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Introduction 

For twenty years I have been pursuing the question: why do a small number of teachers (about 5%) 

have a lifelong impact on their students and, in the classroom, experience few if any disruptions 

whilst students willingly do their best work?  I call these enlightened teachers (Corrigan 2020). 

There is a large minority of teachers (about 35%) who are highly motivated and engaged, who 

deliver excellent results, yet who do not have the same impact as this first group on all their 

students, there is a qualitative difference between these two groups.  I call this second group 

motivated teachers (Corrigan 2020). 

After reading these first two paragraphs, where do you place yourself, dear reader, in the first, the 

second or neither? 

This short paper has been written for the attention of these three audiences (but is not limited to 

them): 

• Principals/School leadership teams – there is a strategy available to systematically increase 

student engagement, student learning and more fully develop twenty-first century skills 

• The cohort of ‘motivated’ teachers – you can become the teachers who have lifelong impact 

on all their students increasing further your own job satisfaction and wellbeing 

• System leaders – the role of a teacher can be re-framed in such a way as to increase (over 

time, dramatically) the value provided to students and thus society more broadly whilst 

reducing the stresses on teachers that accompany low levels of student engagement/high 

levels of disruption 

The paper explains the nature of the qualitative difference noted above and how, straightforwardly, 

but not without some effort, members of the second group above can achieve the same level of 

impact as their colleagues in the first group. 

The long-term impact of expanding the number of enlightened teachers will be profound, with a 

critical mass of such teachers (25%+, say): 

• more students will be more engaged for longer in their learning with less time lost to 

disruptions 

• as students experience more of these teachers, they will begin to see it as the norm and 

question why their other teachers cannot behave in the same way 

• enlightened teachers will have an increasing impact on school policies 

The net result will be a progressive and sustainable increase in student engagement, school 

efficiency, learning outcomes and, not to forget, teacher satisfaction and wellbeing1. 

It IS all about relationships 

All enlightened teachers and most motivated teachers view teaching as being about relationships.  

Amongst other things, this means they treat students as subjects (rather than objects – problems to 

solve or tasks to complete) with rich inner lives, each on a unique development journey and whose 

 
1 Quoted in Corrigan (2020) “I have often asked principals: “What would your school be like if, rather than 
having five percent of Enlightened teachers, you had 25 per cent?” The answer has always been the same: it 
would transform their school for the better.”  
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thoughts and opinions are worth listening to.  These teachers create relationships with their 

students based on mutual respect. 

The difference between the two teacher groups comes from the structure or social dynamic of the 

relationships which each group forms with their students.  We might think that relationships just 

form without much structure or that the social dynamic of a relationship is dependent on the 

personalities of teacher and student but that is not the case in the very particular circumstances of 

the social dynamic that underlies cultural transmission in human societies. 

For whatever reason2 enlightened teachers have managed to establish this particular social dynamic 

with their students which leads to their students paying full attention and willingly doing their best 

work.  None of the teachers I have spoken to who have achieved this almost ‘magical’ position vis-à-

vis their students can explain what they are doing differently, although most recognise that they are 

different compared to most of their colleagues.  It is this difference in approach that I wish to 

explore.  I believe the opportunity presents itself for the second group – motivated teachers – to 

structure their relationships in this way and thereby reap these same extraordinary benefits. 

So, what exactly is this social dynamic? 

Teacherly Authority 

Zak Stein in his 2019 book Education in a Time Between Worlds, describes ‘teacherly authority’ as 
the social dynamic – a person-to-person relationship – that is the main mechanism for cultural 
transmission.  The basic mechanism is asymmetric, one person (‘the teacher’) has a greater capacity 
than the other (‘the student’) [1], a capacity which they want to teach for the benefit of the student 
[2].  This greater capacity is recognised and valued by the student [3] who thereby accepts to pay 
attention to the teacher and to wherever the teacher directs their attention [4].  We learn by paying 
attention and once this dynamic is in place the teacher provides leadership by directing their 
students’ attention to meet both teacher and student needs. 

