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1. Why the learning compass and teaching compass? 

1. The OECD Future of Education and Skills 2030 project, recognizing that the world we 

now live in is volatile, uncertain, complex and ambiguous, argued for a new vision of 

future-oriented education. At the heart of that is the goal of supporting thriving students 

and thriving communities (for a thriving world). In essence this requires envisioning the 

future we want. Such a vision holds as a goal the well-being of individuals, communities 

and societies, and the planet. To reach that, students need to develop agency and 

competencies—both foundational as well as transformative ones.  

2. Through a process of co-creation, OECD Education 2030 developed the Learning 

Compass – a framework for learning with an eye towards student and collective well-

being and agency/co-agency. The symbolism of the Compass emphasizes the need for 

students to learn and develop skills to be able meaningfully and responsibly to navigate 

their complex and uncertain world.   

3. That Learning Compass rejects traditional notions of knowledge as fixed and received, 

and students as passive. It sees meaningful and authentic learning as occurring through a 

process of iterative learning that allows young people to continuously improve their 

thinking and action through a cycle of anticipation-action-reflection.  E2030 sees as a 

goal young people navigating on their own in ways that build positive futures for 

themselves, their communities and the world. 

4. While this powerful vision of learning is compelling, students cannot be expected to 

achieve this alone. For students to develop agency/co-agency and build foundational and 

transformative competencies, they need teachers who understand them and who 

understand and are able and ready to embrace this kind of future-oriented learning. 

Indeed, future-oriented learning requires future-oriented teaching. Thus, E2030 

committed to developing a Teaching Compass, one that builds on and can support the 

Learning Compass. 
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5. The urgent need for such a re-oriented view of learning was already clear when E2030 

commenced. For some time, evidence globally has demonstrated the growing and acute 

challenges of social and economic inequality, climate change, social division and 

injustice, xenophobia, as well as economic needs being poorly met by out-of-date 

educational curricula and school systems. The effects of these problems on children and 

young people are visible in a range of ways, including growing mental health crises.  

Since E2030 began, the pandemic, heightened challenges to democratic values and 

fairness, and growing threats to peace (or, rising violence), make the goals of the Learning 

Compass imperative. The need to envision an accompanying Teaching Compass is thus 

all the more urgent. 

6. Indeed, as Arundhati. Roy writes: 

Historically, pandemics have forced humans to break with the past and imagine their 

world anew. This one is no different. It is a portal, a gateway between one world and 

the next:  We can choose to walk through it, dragging the carcasses of our prejudice 

and hatred, our avarice, our data banks and dead ideas, our dead rivers and smoky 

skies behind us. Or we can walk through lightly, with little luggage, ready to imagine 

another world. And ready to fight for it. (Roy, The pandemic is a portal, 2020) 

7. She was not writing about teaching and learning, yet her point speaks to this moment in 

education. The pandemic exposed fault lines, fissures, and failures that have long existed 

in education. Teaching—and how we view teaching and teachers—are part of that. The 

pandemic in virtually every country forced educators to work differently, and for societies 

and systems to see teachers with new eyes. There was even a brief moment when teachers 

suddenly were hailed, along with health care professionals, as heroes of the pandemic. 

But that attention to what teaching requires, how complex it is, and how creative it can 

be, too easily faded. Now is the time for us to seize the opportunity, not to “drag the 

carcass” of narrow or failing visions of teaching into the future, but to find ways to walk 

into the future imagining a new world and new learning in schools and classrooms.  

2. The Teaching Compass—process for development 

8. The Teaching Compass, like the Learning Compass, rests on the recognition that a new 

vision involves addressing the interconnected dimensions of teacher agency, teacher 

well-being, and teacher competencies. They should not be discussed each on their own, 

as they affect each other. Yet a future-oriented vision of teaching requires us to think in 

fresh ways about each of these, and thus each merits consideration. 

