview of progress in implementing national collaborative actions 

½ Appendix E: findings from case studies in schools. 

A case study compendium and evaluation reports in 2011 (phase one), 2012 (phase two) 

and 2013 (phase three) were provided to the ATSIEAG. These will not be publicly released. 
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2 Aboriginal and Torres Strait 
Islander education context 

This chapter details the demographic characteristics of Aboriginal and Torres Strait Islander 

students, factors that impact on student learning, education policy responses over time and 

the process for agreeing the Action Plan. 

2.1 Demographics and student enrolments 

According to 2011 Census data, there were 548,370 Aboriginal and Torres Strait Islander 

people in Australia, comprising approximately 2.5 per cent of the population. The Aboriginal 

and Torres Strait Islander population had a median age of 21 years, compared with 38 years 

for non-Indigenous people. This reflects both higher than average birth rates, along with 

lower life expectancy. In the 2011 Census, 36 per cent of Aboriginal and Torres Strait 

Islander people were under the age of 15, compared with 19 per cent of the non-Indigenous 

population. 

Differences in the proportion of Aboriginal and Torres Strait Islander and non-Indigenous 

people by age bracket are shown in Figure 3. This highlights the younger demographic 

profile of the Aboriginal and Torres Strait Islander population relative to the non-Indigenous 

population. 

In 2013, there were 144,977 full and part time Aboriginal and Torres Strait Islander students 

enrolled in Years 1 to 10 in Australia, an increase of 4.2 per cent from 2012. Of these, 

Figure 3 DEMOGRAPHIC PROFILES, INDIGENOUS AND NON-INDIGENOUS 

PEOPLE, 2011 

 

 

Note: Usual residence Census counts. Excludes overseas visitors. Includes other Territories. 

Source: ABS Cat. 2076.0 - Census of Population and Housing: Characteristics of Aboriginal and Torres 
Strait Islander Australians, 2011. 
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122,347 (84.4 per cent) were enrolled in government schools, 14,947 (10.3 per cent) were 

enrolled in Catholic schools and 7,683 (5.3 per cent) were enrolled in independent schools. 

Student numbers by jurisdiction are shown in Table 1. 

Table 1 FULL TIME AND PART TIME ABORIGINAL AND TORRES STRAIT 

ISLANDER STUDENTS ENROLLED IN YEARS 1 TO 10, 2013 

Jurisdiction 
Number of Aboriginal and Torres 

Strait Islander students 

Proportion of  

national total (%) 

NSW 44,570 30.7 

VIC 9,455 6.5 

QLD 42,654 29.4 

WA 20,365 14.0 

SA 8,031 5.5 

TAS 4,796 3.3 

ACT 1,256 0.9 

NT 13,850 9.6 

AUST 144,977 100.0 

Source: ABS Cat. No. 4221.0 (Schools, Australia, 2013) ï NSSC Table 42b: Full-time and part-time 
students 2006-2012 (released February 2014) 

Between 2006 and 2013, the number of full and part time Aboriginal and Torres Strait 

Islander students enrolled in Years 1 to 10 increased across all jurisdictions, as shown in 

Figure 4. During this time, New South Wales and Queensland experienced the largest 

increases, with 10,879 (32.3 per cent) and 7,351 students (20.8 per cent) respectively. On a 

proportional basis, the greatest increases in enrolments were in Victoria and the Australian 

Capital Territory, with enrolments growing by 40.7 per cent (2,733 students) and 34.6 per 

cent (323 students) respectively. 

Figure 4 NUMBER OF ABORIGINAL AND TORRES STRAIT ISLANDER STUDENTS ENROLLED IN 

YEAR 1 TO 10, ALL JURISDICTIONS, 2006 TO 2013 

 

 

Source: ABS Cat. No. 4221.0 (Schools, Australia, 2013) ï NSSC Table 42b: Full-time and part-time students 2006-2012 (released February 
2014) 
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2.2 Educational challenges and considerations 

The student learning framework 

Case studies undertaken as part of the evaluation highlighted a range of educational and 

social challenges facing Aboriginal and Torres Strait Islander students, many of which have 

been long acknowledged and well documented. These vary by location and school setting, 

and require schools to tailor their responses to address regional and local needs as far as 

possible. 