This is not tacit learning nor simple imitation from being around someone.  Teacherly authority is an 
explicit relationship, a social role dynamic, and it hinges upon the perceived legitimacy of the 
relationship, on all four conditions [1-4] being met, but especially, students must willingly agree to 
play their part in the relationship.  Further: 

“Teacherly authority is a deeply rooted aspect of what it means to be human. We have 
had structures, both formal and informal, of teacherly authority in play for as long as we 
have been human. In fact, as soon as we started putting them in play is when you could 
say, “Oh, okay, human.”” Stein (2020) 

When all four conditions are in place then we have teacherly authority.  Under such conditions we 
have a student who is highly engaged, willingly doing their best work, and minimising any 
disruptions or distractions to maintain the relationship with their teacher.3  It is the establishment of 
teacherly authority with their students – with all their students – that characterises enlightened 
teachers.  Yet Stein (2020) further comments: 

 
2 When I have interviewed such teachers and asked them why they do things in the way that they do their 
response falls into four categories: it comes from their family, they wanted to emulate a teacher they had, 
they DIDN’T want to emulate a teacher they had, or they had a mentor early in their career who pointed them 
in this direction. 
3 It is inspiring to see a whole class of students and their teacher completely taking on their respective roles.  I 
describe being in two such classes in my book Red Brain Blue Brain (2019) pp 83-85.  In both cases I – like the 
students - wanted the experience to continue, it was hard to pull myself away! 
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“There’s been an absence of legitimate teacherly authority in [the] schools and 
universities for quite a while.” 

This then begs the question, if the presence and exercise of teacherly authority is intrinsic to our 
development as humans, and when exercised, we get the orderly and effective transmission of 
culture that we are seeking, what has gone wrong?  Why isn’t teacherly authority the norm in our 
schools – with every student engaged in this dynamic with every teacher? 

And what of the second group, motivated teachers?  The proposal here is that the qualitative 
difference between the first and second groups is that enlightened teachers have established 
teacherly authority with all their students and motivated teachers have established this form of 
relationship with only a proportion of their students and a minority, or more, of their students have 
not engaged in this productive social dynamic created by teacherly authority. 

Shifting the basis for establishing teacherly authority 

To answer the questions raised above, we need to look at where the teacherly authority relationship 
is breaking down.  The breach is most often (although not exclusively) in the third condition, the 
student does not value what the teacher is offering and thus does not willingly agree to play the 
student role in the dynamic.  It is this breach that is most important in this discussion and its 
resolution arises from establishing teacherly authority on a basis other than the curriculum-based 
knowledge and skills being taught. 

Trying to get students to pay full attention to something they are not interested in (because they do 
not value it) becomes hard work and, to achieve any given level of outcome, takes longer than with 
students who are fully engaged.  Perversely, this means that students are spending even longer on 
something they don’t value and therefore even less on something that they do. 

It is easy to say, “students don’t know what is good for them and so they don’t value what I want to 
teach them.”  Easy to say, but saying it blinds us to the possibility that students do know, intuitively 
at least, what is good for them, and they sense that what the teacher is offering should not be their 
primary concern.  In other words, there are other things that are more important for them to pay 
attention to. 

Education systems have also come to recognise that young people need a wider range of 
capabilities.  The adoption of twenty-first century skills explicitly lays out that there are 
Competencies and Character Qualities (which combined, I call Core Growth Skills) in addition to the 
Foundational Literacies that have formed the basis, in one way or another, for school curriculum, 
since at least the 1950’s.  The figure below gives one expression of this new range of skills. 