9. Through a process of co-creation with multiple stakeholders representing different local 

and national contexts, and reflecting different positions in the complex web of teaching 

and learning, the Teaching Compass is being developed. Like with the creation of the 

Learning Compass, iterations of dialogue, concept-making and feedback will allow a 

framework to be developed that should have global resonance as it is enacted locally in 

distinct contexts. 

10. The Teaching Compass, like the Learning Compass, assumes dynamic processes, factors 

interacting, and education occurring as and in an ecosystem. It eschews the assumptions 

of a checklist:  aspects of teaching considered as a list of individual categories, considered 

discreet and static. At the same time, as Atul Gawande writes in Checklist Manifesto, 

checklists are indeed important when they are owned by and cared for by practitioners; 

they can make a profound difference.  
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11. In this version of our draft of a framework, we move between broad principles and lists. 

Neither is sufficient on its own. Principles need to be operationalized, in concrete 

instantiation. And lists must avoid appearing as familiar terms that we fail to interrogate. 

In what follows, we provide broad brush strokes of “big ideas” about teacher agency, 

well-being and competencies, with some (still partial and undeveloped) illustrations of 

what may be entailed in each.  We ask that readers read this draft with the awareness that 

it is still very much a work in progress. We also welcome the discussion that the Global 

Forum can offer as a multi-stakeholder dialogue. 

3. Teacher Agency 

12. Starting premises regarding teacher agency: 

‒ Teacher agency supports the development of student agency; teachers cannot nurture 

student agency unless they themselves have experienced it, enacted it, or understood 

what it means for their development and professionalism. 

‒ Teacher agency is not a quality per se but a way of being and living in the world, a 

way of seeing and approaching the world; it is enacted. 

‒ Teacher agency “refers…to teacher’s ability to act in new and creative ways” (Toom, 

Pyhaltlo & Rust, 2015, p. 615). 

‒ Teacher agency can be manifested individually and collectively. Teachers can act 

with/have agency. They also have co-agency with students, their teaching peers, 

parents, etc. and can exert collective agency. 

‒ Teacher agency requires the presence and support of contextual enablers. Agency 

requires a culture, environment, or set of conditions to flourish. 

‒ Agency needs to be understood freshly. Too often it is seen simply as autonomy. But 

autonomy does not capture the full range of what constitutes agency. Particularly in 

the Teaching Compass, when we think about the importance of teacher co-agency, 

we need to think in new ways about its centrality and its meaning for teaching and 

learning.  

 

13. Examples of key aspects/dimensions of teacher agency (to be developed further) include: 

ecosystem awareness and competence 

‒ creativity  

‒ compassion  

‒ adaptability  

‒ problem-solving  

‒ having new language to frame teachers’ work 

‒ tolerance of ambiguity and uncertainty  

‒ goal orientation  

‒ levels of agency; agency as a social relationship that occurs within schools as social 

organizations;  teachers and students as agentic partners 
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‒ collaboration  

‒ respect 

‒ global mindset 

‒ motivation 

‒ reflective thinking 

‒ meta-learning 

‒ pro-activeness 

‒ resilience 

14. As an example of the significance of teacher agency, consider its importance to student 

agency and learning. One example: for students to have the opportunities to develop a 

growth mindset, be innovative, and able to create new value, they need agency. They 

need a context in their learning environment that supports such agency. Teachers who 

have agency to co-construct with their students can design that kind of learning 

environment and build those kinds of necessary relationships with their students.  

4. Teacher Well-being 

15. Starting premises regarding teacher well-being 

‒ Students cannot have their well-being guaranteed when they spend their school days 

in classrooms with teachers who themselves do not have well-being. 

‒ The problem and importance of teacher well-being are not new. But the pandemic 

has had significant (negative) impacts on teacher well-being. The global pandemic 

exposed pre-existing fault lines. To support the well-being of all students, addressing 

the challenges of teacher well-being is urgent. 

‒ Well-being, for students and for teachers, is multi-dimensional. We need to recognize 

many domains that affect the lives of teachers in and out of the classroom, in and out 

of their schools. 
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‒ Well-being includes both intrinsic factors and extrinsic factors. 

