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Abstract: Australian education faces persistent challenges in preparing and retaining teachers within
rural contexts. This qualitative study examines the attributes of thriving rural teachers through focus
group discussions with 103 rural educational leaders. Utilising a theoretical framework combining
attribution theory and ecological systems perspectives, the study synthesised leaders’ perceptions
of key dispositions and behaviours contributing to rural teachers’ success. Four interconnected
dimensions emerged: being community, classroom, professionally and personally equipped. This
study revealed that while individual teacher attributes are crucial, school support and community
context significantly influence teacher success. The application of attribute theory further revealed
that findings attributed teacher’s success to internal, stable, and controllable factors, suggesting
that key traits could be developed through targeted professional development and experience. This
study provides nuanced insights into ’rural readiness’, informing education policy decisions and
practices, initial teacher education institutions, schools, and communities. The study emphasises the
need for a holistic approach to teacher preparation and support that considers both individual and
systemic factors.
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1. Introduction

Rural education in Australia presents distinctly different challenges and opportunities
compared to urban teaching contexts. These rural-specific factors significantly impact
teacher effectiveness and retention in ways not typically experienced in metropolitan
schools [1,2]. For instance, rural teachers often manage multi-age classrooms, operate with
limited specialist support, and navigate close-knit community expectations, circumstances
rarely encountered in urban settings [3].

Broadly in Australian contexts, Initial Teacher Education (ITE) policy and regulatory
frameworks privilege classroom-ready discourses [4]. This discourse encompasses a mul-
tifaceted approach that goes beyond the acquisition of content knowledge that has been
predominantly shaped by urban-centric standards. The Teacher Education Ministerial
Advisory Group (TEMAG) [5] emphasises “classroom-ready” graduates as those who
demonstrate core pedagogical skills, content knowledge, and assessment capabilities. This
framework, which is embedded in the Australian Institute for Teaching and School Leader-
ship (AITSL) national standards, reflects conventional expectations of teacher competence
primarily drawn from metropolitan contexts.

However, the concept of “thriving” in rural contexts differs significantly from this
standardised view of teaching success. Beyond the classroom competencies emphasised in
national frameworks, rural teachers must navigate complex community relationships and
demonstrate adaptability in ways not typically demanded in metropolitan schools [6].
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Recent policy initiatives acknowledge these unique rural needs. Halsey’s [7] Indepen-
dent Review into Regional, Rural and Remote Education specifically highlighted how rural
teaching differs from urban contexts and called for targeted preparation, stating in Recom-
mendation Two that “rural contexts, challenges and opportunities are explicitly included
in the selection and pre-service education of teachers” [7] (p. 45). Similarly, Queensland’s
Advancing Rural and Remote Education action plan [8] recognises the distinct challenges of
rural education and the need for specific support structures not required in urban settings.
This government commitment encompassed a comprehensive approach, which involved
preparing prospective teachers in collaboration with higher education institutions and
offering continuous mentoring to novice teachers, with the aim of preparing them to teach
in rural and remote areas [8].

However, Trinidad et al. [9] argue that the capacity of university ITE programs to pre-
pare pre-service teachers for employment in rural locations continues to require significant
attention, research, and funding. This perspective is supported by the findings of both
historical and current reports, as well as recent research [2,7]. Further, research supports
the necessity for a re-conceptualisation of the pre-service teacher education curriculum to
include further integration between coursework and rural professional experience [10–12].
Although the literature discusses how university ITE programs have included rural and re-
mote professional experiences [11], specific courses of study which address the cultural and
learning needs of those communities necessitate further research and implementation [12].

Considering discussions from rural leaders and the aforementioned policy evaluations
that underscore persistent difficulties in adequately preparing, attracting, and retaining
teachers in rural locations, the upcoming research seeks to examine:

• What are the key dispositions and attributes that rural leaders identify as enabling
teachers to thrive in rural contexts?

• Based on these identified attributes, what are the implications for policy and practice
in preparing and supporting teachers for rural contexts?

2. Background Literature

The complexity of rural education extends beyond traditional conceptualisations of
teaching effectiveness to encompass distinctive professional, personal, and community
dimensions. While research has established the importance of specialised preparation for
rural contexts, an understanding of how teachers develop from survival to success remains
incomplete. This review examines current knowledge about teacher preparation and
development in rural settings, with particular attention to the concept of “thriving”, defined
as a teacher’s ability to flourish professionally and personally while creating a meaningful
impact in their communities [6]. The literature reveals how thriving encompasses multiple
dimensions: professional growth, job satisfaction, community integration, and personal
fulfilment [2,13]. These elements interact within what Reid et al. [14] term the “social space”
of rural education, where professional practice and community life intersect in ways that
demand distinctive capabilities and support structures. By examining these intersections,
this section identifies current understandings while highlighting opportunities to deepen
knowledge about preparing and supporting teachers for rural success.

2.1. Defining Rural Education in the Australian Context

Understanding rural education in Australia requires clear geographical and contextual
definitions. The Australian Statistical Geography Standard (ASGS) Remoteness Struc-
ture classifies locations into five categories: Major Cities, Inner Regional, Outer Regional,
Remote and Very Remote Australia, based on relative access to services. For this study,
following conventions in Australian educational research [7], ‘rural’ encompasses Outer
Regional and Remote locations. This definition reflects shared characteristics, including
lower population density, greater distances from service centres, and distinct socio-cultural
contexts. Approximately 30% of Australian Schools are classified as rural, serving about
20% of the student population [7]. These schools operate within complex social spaces [13]
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where geographical isolation, community interconnections and resource accessibly signifi-
cantly influence educational delivery. Research emphasises that successful rural education
requires understanding both geographical and social dimensions of rurality.

2.2. Teachers Thriving in Rural Educational Contexts

Teaching in rural educational contexts presents unique challenges and opportunities
that significantly impact teacher retention and success. Studies of thriving rural teachers
reveal a combination of supportive workplace cultures, strong professional networks, and
deep community connections that enable both professional growth and personal fulfil-
ment [15,16]. Within Australian contexts, teacher thriving appears particularly connected
to positive leadership support and manageable workloads that allow for meaningful en-
gagement with both professional responsibilities and community life [13]. Similarly, in the
United States [16], thriving in rural educational contexts involves a multifaceted approach
that includes strong community partnerships, context-specific professional development,
and robust administrative support. This collaboration oftentimes assists in addressing
quite severe resource constraints typical of rural schools and enhances engagement and
responsiveness between the school and the community [16]. These studies showed that
there was an increase in the importance of a multi-layered, systemic approach to foster a
supportive environment for educators in rural educational contexts.

The development of strong professional networks emerges as a crucial element of
teacher thriving. Despite geographic isolation, rural teachers often find ways to create and
maintain strong networks [17]. Research also shows that rural teachers who experience
high levels of community support and involvement are more likely to stay and succeed in
their roles [18]. This sense of camaraderie and mutual support among teachers is crucial
for their professional well-being and effectiveness. Further, these networks help mitigate
feelings of isolation and provide a platform for sharing resources and strategies [17].

Community integration represents another key dimension of teacher thriving in rural
contexts. Successful rural teachers effectively navigate the dual role of teacher and commu-
nity member, creating meaningful connections that extend beyond the classroom [13,18].
These teachers find opportunities for engagement that enrich both their professional prac-
tice and personal experiences, while the resulting school-community connections contribute
significantly to their sense of purpose and professional fulfilment. Teachers’ community
involvement plays a significant role in the success of rural teachers. This strong community-
school connection supports and helps teachers feel more integrated and valued within the
community [18,19].