From looking at this, it is no longer obvious that Foundational Literacies should take precedence over 
Core Growth Skills in forming the basis for teacherly authority.  Indeed, experience would say the 

Foundational Literacies Competencies Character Qualities 

How students apply core skills 
to everyday tasks 

How students approach 
complex challenges 

How students approach their 
changing environment 

1. Literacy 
2. Numeracy 
3. Scientific literacy 
4. ICT literacy 
5. Financial literacy 
6. Cultural and civic literacy 

7. Critical thinking/problem-
solving 
8. Creativity 
9. Communication 
10. Collaboration 

11. Curiosity 
12. Initiative 
13. Persistence/grit 
14. Adaptability 
15. Leadership 
16. Social and cultural 
awareness 

Figure 1. Twenty-first century skills as formulated and published by the World Economic Forum in 2015 in 
New Vision for Education: Unlocking the Potential of Technology. 
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opposite.  Young people need to prepare themselves to face up to an uncertain future and with well-
developed Core Growth Skills they can acquire the Foundational Literacies but having only acquired 
the Foundational Literacies they may struggle to acquire the Core Growth Skills. The ideal, which 
guides the design of contemporary pedagogies, is to acquire both Foundational Literacies and Core 
Growth Skills in parallel and it is here where enlightened teachers make their mark. 

It is Core Growth Skills that are desired, and needed, by the young in our current era and thus can 
form the basis for teacherly authority.  Students value these capacities, if their teachers have them 
and offer them, and thus will willingly enter a teacherly authority dynamic to be able to acquire 
them. 

Once the social dynamic of teacherly authority has been established then the student will pay 
attention as directed by the teacher and, of course, the teacher directs their attention to the subject 
matter that they want to teach, students then willingly do their best work.  In this way both 
Foundational Literacies and Core Growth Skills can be efficiently acquired in parallel.  Figure 2 shows 
this dynamic in action. 

Enlightened teachers do this now and have few if any discipline problems, have students willingly 
doing their best work and have a lifelong impact on their students.  We know this works.   

What it means to rebuild teacherly authority on a different basis 

For societies to thrive in times of change the next generation needs to master the accumulated 
wisdom of previous generations yet have a full range of capacities to be able to face up to what the 
future may bring.  Efficient and effective cultural transmission from one generation to the next best 
occurs when the young enter relationships of teacherly authority with the previous generation4.  
One of the most important formal arenas in which this cultural transmission takes place is within our 
schools. 

Some students love school and will enter a teacherly authority social dynamic with most (if not all) of 
their teachers, some students love a subject, history for example, and enter a teacherly authority 
dynamic with that teacher, but for many students what is being offered is not of primary interest, 
they don’t value what is on offer, so they don’t willingly pay attention5. 

 
4 Where this doesn’t occur, we have a ‘generation gap’ and cultural transmission from one generation to the 
next breaks down. 
5 “In Australia, many students are consistently disengaged in class: as many as 40 per cent are unproductive in 
a given year. The main problem is not aggressive and anti-social behaviour. More prevalent and stressful for 
teachers are minor disruptions, such as students talking back. Nor is it just about noise: nearly one in four 

 

Figure 2. It is the Core Growth 
Skills that can now form the 
basis for teacherly authority.  
Once the dynamic is in place 
then students will pay attention 
to the subject at hand as 
directed by the teacher. 

Thus, the full complement of 
twenty-first century skills can 
be acquired by the student. 

Foundational 
Literacies

Core Growth 
skills

Capacity

Desire to teach

Student 
accepting role

YES

YES, if 

Valued by 
Student

MAYBE

YES

YES

YES

Twenty-first century skills

+
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Currently, the average teacher uses inducement, persuasion or some level of coercion to get the 
attention of disengaged students, if attempts to make the content interesting or the pedagogy 
engaging are not effective.  This use of power negates teacherly authority, creating pseudo teacherly 
authority in its place, a losing game when students are having their attention forcefully directed 
away from the things that are of primary importance to them. 