16. Examples 

4.1 Cognitive 

‒ Curiosity to learn, motivation to be a lifelong learner (intrinsic) 

‒ Opportunities for ongoing professional learning and growth; skill building plans, 

knowledge management practices (extrinsic) 

4.2 Physical  

‒ Lifestyle, self-care practices (intrinsic) 

‒ Location/proximity of work (extrinsic) 

‒ Health insurance  

‒ Sufficient income to maintain healthy life without undue stress 

‒ Safety and security (physical safety, personal safety) 

‒ Physical environment of the school, teacher shared social spaces, work spaces, and 

classroom 

‒ Adequate time; working conditions; reasonable work demands and support that allow 

work-life balance (see also under “emotional”) 

4. 3 Social 

‒ Communication skills, conflict management (intrinsic) 

‒ Quality of relationships with staff, family, community (extrinsic) 

‒ Having a voice in school decision-making (extrinsic) 

‒ School culture—sense of belonging (positive culture vs peer pressure, dysfunctional, 

or anomic culture) 

4.4 Emotional 

‒ Coping techniques, self-care practices (intrinsic) 

‒ Counselling facilities, availability of mental health supports (extrinsic) 

‒ Workload, support for equilibrium 

‒ Stable work environment; some stability, transparency and fairness in expectations, 

rewards and benefits 

4.5 Self-worth  

‒ Sense of purpose and self-respect (intrinsic) 

‒ Dignity and respect, life satisfaction at school (extrinsic) 

‒ Competitive salary (that connotes value, and can attract and retain good teachers) 

17. These examples, arranged somewhat differently, align squarely with the facets of 

wellbeing developed by the OECD. (See the table below for examples of Teacher 

Wellbeing organized into these facets.) The important point is that well-being is not a 

single facet. It is not “only” about pay. It is a complex and robust construct that has 
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significant implications for teachers’ ability to teach, to learn and improve as teachers, 

and to remain in the profession and grow as educators. All of these directly impact 

students—their opportunities to learn and grow, and their own well-being. The vision of 

future-oriented teaching central to the Teaching Compass requires teachers, for example, 

to have the resilience and trust in themselves, and others in them, to be able to take risks, 

model curiosity and openness to uncertainty, and other qualities that students need in 

order to develop those qualities themselves. 

 

 
5. Teacher competence 

18. Starting premises regarding teacher competencies 

‒ Teacher competencies are aligned with student competencies in the Learning Compass. 

‒ They are needed to support student agency and teacher co-agency. 

‒ They are required to support student well-being. 

‒ Teacher competencies include knowledge, skills, values and attitudes. 
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‒ Helping students develop transformative competencies requires teachers to have both 

epistemic and relational responsibility. 

19. Fundamental to teacher competence is having knowledge of students. But this is not only 

abstract, theoretical, or categorical knowledge about students (even though that 

knowledge is an important aspect of teachers’ professional knowledge). It is also 

understanding students—the students one teaches, knowing them as individuals who are 

whole people, who are growing and changing, and who bring unique strengths and assets 

to their learning and to the learning community. Knowing (about) students also entails 

not just epistemic knowledge but relational responsibility: knowing how and being able 

to build productive, appropriate, constructive relationships with students to support their 

learning and their agency. 

5.1 Teacher knowledge includes: 

‒ disciplinary knowledge (content knowledge of the subject)  

‒ epistemic knowledge (knowledge about the subject) 

‒ inter-disciplinary and transdisciplinary knowledge,  

‒ procedural and pedagogical knowledge 

* knowledge of teaching and learning with a view of students at the center and what 

they need to be successful and thrive 

* understanding individual students to be able to respond to and create learning 

responsive to individual needs 

* understanding community/students’ home communities to create responsive and 

authentic learning in and for the community 

* system thinking, design thinking, and instructional design 

* knowledge of assessment/assessment for learning and teaching 

* knowledge about data and research (and how to use them), data literacy  

5.2 Teacher skills include cognitive and metacognitive skills, social and emotional skills, practical 

and physical skills: 