Maintaining personal well-being proves essential for sustained success in rural con-
texts. Research from both Australia and the United States demonstrates that successful
rural teachers develop effective approaches to managing professional demands while main-
taining personal balance [15,16]. These teachers implement clear self-care strategies and
establish appropriate boundaries while remaining actively engaged in their school commu-
nities [15,20]. Their ability to balance professional commitment with personal well-being
enables long-term success and satisfaction in rural teaching roles [15,16].

Understanding the factors that contribute to teachers thriving in rural educational
contexts lays the foundation for addressing the broader concept of rural readiness. As
educators prepare to enter or continue their careers in rural settings, it is essential to
consider how they can be equipped with the necessary skills, knowledge, and attitudes
to succeed. The following section delves into the critical components of rural readiness,
highlighting the current strategies and practices that ensure teachers are well-prepared to
thrive in rural educational environments.

2.3. Developing ‘Rural Readiness’ Through Rural Pre-Service Teaching Experiences

Fitzgerald et al. [21] explored initial teacher education practices to define the “types
of structures and processes required to support pre-service teachers in undertaking a
quality rural placement experience” [21] (p. 42). Within the context of a rural placement,
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it was identified that effective placements were underpinned by partnerships. These
partnerships incorporated systemic reflection, localised support and strategic alignment,
which focused on developing a shared understanding of each stakeholder’s (university, pre-
service teacher, school community, education departments) perspectives and needs. The
research also highlighted the resource-intensive nature of supporting preservice teachers in
rural contexts and positioned the following future programming considerations:

• Sustainability—partnerships were personnel-dependent, which could impact succes-
sion planning and the sustainability of the program;

• Scalability—utilising the identified structures and processes to expand the number of
pre-service teachers;

• Influence on professional experience placements more broadly, extending the support
structures beyond targeted rural placements [21] (p. 43).

The literature suggests several benefits to PST development in their readiness to teach
in rural contexts arise from rural pre-service teaching experience. This includes the smaller
social context of a rural location, which makes the intersections between school, community,
and self readily recognisable. It makes more visible the relationships between the individual
PST, the professional staff at the school, rural teaching processes, and the characteristics
of place, including community [22,23]. Additionally, during the rural pre-service teaching
program, the PST can explore their own senses of comfort and discomfort [24] with teaching
in rural classrooms and with living in rural communities. Oftentimes, perceived levels of
proficiency and capabilities are constructed out of the intersection of these elements; the
PST on rural placement is enabled to make a realistic assessment of their own suitability
for rural teaching [21].

Supporting pre-service teachers (PSTs) during their placement experience is a pivotal
element in shaping the resilience and effectiveness of their developing capabilities as edu-
cators. Professional identity formation lies at the heart of preservice teacher development
in rural contexts. This identity emerges through a nuanced interplay between person,
place and community participation [25], fundamentally shaped by the relational nature of
rural teaching practice [26]. Rural placement experiences offer unique opportunities for
pre-service teachers to develop their professional identity as they observe the rural teacher
identity in action and temporarily adopt a rural teacher identity themselves [27]. During
these placements, pre-service teachers navigate complex relationships between developing
ideology, pedagogy, and place [23], learning to establish meaningful connections within
their school communities. These connections are pivotal not only for immediate classroom
readiness but also for long-term teacher retention in rural schools [28]. The placement
experience, therefore, serves as more than professional preparation; it becomes a space
for identity formation where pre-service teachers begin to understand and embody the
distinctive nature of rural teaching.

2.3.1. Pre-Service Teacher Professional Readiness in Rural Educational Contexts

A plethora of research considers the issues related to rural education [1–3,28]. In
particular, workplace issues and themes relating to teacher attraction and retention, pre-
service teacher preparation, school leadership and professional development are prevalent
throughout the research [6,10,12,29]. Specifically, within the Australian educational envi-
ronment, historical links with social justice issues surrounding the attraction and retention
of quality teachers in Australian rural locations have been at the forefront of policymakers’
minds [8,29].

Professional readiness for rural teaching encompasses distinct dimensions that ex-
tend beyond conventional teacher preparation approaches. At its core, rural teaching
readiness involves understanding and responding to the complex interplay between ed-
ucational practice, community context, and social equity [1,2]. These intersecting ele-
ments create unique demands that challenge traditional notions of teacher preparation and
professional development.
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Central to rural teaching readiness is the capacity to address educational equity within
geographically isolated contexts. Social justice considerations permeate rural education,
particularly regarding access to quality education and the distribution of teaching exper-
tise [8,29]. These equity challenges manifest in multiple ways: through resource accessibility,
teaching quality, and the capacity to meet diverse student needs within rural communities.
The persistent nature of these challenges suggests the need for specialised approaches to
teacher preparation that explicitly address rural educational contexts.

Rural and Remote education policy advocates consistently recommend that pre-service
teachers require specialised and differentiated training in order to teach students impacted
by poverty and geographical isolation to improve student learning outcomes [1,8]. This
preparation must address not only pedagogical skills but also the broader capabilities
needed to support student learning in communities impacted by geographical isolation
and varying levels of socio-economic advantage [1]. Such preparation suggests a sig-
nificant shift from generic teacher education approaches towards more contextualised
professional development.

These understandings have led to evolving approaches in pre-service teacher prepa-
ration. Partnership models between higher education institutions and rural schools offer
promising directions for developing rural teaching readiness [14]. These approaches recog-
nise that effective preparation requires immersion in rural contexts, supported by mentoring
and professional development that specifically addresses rural teaching demands. How-
ever, implementing such approaches requires a sustained commitment to understanding
and responding to rural educational needs.

2.3.2. Pre-Service Teacher Community Readiness in Rural Educational Contexts

The conceptualisation of community readiness in rural education requires the exami-
nation of multiple interconnected social and professional dimensions. These dimensions
manifest through teachers’ simultaneous navigation of professional responsibilities and
community expectations: participating in local decision-making processes, engaging with
community cultural practices, and adapting curriculum to local contexts while maintaining
professional standards [13,19]. Within rural settings, the theoretical framework of ‘social
space’ provides critical insights into how teachers develop and sustain their professional
practice, encompassing both geographical and relationship elements that shape education
outcomes [13]. This theoretical understanding illuminates the complex nature of preparing
pre-service teachers for effective community engagement.

Professional preparation for rural teaching contexts necessitates structured approaches
to community integration that extend beyond traditional placement experiences. Although
initial teacher education programs incorporate rural practicum experiences [11,12], sus-
tained professional effectiveness requires systematic development of social capital through
reciprocal community relationships [13,19]. These structured approaches to community
engagement reflect fundamental elements of rural teaching preparation.

Educational leadership emerges as a critical mediating factor in the development
of community-ready teachers. Analysis of successful rural schools demonstrates that
leadership approaches emphasising strategic community partnerships create conditions
conducive for teachers to “thrive professionally” [30] (p. 186) while fostering student
success [19]. This leadership-facilitated integration enables teachers to develop professional
capability while establishing sustainable community connections.

The theoretical intersection of social capital, community engagement, and professional
well-being presents significant implications for teacher preparation. Contemporary re-
search indicates complex relationships between these elements in rural contexts [13,19],
particularly regarding teacher well-being and professional growth [20,31], suggesting the
necessity for innovative approaches to developing community readiness in pre-service
teachers [30]. This evolving understanding demonstrates the importance of theoretically
grounded, context-sensitive preparation for rural teaching roles.
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3. Materials and Methods
3.1. Research Design

The research design employed an interpretivist qualitative methodology to examine
the attributes of thriving rural teachers through the perspective of educational leaders. An
interpretivist paradigm was selected as it enables researchers to construct meaning between
multiple perspectives while acknowledging the complex social contexts in which these
meanings are formed [31]. This approach enabled a deep exploration of how educational
leaders understand and interpret teacher success within their particular rural settings.