Outside of the two, probably partially overlapping groups mentioned above, teacherly authority 
must now be created by the teacher offering to teach something that is not within their subject area 
but IS within their capacity as a healthy, motivated and engaged adult.  Motivated teachers have 
capacities that are attractive to students, they are just not offering them in a way that forms a 
teacherly authority dynamic with students, especially those who are not so interested in the subject 
being offered. 

To give an example, recently a music teacher told me that he has a class with some difficult boys, he 
was wondering why this was the case when some of the girls told him that this is the only class 
where these boys do any work at all.  He then asked the boys why they would do work in his class 
but not in anyone else’s, they replied because in this class they felt safe, and they didn’t in any of the 
others.  This teacher prides himself on creating an environment of psychological safety and helping 
his students to learn how to do the same with each other (a key factor for people to achieve genuine 
collaboration), this is valued by his students, even the most habitually disengaged, and they agree to 
pay attention – teacherly authority has been created which then allows the teacher to direct the 
students’ attention to the work in hand. 

Many years ago, I ran focus groups with students where we discussed their response to enlightened 
teachers, one of the questions discussed was “If a teacher does not behave this way now (i.e., as an 
enlightened teacher) but starts behaving this way, how would you respond?”  The answer was 
always, “once we know the behaviour is authentic then we will respond in the same way that we do 
now with enlightened teachers”. 

Four key capacities underpin Core Growth Skills 

It is easy to be overwhelmed by the thought of teaching the full range of twenty-first century skills, 
especially the Core Growth Skills. How do we teach initiative or communication or leadership?  
However, the Core Growth Skills are underpinned by four capacities, which are central to being 
human.  Figure 3 shows the relationships between these four key capacities and the Core Growth 
Skills that young people need to develop to be able to face up to an uncertain future. 

These capacities emerge in young people sequentially: relevance realisation/insight from birth, 
getting things done from about 18 months, caring for others from about four to six years and the 
capacity for deriving principles from about age ten to 12 years. 

Unconstrained, the typical child would be developing these capacities for a major part of their 
development into adult maturity.  Yet, the typical child has not been unconstrained, and their 
natural development has been impeded using pseudo teacherly authority to focus children’s 
attention exclusively on the Foundational Literacies and, by default, preventing attention being paid 
to these core capacities.  Thus, rather than teachers having these Core Growth Skills as a matter of 
course, and thus encouraging their development in their students, many adults lack them as well. 

The basis for teacherly authority 

Left unconstrained, children will naturally develop these capacities, which emerge in early childhood 
onwards.  It is the prevalence of pseudo teacherly authority that is stifling this natural development.  

 
students are compliant but quietly disengaged.  We do not know exactly what causes students in Australia to 
disengage.” Grattan Institute 'Engaging Students: Creating classrooms that improve learning' Feb 2017 
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Telling children what they should learn and how they should learn and needing to apply a power 
differential to achieve some semblance of success is stifling young people’s natural development. 

 

Our education systems are committed to developing the full range of twenty-first century skills.  
Helping young people to develop, rather than constrain, their innate capacities is a way to meet the 
needs of young people to grow into fully healthy and capable adults.  It is these capacities that can 
form the basis for rebuilding teacherly authority. 

The solution to stagnant or falling student outcomes is to rebuild teacherly authority based on the 
capacities most needed by our young people – which underpin Core Growth Skills - and use this 
teacherly authority to engage students fully in the Foundational Literacies. 

Enlightened teachers do this already and a larger, although still a minority of motivated teachers, 
could adopt this approach very readily. 

(Re)building Teacherly Authority 

For young people to prepare fully for an uncertain future they need to acquire both Foundational 
Literacies and the Core Growth Skills.  Efficient transmission of these cultural values best occurs 
when all students enter teacherly authority relationships with all their teachers.  For this to happen 
there must be an alignment of values, what a teacher values and offers to teach must align with 
what a student values and wants to learn.  This occurs amongst the Foundational Literacies for some 
students, as we know, but most reliably occurs, now and for the foreseeable future, amongst the 
four key capacities which underpin the Core Growth Skills, capacities which emerge progressively 
during childhood. 