‒ cognitive flexibility 

‒ empathy 

‒ critical thinking 

‒ adaptability 

‒ collaboration 

‒ empathy 

‒ self-regulation 

‒ problem-solving 

‒ tolerance of ambiguity and uncertainty 

5.3 Teacher values and attitudes include personal, local, social, and human/universal ones: 

‒ trust in students and willingness to give responsibility to students 

‒ belief that all students can learn and achieve 
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‒ asset-based view of teaching and learning 

‒ resilience 

‒ autonomous learning 

‒ risk-taking 

‒ passion for the subject knowledge 

‒ compassion for students and their basic needs 

20. The tables below provide a starting categorization of many examples. 
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21. This complex array of teacher competencies needs to be seen as more than a checklist of 

individual categories of knowledge, skills, attitudes and values. For teachers to support 

students’ foundational and transformative competencies, teachers need to be able to draw 

on a range of knowledge, skills, values and attitudes. A transformative teaching practice 

cannot pull apart individual competencies. 

6. Factors that enhance or limit teacher agency / teacher well-being / teacher competencies:  

22. A system-wide structure (esp. high-stake assessment) that encourages/rather than inhibits 

one’s capacity to develop agency; a system built for continuous learning vs. blind 

accountability (balance between well-being and accountability 

23. Time and space for quality teaching and learning that respects students’ interests vs. 

shallow coverage of an overloaded curriculum; school as a safe place for teachers and 

student to be creative, to express their true opinions, to fail as part of legitimate learning; 

space that allows teachers to build challenging and motivating assignments; flexible 

spaces that invite collaboration; opportunities for human flourishing, a holistic view of 

learners’ growth (students and teachers) 

24. School environments and ethos that value authenticity and a sense of purpose with a 

reminder that learning environments are not only physical spaces, sub also social, 

context-dependent and time-base realities; open communication and collaborative school 

environment; that values teacher agency, professional autonomy and peer-learning 

opportunities (teacher collaboration) 

25. Communities that assist teachers who are not familiar with fundraising or networking 

with companies to support innovative thinking; 

26. Teacher education and professional learning as a lever for eco-systemic change: e.g. to 

bridge gaps between traditional teacher education (strong focus on knowledge, content 

and pedagogies) and future-oriented teaching and learning (competency-based; dynamic; 

flexible; focused on lifelong learning); to ‘experience’ themselves to be agents of their 

own learning and capable to designing their own learning environments and curriculum 

to support student agency and well-being; how to adapt curriculum to make learning a 
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‘personal’ experience for different types of students and to implement innovative 

curriculum; Asset-based approaches to teaching and learning 

7. Future role of teachers include: 

27. Some metaphors that characterise teachers’ competencies for the future included: 

designers, coach/mentors, risk takers, inquisitors, facilitators, learners, learning 

curators – shifting the role from content deliverers: e.g.  

‒ Designer for transformative learning environments to help students connect with 

broader issues in the real world and in the curriculum.  

‒ Mentors making deliberate efforts to accompany all children regardless of their 

background.  

‒ Developer for a sense of the school as part of an eco-system model with 

interdependent actors (in and outside of school) that influence each other’s 

learning, agency and sense of well-being.  

28. Redefining the role of teachers require giving them time and opportunities to work more 

collaborative among themselves and with their communities and feeling like they are part 

of a community of practice.  

8. Looking ahead 

29. The Teaching Compass invites us to see anew teachers and teaching. It is not only asking 

us to recognize what has always been needed –but not consistently made available—to 

support teaching and student learning. With an eye towards the future oriented learning 

expressed in the Learning Compass, the Teaching Compass requires new kinds of 

teaching, which can only grow in contexts that support teacher agency, well-being and 

teachers’ own transformative competencies. 

30. TWG1 is continuing to refine and develop this framework. It welcomes your feedback as 

we move towards a late 2022 fully elaborated framework. 