The decision to focus on rural educational leaders’ perspectives was methodologically
purposeful. Leaders occupy a unique position to observe patterns of teacher success
and challenge across multiple cases and contexts. Their extended experience with both
successful and unsuccessful cases provides valuable insights into the attributes that enable
teachers to thrive in rural settings. While teacher perspectives offer important personal
dimensions of rural teacher experience, leaders’ broader observational stance contributes
to a distinctive understanding of success patterns over time.

3.2. Participant Selection

Following human ethics approval, participant recruitment occurred at a rural and
remote education summit hosted by a regional Queensland university. The focus group
discussions were integrated as a scheduled session within the summit program, enabling
access to a diverse range of educational leaders actively engaged in rural education. One
hundred and three rural leaders participated, representing various Queensland geographi-
cal regions, school sizes, and leadership experiences across rural contexts.

Participants met the following criteria:

• Current leadership position in a rural community or school;
• Minimum of five years of rural education experience;
• Direct involvement in teacher supervision and support;
• Experience with teacher recruitment and retention.

As the participants were all members of leadership from rural educational contexts,
they are referred to as ‘rural leaders’ throughout this paper.

3.3. Data Collection Methods

Twelve focus groups were formed, each comprising 8-9 participants. Group composi-
tions were purposefully arranged to ensure representation across different jurisdictions
and school contexts, enriching the potential for diverse perspectives and experiences. This
approach aligned with the interpretivist framework, allowing for multiple viewpoints to
contribute to understanding how teachers thrive in rural contexts. To maintain consis-
tency across all groups, a structured protocol guided the discussions through four distinct
phases: introduction and context setting, initial exploration of the primary research prompt,
detailed discussion of emerging themes and synthesis of key ideas.

The primary discussion prompt asked participants to describe a thriving teacher in a
rural context. Facilitators used standardised probing questions to explore:

• Specific attributes and dispositions of successful rural teachers;
• Contextual factors influencing teacher effectiveness;
• Observable patterns on teacher success;
• Challenges and support mechanisms;
• Examples of thriving in practice.

Focus groups were conducted by experienced university facilitators who received
specific training in the research protocol to ensure consistency across all sessions. Focus
group discussions were audio recorded with participant consent for accuracy and tran-
scribed. To enhance data quality, facilitators maintained field notes and compiled thematic
summaries immediately following the focus group session. These field notes captured
important contextual details, non-verbal interactions, and emerging themes that informed
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subsequent analysis, supporting the interpretivist approach to understanding multiple
perspectives within their specific contexts.

3.4. Theoretical Framework

The study employs attribution theory as a lens to examine how educational leaders
understand and explain teacher’s success in rural contexts. While alternative value or
personality models and frameworks might offer insights into stable teacher characteristics,
attribution theory was selected for its particular utility in understanding how educational
leaders make sense of teacher success and failure within specific rural contexts. This choice
aligns with the study’s focus on leaders’ interpretations of teacher thriving rather than
measuring fixed personality traits or values. Within the context of this study, attribution
theory provides a way of understanding how individuals interpret events and make causal
attributions for their and other’s behaviours.

Attribution theory, as conceptualised by Weiner [32], incorporates three key dimen-
sions: locus of causality (internal/external), stability (stable/unstable) and controllability
(controllable/uncontrollable), which provide an analytical framework for examining rural
leaders’ perspectives on teacher thriving. This framework is particularly relevant when
examining educational leaders’ perspectives and observations when the following occurs:

• Acknowledges the complex interplay between personal attributes and contextual
factors;

• Supports the analysis of how leaders distinguish between fixed traits and developable
capabilities;

• Provides tools for understanding how leaders perceive teacher agency in rural success;
• Enables the examination of how context-specific factors influence attribute interpretation.

The application of attribution theory within this study extends beyond simple internal-
external categorisations. Leaders’ attributions are analysed through all. There are dimen-
sions to understand:

• Which teacher attributes are perceived as internal (personality-based) versus external
(context-dependent);

• Whether attributes are viewed as stable (fixed traits) or unstable (developmental
capabilities).

This theoretical framework guided both data collection and analysis. During focus
groups, facilitators used prompts designed to elicit attributional thinking (e.g., exploring
why leaders believed certain teachers thrived while others struggled). In analysis, the
framework provided structured approaches for examining the following:

• Patterns in leaders’ causal explanations;
• Contextual influences on attribute interpretation;
• Perceived relationships between personal and environmental factors.

By applying attribution theory to rural leaders’ perspectives of thriving rural teacher
characteristics and behaviours, insights were gained into the individual attributes and
dispositions influencing teaching practices and interactions within rural contexts. Of
particular importance to this study is the locus of causality, that is, the location of the
attribute. Is it internal, that is, is it related to an individual’s personality, or outside, related
to the context or situation [33,34]? Utilising this lens helps us deepen our understanding of
the attributes that could be developed within teacher preparation programs.

3.5. Data Analysis

The process for analysing the data was conducted in two distinct phases and was
inductive in nature with a focus on capturing the rural contextual characteristics and
individual characteristics associated with thriving rural teachers. Within phase 1, the
research team employed Clarke and Braun’s [35] framework approach to inductive thematic
analysis for the following two key reasons:

1. To ensure the findings were grounded in the data;
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2. To reveal explicit elements and underpinning assumptions. The following iterative
sense-making steps were taken.

Firstly, the transcripts were read and reread to gain a thorough understanding of
the content. Secondly, Author 1 led the thematic analysis process with 664 initial codes
identified. These codes were then reviewed to identify segments of the data that were
relevant to the research problem. These coded transcript sections were compared to a
separate set of coded transcripts conducted by Author 2 and correlated to find synergies
between the two sets of codes as well as reach agreement. The third step was to search for
themes within the coded data by reviewing the codes, comparing them and identifying
patterns of meaning that emerged. This step is followed by further analysis and comparison
of codes to themes to ensure each theme boundary and meaning is unique.

Within phase 2, an attribution theory lens was then applied to the thematically anal-
ysed data to uncover the underlying internal and external attributes and factors that
were perceived to positively influence teachers’ success in rural communities. Identified
attributes were categorised as internal or external, stable or unstable and controlled or
uncontrolled. Once the research team was satisfied, attributes were grouped under the
identified themes. The resulting 441 codes (see Table 1) that emerged from these processes
were grouped into 12 code groups and organised under the following themes: community
attributes, personal attributes, professional attributes and classroom attributes.

Table 1. Thematic analysis theme and code group frequency.

Theme Code Groups Frequency

Community Characteristics
and Attributes

Community Connections 53
Community Contributions 36
Community Expectations 24

Personal Characteristics
and Attributes

Well-Being 32
Work-life Balance 42
Emotional Resilience 33

Professional Characteristics
and Attributes

Curriculum Knowledge 43
Mentoring and Coaching 32
Professional Development 31

Classroom Characteristics
and Attributes

Classroom Management 52
Differentiation 37
Authoritative and Transparent Communication 26

4. Results

The findings outlined in this section provide a description of the emerging themes
(see Table 1) derived from participants’ perceptions. The presentation of the findings
also considers the application of attribution theory that was utilised to unpack the de-
scribed casual patterns within each theme and to build a collective description of the key
intra- and interpersonal attributes and characteristics of thriving teachers working within
rural locations.

4.1. Community Characteristics and Attributes

The theme of community emerges as a crucial factor underscoring the importance
of robust, supportive, and well-integrated communities in enhancing the well-being and
efficacy of teachers, especially in remote and rural regions. A detailed analysis of the key
attributes contributing to the success of teachers in rural areas revealed several key findings.