Accordingly, a student learning framework was developed to encapsulate the contextual, 

school and student factors impacting on Aboriginal and Torres Strait Islander students (see 

Figure 5). The framework was used in case study discussions with schools in order to better 

understand their local challenges, along with the interplay and relationship between various 

factors. Some of the major challenges are detailed further in the sections that follow.  

Figure 5 STUDENT LEARNING FRAMEWORK 

 

 

Source: ACIL Allen Consulting 2014 
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Contextual factors 

There is widespread acknowledgment that educational challenges are exacerbated by social 

disadvantage, and that a key indicator of disadvantage is the socio-economic status of 

families or whole communities. Among low socio-economic communities, lower levels of 

prior educational achievement by parents and community members have intergenerational 

effects. Families in low socio-economic communities are more likely to have lower average 

incomes and higher rates of welfare dependency. In turn, poorer families are more likely to 

find the associated costs of education, such as school fees, subject levies and co-curricular 

activities, more difficult to meet. Schools may find it more difficult to provide the full range of 

materials, equipment and services required to support student learning, given the multiplicity 

of additional needs. There can be consequent impacts on participation in school-based 

activities (Doyle and Hill, 2009, p.39). 

Health is also acknowledged as a critical prerequisite for education. Poor health and 

nutrition have been found to impact heavily on studentsô abilities to learn. Hunger, 

malnutrition and chronic health conditions, such as otitis media (middle ear infection), 

undermine studentsô capacities to concentrate in the classroom and to hear what is being 

taught. In a study conducted for the Australian Primary Principalôs Association, fifteen per 

cent of participantsðprincipals, community members and Indigenous education workersð

identified poor student health as an obstacle to learning, compounded by difficulties in 

accessing medical diagnosis and treatment (OôKeefe et. al., 2012).  

Other contextual challenges may arise due to factors beyond the school gate relating to 

family and community circumstances (housing, experiences of early childhood and general 

community safety). In addition, student learning outcomes are influenced by: levels of family 

stability; parental and community attitudes to education; religious beliefs and influences; 

mobility; language and culture; ceremonial activities; community aspirations and past family 

history of achievement; local employment opportunities; and levels of community harmony. 

Education policy settings and geography are also acknowledged as factors that may impact 

on educational priorities and outcomes. 

School factors 

Once at school, Aboriginal and Torres Strait Islander students may face further challenges 

through their experience of education. The lack of a culturally inclusive curriculum, 

pedagogy or supportive teaching and learning strategies can impede studentsô full 

engagement in learning, with consequent impacts on education outcomes. There is a need 

for teachers of Aboriginal and Torres Strait Islander students to have an understanding of 

Indigenous culture so that curriculum and pedagogy are adapted successfully to student 

needs and interests. In some locations, this requires sensitivity to Aboriginal English while 

also supporting language development in Standard Australian English (Anderson, 2011, p. 

96-7; Doyle & Hill, 2009, p.43; OôKeefe, 2012, p. 42). 

The school environment as a whole is crucial to supporting student and family engagement 

in education. An environment that affirms culture and identity and seeks to engage positively 

with Aboriginal and Torres Strait Islander students and their families is more likely to 

develop student and family relationships that support education engagement (Campbell, 

Kelly & Harrison, 2012, p.14-15). The negative impact of low teacher expectations on 

Aboriginal and Torres Strait Islander students is also revealed through the Review of Higher 

Education Access and Outcomes for Aboriginal and Torres Strait Islander People (Behrendt 

Review) (Australian Government, 2012). The Behrendt Review identified that some 

Aboriginal and Torres Strait Islander students have been influenced by teachers purveying 

negative views of their academic ability, with subsequent impact on their educational 
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achievements. There was also evidence that Aboriginal and Torres Strait Islander students 

are advised not to select óacademicô subjects at secondary levels, thereby limiting their post-

school education and training options (Australian Government, 2012, p. 17-18). 

Student factors 

Emotional and behavioural difficulties, regardless of their origin, affect a studentôs capacity 

to learn. They can reduce studentsô capacity to concentrate, or to interact with peers and 

staff in a positive manner, or to regulate their behaviour (Doyle & Hill, 2009, p. 40). 