In several cases, which I highlight below, activities that schools have gradually adopted for their own 
staff’s development, such as coaching and the use of action inquiry, are providing the opportunity 
for staff to acquire and strengthen their own capabilities in these four key capacities, underlining 
how important they are in adulthood. 

This shift towards a more reliable way of engaging students has already begun.  What has been 
missing – preventing a faster shift - is an overarching framework which ties the various elements 

 
Figure 3. How the four key capacities relate to the Competencies and Character Qualities (i.e., 
Core Growth Skills) as shown in this version of twenty-first century skills.  Note that leadership 
combines the four key capacities.  Also, note that problem-solving combines AOM and insight. 
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together - grounding student engagement firmly in the teacher-student relationship, defining the 
nature of the relationship that ensures full engagement, and highlighting the capacities that teachers 
themselves need to acquire or strengthen to create these relationships with all their students.  I 
believe that Teacherly Authority, as explained in this paper, provides such a framework and that, 
finally, we have a viable alternative to the practices grounded in behaviourism and the damage that 
it has wrought across generations. 

Thus, (re)building teacherly authority implies that each teacher: 

• acknowledge the centrality of the teacherly authority dynamic to successful cultural 
transmission i.e., all students engaged and successfully acquiring the full range of twenty-
first century skills 

• recognise that teacherly authority can be based on a broader set of capabilities than the 
traditional ‘subject’ knowledge 

• develop their own practice capable of engaging each of their students in a relationship of 
teacherly authority, which may involve strengthening their own capacities in key areas 

Next, I want to further explore the four key capacities which underpin the Core Growth Skills, it is 
these capacities that can broaden the basis for (re)building teacherly authority with every student. 

Relevance realisation/Insight 

‘Relevance realisation’, according to the cognitive scientist, John Vervaeke (Vervaeke 2020), is the 
fundamental process that underpins all our cognitive functions. As such, this is a capacity that we 
see emerging in the very youngest of children.  The term ‘realisation’ is in both senses of something 
coming into being and the perceiver becoming aware of this occurrence.  What is being realised is 
that which, out of the ‘combinatorially explosive’ number of possibilities presented by our senses, is 
relevant to us in this moment.  This is a child realising that a square brick in her hand will fit into a 
square hole in her toy, that the face appearing at the door belongs to the person who makes her 
laugh. 

Relevance realisation is the basis for insight, 
which deals with converting ill-defined 
problems into well-defined ones by framing, 
reframing, and problem formulation, as 
needed. It also helps us correct how we limit 
our attempts to solve a problem by what we 
consider salient or relevant. In other words, 
insight allows us to break out of the way we 
might have boxed in our thinking. 

Insight is a foundational capability, and in terms of twenty-first century skills, underpins creativity, 
curiosity and adaptability, contributes to problem-solving and provides the basic machinery for 
social and cultural awareness. 

Cognitive coaching, when done well, is an example of teacherly authority which has become 
widespread in schools: the coach has a greater capacity which they want to teach in the coachee’s 
best interest, the coachee recognises and values this capacity and agrees to pay attention to the 
coach.  All four conditions for teacherly authority are in place. 

In this form of high-value coaching, the capacity that the coach has is the ability to help the coachee 
develop insight so that they can clarify what they need to do (‘goal setting’) or resolve whatever has 
caused them to get stuck and thus be able to take action to move forward (‘problem solving’).  
Learning to be a coach and then practicing is a way to develop insight in others – in other words to 
teach it.  In effect, although they may not recognise it, schools are using cognitive coaching to 
strengthen adult capacity for insight and, at the same time, developing the capacity to teach it. 
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The coach achieves their effect by lifting and holding the coachee in the mind state in which the way 
forward becomes clear, the mind state in which they feel confident, collaborative and creative.  This 
is achieved by how the coach listens to the coachee and by the sorts of questions they ask.  Using 
these forms of listening and framing of questions are the keys to developing insights with students. 