The rural leaders (n = 53) consistently emphasised the role of teachers in creating con-
nections within the community. It was noted (n = 36) that teachers who actively contributed
to the community and embraced community expectations prior to accepting a teaching
position reported positive experiences while living and teaching within rural communities.
Teachers flourished when embedded within communities that provided essential support
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and resources. This was corroborated by the experiences of participants (n = 24), who high-
lighted the importance of offering practical support and information, which significantly
contributed to the well-being and retention of teachers in rural areas. Rural leaders (n = 13)
also stressed the need for community-based solutions and collaborative efforts tailored to
address specific challenges faced by teachers in remote contexts, underscoring the need for
continuous evaluation to ensure their effectiveness, as suggested by Rural Leader 65.

It was evident that the presence of community support networks had an indirect
yet profound impact on the classroom environment. A selection of rural leaders (n = 15)
observed that teachers who felt supported by their communities were more likely to bring
a positive attitude and a sense of belonging into the classroom, ultimately contributing to a
better learning environment, as emphasised by Rural Leader 42. Community expectations
(n = 24), particularly in the context of teachers understanding and meeting the expectations
of the rural or remote communities they serve, were a recurring topic of discussion. The
rural leaders within this study stressed the importance of teachers engaging with the
community, understanding the town’s characteristics (n = 13), and adapting to local events,
news, and community expectations. The experiences shared by Rural Leader 6 highlighted
how the community’s awareness, respect and acceptance of teachers prior to their arrival
can influence their integration and acceptance in the community.

The presence and engagement of teachers within the community played a significant
role in their acceptance and well-being. The rural leaders (n = 21) noted that creating
connections between teachers, families, and the community fostered positive community
perceptions and relationships that extended into the school and classroom context. Active
engagement in local events, such as Australian and New Zealand Army Corps (ANZAC)
day marches, was seen as an essential step in integrating into the community and gain-
ing trust, as articulated by Rural Leader 43. A smaller number of rural leaders (n = 9)
underscored the importance of acknowledging and celebrating the positive contributions
of teachers to their communities and schools. Highlighting these contributions not only
boosted the well-being and morale of teachers but also strengthened the teacher-community
bond. A poignant personal anecdote shared by Rural Leader 7 illustrated the profound
impact of recognising and appreciating teachers’ contributions to the community, both in
terms of their interactions and their engagement with local businesses and organisations.

In summary, the results from this study clearly demonstrate the pivotal role of the
community in shaping the experiences and effectiveness of teachers in rural areas. Build-
ing strong connections, understanding and meeting community expectations, and active
engagement within the community all emerge as critical factors contributing to teacher
well-being and success in these unique educational settings. When considering the teacher
attributes associated with these behaviours, participants described those teachers who
listened, were empathetic and respectful, were able to adapt and be accountable for
their behaviours and were collaborative and effective communicators who thrived in
rural communities.

The categorisation of these attributes (Table 2) highlighted that they are predominantly
internal, which suggests that participants viewed thriving in rural communities as largely
dependent on the teacher’s personal characteristics and skills. Most are also controllable,
implying that teachers can develop or improve these attributes. The stability of these
attributes varies, with some being more trait-like and others more skill-based, which can
change over time.
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Table 2. Categorisation of thriving teachers’ community attributes.

Attribute Locus Stability Controllability

Listening Internal Potentially stable (can be
seen as a personality trait)

Controllable (can be
improved with effort)

Empathetic Internal
Potentially stable (can be
considered a personality
trait)

Partially controllable (can
be developed but some
innate components)

Respectful Internal Potentially stable (can be a
consistent character trait)

Controllable (can be
learned and practised)

Able to adapt Internal Unstable (can change based
on situations)

Controllable (can be
improved with effort and
experience)

Accountability for
their behaviour
choices

Internal Potentially stable (can be a
consistent character trait)

Controllable (can be
developed and
maintained)

Collaborative Internal
Potentially unstable (may
vary with different groups or
situations)

Controllable (can be
improved with practice)

4.2. Personal Attributes

The central theme of personal attributes revolves around teacher well-being, work-life
balance, stress management, and emotional resilience, all of which significantly influence
teacher effectiveness and satisfaction in their roles. Rural leaders (n = 32) stressed the im-
portance of teacher well-being, emphasising the need to strike a balance between priorities
to sustain connection, purpose, and overall satisfaction in their roles, as noted by Rural
Leader 62. Teachers often grapple with stress and burnout, and it is essential to equip them
with strategies to cope effectively. Participants highlighted the repercussions of a lack of
resilience, as described by Rural Leader 52, and underscored the need to avoid feeling
helpless in the face of these challenges, as expressed by Rural Leader 64. It was evident
that the well-being of teachers has a ripple effect, impacting not only the individual but
also their students, families and colleagues, as pointed out by Rural Leader 52.

Maintaining a balance between professional commitments and personal life through
establishing boundaries and self-care routines emerged as a crucial aspect of teachers’
overall well-being. Rural Leader 22 emphasised the profound impact of a positive mindset
when approaching work, and Rural Leader 36 underlined the significance of achieving this
balance for teachers’ well-being within rural contexts. These insights collectively affirm
that meaningful, balanced work contributes to teacher productivity, reduces burnout, and
fosters a positive living experience in rural settings. Emotional resilience was identified as
pivotal for teachers to manage their emotions and effectively handle stressful situations. A
high number of rural leaders (n = 33) stressed the need to develop strategies to withstand
the challenges encountered, both in the classroom and in personal life. Rural Leader
28 aptly pointed out that while everyone has challenging days, they should not dominate
one’s experience, emphasising the importance of maintaining emotional strength. This is
particularly crucial in situations where family support may be limited.

In summary, the personal attribute’s theme underscores the significance of personal
behaviours such as well-being, stress management, work-life balance, and emotional
resilience in shaping teacher effectiveness and satisfaction within rural contexts. Under-
pinning these characteristics, participants highlighted that teachers who were self-aware
and flexible and who demonstrated self-regulation, effective time management skills and
established boundaries thrived in rural contexts. These characteristics and attributes not
only affect teachers’ individual experiences but also have far-reaching implications for
students, families, and colleagues in these unique educational settings.
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The categorisation of these attributes (Table 3) highlights that while the rural context
presents unique challenges, the ability to thrive is largely attributed to personal factors
that teachers can potentially develop or enhance as they are predominantly internal and
controllable. The stability of these attributes varies, with some being more trait-like and
others more skill-based, which can change over time.

Table 3. Categorisation of thriving rural teachers’ personal attributes.