There is a significant correlation between students exhibiting high risks of emotional and 

behavioural difficulties and low academic performance. The causes may include life stress, 

family and household factors and physiological conditions. For example, the Western 

Australian Aboriginal Child Health Survey found that the number of life stress events was 

one of the strongest predictors of emotional or behavioural difficulties in Aboriginal children: 

Family strife and fear, illness and death, and problems with employment and money were 

examples of the most common stresses... Just over one in five children (22 per cent) were 

living in families where seven to 14 of these major life stress events had occurred in the 

preceding 12 months. These children were five and a half times more likely to be at high risk of 

clinically significant emotional or behavioural difficulties than children in families where two or 

less life stress events had occurred. 

Zubrick et. al. 2006, p. 303. 

Family and household factors are strongly associated with emotional and behavioural 

difficulties among students, stemming from parenting practices, family/community 

dysfunction, sole parenting and high household occupancy. Levels of relative isolation are 

also a factor, with children living in remote areas at higher risk of emotional or behavioural 

problems than children living in the metropolitan areas (Zubrick et al, 2006, p.303-304). 

Physiological conditions, such as foetal alcohol syndrome, have a significant impact on 

student health and wellbeing and require interventions to support education achievement 

and attainment (OôKeefe, 2012, p.45). 

2.3 Policy responses over time 

There has been a long history of national and systemic policies, declarations and 

agreements to support education delivery, including for Aboriginal and Torres Strait Islander 

students to achieve equitable outcomes. This section discusses these national and 

Aboriginal and Torres Strait Islander directions, setting the scene for the introduction of the 

Action Plan. 

National declarations 

Over recent years, major declarations about directions for education have been made 

approximately once each decade to establish longer term focus and directions. In 1989, the 

Australian Education Council agreed to the Hobart Declaration on Schooling, which 

described ten agreed national goals for schooling in Australia. One goal focused on student 

participation, and promoted an understanding and respect for Australiaôs cultural heritage, 

including the background of Aboriginal and ethnic groups (MCEECDYA, 2014). 

In 1999, the Hobart Declaration was superseded by the Adelaide Declaration on National 

Goals for Schooling in the Twenty-First Century. This focused on ensuring that Aboriginal 

and Torres Strait Islander students had equitable access to, and opportunities in, schooling 

so that their learning outcomes would improve and, over time, match those of other 

students. It also promoted awareness among all students about the value of Aboriginal and 

Torres Strait Islander cultures to Australian society and sought to build the knowledge, skills 
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and understanding to contribute to, and benefit from, reconciliation between Indigenous and 

non-Indigenous Australians. 

The Melbourne Declaration on Education Goals for Young Australians (MCEETYA, 2008) 

extended the Hobart and Adelaide declarations by providing a stronger focus and 

commitment to action to improve outcomes for Aboriginal and Torres Strait Islander youth. It 

identified that:  

Educational outcomes for Indigenous children and young people are substantially behind those 

of other students in key areas of enrolment, attendance, participation, literacy, numeracy, 

retention and completion.  

Meeting the needs of young Indigenous Australians and promoting high expectations for their 

educational performance requires strategic investment. 

Australian schooling needs to engage Indigenous students, their families and communities in all 

aspects of schooling; increase Indigenous participation in the education workforce at all levels; 

and support coordination community services for students and their families that can increase 

productive participation in schooling.  

Ministerial Council on Education, Employment, Training and Youth Affairs (MCEETYA) 2008 

It was agreed that Australian Governments would work with all school sectors to close the 

gap between Aboriginal and Torres Strait Islander and non-Indigenous students, providing 

targeted support for school improvement in low socioeconomic communities (MCEETYA 

2008). 

The Melbourne Declaration was supported by a series of action plans, which outlined the 

strategies and initiatives that Australian governments would undertake, in collaboration with 

all school sectors, to support the achievement of education goals outlined in the Declaration.  

The National Indigenous Reform Agreement (2009) 

More recent Aboriginal and Torres Strait Islander education policy directions, including the 

Action Plan, have supported the Closing the Gap targets endorsed through the National 

Indigenous Reform Agreement (NIRA). The NIRA is a bipartisan commitment by all 

Australian governments to improve the lives of Aboriginal and Torres Strait Islander peoples 

by: 

½ closing the life expectancy gap within a generation 

½ halving the gap in mortality rates for Aboriginal and Torres Strait Islander children under 

five within a decade 

½ ensuring access to early childhood education for all Aboriginal and Torres Strait Islander 

four year olds in remote communities by 2013 

½ halving the gap in reading, writing and numeracy achievement by 2018 

½ at least halving the gap in Aboriginal and Torres Strait Islander Year 12 or equivalent 

attainment rates by 2020 

½ halving the gap in employment outcomes between Aboriginal and Torres Strait Islander 

Australians and non-Indigenous Australians within a decade. 