Getting things done 

From the age of about 18 months intrepid toddlers begin the process of learning how to get what 
they want and to get things done.  Aside from an intuitive capacity for manipulation through various 
categories – physical (grabbing what they want), intellectual (being tricky), emotional (tantrums) and 
social (calling on others to intervene) – an increasing ability to act in the world follows the stages of 
empowerment.  These five stages comprise the recognition that they have choice (autonomy), the 

capacity to take the first step to act on that 
choice (initiative), the capacity to sustain effort 
to make it through whatever gets in the way 
(follow-through), the ability to actually 
complete the project to finish and say “this is 
done” (completion) and, the ability to rejoice in 
the completion of the task (celebration).  Think 
toddler pushing a stool up to the kitchen bench, 

climbing up to the cookie jar, struggling to get the lid off, taking a cookie, climbing back down and 
then eating the cookie with great satisfaction. 

The importance of this capacity is self-evident in its application in the modern world and is further 
emphasised by the fact we begin to learn this as soon as we are old enough to act in the world.  In 
terms of twenty-first century skills, this capacity develops initiative and persistence and delivering 
projects successfully is usually a sign of developing leadership. 

This is such an important capability in adulthood that many schools organise professional 
development around some form of action inquiry which mirrors the five stages of empowerment, 
the intent being for teachers to ‘get things done’ in terms of improving their practice.  Engaging in 
action inquiry on a regular basis strengthens this core capacity and builds initiative and persistence. 

Caring for others 

From the age of somewhere between four and six, a young child, who until now has viewed the 
world from a purely first-person perspective, begins to realise that other people may see the world 
differently from how they see it.  This is the emergence of a second-person perspective and its 
concepts of reciprocity and fairness: “If I hurt you, you can hurt me back” and “one for you and one 
for me”.  The child begins to prefer the friend to the toy and needs to learn the rules for having 
friends, and foundational to this, she needs to learn to care for another.  Relationships are central to 
human health and wellbeing so that developing the capacity to care for others is at the heart of a 
long and happy life. 

Some of the ways that we show how we care: 
by making people feel safe (both physically and 
psychologically), by being accepting of people 
as they are, by being interested in them and 
what they are interested in, by being a good 
listener (a quiet mind, open to the new and 
different), by empathising and recognising the 
other’s feelings, by being compassionate, by 
celebrating and showing gratitude, by being accessible and supportive, by being trustworthy, 
dependable, reliable. 
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Caring for others becomes the basis for collaboration which, in turn, is both a twenty-first century 
skill and one of the key drivers of organisational success in the modern world.  High performing 
teams are characterised by having high levels of psychological safety and mutual dependability 
amongst team members.  Further, most schools now organise themselves around teams of all sorts 
encouraging, although often by trial and error, the development of this core capacity.  Caring for 
others is also the basis for effective communication, another twenty-first century skill. 

When we ourselves feel cared for and valued, it stimulates us to respond in kind and it is easy to see 
how teacherly authority can be built around providing and teaching – especially through modelling – 
this essential capacity.   

Active Open-Mindedness 

Formal reasoning begins to appear around ten to twelve years old as interior senses mature making 
memory more reliable, also affording the delaying of gratification and the capacity to anticipate 
consequences.  Individuals begin to establish and internalise principles, using the reciprocity 
dynamic to determine which patterns are ‘good’ and which ‘bad’, which begin to define behaviour 
making it more stable and solid and creating an internalised foundation for making choices, in turn 
this allows the young person to persevere in the face of social pressure. 

At this stage in their development young people begin to follow principles and principled people.  
Being principled and having the capacity to teach how to develop in this way becomes another basis 
for teacherly authority. 