Attribute Locus Stability Controllability

Well-being Internal Unstable (can fluctuate over time)
Partially controllable (influenced
by both personal actions and
external factors)

Stress management Internal Unstable (can improve or decline
with practice and circumstances)

Controllable (can be learned and
improved)

Work-life balance
Internal (though
influenced by
external factors)

Unstable (can change with
circumstances and personal choices)

Partially controllable (personal
choices play a role, but external
demands can impact)

Emotional resilience Internal Potentially stable (can be a trait, but
also developed over time)

Partially controllable (can be
developed, but some innate
capacity may exist)

Self-awareness Internal Potentially unstable (can increase
over time)

Controllable (can be developed
through reflection and practice)

Flexibility Internal Potentially unstable (can vary with
situations)

Controllable (can be improved
with effort)

Self-regulation Internal Potentially stable (can be developed) Controllable (can be improved
with practice)

Effective time management
skills Internal Unstable (can be improved over time) Controllable (can be learned and

refined)

Establishing boundaries Internal Potentially unstable (can change with
experience and circumstances)

Controllable (can be learned and
adjusted)

4.3. Professional Characteristics and Attributes

The theme of professional attributes focuses on the critical skills, knowledge, and
support that educators require to excel in their roles, encompassing curriculum expertise,
mentorship, leadership, and continuous professional development. This multifaceted
aspect of teacher preparation and empowerment is indispensable for the effective delivery
of education. A significant number of rural leaders (n = 43) emphasised the importance of
teachers possessing a deep understanding of the curriculum. Rural Leader 65 discussed that
teachers well-versed in the curriculum can adeptly tailor their teaching to the individual
needs of students. As Rural Leader 35 pointed out, having a solid grasp of the curriculum
alleviates the stress associated with planning and preparation, creating a fail-safe approach
to teaching. Mentorship and coaching emerged as critical elements for teachers, particularly
in remote areas, with experienced mentors playing a pivotal role in helping teachers adapt
and thrive. The cultivation of a sustainable culture of support was emphasised by Rural
Leader 27. However, the rural leaders (n = 11) also recognised the need for personalised
support, acknowledging that new graduates and experienced teachers may require different
forms of support and development, as articulated by Rural Leader 42.

A well-equipped teacher, both in terms of knowledge and support, is better prepared
to deliver quality education and excel in their roles. Professional development was a
central focus (n = 31) within this theme. The rural leaders stressed the necessity of teachers
receiving ongoing training, participating in workshops, and seizing opportunities for skill
enhancement to remain updated with the latest educational practices and enhance their
teaching methods. While leadership was acknowledged as a driving force behind a culture
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of professional growth and well-being, participants also recognised that teachers need to be
self-motivated in sourcing professional development, creating a collaborative environment
that starts with leadership and extends horizontally, as expressed by Rural Leader 42.

The theme discussed from the participant data of professional inter and intrapersonal
attributes highlights the integral role of professional skills, knowledge, and support in
empowering teachers to excel in their roles. A strong foundation in curriculum expertise,
reflective practice, mentorship, networking, resilience, adaptability, and continuous profes-
sional development equips teachers to deliver quality education and adapt to the evolving
demands of their profession. This, in turn, fosters a culture of growth and development for
rural teachers.

The categorisation of these attributes (Table 4) highlights the complex interplay be-
tween personal skills, professional knowledge and external support systems in supporting
thriving teachers in rural contexts. The mix of internal and external locus, stability and
controllability suggests that while personal effort and development are crucial, creating
supportive professional environments and opportunities are also essential.

Table 4. Categorisation of thriving rural teachers’ professional attributes.

Attribute Locus Stability Controllability

Curriculum
expertise Internal Potentially stable (but can be

expanded)
Controllable (can be learned
and cultivated)

Reflective practice Internal Potentially stable (can become
a habit over time)

Controllable (can be learned
and cultivated)

Mentorship
(ability to be mentored or be a
mentor)

Internal (for skills)
External (for. opportunities)

Unstable (can change with
different relationships and
contexts)

Partially controllable (skills
can be developed, but
opportunities may depend on
external factors)

Networking Internal (for skills)
External (for. opportunities)

Unstable (can change with
context and effort)

Partially controllable (can be
developed, but opportunities
may vary)

Resilience Internal
Potentially stable (can be
a trait, but also developed
over time)

Partially controllable (can be
strengthened, but some innate
capacity may exist)

Adaptability Internal Potentially unstable (can vary
with situations)

Controllable (can be improved
with effort and experience)

Continuous professional
development

Internal (for motivation)
External (for opportunities)

Potentially stable (as an
ongoing commitment)

Partially controllable
(personal commitment is
controllable, but access to
opportunities may vary)

4.4. Classroom Characteristics and Attributes

The theme of Classroom Attributes centres around the critical resources, tools, and
strategies essential for effective teaching and learning in the classroom. This multifaceted
aspect includes access to educational materials, technology, classroom management skills,
and the ability to differentiate instruction to meet the diverse needs of students.

A high number of rural leaders (n = 52) emphasised that, in addition to mastering the
curriculum and pedagogical strategies, teachers in rural areas must possess robust class-
room management skills. This entails creating a positive learning environment, effectively
managing student behaviour, and engaging learners. Rural leaders (n = 16) recognised that
early career teachers often faced challenges in this area and would benefit from additional
support. Teachers should be equipped with strategies to differentiate instruction to accom-
modate the diverse needs of their students, as noted by the rural leaders (n = 37). This
involves adapting teaching methods and materials to address various learning styles and
abilities. Furthermore, in smaller rural communities, rural leaders (n = 26) acknowledged
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that parents and community members were often more aware of the different strategies
employed and would discuss and compare these. Consequently, teachers needed to com-
municate with authority and transparency regarding why specific strategies were employed
with certain students while not others.

The theme of Classroom Attributes underscores the significance of teachers’ confidence
in teaching the curriculum, their ability to be approachable and consistently manage
classrooms effectively and their skill in differentiating instruction with clarity, creativity
and confidence. It emphasises the importance of having the necessary resources and skills
to establish an optimal learning environment for students. Where resources and support
may be limited, these attributes are fundamental to ensuring the quality of education and
the success of both teachers and students.

The categorisation of these attributes (Table 5) highlights the complexity of classroom
teaching, particularly in rural contexts. It suggests that while much of a teacher’s effec-
tiveness is attributed to personal skills and characteristics that can be developed, external
support in terms of resources is also crucial.

Table 5. Categorisation of thriving rural teachers’ classroom attributes.

Attribute Locus Stability Controllability

Confidence in
teaching the
curriculum

Internal
Potentially stable (but
can grow with
experience)

Controllable (can be
developed through
study and practice)

Approachability Internal
Potentially stable
(often a personality
trait)

Partially controllable
(can be improved, but
may have innate
components)

Consistent classroom
management

Internal (for skills)
External (for.
opportunities)

Potentially stable
(improves with
experience)

Controllable (can be
learned and
developed)

Clarity in
instruction Internal

Potentially unstable
(can vary with subject
matter
or context)

Controllable (can be
improved with
practice)

Creativity Internal Potentially stable (can
be cultivated)

Partially controllable
(can be developed,
but may have innate
components)

Having necessary
resources External

Unstable (can change
with funding, policies
and access)

Partially controllable
(can advocate for
resources, but
ultimate provision is
often external)

Skills to establish
optimal learning
environments

Internal
Potentially stable
(improves with
experience)

Controllable (can be
learned and refined)

5. Discussion

The research findings not only integrate existing literature on challenges and solutions
in rural education but also provide new insights into how the rural context distinctly
shapes teacher success. Effective rural teachers demonstrate unique adaptations of profes-
sional practice: their community engagement extends beyond typical school-community
relationships, their personal wellbeing strategies must account for high visibility in small
communities, their professional development occurs despite geographical isolation, and
their classroom management and curriculum encompass multi-age teaching and resource
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adaptation. These characteristics, behaviours and attributes collectively present a holistic
view of the key factors contributing distinctly to teachers’ success in rural locations.

While previous studies have explored the notions of preparedness and readiness,
this research reveals that rural contexts demand more than traditional preparation. The
classroom readiness that is discussed in current Australian policy documents has been
repositioned in this paper as ‘equipped’. The authors argue that the findings position the
need for a more fluid and interpretive approach to readiness and, as such, suggest the
term “equipped” is more suitable for being ready for rural contexts as it encapsulates a
broader preparedness that goes beyond the traditional classroom setting. It implies that
an individual possesses not only academic knowledge but also the specific skills needed
to navigate the unique dimensions of rural teaching: community integration, resource
adaption, and multi-role professional practice.