The commitments in the NIRA are pursued through a number of National Partnership 

Agreements (NPA) aimed at overcoming Indigenous disadvantage. Under the NIRA, COAG 

sought to improve outcomes for Aboriginal and Torres Strait Islander peoples through 

various NPAs, including: 

½ Closing the Gap in Indigenous Health Outcomes 

½ Remote Indigenous Housing 

½ Indigenous Early Childhood Development 
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½ Indigenous Economic Participation 

½ Remote Service Delivery 

½ Remote Indigenous Public Internet Access 

½ Closing the Gap in Northern Territory (FaHCSIA 2012). 

The National Education Agreement (2009, revised 2012) 

The National Education Agreement, established under the Intergovernmental Agreement on 

Federal Financial Relations, outlines the goals, responsibilities and accountabilities of the 

Australian Government and all states and territories regarding education. It details: 

½ Australiaôs shared objective and outcomes for schooling 

½ a broad outline of the outputs performed in schooling 

½ roles and responsibilities of each level of government 

½ performance indicators and performance benchmarks, which outline a number of 

outcomes-focussed targets, and progress measures 

½ policy and reform directions to achieve progress towards the shared objective. 

Importantly, it established the reporting requirements for each jurisdiction through the 

Measurement Framework for Schooling in Australia, including key performance measures, 

the annual assessment and reporting cycle to support the National Report on Schooling in 

Australia.  

The Australian Education Act 

The Australian Education Act 2013 sets out the funding arrangements and expectations for 

approved authorities to ensure funding accountability to the Commonwealth and school 

communities. The Australian Education Regulation 2013 outlines the financial accountability 

and other conditions that are required in order to receive funding under the Australian 

Education Act 2013. 

Aboriginal and Torres Strait Islander policies, strategies, directions 

and plans 

National Aboriginal and Torres Strait Islander Education Policy, 1989 

In 1989, the Australian Education Council introduced in the National Aboriginal and Torres 

Strait Islander Education Policy (NATSIEP), which came into effect in January 1990. The 

objective of the NATSIEP was to work towards achieving education equality by the year 

2000 through the establishment of 21 long term goals from preschool through to technical 

and further education. The four key areas addressed were: 

½ the involvement of Aboriginal and Torres Strait Islander people in educational decision-

making 

½ achievement of equality of access to educational services 

½ achievement of equality of educational participation 

½ achievement of equitable and appropriate educational outcomes (Ministerial Council on 

Education, Employment, Training and Youth Affairs 2000). 

In 1995, a national review was undertaken on the progress of the NATSIEP in achieving its 

goals. This found that access and participation rates among Aboriginal and Torres Strait 

Islander students had improved, but that significant inequalities remained. In response, 

MCEETYA reaffirmed its commitment to the NATSIEP, established a number of priority 



A C I L  A L L E N  C O N S U L T I N G  

  
 

FINAL EVALUATION REPORT  14 

areas and agreed to an outcomes focus for this work. These priorities included literacy and 

numeracy and the involvement of Aboriginal and Torres Strait Islander parents in their 

childrenôs education. 

The NATSIEP has been the only statement of ópolicyô released for Aboriginal and Torres 

Strait Islander students. 

The National Strategy for Education of Aboriginal and Torres Strait Islander 

Peoples 1996-2002 

In response to the recommendations of the national review of the NATSIEP, a national 

strategy was developed, focusing on strategies to reform the implementation and monitoring 

of the NATSIEP goals. In particular, the strategy described eight priority areas, including 

increasing the number of Aboriginal and Torres Strait Islander peoples employed in 

education and training, ensuring equitable access and participation for students, and 

supporting the teaching of Aboriginal and Torres Strait Islander students, cultures and 

languages. 

Australian Directions in Indigenous Education 2005-2008 

Subsequent national Aboriginal and Torres Strait Islander education activities were driven 

through Australian Directions in Indigenous Education 2005-2008 (Australian Directions). 