Active Open-Mindedness (AOM) is a means of creating a principled stance through ensuring that the 
patterns that are observed in the world around us are well-founded and not formed through any of 
the many forms of bias that we are prone to.  This is important for all of us as adults but is essential 
for young people if we want to help them resist the inordinate pressures brought to bear on them in 
the modern world, for example, by social media and their attention-capturing and manipulative 
algorithms. 

Active Open-Mindedness (AOM) is a cognitive 
stance that we need to take to avoid believing or 
behaving foolishly.  To put the concept simply: 
be ready, willing, and able to change your mind 
about things by clearly defining what evidence 
would prove you wrong and actively looking for 
it.  It is a way to try and avoid the various in-built 
biases that we have – which are no more than 
short cuts to allow us to make decisions more 

quickly and with less cognitive effort – but which can easily trip us up.  Where pseudo teacherly 
authority prevails, it is hard for a teacher to model AOM as any inquiry testing the validity of what is 
being taught may easily go beyond what the teacher feels comfortable with. 

In the case of teacherly authority, students are deeply engaged in the subject at hand and inquiry is 
likely to be a means to deepen the learning for both students and teachers.  Thus, AOM can be 
practiced without risk, indeed with concrete benefits.  In short, if we want to encourage AOM, which 
forms the basis for critical thinking and contributes to problem-solving, then we need to be 
operating in an environment of teacherly authority. 

This puts AOM into a different category than the other three core capacities, the need for it emerges 
last, it needs relationships of teacherly authority to already be in place and it is not obvious what 
activity, if any, develops this capacity in a school’s staff, yet it is not coincidental that critical 
thinking/problem-solving is the first of the competencies to be listed and is sorely needed in today’s 
world. 
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What it means to teach these capacities 

The four capacities that underpin Core Growth Skills cannot easily be put into a curriculum and a 

teacher is unlikely ever to say “we are having a class on insight today”.  Rather, it is in the many one-

to-one interactions, where students need insights into their work, how to do their work, how to 

position themselves vis-à-vis the world around them and, most profoundly, to uncover unsuspected 

capacities and opportunities that will shape their future lives. 

Similarly, encouraging students to get things done by recognising the five stages of empowerment 

and encouraging students at each stage – individually, as small groups and as a whole class – 

especially the first stage, encouraging students to act autonomously and create something that is 

new to them. 

Caring for others is, perhaps, the easiest of these capacities to model and teach for those who 

already recognise that relationships are paramount.  Again, via one-to-one interactions – some of 

which will be visible to other students – all the elements of how we care for others can be modelled 

and encouraged, from psychological safety to celebration. 

To be able to navigate a complex world where we are beset on all sides by false narratives and rigid 

dogmas, Active Open-Mindedness is essential for every adult in their own lives.  Developing this 

capacity in one’s own life will allow for its demonstration and modelling in the classroom. 

Every teacher will have a different way of offering these capacities to their students with different 

emphases on the four capacities making each teacher’s practice in this area unique to them.  What 

matters is that the capacities that students value, and need, are being offered in such a way that 

every student enters a relationship of teacherly authority with each teacher affording the orderly 

and efficient transmission of the whole range of twenty-first century skills. 

Conclusion 

A small minority of enlightened teachers have relationships of teacherly authority with all their 

students and have a lifelong impact on them at the same time as having their students willingly do 

their best work, with few if any disruptions.  For these teachers, teacherly authority is based on 

capacities they offer to their students which extend beyond the subjects they teach. 

The larger group of motivated teachers who are highly motivated and engaged, and who deliver 

excellent results already could join this first group and have even greater impact on their students, 

through recognising that teacherly authority can be developed on more than one basis and offering 

to students the capacities that most motivated teachers already have or could relatively easily 

develop to the necessary level.  For many this will simply be a change of mindset. 

This shift will have a profound effect on student learning and outcomes and increase each teacher’s 

own satisfaction and wellbeing.  Further, having a critical mass of teachers with relationships of 

teacherly authority with all their students will have a profound impact on the workings of the school, 

and very much for the better. 
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