Unique to the findings in this paper is the identification of how standard teaching
attributes take on distinctive forms within rural contexts. While individual attributes
such as classroom management or professional networking are not entirely novel in the
literature, our findings highlight how rural settings fundamentally reshape their expression
and development. Initially, the preliminary framework recognised the importance of
teachers being equipped rather than ready and extended the existing notions of readiness
beyond the classroom, revealing the importance of teachers being Classroom Equipped,
Community Equipped, Professionally Equipped, and Personally Equipped to be successful
in rural contexts. The resulting framework (see Figure 1) identifies four interconnected
equipped characteristics and their associated teacher attributes for thriving in rural contexts.
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In considering the perspectives of rural stakeholders, we propose the term ‘equipped’
to encapsulate four key attributes. This term signifies that teachers entering rural contexts
can navigate diverse contexts by possessing attributes that enable them to facilitate a
nuanced interpretation of the environment. This would then ensure that the pre-service
teachers or in-service teachers are able to draw upon these attributes once they have more
of a detailed understanding of their individual rural context.
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Moreover, the findings suggest that thriving educators exhibit foundational attributes
while translating these four characteristics into their daily lives.

5.1. Community Equipped Attributes

Teacher’s capacity to connect and contribute to their community through shared expec-
tations hinges on critical intrapersonal attributes, including empathy, adaptability [36] and
accountability. These attributes enable teachers to understand and share the feelings of oth-
ers, create connections and adjust to new conditions and changes within their environment,
building resilience.

This study’s findings broaden the application of critical interpersonal attributes beyond
teachers’ professional roles [37,38], demonstrating how rural settings demand sophisticated
integration of personal and professional dimensions. The findings expand on studies
conducted by Johnson and Dempster [38], and Rennie et al. [39], who emphasise that con-
nected communities tend to yield more successful outcomes in terms of teacher recruitment,
retention, and overall well-being.

5.2. Personally Equipped Attributes

The ability of teachers to feel adequately equipped in rural environments demands
distinctive approaches to personal well-being. The focal point of teachers’ experiences
in rural settings revolves around dimensions that take on particular significance in small
communities: maintaining work-life boundaries when professional and personal spaces
overlap, managing stress with limited local support resources, and building emotional
resilience despite professional isolation [39,40].

The paramount significance of personal attributes in shaping the preparation of pre-
service teachers within Australian rural contexts is robustly substantiated by the findings
presented in this paper and resonates with international rural education research. This
emphasises how rural contexts create unique demands for personal attribute development,
suggesting that a holistic approach encompassing wellbeing, stress management, work-life
balance, and emotional resilience must be specifically tailored to rural settings [41]. The
research contends that teachers equipped with these characteristics are better positioned to
navigate the distinctive challenges posed by rural contexts, emphasising the imperative
nature of fostering and prioritising these personal attributes in rural-specific preparation
and ongoing professional development.

5.3. Classroom Equipped Attributes

While higher education settings provide support to equip pre-service teachers with the
pedagogical skills necessary to be ‘classroom ready”, rural teaching demands distinctive
adaptions of these capabilities. Being ‘classroom equipped’ for rural contexts requires
specific skills: managing multi-age grade classrooms over several years, adapting resources
for limited-resource settings, and integrating local rural knowledge into curriculum delivery.
This rural adaptability implies having a diverse intra-personal skill set [37] specifically
developed for rural educational spaces.

The findings emphasised that teachers in rural areas must not only master the curricu-
lum and pedagogical strategies but also possess robust classroom management skills [42].
This entails utilising intrapersonal skills in unique ways in rural settings, such as organ-
isation to manage and structure teaching activities and responsibilities; consistency as
a way of maintaining a stable and reliable approach; conflict resolution to demonstrate
emotional regulation and the ability to analyse, address and facilitate conflict resolution
practices; clarity in expectations, ideas and practices and approachability as a way of being
open-minded, self-aware and welcoming. Together, these skills, shaped by rural contexts,
assist teachers in creating a positive learning environment that responds to distinctive rural
educational needs.
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5.4. Professionally Equipped Attributes

Being professionally equipped in education focuses on the critical skills, knowledge,
and support that educators require, encompassing curriculum expertise, mentorship, lead-
ership, and continuous professional development. This multifaceted aspect of teacher
preparation and empowerment is indispensable for the effective delivery of education.
Kline et al. [43] emphasise the significance of partnerships between schools, local communi-
ties, and government in improving rural student outcomes and contributing to community
strengthening.

Central to teachers’ success is their ability to draw from the following intrapersonal
skills: reflective practice and goal setting as a way of critically examining their own ex-
periences, actions and decisions for continuous learning and improvements; resilience,
adaptability and time management as mechanisms for adapting to challenges and main-
taining well-being in the face of adversity.

The findings underscore the importance of teachers possessing a deep understanding
of the curriculum. Participants in our study stressed that teachers who are well-versed
in the curriculum can tailor their teaching to the individual needs of students. Therefore,
being professionally equipped for the rural space emphasises the need for personalised
support. New graduates in the rural space, as well as experienced teachers, may require
different forms of support and development. This aligns with the idea of consolidating
skills, knowledge, and resources to empower teachers.

5.5. Policy Reform: From Classroom Ready to Rurally Equipped

The ‘equipped framework’ emerging from this study, grounded in rural leaders’ in-
sights into successful teaching practice, reveals significant limitations in current policy
approaches to teacher preparation. In Australia, current policy frameworks, including
AITSL national teacher standards [44] and TEMAG [5], shape teacher preparation through
both professional standards and accreditation requirements [44]. However, research find-
ings demonstrate that these and other current policy frameworks predominantly reflect
urban-centric assumptions that fail to capture the complex realities of rural teaching success.
This misalignment between policy assumptions and the realities of rural teaching success
necessitates substantial policy reform.

The research findings demonstrate that rural teaching success requires capabilities be-
yond those captured in the current metro-centric classroom-ready policy frameworks. Rural
leaders consistently identified how effective teachers navigate complexities not acknowl-
edged in standard professional frameworks, managing multi-age classrooms, integrating
deeply with rural communities, and adapting professional practice for isolated contexts.

Within the ‘equipped framework’, the study emphasises the pivotal role of partner-
ships in addressing personal and social isolation, as well as in enhancing teacher-student
relationships to deliver context-specific curriculum, assessments, and teaching methods.
Building social capacities, forming partnerships, and fostering connections are essential
not only for personal and community development but also for professional and classroom
readiness. The framework recognises the transformative power of overcoming isolation, fos-
tering professional development, and strengthening educational outcomes through various
partnering opportunities. This includes formal systemic partnerships, online collaborations,
and the spontaneous social connections that naturally occur within a community.

The identification of attributes provides a comprehensive picture of what contributes
to teacher success, spanning personal, professional and classroom-specific attributes. This
holistic view highlights the multifaceted nature of effective teaching in rural contexts. The
predominance of internal attributes suggests that initial teacher education and early career
teacher programs should focus heavily on personal skills development and empowerment.
However, the presence of some external factors (e.g., resources) highlights the importance
of systemic support. Most attributes are categorised as controllable or partially controllable
(Figure 2), suggesting that targeted training and support can significantly improve teacher
effectiveness and well-being.



Educ. Sci. 2024, 14, 1384 17 of 20

Educ. Sci. 2024, 14, x FOR PEER REVIEW 17 of 20 
 

predominance of internal attributes suggests that initial teacher education and early career 
teacher programs should focus heavily on personal skills development and empower-
ment. However, the presence of some external factors (e.g., resources) highlights the im-
portance of systemic support. Most attributes are categorised as controllable or partially 
controllable (Figure 2), suggesting that targeted training and support can significantly im-
prove teacher effectiveness and well-being. 