Through this document, jurisdictional responses were pursued through the mechanism of 

Ministerial agreements that were made in relation to a series of recommendations across 

five priority domains. Non-government school sectors were encouraged to support the 

strategies outlined.   

A review of Australian Directions was undertaken as a means of informing future policy 

directions (David Unaipon College of Indigenous Education and Research, 2009). Key 

findings from the review are referenced throughout this evaluation report. 

2.4 Development and approval of the Action Plan 

Development of the Action Plan 

The Action Plan sought to extend the NATSIEP, progress the goals of the Melbourne 

Declaration, co-ordinate commitments through NPAs developed following endorsement of 

NIRA, and to extend Australian Directions. 

Australian Directions concluded in 2008, following a change in national government in 

November 2007. During 2008, a series of major national policies for Aboriginal and Torres 

Strait Islander people were in development. Primary among these was the NIRA, supported 

by numerous NPAs. 

In the context of major intergovernmental policy formulation activities, the development of 

the Action Plan was delayed by approximately one year following the completion of 

Australian Directions. This did, however, provide an opportunity for a review of Australian 

Directions by eminent Aboriginal and Torres Strait Islander education experts, which 

provided valuable input into future national Aboriginal and Torres Strait Islander education 

directions and needs (David Unaipon College of Indigenous Education and Research, 

2009).  

The intensive phase of Action Plan development began in September 2009, with the review 

of Australian Directions completed in October 2009. The drafting process was led by a small 
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group comprising representatives from the ATSIEWG. Through this process, the Action Plan 

domains were agreed, key stakeholders were consulted and a draft plan was developed.  

An invited submission process was then undertaken to seek feedback regarding the draft 

plan. Over 100 submissions were received, with changes being made to the draft plan 

where required. Discussions were also held with several key stakeholder groups to work 

through elements of the plan in greater detail. The Action Plan was endorsed by 

MCEECDYA in April 2010, with final approval by COAG in May 2011. 
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3 Action Plan structure and design 

This chapter details the Action Planôs structure and design, priority domains and the focus 

schools concept. 

3.1 The Action Plan document 

The Action Plan includes the following sections: 

½ Introduction: the context and overview of the Action Plan. 

½ National collaboration: outline of outcomes, targets and performance indicators for 55 

national, systemic and local actions across six priority domains. 

½ Jurisdictional priorities: statement linking the Action Plan to each jurisdictionôs 

implementation priorities. 

½ Tracking progress and building on what works: outline of national trajectories regarding 

the closing the gap targets. 

The effectiveness of these sections of the Action Plan are described further below.  

Introduction 

The preface to the Action Plan sets the scene for the document, affirming the right of 

Aboriginal and Torres Strait Islander people to sustain their languages and cultures and 

acknowledging associations with land and water. It restates governmentsô commitment to 

closing the gap between Aboriginal and Torres Strait Islander and non-Indigenous people.  

The purpose of the Action Plan is stated: ñto assist education providers to accelerate 

improvements in the educational outcomes of Aboriginal and Torres Strait Islander children 

and young peopleò. It details commitment by non-government education providers to join 

with governments to achieve the targets and progress actions outlined in the Action Plan. A 

series of NPAs introduced prior to the Action Plan are referenced, noting that ñcommitments 

made in these national partnerships and agreements are brought together in the Plan with a 

number of new and continuing complementary measuresò. This acknowledges that the 

Action Plan was not itself intended to be an entirely new direction, but one that compiled 

and supported existing and emerging initiatives through a consolidated national picture. 

The overview introduces the conceptual overview of the Action Plan structure, as shown in 

Figure 6. 
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The policy environment element of the Action Plan reflects the demographic and educational 

status of Aboriginal and Torres Strait Islander children and young people, introducing 

challenges associated with home languages other than Standard Australian English, literacy 

and numeracy achievement and post-school pathways. It also notes issues associated with 

remoteness: óthe more remote the community the poorer the student outcomesô. 

National collaboration 

This section of the Action Plan details the rationale for action within each of the six domains, 

along with outcomes, targets and performance indicators. It describes 55 actions across six 

domains for national collaborative, systemic and local level action, as shown in Figure 7.  

Figure 6 CONCEPTUAL OVERVIEW OF THE ACTION PLAN 

 

 

Source: MCEECDYA (2010), Aboriginal and Torres Strait Islander Education Action Plan 2010-2014 














































































































































































































