 

Figure 2. Rurally Equipped: Teacher Development Model. 

These expanded understandings suggest that supporting and developing thriving 
teachers in rural contexts requires the following: 
• Comprehensive professional development programs that address personal, interper-

sonal and technical teaching skills; 
• A focus on building resilience, adaptability and self-management skills; 
• Creating supportive school environments that provide necessary resources and fos-

ter collegial networking; 
• Encourage ongoing reflection and continuous learning; 
• Prepare teachers for the specific challenges and opportunities of rural education; 
• Address both the professional skills and personal well-being of teachers. 

This nuanced understanding of thriving teachers’ attributes challenges governments 
and education sectors to expand on current notions of developing “classroom-ready” 
teachers to equip teachers beyond a classroom to include being personally, professionally, 
community and classroom-equipped. 

6. Conclusions 

Figure 2. Rurally Equipped: Teacher Development Model.

These expanded understandings suggest that supporting and developing thriving
teachers in rural contexts requires the following:

• Comprehensive professional development programs that address personal, interper-
sonal and technical teaching skills;

• A focus on building resilience, adaptability and self-management skills;
• Creating supportive school environments that provide necessary resources and foster

collegial networking;
• Encourage ongoing reflection and continuous learning;
• Prepare teachers for the specific challenges and opportunities of rural education;
• Address both the professional skills and personal well-being of teachers.

This nuanced understanding of thriving teachers’ attributes challenges governments
and education sectors to expand on current notions of developing “classroom-ready”
teachers to equip teachers beyond a classroom to include being personally, professionally,
community and classroom-equipped.

6. Conclusions

The findings from this research offer valuable insights that can significantly inform the
preparation of rural teachers in initial teacher education programs. The concept of being
“equipped” rather than merely “ready” suggests a need for a more comprehensive approach
to teacher preparation that goes beyond traditional classroom readiness, as reflected in
current government reviews and policies [5,7]. Initial teacher education programs should
focus on developing a range of attributes across four key areas: community, personal,
classroom and professional equipping.

To effectively prepare preservice teachers for rural contexts, initial teacher education
programs need to incorporate opportunities for preservice teachers to develop strong
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interpersonal skills, adaptability and cultural awareness. This could involve immersive
rural experiences, community engagement projects and targeted coursework on rural
education issues. Additionally, programs should emphasise the development of personal
attributes such as resilience and stress. Management and work-life balance strategies
are crucial for thriving in rural settings. By addressing these diverse aspects of teacher
preparation, initial teacher education programs can better equip graduates to navigate
the unique challenges and opportunities presented by rural teaching contexts, ultimately
contributing to improved teacher retention and educational outcomes in rural communities.

Given the stressed workforce and declining numbers of people entering the teaching
profession, particularly in rural areas, there is an urgent need for action. The findings
of this research provide a roadmap for revitalising teacher education and addressing
the critical shortage of well-prepared educators in rural communities. It is imperative
that policymakers, educational institutions, and school leaders take immediate steps to
implement these insights:

• Revise initial teacher education programs to incorporate the “equipped” framework,
ensuring graduates are prepared across all four key areas: community, personal,
classroom, and professional;

• Invest in robust partnerships between universities, rural schools, and communities
to provide immersive experiences and ongoing support for pre-service and early
career teachers;

• Invest in comprehensive rural mentoring and professional development programs
that address the specific needs of rural educators, focusing on building resilience,
adaptability, and community connection;

• Advocate for policy changes and funding allocations that support the unique needs of
rural education, including resources for personalised teacher support and community
engagement initiatives.

By taking these actions, we can address the current crisis in the teaching workforce
to ensure that rural schools have access to well-equipped, resilient educators who are
prepared to thrive in these unique contexts.

Author Contributions: Conceptualization, T.L.; methodology, T.L. and O.B.; validation, T.L. and
O.B.; formal analysis, T.L. and O.B.; investigation, T.L.; data curation, T.L.; writing—original draft
preparation, T.L. and O.B.; writing—review and editing, T.L. and O.B.; visualization, T.L.; supervision,
T.L.; project administration, T.L. All authors have read and agreed to the published version of
the manuscript.

Funding: This research received no external funding.

Institutional Review Board Statement: The study was conducted in accordance with the Declaration
of Helsinki, and approved by the University of Southern Queensland (protocol code: H19REA036;
date of approval: 2 April 2019).

Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.

Data Availability Statement: The authors confirm that the de-identified data supporting the findings
of this study are available on request to the corresponding author.

Conflicts of Interest: The authors declare no conflicts of interest.

References
1. Azano, A.P.; Stewart, T.T. Exploring place and practicing justice: Preparing pre-service teachers for success in rural schools. J. Res.

Rural Educ. (Online) 2015, 30, 1.
2. Downes, N.; Roberts, P. Revisiting the schoolhouse: A literature review on staffing rural, remote and isolated schools in Australia

2004–2016. Aust. Int. J. Rural Educ. 2018, 28, 31–54. [CrossRef]
3. Green, N.C.; Noone, G.; Nolan, A. Contemporary paradigms of rural teaching: The significance of place. Aust. Int. J. Rural

Educ. 2013, 23, 91–115. Available online: http://search.informit.com.au/fullText;dn=430181963452939;res=IELHSS (accessed on
9 February 2023). [CrossRef]

https://doi.org/10.47381/aijre.v28i1.112
http://search.informit.com.au/fullText;dn=430181963452939;res=IELHSS
https://doi.org/10.47381/aijre.v23i1.648


Educ. Sci. 2024, 14, 1384 19 of 20

4. Salter, P.; Halbert, K. Balancing classroom ready with community ready: Enabling agency to engage with community through
critical service learning. Asia-Pac. J. Teach. Educ. 2019, 47, 5–17. [CrossRef]

5. Teacher Education Ministerial Advisory Group [TEMAG]. Action Now: Classroom Ready Teachers Report. 2014. Available on-
line: https://www.education.gov.au/teaching-and-school-leadership/resources/action-now-classroom-ready-teachers-report-0
(accessed on 14 November 2023).

6. Sharplin, E.; O’Neill, M.; Chapman, A. Coping strategies for adaptation to new teacher appointments: Intervention for retention.
Teach. Teach. Educ. 2011, 27, 136–146. [CrossRef]

7. Halsey, J. Independent Review into Regional, Rural and Remote Education—Final Report; Department of Education and Training:
Canberra, ACT, Australia, 2018.

8. State of Queensland (Department of Education). Advancing Rural and Remote Education: An Action Plan to Support Every
Rural and Remote Student to Succeed. 2018. Available online: https://education.qld.gov.au/schools-and-educators/other-
education/Documents/advancing-rural-remote-education-qld-state-schools-action-plan.docx (accessed on 1 June 2023).

9. Trinidad, S.; Sharplin, E.; Ledger, S.; Broadley, T. Connecting for innovation: Four universities collaboratively preparing pre-service
teachers to teach in rural and remote Western Australia. J. Res. Rural Educ. 2014, 29, 1–13.

10. White, S.; Kline, J. Developing a rural teacher education curriculum package. Rural Educ. 2012, 33, 36–43. [CrossRef]
11. Richards, S. Coast to country: An initiative aimed at changing pre-service teachers’ perceptions of teaching in rural and remote

locations. Aust. Int. J. Rural Educ. 2012, 22, 53–63. [CrossRef]
12. Haynes, J.; Miller, J. Transitioning from university to teaching in schools located in rural and remote settings. Aust. Int. J. Rural

Educ. 2016, 26, 34–48. [CrossRef]
13. Preston, J.; Barnes, K.E. Successful leadership in rural schools: Cultivating collaboration. Rural Educ. 2017, 38, 6–15. [CrossRef]
14. Reid, J.A.; Green, B.; Cooper, M.; Hastings, W.; Lock, G.; White, S. Regenerating rural social space? Teacher education for

rural—Regional sustainability. Aust. J. Educ. 2010, 54, 262–276. [CrossRef]
15. Hine, R.; Patrick, P.; Berger, E.; Diamond, Z.; Hammer, M.; Morris, Z.A.; Fathers, C.; Reupert, A. From struggling to flourishing

and thriving: Optimizing educator wellbeing within the Australian education context. Teach. Teach. Educ. 2022, 115, 103727.
[CrossRef]

16. Tran, H.; Smıth, D. The strategic support to thrive beyond survival model: An administrative support framework for improving
student outcomes and addressing educator staffing in rural and urban high-needs schools. Res. Educ. Adm. Leadersh. 2020, 5,
870–919. [CrossRef]

17. Gallo, J. Against the Grain: Narratives of Rural Teachers’ Professional Lives. Rural Educ. 2020, 41, 1–13. [CrossRef]
18. Starrett, A.; Yow, J.; Lotter, C.; Irvin, M.J.; Adams, P. Teachers connecting with rural students and places: A mixed methods

analysis. Teach. Teach. Educ. 2021, 97, 103231. [CrossRef]
19. Beltman, S.; Mansfield, C. What is teacher professional resilience?: And whose responsibility is it? Prof. Educ. 2017, 17, 32–36.
20. Branand, B.; Nakamura, J. The well-being of teachers and professors. In The Wiley Blackwell Handbook of the Psychology of Positivity

and Strengths-Based Approaches at Work; John Wiley & Sons, Ltd.: Hoboken, NJ, USA, 2016; pp. 466–490. [CrossRef]
21. Fitzgerald, A.; Bradbury, O.; Leach, T. It takes a village: Using communities of practice as a framework for reflecting on rural

and regional professional experience opportunities. In Rural Education Across the World: Models of Innovative Practice and Impact;
Springer: Singapore, 2021; pp. 25–45. [CrossRef]

22. Hudson, P.; Hudson, S. Changing preservice teachers’ attitudes for teaching in rural schools. Aust. J. Teach. Educ. 2008, 33, 67–77.
[CrossRef]

23. Walker-Gibbs, B. Rural ‘tourist’—Rural ‘resident’—Betwixt and between places and spaces. In Interdisciplinary Unsettlings of Place
and Space: Conversations, Investigations and Research; Springer: Singapore, 2019; pp. 69–85. [CrossRef]

24. Leach, T.; Le, A.H.; Barton, G.M. Preservice teachers’ self-efficacy through COVID-19: A large scale survey of students at a
regional university in Australia. Aust. J. Teach. Educ. 2022, 47, 19–42. [CrossRef]

25. Wenger, E. Communities of Practice: Learning, Meaning, and Identity; Cambridge University Press: Cambridge, UK, 1999. [CrossRef]
26. Nguyen, H.T.; Yang, H. Learning to become a teacher in Australia: A study of pre-service teachers’ identity development. Aust.

Educ. Res. 2018, 45, 625–645. [CrossRef]
27. Mitchell, R.; Wynhoff, O.; Hampton, P.; Hicks, J.; Long, D.; Olsen, K. Rural exposures: An examination of three initiatives to

introduce and immerse preservice teachers into rural communities and rural schools in the US and Australia. Rural Educ. 2019,
40, 12–22. [CrossRef]

28. Burton, M.; Brown, K.; Johnson, A. Storylines about rural teachers in the United States: A narrative analysis of the litera-
ture. J. Res. Rural Educ. 2013, 28, 1. Available online: https://jrre.psu.edu/sites/default/files/2019-08/28-12.pdf (accessed on
14 April 2023).

29. Downes, N.; Fuqua, M. Equity, access and quality education in rural Australia: A survey of SPERA members and supporters.
Aust. Int. J. Rural Educ. 2018, 28, 170–175. [CrossRef]

30. Hascher, T.; Waber, J. Teacher well-being: A systematic review of the research literature from the year 2000–2019. Educ. Res. Rev.
2021, 34, 100411. [CrossRef]

31. Guba, E.G.; Lincoln, Y.S. Competing Paradigms in Qualitative Research. In Handbook of Qualitative Research; SAGE: Thousand
Oaks, CA, USA, 1994; pp. 105–117.

https://doi.org/10.1080/1359866X.2018.1497771
https://www.education.gov.au/teaching-and-school-leadership/resources/action-now-classroom-ready-teachers-report-0
https://doi.org/10.1016/j.tate.2010.07.010
https://education.qld.gov.au/schools-and-educators/other-education/Documents/advancing-rural-remote-education-qld-state-schools-action-plan.docx
https://education.qld.gov.au/schools-and-educators/other-education/Documents/advancing-rural-remote-education-qld-state-schools-action-plan.docx
https://doi.org/10.35608/ruraled.v33i2.417
https://doi.org/10.47381/aijre.v22i2.612
https://doi.org/10.47381/aijre.v26i2.66
https://doi.org/10.35608/ruraled.v38i1.231
https://doi.org/10.1177/000494411005400304
https://doi.org/10.1016/j.tate.2022.103727
https://doi.org/10.30828/real/2020.3.8
https://doi.org/10.35608/ruraled.v41i2.862
https://doi.org/10.1016/j.tate.2020.103231
https://doi.org/10.1002/9781118977620.ch24
https://doi.org/10.1007/978-981-33-6116-4_2
https://doi.org/10.14221/ajte.2008v33n4.6
https://doi.org/10.1007/978-981-13-6729-8_5
https://doi.org/10.14221/ajte.2022v47n9.2
https://doi.org/10.1017/CBO9780511803932
https://doi.org/10.1007/s13384-018-0276-9
https://doi.org/10.35608/ruraled.v40i2.847
https://jrre.psu.edu/sites/default/files/2019-08/28-12.pdf
https://doi.org/10.47381/aijre.v28i1.212
https://doi.org/10.1016/j.edurev.2021.100411


Educ. Sci. 2024, 14, 1384 20 of 20

32. Weiner, B. The development of an attribution-based theory of motivation: A history of ideas. Educ. Psychol. 2010, 45, 28–36.
[CrossRef]

33. Malle, B.F. The actor-observer asymmetry in attribution: A (surprising) meta-analysis. Psychol. Bull. 2006, 132, 895. [CrossRef]
34. Robinson, J.A. Exploring attribution theory and bias. Commun. Teach. 2017, 31, 209–213. [CrossRef]
35. Clarke, V.; Braun, V. Thematic analysis. J. Posit. Psychol. 2017, 12, 297–298. [CrossRef]
36. Green, C.; Mynhier, L.; Banfill, J.; Edwards, P.; Kim, J.; Desjardins, R. Preparing education for the crises of tomorrow: A framework

for adaptability. Int. Rev. Educ. 2020, 66, 857–879. [CrossRef]
37. Epstein, J.L. School, family, and community partnerships in teachers’ professional work. J. Educ. Teach. 2018, 44, 397–406.

[CrossRef]
38. Johnson, G.; Dempster, N. Challenging dominant discourses of home–school partnerships in indigenous communities. In

International Handbook of Educational Leadership and Social (In)Justice; Springer: Dordrecht, The Netherlands, 2013; pp. 397–421.
[CrossRef]

39. Rennie, J.; White, S.; Anderson, P.; Darling, A. Preparing teachers to work with and for remote indigenous communities: Unsettling
institutional practices. In Teacher Education in and for Uncertain Times; Springer: Singapore, 2018; pp. 113–127. [CrossRef]
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